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Abstract

Self-efficacy is found to be a strong predictor of academic achievement. Self-efficacy is
positively related to engagement, raising self-efficacy improves academic success and
performance. To improve students’ performance, collaborative learning is one of the teaching
approaches for enhancing self-efficacy and engagement in learning. Collaborative learning is
extensively used to facilitate students’ learning in education. Despite substantial literature
regarding the application of collaborative learning in different disciplines, there was limited
relevant literature specifying the design of collaborative learning for enhancing self-efficacy,
engagement and subject knowledge in learning. Most of the similar studies have been
conducted in western settings, this study was the unique cultural contribution to the existing
studies. This study adopted an action research approach which aimed to explore the effect of
collaborative learning on undergraduate students’ self-efficacy and engagement in learning.

There were three cycles in the action research design, each set in a different context. In
Cycle One, the research was based on Bandura’s self-efficacy belief and Linnenbrink and
Pintrich’s general framework for self-efficacy, engagement and learning. The researcher
designed a collaborative learning framework and examined the effect of the collaborative
learning on undergraduate students’ self-efficacy and engagement in learning English in the
first cycle. Five undergraduate students completed the collaborative learning over a two months’
period. Data were collected through questionnaires and focus group interview at the end of
Cycle One. The undergraduate students had significantly increased in their language self-
efficacy scores. Three themes, namely, gained some sources of self-efficacy in learning English,
increased in self-efficacy in learning English, and increased engagement in learning English
emerged from the undergraduate students. These findings demonstrated that the collaborative
learning was feasible and helped the undergraduate students to gain self-efficacy and

engagement in learning. Some strategies for helping students improve their self-efficacy and
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engagement learning English were further explored in the next two cycles.

In Cycle Two, King’s goal attainment theory was adopted in the collaborative learning.
The researcher revised the conceptual framework in Cycle Two. The aim of this cycle was to
ascertain the effect of the collaborative learning on the undergraduate students’ self-efficacy
and engagement in learning English in the newly devised conceptual framework. Eight
undergraduate students completed the collaborative learning in two semesters. Data were
collected through questionnaires and focus group interview at the end of Cycle Two. Goal
setting impacts on enhancement of students’ self-efficacy. Three themes, namely, improvement
in English, gained varied skills, and developed positive attitude in learning emerged from the
undergraduate students. These findings demonstrated that most students achieved their goals,
perceived enhancement of self-efficacy, and engagement in learning via participation in this
collaborative learning. The application of collaborative learning in a conventional classroom
setting with another subject matter as the teaching content was further explored in last cycle.

In the third and last cycle, the focus was to evaluate the effect of the collaborative learning
on undergraduate students in learning nutrition. Through the collaborative process, the
undergraduate students’ learning was assessed with respect to their self-efficacy, social skills
and nutrition knowledge in learning nutrition. Forty-nine undergraduate students studied in this
nutrition course with collaborative learning as the teaching approach. The findings supported
that most students achieved goals, experienced enhancement of self-efficacy in learning, and
improved their nutrition knowledge and social skills via their participation in this collaborative
learning environment.

This study has proposed a design for collaborative learning and has demonstrated its
application in two subject areas. Seven design features of collaborative learning are
recommended for effective collaborative learning. The newly developed conceptual model is

original and the research findings showed that the collaborative learning with mutual goal
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setting process is effective in improving self-efficacy, engagement and subject knowledge in
learning and in turn improving social skills. It is feasible to replicate the design of this
collaborative learning in future research.

Keywords: self-efficacy, engagement in learning, collaborative learning, action research
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Chapter 1: Introduction

This chapter provides an overview of the study background. It begins with the background
to the study, problem statements, and the research questions of the first cycle of the action
research. The significance of the research is then examined, and this chapter ends with an

organization of thesis.

1.1 Background to the study

The Internet changes the world. It has a profound effect on the way we work, live, and
learn. It has now become an integral part of the younger generation aged from 15 to 24 with
99.5% in Hong Kong have access to the Internet (Social Security Association, 2013). The use
of the Internet can affect a student’s academic performance both positively and negatively.
Among those people aged 10 and over in Hong Kong, the average time spent in using Internet
services per week gradually increased from about 12 hours in 2001 to about 29 hours in 2012
(Social Security Association, 2013). This amounts to not less than 4 hours a day every day in
a week. Appropriate use of the Internet can have positive influence on students’ academic
performance but excessive use will have a significant negative impact on students’ daily life.
In Kim’s study, university students in Hong Kong are likely to be at risk of pathological Internet
use. Pathological Internet use is associated with increased social isolation, mood disorders and
sleep problems (Kim, Griffiths, Lau, Fong, & Lam, 2013).

The first most common reason for use of the Internet for people aged 10 and over is
information searching and the second is the use for communication or interaction (Social
Security Association, 2013). Several studies have found that increased time spent on the
Internet can lead to negative impact on people’s ability to communicate appropriately face-to-

face with friends, peers, and family members (Ma, 2011; Neu, 2009; Sisman, Yoruk, & Eleren,
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2013). Communicating in the Internet has a de-individuating effect on the individuals involved
and produces behavior that is more self-centered than face-to-face communication. The
communication mode in the Internet is less socially regulated and has negative effects on social
interaction, confidence, and leads to social anxiety and finally loss of real-life social
relationships (Bargh & MaKenna, 2004; Brown, 2014; Weinstein, 2015).

The Internet may serve as a ‘coping tool’ for some to escape from problems or stressors.
However, students may experience more problems like - delay in doing assignment for using
technology, technology causing interruptions while doing assignment, and technology
interfering with completing assignment (Gemmill & Peterson, 2006) if they use the Internet
excessively. Some studies found that the Internet had a direct positive correlation with
decreased amount of sleep, decreased face-to-face interaction, and lower academic
performance; and heavy exposure to electronic devices has been associated with less time for
reading, decreased verbal literacy and theory of mind skills. Finally, these students might have
attention problem that affected their academic learning (Neu, 2009; Anderson, 2001; Ellore,
Niranjan, & Brown, 2014).

The current generation of undergraduate students is often dubbed the Net Generation
because they are digital natives and are used to interacting with technology (Oblinger &
Oblinger, 2005; Tapscott, 1998). As mentioned before, technology has transformed the way
we live and for students the way they communicate and learn. The cognitive learning of the
Net Generation is “nonlinear, imaginative, multitask, low-organizational, non-logical, likes
strong sound and light stimulation” (Hou & Chan, 2011, p.1). The Net Generation is more
comfortable using a keyboard and happier reading from a computer screen. They are
accustomed to instantaneous text messaging, communication via cell phones. They prefer
visuals and graphics rather than reading text in books. In the digital environment, this new

generation is good at editing, searching and learning the overloaded Web. Youngsters from this

20



new generation process information shown in narrative images supplemented with text or
symbols. They are active in human interaction within the digital world and build their
friendship online. Friendships in the online environment are characterized by a focus on self.
The distance in the online environment affords users to neglect manners and may even induce
online bullying. This new generation may be the most-socialized peoples in the digital world
but is the most-isolated generation in the real world (Black, 2010; Schofield & Honoré, 2010).

The current undergraduate students also belong to Generation Y which refers to people
aged 19 to 32. In Hong Kong, according to the Continuing Professional Development Alliance
(2014) the Generation Y who were in employ used the words “creative” as the most frequent
term and “self-centered” as the second common term to describe themselves; whereas the non-
working Generation Y, e.g. those who were studying full-time, used the words “creative” as
the most frequent term and “hard-working” as the second common term to describe themselves.
The Hong Kong employers, on the other hand, used “self-centered” as the most frequent term
to describe the characteristics of the Generation Y. Self-centered persons may be more self-
absorbed and care about themselves only. They may not be good at communicating and
interacting with others. All these imply that this new generation lacks social skills. Social skills
include such interpersonal qualities like cooperation, assertion, responsibility, and empathy
that improve interactions between people. According to Farrington and colleagues (2012) five
general categories of noncognitive factors that influence academic performance, the social
skills category is one of the factors that may affect academic performance. As teaching and
learning have strong social, emotional, and academic components, students do not learn alone
but rather in collaboration with peers and teachers. A recent meta-analysis of a school-based
program showed that there were positive effects from social-emotional interventions on
academic achievement (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011). It is

suggested that social skills increase academic performance as students with good social skills
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will participate productively in classroom activities that foster learning.

Students of poor performance or ineffective learning are low in self-efficacy (Bandura,
1986; Pajares, 1996; Pajares, 2003). Self-efficacy is a key element of social cognitive theory.
Social cognitive theory is a framework of triadic reciprocality or reciprocal interactions among
behavioral, environmental variables and personal factors (Bandura, 1986). Bandura defines
self-efficacy as “beliefs in one’s capability to organize and execute the courses of action
required to produce given attainments” (Bandura, 1997, p.3). It is the extent of people’s belief
in one self’s ability to perform the task or skills. With regard to the interaction of personal
factors (self-efficacy) and behavior, individuals’ beliefs in self-efficacy influence their
capabilities and engagement in performing a task (Bandura, 1997; Schunk, 2003). There are
four primary sources of self-efficacy which include mastery experience, vicarious experience,
social persuasion, and physiological states (Bandura, 1997).

Student engagement was discussed in terms of behavioral engagement, cognitive
engagement, and motivational engagement (Linnenbrink & Pintrich, 2003). If students are
engaged, students demonstrate their effort, persistence, and instrumental help-seeking
behaviors. Use of multiple learning strategies and metacognitive activity such as reflection on
their own thinking and monitoring their own learning are good indicators of cognitive
engagement. The three aspects of motivational engagement are interest, value, and affect. First,
personal interest reflects students’ intrinsic interest in task. Second, value beliefs can lead
students to choose to engage in task as they think that it is important and is worthwhile. In
addition, students’ affective or emotion are important parts of motivational engagement.
Positive emotion contributes to students’ motivational engagement (Ouweneel, Schaufeli, &
Le Blanc, 2013; Linnenbrink & Pintrich, 2003; Trowler, 2010).

Self-efficacy is positively related to engagement because it leads to more effort in

finishing the task. Students of high self-efficacy show willingness to invest effort and
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persistence especially in face of difficulties. A large body of evidence suggests that self-
efficacy has positive effects on academic performance (Bandura, 1993; Galla et al., 2014;
Pajares, 1996; Schunk, 1995). As self-efficacy and engagement are inter-related with reciprocal
effect, raising self-efficacy improves academic success and performance. Students low in
self-efficacy are low in engagement in learning (Trowler, 2010). To improve students’
performance, collaborative learning is one of the teaching approaches for enhancing self-

efficacy and engagement in learning.

Collaborative learning refers to an “instruction method in which students at various
performance levels work together in small group toward a common goal” (Gokhale, 1995 p.
22). Collaborative learning shifts the responsibility of learning to students who take up the role
of self-directed learners. Students work in group and they actively exchange their ideas through
use of small group activities with the goal of completing a specific task. Collaborative learning
encourages students to develop higher-order thinking skills and enhance individual abilities to
master knowledge. Many researchers have reported that students tend to learn more of what is
being taught when it is compared with traditional classroom learning (Beckman, 1990;
Chickering & Gamson, 1991). Collaborative learning gives students an opportunity to engage
in discussion, take responsibility of their own learning. Therefore, collaborative learning is
good for the new generation as it contributes to developing social skills and leading towards
development of positive attitude among students (Law, So & Chung, 2017). Students’

participation in collaborative activities is a social activity (Sultan & Hussain, 2012).

Moreover, collaborative learning helps improve students’ self-efficacy because it provides
both direct and vicarious experiences to all group members. Findings from empirical research

suggested that collaborative learning and students’ self-efficacy influenced their academic
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performance. According to Igho, Ikechukwu, and Victoria (2015), they stated that collaborative

learning improved academic achievement and self-efficacy.

Smith and colleagues (2009) found that students increased their understanding of genetics
concepts from discussion between students even when there was no ‘expert student’ in their
discussion group. Students from this study also claimed that the discussion was more
productive and they retained the information longer because they had gone through the
discussion with better understanding (Stump, Husman, Chung, & Kim, 2011).

This study aspires to explore options for a collaborative learning that would focus on
improving undergraduate students’ learning. To do this, the researcher will carry out this
collaborative learning and use it to enhance students’ learning and its transferability to other

areas of study.

1.2 Problem statement

The Internet brings us convenience and improves our communication beyond geographic
boundaries. Despite all the advantages it brings, the Internet might weaken people’s ability to
communicate face-to-face with one another. The new generation is used to communicating
through machines. Excessive use of the Internet is known to have negative effects on social
interactions and can lead to social anxiety that can finally lose real-life social relationships.
How best can students learn and develop their social skills in this digital age? Face-to-face
communication with other people is a must in our daily life whether it is within one’s social
circles, at school, or at work.

Teaching and learning activities at school are predominately done through face-to-face
communication and peer interactions. Good social skill is therefore important in learning. We
learn by exchanging ideas with others and working collaboratively. If students have good social

skills, they can participate productively in classroom activities that help foster learning.
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According to social cognitive theory, self-efficacy is important in learning. Self-efficacy is
found to be a strong predictor of academic achievement (Bandura, 1997). Moreover, self-
efficacy is positively related to engagement. This is because engaged students will exert more
effort and energy in completing a task. Self-efficacy affects academic success and performance.
Low self-efficacy will lead to low engagement in learning too. To help students better equipped
with social skills and self-efficacy, collaborative learning seems to be a good method as it
necessitates active exchange of ideas between students and leads to the building up of social

skills that facilitate learning.

1.3 Aim of the research
The aim of this action research is to examine the effect of collaborative learning on students’

self-efficacy and engagement.

1.4 The research questions to be answered are:

I.To explore the effect of collaborative learning on students’ self-efficacy in learning
ii. To explore the effect of collaborative leanring on students’ engagement in learning
iii. To investigate students’ opinions of collaborative learning

The sub-research questions will be elaborated in the different cycles of the action research.

1.5 Hypothesis

In this study, it was hypothesized that students involved in collaborative learning will
develop more social skills and self-efficacy that will further improve their engagement in
learning. Action research was adopted as the research design of this study. In the first and
second cycles of the action research, English was chosen to be the subject of study in the

collaborative learning because English is an important language subject at school in Hong
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Kong as an international city. In the third cycle, nutrition was chosen to be the subject of
study in the last stage of collaborative learning because it was intended to try out the

collaborative learning in different area.

1.6 Significance of the research

An immense body of evidence from the previous literature has pointed to the pivotal role
of self-efficacy and engagement in facilitating students’ learning (Bandura, 1997; Pintrich &
Schunk, 1996; Ouweneel et al., 2013; Pintrich & De Groot, 1990; Walker, Greene, & Mansell,
2006; Warwick, 2008; Linnenbrink & Pintrich, 2003). Moreover, findings from empirical
research suggested that collaborative learning helps improve students’ self-efficacy because it
provides both direct and vicarious experiences to all group members and enhances their social
interaction in the group. Hence, collaborative learning and students’ self-efficacy can
effectively influence their academic performance (Rosen & Rimor, 2009; Stump et al., 2011;
Gokhale, 1995; Smith et al., 2009). Differing from previous researchers’ approaches, this study
adopted an action research methodology that used multiple methods of data collection. The
qualitative instruments examined undergraduate students’ experiences in greater depth, whilst
the quantitative ones could supplement and explain the qualitative findings of this study.

Insufficient research has been conducted to investigate the relationship that exists
between self-efficacy and collaborative learning. Moreover, most studies were conducted in
western countries, this study was the unique cultural contribution to the existing studies. In
order to help students increase their self-efficacy so as to enhance their engagement in learning
and improve their academic achievement, teachers are obligated to understand how
collaborative learning influences students’ learning in Hong Kong. It is believed that the
findings of this action research can contribute to a more comprehensive understanding of the

perceived experiences of undergraduate students in the process of participating in
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collaborative learning. The findings would attract teachers’ attention towards collaborative
learning teaching techniques and help inspire them to foster positive learning experiences for

students.

1.7 Organization of the thesis

There are seven chapters in this study. Chapter One provides an overview of the
background of the present study. The subsequent chapter examines the extent to which self-
efficacy and engagement in learning have been studied and reported and, in particular, how
these concepts were used in collaborative learning in tertiary education, the effect of social
skills on academic performance, relationship between self-efficacy and engagement, and also
the effect of collaborative learning on students’ learning effectiveness and the studies about
enhancement of students’ self-efficacy through adopting collaborative learning based on the
concepts reviewed. Chapter Three illustrates the details of the methodology framework, the use
of action research in this project and its justifications, the study design and method includes
the investigation setting, the participant recruitment process, the data collection procedures,
data management, data analysis procedures and methods and the applications of
methodological and data triangulation and thematic analysis and the methodological rigor of
the study. Chapter Four describes the first cycle of the action research including stage one for
clarifying vision and targets, stage two for articulating theory, stage three of implementing
action and collecting data and stage four of reflecting on data, planning informed action into
second cycle of this action research. Chapter Five examines the second cycle of the action
research. The last cycle of the action research is described in Chapter Six. Chapter Seven
addresses the study’s limitations, implications and recommendations for future research and

draws the conclusion of this study.
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Chapter 2: Literature review

This literature review aims to examine the extent to which self-efficacy and engagement in
learning have been studied and reported and, in particular, how these concepts were used in
collaborative learning in tertiary education. To achieve this, past researchers’ findings on the
effect of social skills on academic performance, relationship between self-efficacy and
engagement, and also the effect of collaborative learning on students’ learning effectiveness will
be investigated and analysed. In the final section of this chapter, studies about enhancement of
students’ self-efficacy through adopting collaborative learning based on the concepts reviewed

will be discussed.

2.1 Introduction

This literature review aims to examine the extent to which self-efficacy and engagement in
learning have been studied and reported and, in particular, how these concepts were used in
collaborative learning in tertiary education. The search of relevant literature was conducted using
iSearch from the EQUHK library. This is a search engine that locates and retrieves resources from
the EAUHK library’s book catalogue, EBSCO databases with major eResources including
Academic Search Premier, CINAHL with Full Text, Journals@Ovid Full Text, JSTOR, Oxford
Scholarship Online, Science Direct, SAGE, etc. The search from these databases yielded 684
articles in either English or Chinese covering self-efficacy and engagement, social skills, and
collaborative learning. It was evident from the search that literature exploring these topics
concurrently was severely lacking.

Previous researchers’ findings on the effect of social skills on academic performance,

relationship between self-efficacy and engagement, and also the effect of collaborative learning
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on students’ learning effectiveness will be investigated and analysed. Lastly, studies about
enhancement of students’ self-efficacy through adopting collaborative learning based on the

concepts reviewed will be discussed in the following sections.

2.2 Social Skills

A number of authors have defined social skills (Caldarella & Merrell, 1997; Gersham, Sugar,
& Horner, 2001; Lynch & Simpson, 2010; McFall, 1982). McFall (1982) reviewed two
conceptual models of social skills and suggested definitions for each of the models. According to
McFall, social skill is most commonly defined as a “hypothetical personality trait or a general
response predisposition” (McFall, 1982, p.2). Social skills refer to a personal trait-like
characteristic. Social skills cannot be observed directly. However, a person’s behavior in
interpersonal contacts can be observed and it reflects the person’s social skills abilities. The
assumption of this trait-like conception of social skills is that the performance of a person’s social
skills will be sensibly maintained over time and reasonably stable across different situations. A
less commonly used definition, as per McFall (1982), treats social skills as distinct situation-
specific responses and it is not related to the underlying personality-trait. Social skills under this
definition refer to a molecular-behavioral conception. The assumption of this molecular-
behavioral conception is that social skills are viewed as learned behaviors in specific situations.
The performance of a person’s social skills may change across time and is unstable across
different situations.

Some authors attributed similar terms or meanings to social skills or social competence
(Caldarella & Merrell, 1997; Gersham et al., 2001; Lynch & Simpson, 2010). Social skills are
competent behaviors performed by a person in particular social situations (Gersham et al., 2001).
Lynch and Simpson viewed social skills as the skills that a person can positively interact with

other people and the surrounding environment. If people are equipped with social skills, they
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demonstrate these behaviors by showing empathy, actively participating in groups, showing
kindness, increasing helpfulness, communicating more with others, collaboratively negotiating
and solving problems (Lynch & Simpson, 2010).

An important distinction between social skills and social competence is the evaluation or
judgement of social tasks by the significant others, e.g., teachers, parents and peers in social
competence. Moreover, these judgements may be based on the criteria of some social agents or
pre-established criteria in comparison with normative samples (Gersham et al., 2001).

Caldarella and Merrell (1997) derived a taxonomy of social skills that included five different
dimensions, namely, peer relations skills, self-management skills, academic skills, compliance
skills, and assertion skills. This taxonomy is useful in the classification of typical social skill
patterns. Moreover, it is used to design interventions in teaching and to evaluate outcomes of
intervention. Lastly, it is a guide for the development of theories related to the causes, prognosis,
and responsiveness of students in social skill intervention.

Riggio (1986), on the other hand, proposed a conceptual framework for defining and
assessing basic social skills. Riggio proposed that basic social skills had two components:
expressivity and sensitivity. These two represented the skills in sending and receiving information.
Apart from verbal social skills, the non-verbal social skills are the ability in sending and receiving
emotions in communication with others. Riggio believed that social skills are connected with
control over communication. Thus, in Riggio’s framework, social skills had seven dimensions,
namely, emotional expressivity, emotional sensitivity, social expressivity, social sensitivity,
emotional control, social control, and social manipulation. Emotional expressivity refers to
people’s skills in communicating affect, attitudes and status. Emotional sensitivity refers to
people’s ability to understand others’ emotions, beliefs, or attitudes, and to discover the cues of
status-dominance. Social expressivity includes peoples’ skill in expressing verbally fluency and

the ability to start the conversations. Social sensitivity is related to the ability to understand and
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respond to verbal messages and this sensitivity is a vital component of social rules and norms.
Emotional control refers to people’s ability to control emotional communications and nonverbal
displays. Social control refers to people’s ability in role-playing, skills in regulation of verbal
behavior and presentation of one-self. Social manipulation refers to people’s attitude or
orientation to manipulate others during communication. On the basis of these seven dimensions,
Riggio (2002) further developed a social skills inventory.

Several other authors did provide detailed information about social skills (Caldarella &
Merrell, 1997; Gersham et al., 2001; Lynch & Simpson, 2010; McFall, 1982). Riggio’s (1986)
framework of social skills, nevertheless, is the most structured one that explicates the meaning
of social skills. Social skills indeed are more comprehensively illustrated by considering both
verbal and nonverbal displays and communication. And it is more appropriate to include social
and emotional components. The reason for adopting Riggio’s framework of social skills is
because it is more frequently used and is easy to explain the underlying meaning of social skills.

There are four main methods to collect data on social skills (McFall, 1982). The commonly
used one is paper-and-pencil self-report which is most suited for classroom use. The second
method is to use behavioral role-playing tests. The third one is through observations of quasi-
naturalistic performance and the last one is to have ratings by significant others (McFall, 1982).

Social skills play an important role in schools, work, and life. Previous literature showed
that social skills have been linked to academic performance in primary grades (Denham & Brown,
2010; Cooper, Moore, Powers, Cleveland, & Greenberg, 2014; Steedly, Schwartz, Levin, & Luke,
2008; Gresham & Elliott, 1990; Malecki & Elliott, 2002). However, the effect of social skills on
academic performance is still unclear. Most recent studies investigated a broader view on social
and emotional skills. Savitz-Romer, Rowan-Kenyon, and Fancsali (2015) studied how colleges
and universities, as well as employers, used non-cognitive skill building to promote career

success by implementing social and emotional skills programs to tertiary students in colleges and
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universities. Savitz-Romer et al. grouped these social and emotional skills and behaviors into
three conceptual categories: an approach to learning and work, interpersonal skills, and social
skills. The survey from Savitz-Romer et al. found that social, emotional, and affective factors are
critical to academic and career success and this result has driven the development of programs
and practices to promote those skills. Davis, Solberg, De Baca, and Gore (2014) evaluated the
social emotional learning skills of a sample of 4,797 high school students from a large urban
school district to predict their future academic success and progress toward graduation. The study
found that students with lowest 25% of reported grades had lower social emotional skills than
students classified as top 25% of academic performers by the end of the eighth grade. The result
found five social emotional learning subscales (self-efficacy, academic motivation, social
connections, importance of school, and managing psychological and emotional distress and
academic stress) that effectively discriminated between students who made positive progress
towards high school graduation. Another meta-analysis study (Durlak, Weissberf, Dymnicki,
Taylor, & Schellinger, 2011) reviewed 213 school-based social and emotional learning programs
involving 270,034 kindergarten through high school students. Durlak et al., (2011) concluded
that social and emotional learning programs had significantly improved participants’ social and
emotional skills, attitudes, behavior and academic performance. However, Durlak and his
colleagues were not able to disentangle the effect of “social skills” from social emotional skills.
The effects on academic performance might not be directly brought by students’ behaviors in the
classroom. The academic performance could have been developed by the students’ competencies
in other areas such as self-awareness, self-management, responsible decision-making, etc.
Therefore, social skills may improve learning by enhancement of social interaction between peers
and teachers or by reduction of disturbances in class (Farrington et al., 2012). Although there has
been limited research showing a causal effect between social skills and academic performance,

it is likely that the two are mutually reinforcing. Good social skill is therefore important in
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learning. If students have good social skills, they can participate productively in classroom

activities that help foster learning and hence improve academic performance.

2.3 Self-efficacy Beliefs

The concept of self-efficacy originated from Albert Bandura’s social cognitive theory.
Bandura was the first scholar to present the idea of self-efficacy in 1977. He started his work of
self-efficacy in the psychology field. The study “Self-efficacy: Toward a Unifying Theory of
Behavioral Change”, presented a theoretical framework that explains the psychological
procedures which alter the level and strength of self-efficacy (Bandura, 1977). In the same year,
Bandura and Adams reported the findings of two experimental tests of the self-efficacy theory of
behavioral change. The findings proved that self-efficacy was a predictor of behavioral
improvement, mastery of threats in different phases of psychological treatments, in patients with
chronic snake phobias (Bandura & Adams, 1977). Bandura (1986) further applied self-efficacy
in education in 1986. Social cognitive theory is a learning theory. This theory explains the triadic
reciprocal causation between personal, behavioral and environmental factors. Bandura analyzed
one learns by observing fellow learners with self-efficacy. Bandura defined self-efficacy as
“people’s judgments of their capabilities to organize and execute courses of action required to
attain designated types of performances” (Bandura, 1986, p. 391). Self-efficacy refers to people’s
belief in their abilities in performing specific tasks. Bandura (1986) further elaborated on two
aspects of the definition of self-efficacy. The first aspect is that self-efficacy is not the actual
ability to do a task. Another important aspect is that self-efficacy is task or context specific.
People who have low self-efficacy in performing Task A may not necessarily have low self-
efficacy in performing Task B.

Bandura (1995) postulated that there are four sources of influence in people’s self-efficacy

beliefs. Mastery experiences are based on people’s prior experiences toward a specific task. If
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people have successful experiences in performing a specific task, they are more likely to have
higher self-efficacy in that task. Nevertheless, if people fail in performing that task, they will
have lower self-efficacy regarding the abilities to complete that task. The second source is
vicarious experiences. Vicarious experiences are learning acquired by people through observing.
Self-efficacy can be gained by social modelling (Bandura, 1995). Higher self-efficacy was
perceived by observing peer models in Schunk, Hanson, and Cox’s experiments. There were two
types of peer models, mastery model or coping model. Children was assigned to observe either
mastery model that was demonstrating rapid acquisition of fraction skills or coping model that
was demonstrating gradual acquisition of fraction skills. In their studies, the children
demonstrated higher self-efficacy, skill, and training performance when they observed the single
coping model, multiple coping model and multiple mastery model of their peers than children
who observed a single mastery model only.

Children judged themselves as having attained similar competence when they compared
themselves to the peers even though they did not perform the tasks and did not know whether
they could perform or not (Schunk, Hanson, & Cox, 1987). The third source is social persuasion.
People may perceive higher self-efficacy when they get encouragement from the significant
others such as parents, teachers or peers. Likewise, people may have low self-efficacy when they
face discouragement from the significant others (Bandura, 1995). The last source of self-
efficacy is people’s physiological and emotional states. Physiological states and emotional states
such as stress and tension may affect people’s performances. Mood affects people’s judgments
of their ability to finish tasks (Bandura, 1995). In later study in 1997, Bandura’s study proved
that mastery experiences were the most powerful source of self-efficacy (Bandura, 1997). In one
meta-analysis study conducted by Boyer and his colleagues, they stated that moderate to high
positive effect size was obtained when self-efficacy was altered by mastery experiences (0.75),

modeling (1.02) or verbal persuasion (0.40) (as cited in Bandura, 2012). Vicarious experiences,
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on the other hand, become a powerful source of self-efficacy when people are uncertain of their
abilities or when they have limited experiences on a task. Apart from vicarious experiences,
correlations of self-efficacy and social persuasions were found in Usher and Pajares’ review with
the range from -0.06 to 0.62 (Usher & Pajares, 2008). Bates and Khasawneh’s study (2007)
supported the correlation between instructors’ feedback and students’ self-efficacy. Students who
receive prompt instruction and feedback from instructor about their performance using online
learning technology had higher self-efficacy and mastery in completing online assignments than
those students who did not receive feedback from instructor. Britner & Pajares (2006) found that
there was strong influence of science teacher’s mastery experiences on self-efficacy to support
their students in developing self-efficacy beliefs. Moreover, vicarious experiences, social
persuasions and physiological arousal were significantly correlated with self-efficacy.

However, in some studies, the correlation of self-efficacy and the sources of self-efficacy
was not established (Matsui, Matsui, & Ohnishi, 1990; Hampton & Mason, 2003; Usher &
Pajares, 2006). Usher and Pajares (2008) explained in their review that the failure to find
correlation between the sources of self-efficacy and self-efficacy was because of the problems in
the design of research methodologies, the choices of instrument and the contextual issues in
related studies.

Self-efficacy is domain specific. Bandura pointed out that “the construction of sound efficacy
scales relies on a good conceptual analysis of the relevant domain of functioning. Knowledge of
the activity domain specifies which aspects of personal efficacy should be measured” (Bandura,
2006, p. 310). Therefore, the measurement of self-efficacy is not to produce a single all-purpose
coefficient. Usher and Parjares (2008) also addressed that it is not possible to measure an overall
academic self-efficacy, but rather to measure the self-efficacy for individual academic subjects.
Bandura had done a review of Maurer and Andrews’s assessment of self-efficacy. Maurer and

Andrews (2000) advocated a unipolar rating scale of self-efficacy ranging from 1 (strongly
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disagree), 3 (neither agree nor disagree) to 5 (strongly agree). Bandura (2012) queried the rating
scale as he was of the view that it was meaningless to set a neutral level (level 3 with neither
agree nor disagree) of self-efficacy that distorted the meaning of self-efficacy. Other authors
created a new general self-efficacy scale with only eight-item to measure general self-efficacy
that “captures differences among individuals in their tendency to view themselves as capable of
meeting task demands in a broad array of contexts” (Chen, Gully, & Eden, 2001, p. 63). Bandura
opined that a statement of intention should not be included in Chen et al.’s eight-item self-efficacy
scale to measure trait self-efficacy and this trait measure had problems of predictiveness and was
weak in relation to domain-related self-efficacy. All in all, the scope of self-efficacy assessment
and the domain-related self-efficacy should be relevant to the individual’s “sphere of activity”
(Bandura, 2012, p.17).

Numerous studies have been performed to ascertain self-efficacy in different fields including
psychology, sociology, medicine, education, and even in vocation (Hall, Chai, & Albrecht, 2016;
Holund, 1990; Lent, Lopez, & Bieschke, 1991; Wolters & Pintrich, 1998; Wright, Perrone-
Mcgovern, Boo, & White, 2014). This study focused on English language learning and nutrition
education. The following sections are reviews of the empirical research that are related to self-
efficacy in the academic domains of foreign language and nutrition.

There has been a growing interest in studying self-efficacy within the field of foreign
language learning. Most previous studies of foreign language were related to the English
language. Raoofi, Tan, and Chan (2012) reviewed the empirical literature of self-efficacy in
language learning contexts from 2003 to 2012. The majority (27 out of 34) of their selected
studies were in the context of English. Three identified themes, ‘effects of self-efficacy’, ‘effects
of self-efficacy on affective domain’ and ‘factors affecting self-efficacy’ were found; twenty of
the studies examined the relationship between self-efficacy and performance, or the affective

domain; and the rest of them studied factors affecting learners’ self-efficacy within the context
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of a foreign language and investigated the strategies on self-efficacy or strategy training. Most
findings confirmed that self-efficacy strongly predicted the performance in a foreign language
including reading, listening, speaking, and writing of the language (Mills, Pajares, & Herron,
2006; Pajares, 2003; Mills, Pajares, & Herron, 2007; Rahimi & Abedini, 2009; Magogwe &
Oliver, 2007).

There were a limited number of articles that investigated the effect of self-efficacy on
affective domain in learning a foreign language (Erkan & Saban, 2011; Pintrich & De Groot,
1990; Pajares, 2003; Tuncer & Dogan, 2016). The results of these studies were controversial.
Writing apprehension and writing attitude were supposed to be negatively correlated. However,
Erkan and Saban’s study found that there was a significant positive correlation between
apprehension and attitude towards writing (Erkan & Saban, 2011). A student’s self-efficacy in
French was negatively associated with reading and writing anxiety in Mills, Pajares, and Herron’s
study (2007). On the other hand, self-efficacy in listening proficiency of French was negatively
associated with anxiety in both males and females.

Only several studies were found to investigate factors like strategies, styles and contextual
variables that affect a learner’s self-efficacy in foreign language context (Magogwe & Oliver,
2007; Raoofi et al., 2012; Bonyadi, Nikou, & Shahbaz, 2012; Yilmaz, 2010). Unlike before, the
studies showed consistently that the use of strategies was significantly related to a learner’s self-
efficacy in foreign language context (Magogwe & Oliver, 2007; Bonyadi et al., 2012; Yilmaz,
2010). A very limited number of studies investigated the sources of self-efficacy and the
development of self-efficacy beliefs of the foreign language. In 2009, Cakir and Alict’s (2009)
study examined some sources of self-efficacy such as past successful experiences and social
persuasions and their effect on perceived self-efficacy. This study indicated that mastery
experiences and verbal persuasions seemed to be important factors which affect the personal

efficacy beliefs of the student teachers.
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After investigating the English subject area, a collaborative learning on diet and disease in a
classroom setting was carried out. This last part of the study was used to test out self-efficacy in
the domain of nutrition education. The literature regarding students’ self-efficacy beliefs in the
domain of nutrition education is at best few and at worst scant. Scholars who studied various
phenomena within the field of nutrition often relied on the results of the medical field and there
were only relatively few investigations on self-efficacy. Some studies evaluated the impact of a
health education program on a group of adolescents’ knowledge of sugar and nutrition and their
beliefs about susceptibility and self-efficacy in nutrition knowledge (Holund, 1990). Another
recent study was about the relationships between nutrition-related knowledge, self-efficacy and
behavior of primary students (Hall et al., 2016). Based on the review, it can be concluded that
self-efficacy is one of the most influential factors in learning. Limited studies in the nutrition
field were found.

In addition to foreign language study and nutrition education, there was previous self-
efficacy research focused on linking efficacy beliefs to other academic subjects too. These
included subjects such as social studies, physical education, mathematics, and statistics. Findings
from the previous research supported that mathematics self-efficacy predicted the interest in
learning mathematics and science-based career choice (Lent, et al., 1991; Wolters & Pintrich,
1998). Other studies focused on linking efficacy beliefs to career self-efficacy and career choices
(Wright et al., 2014). Some studies explored the relationships between self-efficacy and
respective other psychological constructs and academic achievement, and found that academic
self-efficacy predicted academic performance (Andrew, 1998; Hwang, Choi, Lee, Culver, &
Hutchison, 2016; Multon, Brown, & Leni, 1991). Academic self-efficacy showed its influences
on self-regulatory processes such as goal setting, self-monitoring, self-evaluation and strategy
use in learning (Wolters & Pintrich, 1998; Yilmaz, 2010; Zimmerman, 1990; Zimmermann &

Cleary, 2006). In regard to the strategies for enhancing self-efficacy, intervention studies for
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enhancing self-efficacy were severely scant in education field. A majority of intervention studies
for enhancing self-efficacy were conducted in medical and nursing fields (Barkoukis, Koidou, &
Tsorbatzoudis, 2010; Baxter & Thomson, 2012; Buckley, 2014; Cordle, 2015; Martin, Ma,
Scioli-Salter, & Mitchell, 2015; Middelkamp, Rooijen, Wolfhagen, & Steenbergen, 2016; Tang
etal., 2015; Wu, Hu, McCoy, & Efird, 2014).

There were few studies related to the negative effect of self-efficacy to motivation and
performance in learning (Yeo & Neal, 2006; Vancouver & Kendall, 2006; VVancouver, More, &
Yoder, 2008; Vancouver, Thompson, Tischner, & Putka, 2002; Vancouver, Thompson, &
Williams, 2001). Vancouver et al. (2001 & 2002) tried to use analytic game to test out self-
efficacy and performance. The result found that self-efficacy led to overconfidence and hence
increased the likelihood of logic errors during the game. However, Vancouver et al.’s evaluation
of self-efficacy was deficient because their study only assessed self-efficacy by asking two
questions (asking participants to identify how many attempts or rows they thought it would take
them before they found the solution for the next trial and asking participants how likely they were
to find the solution to the next trial by the row). The assessment might lead to potential errors or
bias in their study results. Vancourver and Kendall (2006) found that self-efficacy was negatively
related to motivation and performance in examination at the within-person level of analysis and
self-efficacy got a significant relation with performance at the between-persons level. Again,
Vancouver and Kendall’s study was deficient in the assessment of self-efficacy as they asked
participants to rate self-efficacy for one time only, without assessing the changes of self-efficacy.
Yeo and Neal (2006) used a constricted range in a self-efficacy assessment. They used a low-
fidelity conflict recognition task from air traffic to examine the relationship between self-efficacy
and performance. Participants were asked to perform this task for one time only and the
performance was assessed. In summary, the results of these studies concerning the negative

effects of people’s beliefs in their capabilities may be misleading. Most of these studies had
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methodological deficiencies in the evaluation of self-efficacy and the use of inappropriate tasks
in assessments.

Based on the review, it can be concluded that self-efficacy is one of the most influential
factors in learning. Effective teachers need to help students gain self-efficacy in learning. It is
worthwhile to examine more by applying interventions to enhance students’ self-efficacy. In this
study, it was intended to examine the effect of collaborative learning in enhancing undergraduate
students’ self-efficacy and engagement. Moreover, it is worthwhile to explore more by
conducting qualitative research to investigate the construct of self-efficacy among students in
order to gain an in-depth understanding of the perceived self-efficacy of students in different
contexts, like nutrition education and English learning in this study. The next section was about

the literature review of engagement.

2.4 Engagement in Learning

Academic engagement has three constructs which are behavioral, cognitive and
motivational engagement (Linnenbrink & Pintrich, 2003). Other authors defined engagement in
a multifaceted manner as behavioral engagement, emotional engagement and cognitive
engagement (Fredricks, Blumenfeld, & Paris, 2004; Skinner & Belmont, 1993).

Fredricks et al. (2004) argued that behavioral engagement entails positive learning
behaviors such as obeying the rules and following the norms, in addition to the absence of
destructive learning behaviors such as missing school and making trouble in the classroom.
Moreover, Fredrick’s group stated that behavioral engagement that contributed to positive
learning included students’ willingness to make efforts, persistence to academic tasks, paying
attention, and involvement in class discussions. Participation in school-related activities was also
considered as important in behavioral engagement. Nonetheless, Finn (1989) has different views

in participation. He divided participation into four levels ranging from the lowest level such as
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responding to teachers’ questions to the highest level such as student government. Linnenbrink
and Pintrich (2003) stated that behavioral engagement involves some observable behaviors.
Students were more engaged when they showed more effort, persistence to the tasks and help-
seeking behavior. Sometimes, help-seeking behavior alone is not a good indicator of behavioral
engagement. If students are seeking help from peers or teachers in order to understand the
materials better, this is a good indicator and this is instrumental help-seeking behavior. Students
are said to be engaged when they show positive behaviors such as class participation, attendance,
task completion and effort (Fredricks et al., 2011; Miller, Greene, Montalvo, Ravindran, &
Nichols, 1996).

Fredricks and his colleagues (2011) after reviewing various literatures on cognitive
engagement summed up cognitive engagement into two themes. They found some authors
highlighted cognitive engagement as investment of time in thinking about learning whereas
others targeted cognitive engagement as learning using strategic skills. When students are
cognitively engaged, they demonstrate the use of metacognitive strategies to plan, monitor or
evaluate their learning (Pintrich & De Groot, 1990; Zimmerman, 1990). Therefore, students who
are cognitively engaged display a deeper level of learning by paraphrasing or summarizing
materials or organizing knowledge with concept maps or outlines. Students demonstrate effort in
tasks when they are being engaged cognitively. Students are cognitively engaged if they monitor
and regulate their learning by reflecting on their own thinking, actions and behavior (Linnenbrink
& Pintrich, 2003). The term “effort” is used in both cognitive and behavioral engagement and
one should not be confused with the two (Fredricks et al., 2004). Some researchers used mental
efforts to define cognitive engagement as one that students used efforts to strengthen learning
and performances mentally (Wang, Chen, & Anderson, 2016). When assessing student efforts,
we need to explore in depth to distinguish behaviors in showing effort or mental effort in

cognitive engagement.
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According to Fredricks and his colleagues (2011), emotional engagement refers to
students’ positive and negative affective reactions towards teachers, peers, content of the subjects
in schools. The positive affective reaction includes feeling interest, optimism, passion and
curiosity to learn. The negative affective reaction includes feeling boredom, unhappiness, and
anxiety in learning (Skinner & Belmont, 1993). Motivational engagement from Linnenbrink and
Pintrich stated similar characteristics in terms of students’ interest, value and affect. Interest is a
motivational variable and is defined as a psychological state of repeated to engage or engaging
or participate with specific classes of objects, events, or ideas over a period of time. The affective
component of interest refers to positive emotions accompanying engagement (Hidi & Renninger,
2006). People who feel interest in an activity are more engaged in it. Ainley, Hidi, and Berndorft’s
(2002) study suggested that interest is an important component in engagement. Engagement is
associated with positive affect. People like performing a certain task feel more interest, and then
they are more persistent with the task and they tend to learn more.

Eccles and his colleagues (1983) studied task values in motivational literature and
elaborated that task values have four major components which are known as attainment value or
importance, intrinsic or interest value, utility value or usefulness of the task, and cost. Attainment
value refers to the perceived importance of performing a task. Intrinsic or interest value is related
to the enjoyment of engaging in a task or activity. Utility value refers to how a task fulfills a
person’s future goal. Cost refers to things, for example, time and efforts given up in performing
a task, which is the negative aspect of engaging in an activity or task. Both positive and negative
affects are linked to students’ learning and achievement. High levels of anxiety will negatively
affect learning (Linnenbrink & Pintrich, 2003). Emotions provide both fuel and guidance for
students' behaviors. Emotions act as markers of motivational resources for checking the quality
of students' participation and coping or whether students are at risk of burnout (Skinner, Pitzer,

& Brule, 2014).
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Engagement is associated with positive academic outcomes and prevention of high
student dropout rates (Fredricks et al., 2004). One recent study was conducted to evaluate the
academic performance of 578 middle and high school students by analyzing their engagement,
academic self-efficacy and academic motivation. This study confirmed that cognitive
engagement predicted academic performance (Dogan, 2015). Moreover, levels of academic
performance were predicted by students’ levels of engagement. Fredricks and his colleagues’
study showed an association between higher levels of engagement and higher proficiency in
academic pursuit. In order to address student engagement, we not only need to understand how
engagement has been defined but also how it is measured. One recent report reviewed 21
instruments that measured the psychometric properties of student engagement. These instruments
included 14 student self-reports, three teacher reports on students and four observational
measures. Self-report instruments were most commonly used to assess behavioral, emotional and
cognitive engagement. However, items used to measure behavioral, emotional and cognitive
engagement were inconsistent across the instruments. Some instruments were multi-dimensional,
whereas others were either bidimensional or unidimensional. Motivated Strategies for Learning
Questionnaire (MSLQ) was one of the instruments used in this action research. MSLQ has been
used in correlational studies examining relationships between motivation, use of learning
strategies and achievement (Pintrich & De Groot, 1990; Wolters & Pintrich, 1998). It is used as
an outcome measure in examining impacts of different aspects of instructional strategies, course
structures and intervention (Duncan & McKeachie, 2005; Hsieh, 2014).

In summary, engagement is associated with positive academic achievement. Gaps are
identified in the definitions, measures and design of engagement measures. They do not capitalize
on what a multi-dimensional conceptualization of engagement can offer. Moreover, very few
current literatures shed light on the development of engagement and there has been a limited use

of observational, multi-method or qualitative studies in engagement studies. Qualitative approach
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is suited for researchers who intend to understand the engagement process and the meaning of
the construct in great depth. The next section was about the relationship between self-efficacy

and engagement in learning.

2.5 Self-efficacy and engagement

Self-efficacy has been found to relate to the amount of effort and the willingness to persist
in a task or activity (Bandura, 1997; Dogan, 2015; Linnenbrink & Pintrich, 2003; Ouweneel et
al., 2013; Pintrich & Schunk, 1996; Walker et al., 2006; Warwick, 2008). There was a positive
association between self-efficacy beliefs and behavioral engagement of students in terms of the
amount of effort and persistence at a task (Bandura, 1997; Pintrich & Schunk, 1996). Ouweneel
and his colleagues’ study (2013) showed that self-efficacy was positively related to engagement.
The possible explanations were students’ self-efficacy leads to greater willingness to put more
energy and effort in completing a task. In Pintrich and De Groot’s (1990) study, it was found that
students with higher efficacy used more strategies in self-regulatory or metacognitive skills to
promote learning. Other authors found correlation between self-efficacy and cognitive strategy
and self-regulatory strategy use (Walker et al., 2006). Self-efficacy is related to motivational
constructs including personal interest and values (Pintrich & Schunk, 1996). Bandura suggested
that individuals developed firstly a sense of efficacy at an activity and from this they develop
both interest and value (Bandura, 1997). Once students feel personal interest and utility in a
subject they are motivated to engage in learning that subject. There are clear links between self-
efficacy and motivational engagement, but there are some debates over the cause-effect
relationship between self-efficacy and motivational engagement (Walker et al., 2006; Warwick,
2008).

Linnenbrink and Pintrich (2003) discussed a general framework for self-efficacy,

engagement and learning. This framework explained how self-efficacy was related to student
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engagement, in terms of behavioral, cognitive and motivational engagement. They stated that the
three components of engagement are correlated. Therefore, if students are cognitively and
motivationally engaged, the behaviors are likely to be engaged. Linnenbrink and Pintrich stated
that self-efficacy led to improvement in engagement which in turn led to improvement in learning
and achievement. Moreover, the direction of cause and effect relationship also flowed back to
self-efficacy reinforcing it over time. Self-efficacy may have both a direct and an indirect effect
on behavior. However, this study only explicated the general framework to understand self-
efficacy, engagement and learning. Linnenbrink and Pintrich did not further investigate and
develop interventions to ascertain the cause and effect relationship between self-efficacy and
engagement. Self-efficacy enhances effort, persistence and eventually achievement in academic
pursuit. Pintrich and DeGroot (1990) suggested that self-efficacy improves cognitive engagement.
The reason for better achievement is that students use more cognitive strategies in learning.
Dogan (2015) tried to evaluate the multiple correlation between self-efficacy, engagement and
academic result. However, the result showed self-efficacy and academic motivation did predict
academic performance but not for emotional and behavioral engagement. Apart from Dogan
(2015), Warwick (2008) and Ouweneel et al. (2013) tried to put these two variables together in
their respective investigations. Warwick (2008) experimented with curriculum design principles
to build in components of engagement. Although Warwick mentioned about the learning loop
between self-efficacy and engagement, his study did not have an intervention. He only focused
on the investigation of motivational engagement by asking three questions in the interview with
his students. As regards Ouweneel et al.’s (2013) study, they investigated the effect of changes
in self-efficacy over time towards changes in engagement and performance. However, this study
was not an interventional study. This study has the limitation of the lack of the students’ original
self-efficacy levels. These factors could potentially have affected the relationships between self-

efficacy and the outcome variables of engagement and performance.
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Figure 2.1 illustrates the conceptual framework of self-efficacy, engagement and learning
used in this study. Self-efficacy comes from four different sources, namely mastery experiences,
vicarious experiences, verbal persuasion and physiological states. It connects sources of self-
efficacy and explains how self-efficacy was related to student engagement, in terms of behavioral,
cognitive and motivational engagement. Self-efficacy improved engagement which in turn
improved learning and achievement. Moreover, the direction of cause and effect relationship also
fed back to self-efficacy, thus reinforcing it over time (Bandura, 1986; Linnenbrink & Pintrich,

2003).
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Figure 2.1 Conceptual framework of first cycle of action research. Bandura postulated that there are four sources
of influence in people’s self-efficacy beliefs. These four sources are mastery experiences, vicarious experience,
verbal persuasion and physiological states (Bandura, 1986). Adapted from “General framework for self-efficacy,
engagement and learning,” by Linnenbrink, E. A., & Pintrich, P. R, 2003, Reading & Writing Quarterly :
Overcoming Learning Difficulties, 19(2), 122. Copyright 2003 by Taylor & Francis.

2.6 Collaborative Learning
How to engage students actively in class? This question has been discussed for decades
in the education field. What is ‘collaborate’? According to the Online Oxford Dictionaries, the

word “collaborate” originated in the late nineteenth century from the Latin word “collaborat-"
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which means ‘worked with’ and from the verb collaborare, which can be broken down into col-
‘together’ and the verb laborare- ‘to work’. The whole meaning of ‘collaborate’ is to work jointly
on an activity or project (Oxford Dictionaries, 2016). Collaborative learning is broadly viewed
as a variety of educational approaches involving group efforts in intellectual exchanges with
students, or students and teachers together. Usually, students are working in groups of two or
more, mutually searching for understanding, solutions, or meanings, or creating a product.
Collaborative learning activities can be in different forms, but the vital distinction is in their group
exploration or application of course material, not just simply presentation or explication by the
students (Smith & MacGregor, 1992). Earlier in 1973, Bruffee who was Associate Professor of
English and Director of the Freshman Writing Program at Brooklyn College started to use
collaborative learning in students’ writing classes. At that time (in 1972), Officials of New York
State Department of Education said they were studying a new method for teaching reading which
helped raise students’ reading scores in 1970. Students were helping teach their younger brothers
and sisters and slow youngsters in learning groups being assisted by the faster pupils (Bruffee,
1973). Bruffee believed that if young children were capable of collaborating in learning, adults
and adolescents should be capable of doing it too. He then developed the “collaborative-learning
convention”, that was to design class structures and guidelines of collaborative learning for
teachers (Bruffee, 1973, p. 638).

A few years later in his study of collaborative writing, Gebhardt (1980) argued that peer
influence is nothing without feedback. He argued that the concept of feedback in most
collaborative discussion was narrow and too little consideration was given to the emotional
isolation of students in collaborative writing. In Gebhardt’s opinion, collaborative learning was
only appropriate for the inexperienced and self-doubting writers and was only appropriate in the
early stages of writing. Bruffee (1981) disagreed and explicated that collaborative learning affects

the emotional element in learning contextually through the social context of influence from peers
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and this element cannot be imparted through teachers’ conscious application of pedagogical or
psychological techniques. This is why counselling and sensitivity training techniques are largely
superfluous in collaborative learning. According to Bruffee, American teachers showed interest
in using collaborative learning in the 1980s. Bruffee (1984) stated that collaborative learning was
coined in the 1950s and developed in the 1960s by a group of British secondary school teachers
and a biologist studying British post-graduate medical education. He was of the view that
collaborative learning provides a social context in which students can experience and practice
the kinds of conversation valued by college teachers.

Wiener (1986), on the other hand, tried to move forward by developing appropriate
collaborative teaching models, a temporary set of guidelines for observers and roles of teachers
in collaborative learning. Wiener specified a teacher’s roles in collaborative learning as task setter,
classroom manager, group management and synthesizer (Weiner, 1986). Bruffee (1987) further
elaborated that a degree of autonomy is important in collaborative learning. Teachers are
recommended to step back from the groups of working students. After setting a task, students are
to work in groups on their own to interpret and finish the task. Goodsell, Maher, and Tinto (1992)
developed a sourcebook of collaborative learning in higher education in 1992. This sourcebook
addressed what collaborative learning is, how it is implemented, how it is assessed and where it
1s used.

Unfortunately, many educators were confused with the two terms “cooperative” and
“collaborative” learning. In fact, these two are methods that differ in definition, philosophy and
approach. Bruffee suggested that cooperative and collaborative learning had some important
differences (Bruffee, 1993). Matthews, Cooper, Davidson, and Hawkes (1995) also commented
that collaborative and cooperative learning had significant differences among adherents, while
there were some overlaps between these two approaches. Cooperative learning tends to be more

structured for small group instruction classes and teachers’ roles are different. Teachers have to

48



give more detailed advice and direct training to students in the cooperative learning approach
(Matthews et al., 1995). Theodore (1999) argued cooperative learning is very similar to
collaborative learning, with the exception that cooperative learning introduces a more structured
setting and the teacher takes total control of the learning environment. Moreover, Davidson and
Major (2014) drew the boundary between cooperative learning and collaborative learning. They
put forward that cooperative learning nurtures interdependence through goals, tasks, resources,
roles, and rewards, while collaborative learning employs only goals, tasks and sometimes limited
resources to nurture interdependence. Student grouping is different too. In collaborative learning
a teacher never forces a student into a group; however, in cooperative learning a teacher does
assign students into groups. Moreover, collaborative learning groups are self-managed while
teachers in cooperative learning take control and use group methods or structured procedures to
teach students.

Collaborative learning was rooted in three theoretical frameworks - cognitive
development theory, social interdependence theory and behavioral learning theory. Cognitive
development theory has its origins in Piaget (1995) and Vygotsky (1978). Vygotsky’s (1978)
cognitive development theory is the most significant contribution to theories of child’s process
of cognitive development. Vygotsky believed social interactions are important for children’s
learning. Learning is facilitated by interaction between peers such as verbal discussions and
observation of peers. The social interactions let students understand what they observe. Copying
and internalizing help students learn. While Piaget’s focus upon the development of cognition is
the construction of knowledge, he suggested that social relations play an important role in
human’s developmental process. These social relations can be divided into two types: the
relations of constraint and the relations of cooperation. The relations of constraint are
characterized by an inequality in the balance of authority between peoples. In contrast, the

relations of cooperation are characterized by an equal balance of authority between peoples.
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People are free to discuss, debate and exchange ideas in the absence of an authority figure.
Relations of cooperation permit the growth of mutually constructed development. The relations
of constraint usually are characterized in adult-child relations or teacher-student relations. The
relations of cooperation are usually characterized in peers relations (Piaget, 1995). Therefore,
students feel more freedom to work with peers and to construct knowledge together with peers.
Smith and MacGregor stated that learning is the outcome of social interaction. Smith and
MacGregor (1992) developed assumptions about learning: Learning is an active constructive
process which depends on rich context, which is inherently social, which is best for diverse
learners, and which has affective and subjective dimensions. There is a shift away from the typical
teacher-centered instructions to student-centered interactions in collaborative learning.
Collaborative learning is socially and intellectually involving. Students are working in groups of
two or more, mutually participating in the process and working toward goals tasks.

The history of social interdependence theory can be traced back to 1900s. Lewin proposed
the concepts of “group”, “interdependence”, and “whole” in his field theory of social society.
Group dynamic is based on interdependence of the group members. And a group is composed of
a number of persons with certain similarities (Lewin, 1939). Deutsch (1949) extended Lewin’s
concept of interdependence and identified two types of goal interdependence; one is positive and
the other 1s negative. Positive interdependence means that the chance of attaining one’s goal is
positively correlated to the chance of others obtaining theirs. In this kind of interdependence,
students understand that helping others will also benefit themselves as they will achieve their
goals too. If students are in such a cooperative relationship with one another, they are more
effective in communication and with good attitudes. On the contrary, negative interdependence
means people think that their achievement of goals is not related to the goal achievement of other

people. In this kind of interdependence, students may lack confidence and compete with one

another. Johnson and Johnson (1999) further developed the social interdependence theory on the
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basis of Deutsch’s and proposed five essential elements of cooperation including positive
interdependence, individual accountability and personal responsibility, promotive interaction,
appropriate use of social skills, and group processing. All these elements were conditions for
effective implementation of collaborative learning in classrooms. Johnson and Johnson
conducted a meta-analysis of more than three hundred studies and concluded that positive
interdependence had a greater effect on learning than group membership or interpersonal
interaction.

Social learning theory was developed by Bandura. Bandura (1971) combined two theories,
namely the cognitive learning theory and the behavioral learning theory and modified them into
the social learning theory. Bandura’s theory postulates learning as a social process. Bandura came
up with the requirements for learning. The first is learning by direct experience. Through
experiencing something by oneself or observing others’ behaviors, new behaviors will be
acquired. Individuals will learn from one another by observation. This behavior will be enhanced
through a rewarding system or suppressed by observing failure. The second requirement refers
to retention processes. This means people cannot be influenced by others’ behaviors if they
cannot remember the behaviors. According to Bandura (1971), there are two representational
systems in observational learning — an imaginal one and a verbal one. Learning is acquired
through retrieving images of modeled sequences of behaviors. Also, the stimulus such as hearing
the name of a person is highly related to experiencing imagery of the person’s characteristic that
stimulates the memory. The third requirement is related to reproduction processes. A learner puts
together all previous responses through modeling or observation; then the person can perform
the behaviors or the actions guided by the accumulated responses. The fourth requirement is
motivation by the reinforcement role in observational learning. Reinforcement is one of the
factors that can influence behavior. It can be a reward or an encouragement. Behavior partly

creates the environment and the resultant environment, in turn influences the behavior. In this
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two-way causal process, the environment is just as influenceable as the behavior it controls.
The above theories are interlinked. The following review attempts to disentangle the

different research paradigms including the “effect”, “conditions” and “interactions” paradigms.

The “Effect” Paradigm

Researchers always discuss whether or not collaborative learning is more effective than
individual learning. In Johnson, Johnson and Smith’s (2014) meta-analysis of studies from 1960s
to 2009, they reviewed over 305 studies and compared the relative efficacy of cooperative,
competitive and individualist learning on individual achievement in university and adult settings.
The majority of the studies were conducted before 1980s. Sixty-one percent of these studies’
design used subjects with randomization. The studies were mainly in science, social science,
computer science, English, mathematics, psychology, health and physical education. Various
tasks, for example, verbal, mathematical and procedural, were assigned. This review grouped
three dependent variables and they were: effort to achieve, quality of relationships and
psychological health (Johnson, Johnson, & Smith, 2014). Over 168 studies found efficacy of
cooperative, competitive, and individual learning were related to the achievement of students or
adults (Johnson et al., 2014). The results showed that cooperative learning promoted higher
achievement of students or adults than competitive or individual learning. The mean effect sizes
for impact of social interdependence on the dependent variable of achievement are 0.54
(cooperation vs. competition) and 0.51 (cooperation vs. individual) (Johnson et al., 2014). Similar
result was found in another meta-analysis. Springer’s group reviewed 37 studies in science,
mathematics, engineering and technology. The result of this meta-analysis showed that small-
group learning was effective in improving academic achievement, student attitudes and retention
in academic programs with the effect size of 0.51, 0.55 and 0.46 respectively (Springer, Stanne,

& Donovan, 1999).
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Some negative effects were documented such as collaborative ineffectiveness (Hardy,
Lawrence, & Grant, 2005; Johnson & Johnson, 1996; Smith, 2005; Dillenbourg, Baker, Blaye,
& Malley, 1996; Slavin, 1991). The studies claimed to have created three conditions for effective
collaborative learning to prevent learning failure as mutuality, positive interdependence and

equality (Wang & Burton, 2010).

The “Conditions” Paradigm

To investigate the effectiveness of collaborative learning, researchers varied the
“conditions” in the studied groups such that there were different group sizes, different group
member characteristics, group heterogeneity and different types of group tasks. Webb’s meta-
analysis was related to task-related verbal interaction among students when they worked in small
groups. He reviewed 17 studies and found the pattern of interaction and the effects of
collaboration varied across different groups with different ability compositions. Webb (1991)
tried to divide groups into groups of wide ability range with high, medium and low ability in one
group, homogeneous high ability, homogeneous medium ability, and homogeneous low ability
in the other groups. Webb’s study found that students in the wide ability range group tended to
discuss and participate more actively. The homogeneous medium ability group provided more
explanations than the homogeneous high ability group. In the homogeneous low ability group,
students lacked skills in selecting correct answers and explaining in greater details. Webb’s study
in 1998 also supported that heterogeneous groups with at least one able member was more
valuable than working in a homogenous group (Webb, 1998).

Gender composition in a group may affect the effectiveness of collaborative learning.
Webb’s study found that there was no difference between same gender groups. Nevertheless, in
male majority groups, girls performed less successfully than boys and the boys tried to ignore the

girls. Interestingly, in female majority groups, girls tended to assist the boys and the girls
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requested less help from others. In either boy majority or girl majority groups, boys performed
better than girls even when they had the same level of ability (Webb, 1991). One recent study of
engineering students in collaborative learning showed that collaborative learning positively
influenced student achievement. Moreover, this study found that female students reported greater
use of strategies in collaborative learning than boys (Stump et al., 2011).

Kooloos and his colleagues’ study (2011) was about the effects of group size and
assignment structure on students’ collaborative learning. The researchers divided 405 students
equally into three different groups and then subdivided each group into smaller subgroups. The
first group had subgroups of 15 students each and they were asked to work on all of the
assignments (a total of three cases) in the subgroups. The second group had smaller subgroups of
5 students each. These subgroups were also asked to work on all of the assignments. The third
group had subgroups of 5 members each, similar to the second group, but each subgroup was
asked to work on only one of the three cases and peer-teach one another within the subgroup.
The result found that the smaller assignment subgroups (i.e., those worked on one of the cases
only) enjoyed participating in the collaborative learning and had higher satisfaction. Students

preferred smaller groups and they liked the small group with one case plus peer-teaching format.

The “Interactions” Paradigm

Learning involves a social process. It is a collective participatory process of active
knowledge construction (Saloman & Perkins, 2011). Peer interactions refer to a cognitive
elaboration approach (Webb, 1991). Several studies showed some types of peer interactions
useful for learning and could render cooperative learning more effective. Webb’s studies
concluded that the quality of the responses, such as elaborating responses, asking questions,
seeking help, were outcomes of cooperative learning (Webb, 1991; Webb, Farivar, &

Mastergeorge, 2002). Webb identified a set of helping behaviors that may better predict the
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learning of small collaborative groups. Webb also described conditions for effective helping
behavior, and the responsibilities of students seeking help and giving help. In addition, teachers
also have responsibilities to make helping productive for learning (Webb et al., 2002). Mercer’s
book drew teachers’ attention to the creation of a common ground. The common ground can be
established by asking questions (Mercer, 2013).

Recent studies showed that with the support of computers, the interaction between people
and the measurement of constructs may be benefited too. Computer-supported collaborative
learning has become more popular in education. Gress’s group evaluated 186 empirical studies.
The majority of the measures utilized in computer-assisted collaborative learning were self-report
(33%) and assignments (19%). Some studies used computer-assisted collaborative learning in
collection of data, discussion dialogues, interviews, observations, and feedback (Gress, Fior,
Hadwin, & Winne, 2010). Most studies used computer to collect assignments (36.6%), others
used computers to collect feedback (19.8%), to assess content knowledge (17.8%), to calculate
GPA and collect feedback of collaborative activities, to help research design, and to collect
feedback from teachers and students (Gress et al., 2010). In this study, computers were used to
support students’ collaborative learning in a way to collect their learning goals, teaching plans
and reflections from teaching, and upload their teaching videos and reflective journals.

There are limited studies about enhancement of self-efficacy in collaborative learning.
One study was about the association between engineering students’ collaborative learning
strategies and self-efficacy. This study showed students’ reported collaborative learning strategies
were associated with the enhancement of self-efficacy. Furthermore, female students used
collaborative learning strategies more than male students (Stump et al., 2011). Another
dissertation study was about intervention related to self-efficacy beliefs and collaborative
learning in statistics classes. The literature review found that self-efficacy beliefs, collaborative

learning, and academic achievement have not been studied in the empirical studies (Robertson,
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2012). Only one research studied the effects of group composition on self-efficacy and collective
efficacy in computer-supported collaborative learning. This study found high self-efficacy groups
had higher collective efficacy on group motivation than low self-efficacy groups (Wang & Lin,
2007). To sum up, in order to better understand the enhancement of self-efficacy in collaborative
learning, further research is needed as studies are limited and findings are inconclusive.
Additionally, gender difference, group composition, group dynamic, different scaffolding
techniques used in collaborative learning to enhance self-efficacy still need to be researched

further.

2.7 Summary

This chapter reviews the studies on social skills, engagement in learning, self-efficacy
and collaborative learning. Various authors have dedicated a great deal of effort to examine the
effect of social skills, relationship between self-efficacy and engagement, and the effectiveness
of collaborative learning towards students’ learning. From the literature reviewed, collaborative
learning has been applied in education settings. Nevertheless, collaborative learning is confused
with cooperative learning in terms of definition, approaches and methods used.

Insufficient research has been conducted to investigate the relationship that exists
between self-efficacy and collaborative learning. Moreover, most studies were conducted in
western countries. In order to help students increase their self-efficacy so as to enhance their
engagement in learning and improve their academic achievement, teachers are obligated to

understand how collaborative learning influences students’ learning in Hong Kong.
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Chapter 3: Method

3.1 Introduction

This chapter provides details of the method, the use of action research in this project and
its justifications. An outline of the study design and method will then be made which includes
the investigation setting, the participant recruitment process, the data collection procedures, data
management, data analysis procedures and methods. The applications of methodological and data
triangulation and thematic analysis are examined. The final section discusses methodological

rigor of the study.

3.2 Action Research as the Research Approach
This study adopted an action research approach to explicate the effect of collaborative

learning on self-efficacy and engagement to generate positive reinforcement.

3.2.1 History of Action Research

There are a variety of views about the origins of action research which can be traced
back to 1920s. Recent literature indicates that Kurt Levin is the father of action research.
However, there is evidence that much earlier in the 1920s the educational work of John Dewey
may have served as a precursor to action research. Dewey developed a theory on experience
and reflective thought and action. He explored the social nature of learning and used scientific
method for hands-on problem solving (Masters, 1995; Miettnen, 2000). In 1945, Collier was
involved in the development of action research. Collier’s article, entitled ‘United States Indian
Administration as a Laboratory of Ethnic Relations’, was released a year before Lewin
propounded his in 1946. Action research had been criticized as imperfect. Nonetheless, Collier

(1945) supported action research as this would be better than waiting for perfection that no one
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knew when it would come. Moreover, errors could be cured by new actions and Collier thought
that it was important to have more research and through such iterative processes it would be

hoped that better research methods could be developed.

Kurt Lewin (1946), a social psychologist, was the first to use the term ‘action research’.
In his article “The Dynamics of Group Action”, he explained how he had moved from
descriptive studies to action research. Disregarding hosts of prejudices, he tried to proceed from
descriptive studies of social relations and attitudes to what may be called action research on
groups. Lewin (1946) portrayed action research as a spiral process. The spiral process is
comprised of planning, taking action, observation, reflection and fact-finding about the results
of the action. Action research was originally designed to investigate social issues. In later works,
action research was applied by practitioners and teachers to solve real-life problems in their
workplaces. Stephen Corey (1949) was the first one to introduce action research in the
educational field. Corey defined action research as “the process by which practitioners attempt
to study their problems scientifically in order to guide, correct, and evaluate their decisions and
actions is what a number of people have called action research” (Corey, 1953, p. 6). Teachers
are attempted to study the problems of teaching in scientific way. Action research is a process

and this process guided teachers to take actions for changes and to evaluate the action.

In 1950s, the interest in action research in education subsided and this method was
criticized by scholars as poor and unscientific. Hodgkinson (1957) critiqued that action
research could only be regarded as quantified common sense and it was not as scientific as
empirical research. However, Borg (1965) defended the goals of action research and stated that
it could provide in-service training to teachers and help their professional development rather

than just the acquisition of general knowledge in the field of education.

In the 1970s to 1980s, action research began to appear again in education. The

researchers started to question the applicability of experimental methodologies to educational
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settings and problems. Researchers and teachers pointed out that much research lacked
practicality and was inconsistent with the reality of the classroom. Clifford addressed that
action research helped researchers to examine the meaning of their contexts (Clifford, 1973).
Echoing similar view, Elliott (1991) agreed that the aim of action research was not to produce
new theory. The aim of action research was to improve the practice of teacher rather to produce
knowledge. The construction and application of knowledge was subordinated to the aim.
Action research helps teachers to gain knowledge and skills only in research methods and
applications. Moreover, action research allows teachers to improve practice through reflective
teaching. Creswell (2005) defined action research as a process that teachers were involved in
identifying school-based topics or problems to investigate. They were responsible for
collecting data, analyzing information and taking action to solve the problems. Such a self-
reflective process would help teachers understand the various aspects of their daily practices
better. Methods in action research can be quantitative or qualitative. However, it is more

common to use qualitative methods in action research.

3.2.2 Purposes and Benefits of Action Research

Three main purposes of action research in education have been identified in the literature.
Firstly, action research contributes to school-based curriculum development. Secondly, it can be
used in systems planning and policy development and finally, it is an effective evaluative tool for
school restructuring (Quang, Thi, & Hang, 2008).

There are lots of benefits in conducting action research. The benefits can be grouped into
three areas - professional development of teachers, creation of knowledge and new practices, and
the value of teachers being involved as a part of the research (Keegan, 2016). It contributes to
teachers’ professional development through investigating their own practice and better

understanding of their students. In this professional development process, teachers play roles of
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both mentors and learners. Action research provides insights into instructional and pedagogical
knowledge. When teachers are more engaged in finding solutions to their identified problems,
knowledge is generated. Corey (1949) observed that the supporters of action research considered
that teachers would particularly value what they have found through investigation of their own
identified problems in action research. The newly generated knowledge when applied will
become a new practice. Action research can therefore help to improve practices. When teachers
are being a part of the research, the value of the process is changed. If they are engaged more
conscientiously in reflecting on their own practices, they will be more involved in a self-reflective
approach to share the value, beliefs and goals of the development of educational ideas and

practices (Halton, 2004; Cohen, Manion, & Morrison, 2005).

3.2.3 Characteristics of Action Research

Many scholars characterized action research as school-based research since it is
participant-driven, collaborative and context-specific. Moreover, action research usually leads to
change and improvement of the practices of teachers (McDonough, 1997; Carr & Kemmis, 2004).
Borgia and Schuler described the components of action research as the “Five C’s” (Borgia &
Schuler, 1996, p.4). The “Five C’s” are commitment, collaboration, concern, consideration, and
change. Participants need to commit time for getting to know each other, observing, documenting,
reflecting and interpreting the outcomes of the practices. In collaboration, all participants have
equal power. They are actively involved in sharing ideas, making suggestions to enhance the
success of the change. During the process of the action research, close working group will
develop trust and show concern for each other. Participants should also identify the patterns
brought by their actions and consider carefully the relationships between actions and outcomes.
Change is part of the developmental cycle of a teacher’s life and is an ongoing process and an

important element to become an effective teacher (Borgia & Schuler, 1996). The next section is
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about the reasons for selecting action research approach in this study.

3.2.4 Justifications for Selecting the Action Research Approach

Action research was chosen as the method for this study based on two reasons: action
research enables researchers to solve the complexity of community-based problems in learning
and it facilitates professional development of teachers. The rationale behind is that action research,
as a methodology, can help achieve this study’s objectives in solving how self-efficacy and social
skills of undergraduate student teachers can be enhanced in the collaborative learning. Stringer
(2007) stated that action research enables researchers to solve problems and understand situations
better. By using action research, it is an attempt to generate knowledge within the collaborative
participants. Through collaboration, it helps researchers understand the situation more deeply. By
using action research, both researchers and participants use reflective skills in the process. This
practice can help researchers investigate their own practice to achieve the research objectives.
The second rationale is that action research is beneficial for teacher empowerment. It can act as
a tool that develops and empowers teachers. Fandino (2010) stated that action research can
empower teachers because they are engaged in critical reflection of their teaching and learning.
Teachers are required to conduct research not simply to create knowledge or test out the
hypothesis, but to bring to light the rationale behind those knowledge and hypothesis. Hence they
are encouraged to enhance their practices and voice out issues to impact decisions regarding their
educational setting (Mahani, Emirates, & Molki, 2012). Therefore, action research was selected

for this study.

3.2.5 Stages of Action Research Cycles
Traditionally, Lewin used action research in solving social issues. Lewin’s (1946) model

of action research involves a cyclical sequence with two major phases: diagnostic and therapeutic.

61



These two phases are further divided into seven stages. In the first stage, researchers need to
formulate or evaluate problems or ideas of the participants. In the second stage, they need to
clarify the nature of the problems of the participants. In the next stage researchers are required to
derive hypotheses from the problems. Following this, researchers have to gather information or
evidence for testing out the proposed hypotheses. Then, researchers and participants are engaged
collaboratively in teams for discussing, negotiating and making decisions on the selection of
research procedures. In the second last stage, participants are involved in the realization of the
action plan, i.e., to execute the tasks and choose the evaluative procedures. The last stage of
Lewin’s model is to interpret the collected data with a concluding evaluation.

Many noticeable scholars use action research principles that match with Sagor’s study
(Sagor, 2011). Sagor (2011) viewed that action research was any investigation to empower
peoples to take action for the purpose of improving their future actions. Sagor’s model of action
research consists of four stages: clarifying vision and targets, articulating theory, implementing
action and collecting data, and reflecting on data and planning informed action. The first stage
(clarifying vision and targets) enables researchers to identify goals, clarify attributes that
contribute to goal attainment and meeting targets. In the second stage (articulating theory),
researchers need to enact a detailed rationale for the planning process that involves examining
the relationships and interactions of the relevant factors that might influence the vision or the
performance targets identified in the first stage. In the third stage (implementing action and
collecting data), researchers need to carry out the action plan and develop a data-collection plan
designed to produce reliable answers for the research questions. Afterwards, in the last stage
(reflecting on the data and planning informed action), researchers can perform critical reflection
on the collected data. Based on an analysis of the data, a revised theory of action will be generated
for future action. All these stages are described by Sagor as the “action research cycle” (Sagor,

2011, p. 8), which is illustrated in Figure 3.1. This figure shows the cyclical nature of the work
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accomplished through the four stages. In this study, Sagor’s four stages of the action research
method was adopted. The four stages of action research were repeated for each of the three cycles
in this study, which is illustrated in Figure 3.2. Detailed information on the activities in the first,

second and third cycles of the action research can be found in Chapters Four, Five and Six.
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Figure 3.1 Sagor’s four stages of action research cycle. Adapted from “Action Research Cycle,” by Sagor, R., 2011, The Action Research Guidebook, 8. Copyright 2011 by
Corwin.
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Figure 3.2 The three cycles of the action

23

research in this study. Adapted from “Action Research Cycle,” by Sagor, R., 2011, The Action Research Guidebook, 8. Copyright

@ 2011 by Corwin.
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3.3 Collecting Data

3.3.1 Research Settings

In this study, a secondary school in Ma On Shan and The Education University of Hong
Kong (EAUHK)! were selected as the study sites. The first and second cycles of the action
research took place in two settings: the secondary school and EAUHK. In the third cycle,

EdUHK was selected as the study site.

3.3.2 Recruitment Process

There were three cohorts of undergraduate student participants recruited in these three
cycles. In the first and the second cycles, undergraduate students were recruited by convenience
sampling through posting promotional posters in the intranets of the Faculty of Liberal Arts
and Social Sciences (FLASS) and the campus. The initial sample of the first cycle was a small
group of five students from FLASS. The sample of the second cycle was a group of eight

students from FLASS. The characteristics of the participants will be illustrated in next section.

3.3.3 Participants

The sample sizes of the undergraduate students in the first, second and third cycles were
five, eight and forty-nine respectively and they were undergraduate students enrolled in the
FLASS. The characteristics of the participants according to their gender and years of study in

EdUHK are provided in Table 3.1 below.

1 Formerly The Hong Kong Institute of Education (The Institute) which was officially retitled “The Education
University of Hong Kong” (EdUHK) on May 27 2016.
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Table 3.1 Characteristics of undergraduate students in different cycles of this study (N =5, 8 &49)

Cycle Characteristics of Number of
Undergraduate students in this study undergraduate students
One Gender Female 4
Male 1
Years of study in EQUHK Year one 3
Year two 2
Two Gender Female 2
Male 6
Years of study in EQUHK Year one 4
Year two 3
Year three 1
Three Gender Female 28
Male 21
Years of study in EQUHK Year one 1
Year two 48
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3.3.4 Data collection

After recruitment, the students were invited to join an introductory session that explained
the research. The introductory session was repeated in the first and second cycles. Before
signing the consent forms, participants received an information sheet on data to be collected in
the study and the protection of data privacy. As the researcher was not the teacher of these
students, clarification was provided to them about her role as the researcher and as a PhD
student in the introductory session. The researcher emphasized that she would be involved in
their learning process as a researcher participant. The students were given assurance that their
grades would not be positively or negatively affected in their study programs by participating
in the language enhancement schemes.

Before starting the tutoring programs, English enhancement workshops were provided to
the undergraduate students. The English instructor of the workshops and the students
established learning objectives and set mutual goals in the workshops. The undergraduate
students were asked to submit at least three learning goals, teaching plans and reflections after
each lesson on the monitoring of the quality of the tutorial classes. Class observation and
continuous coaching were done by the workshop instructor.

In the first and the second cycles of the research, findings were obtained from different
sources namely, validated questionnaires, student participants’ learning goals, their teaching
and learning records and reflection on teaching and learning, focus group interviews, field notes
from observation, program feedback from secondary school students and instructor’s reports.
Data were collected by the researcher. The variability of data sources and data collection
periods and time were recorded in order to identify and thus to avoid any biases of the data.

The first and the second cycles of the action research were collaborative learning held
in a small group tutoring setting. This setting was different from the usual conventional

classroom setting that one usually finds in other action research projects. Basing on the findings
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of these two initial cycles on students’ perceived English enhancement, collaborative learning
was further explored and applied to other academic subjects in conventional classroom settings
in the third cycle of the action research. In so doing, the researcher tried to explore the
transferability of collaborative learning from English learning context to other contexts.

In the third cycle, classroom artifacts of the EAUHK course ‘Diet in Health and Disease’
were collected. As the researcher was also the course lecturer, classroom artifacts of the course
“Diet in Health and Disease” were collected to narrow the high power distance between the
students and the course lecturer. The classroom artifacts included the learning goals, the

questionnaires for their learning and the reflective journals of the collaborative learning.

3.3.4.1 Validated questionnaires

In the first and the second cycles, a Language Self-efficacy Scale was used to assess
self-efficacy in English. In the first cycle, the Motivated Strategies for Learning Questionnaire
(MSLQ) was used to assess the student participants’ engagement in learning English. In the
second cycle, this was done again but with an adapted Motivated Strategies for Learning
Questionnaire (MSLQ) based on the review done in the first cycle.

In the last cycle, a Self-Efficacy for Learning from Motivated Strategies for Learning
Questionnaire was used to assess the student participants’ self-efficacy in learning the course
‘Diet in Health and Disease’. To measure their basic social skills and to assess their nutrition
knowledge, the Social Skills Inventory (SSI) questionnaire and the Revised General Nutrition
Knowledge Questionnaire (GNKQ-R) were used respectively. All of the questionnaires can be

found in Appendix I to K.
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3.3.4.2 Students’ Learning Goals

In the first and the second cycles, student participants were encouraged to submit their
learning goals online after attending the first English workshops respectively. A file inviting the
student participants to write at least three learning goals on a timeline, the associated learning
activities or strategies to accomplish the goals and the resources to help them reach the goals was
shared privately with them via the online platform. All these collected files were only viewed by
the researcher and the English instructor. The collected student learning goals can be found in

Appendix M.

3.3.4.3 Students’ Teaching and Learning Records

Student participants were asked to submit their teaching plans online in advance of their
tutoring lessons with the secondary school students. The English instructor would give feedback
and comments on their teaching plans before such lessons. Some guided questions about the
teaching plans were provided to the student participants, for example, ‘What objectives are you
trying to achieve?’, ‘Outline the activities or exercises and teaching aids you will use in the lesson’

or time allocated etc. An example of the shared file can be found in Appendix L.

3.3.4.4 Students’ Reflection on Teaching and Learning

In the first and the second cycles, a file inviting student participants individually to submit
their reflection on teaching after the tutoring lessons was shared privately with them. Same as
before, all these collected files were only viewed by the researcher and the English instructor.
They were encouraged to report on the total preparation time for the lessons, to reflect on whether
or not the objectives of the lessons had been achieved and what worked or what did not work and
why. The student participants were also advised to rate their performance from the lowest of 1 to

the highest of 10 after each lesson. A sample online students’ reflection on teaching and learning
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form can be found in Appendix N.

3.3.4.5 Focus Group Interview

In the same two cycles, semi-structured focus group interviews were used to collect the
student participants’ experiences in the whole process of the collaborative learning. Sampling of
informants was guided by purposive strategies. All student participants were invited to the focus
group interview and the interviews were conducted in a private meeting room in the university.
Before the interviews commenced, the participants were provided with copies of the semi-
structured interview questions (Appendix D) and were given full explanations of the study
purpose and the process. The participants were assured that confidentiality of their personal
information would be observed and they had the rights to withdraw from the study at any time.
The consent of audio-taping the interviews was sought from the participants. The researcher
conducted the semi-structured interviews in Cantonese and began them with an open-ended
question. Examples of the questions asked in these two cycles were: “How do you prepare for
your tutoring lesson?”, “Do you have any thoughts in the completion of each tutoring lesson?”

The semi-structured interviews lasted for around 60 to 80 minutes and were audio
recorded and transcribed verbatim afterwards. The transcriptions were checked for accuracy in a
process where the recorded interviews were listened again and the transcriptions were read

repeatedly at the same time.

3.3.4.6 Field Notes from Observation

Mack, Woodsong, MacQueen, Guest, and Namey described the functions of field notes
as “Handwritten notes, later converted into computer files, are often the only way to document
certain participant observation activities, such as informal or spontaneous interviews, observation,

and generally moving about in the field.” (Mack, Woodsong, MacQueen, Guest, & Namey, 2005,
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p. 23). Field notes were taken during observation of the tutoring lessons in the first and second
cycles. During observation, the researcher reminded student participants that the researcher was
there to observe the process of the tutoring lesson and emphasized that the researcher was not
there to assess their performance. The observation was conducted either in one or two alternative
weeks’ intervals depending on the schedule of the tutoring lessons. To illustrate, the researcher

provide an example of field notes on the next page (Table 3.2).
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Table 3.2 An example of the field notes.

Field notes of observation of a tutoring lesson (by student participant A) 9" May 2014

What did | see?

What did | think?

Student A conducted her tutoring lesson
with five secondary school students. The
topic was about the preposition of time. She
began with a quick recap of her last lesson.

She then gave out a short reading with a
series of warm-up questions to facilitate
discussion.

Student A ended the lesson summarizing
the main points covered and seeking
students’ feedback on the tutoring lesson.

Student A conducted the tutoring lesson in
a classroom which was conducive to the
lesson and discussion. She demonstrated a
good use of the blackboard and played a
clear role as a teacher with strong
confidence in her explanation. I could see
and feel that the secondary school students
were well motivated to participate and
interact with one another in her class.
Student A was a well-prepared teacher
with high motivation in delivering her
structured lesson. She chose a good
standard textbook for the secondary school
students.

In general, Student A built a good rapport
with the secondary students. The
communication during the tutoring lesson
was two-way. Student A encouraged her
students to ask questions.

After the observation, I gave some minor
recommendations to Student A. I
discussed with Student A the improvement
on students’ memorization techniques and
suggested that she should share her
personal Moreover, 1
suggested that she should give her students
more guidelines and instructions on
written exercises.

experience.

These field notes were written immediately following the observation on 9™ May, 2014.

They were reflections of my observations and were used to support other sources of data.
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3.3.4.7 Program Feedback from Secondary School Students
In the English tutoring lessons, the undergraduate student participants collaborated with

their secondary students. Both sides developed a professional tie in the tutorial classes. The
opinions from the secondary school students were important inputs to inform the feasibility and
the evaluation of the program. The feedback on the collaborative learning from the secondary
school students were collected by using structured questionnaires. The questionnaires were
written in Chinese with eight open-ended questions. These questionnaires covered descriptive
data related to the students’ characteristics including their sex, age and duration of stay in Hong
Kong. Also, the questionnaires collected the opinions of the secondary school students on the
tutoring lessons.

Sample questions asked in the first and second cycles of the action research were:

“What do you think about the tutoring lesson that had been provided by the students of

EdUHK?”,

“Are you interested in learning more English after completion of the tutoring lessons?”

A sample questionnaire can be found in Appendix F.

3.3.4.8 English Instructor’s Report

Apart from the collaborative learning amongst the undergraduate students and the
secondary school students, collaborative learning also took place when the undergraduate
student participants interacted with the English instructor. During the first and the second
cycles, English enhancement workshops were run for the student participants prior to the
beginning of the tutorial classes and before the sessions of on-site class observation visits made
by the English instructor. The English instructor wrote the on-going report and summative
report on the progress of the student participants. In general, the English instructor reported the

observation from the workshops and the on-site visits of each student and all students as a
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whole. The English instructor’s reports were used to triangulate with other data source.
Moreover, the English instructor was asked to comment on the self-efficacy and the
engagement of the undergraduate students, and the teaching methodology and techniques in

the tutoring lessons as reported by the undergraduate students.

3.4 Data Analysis

Qualitative data were obtained from the semi-structured interviews in the first and the
second cycles and the reflective journals of the collaborative learning in the last cycle. The
themes identified were related to the experiences of the undergraduate student participants.
Thematic analysis was an appropriate method to identify the experiences of these students. This
analysis, as an independent qualitative descriptive approach, is mainly described as “a method
for identifying, analyzing and reporting patterns (themes) with data” (Braun & Clarke, 2006,
p. 79).

There are several benefits in using thematic analysis. It is a relatively easy and quick
method to learn and do and is useful for working within the participatory research paradigm. It
can summarize key features of a thick description of the data set. Moreover, similarities and
differences can be highlighted by using this analysis. It can generate results that are accessible
to educate the general public.

Thematic analysis was adopted in this study to break down and interpret the
undergraduate students’ experiences after their participation in the collaborative learning. The
data from semi-structured interviews in the first and the second cycles were transcribed and the
transcripts were checked against the tapes for ‘accuracy’ for three times. In the last cycle, the
data from students’ reflective journals were already written in English. The transcribed
verbatim was coded and underwent qualitative thematic analysis as described by Braun and

Clarke (2006) to reveal the process of collaborative learning and the participants’ responses.
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The processes of data analysis mainly have six phases. A diagrammatic representation of the
processes of thematic analysis is shown in Figure 3.3. Firstly, in familiarizing with the data,
the transcribed data were read and re-read for familiarization and they were compared with the
original data set for at least three times. After this read and re-read and familiarization phase,
notes on items of potential interest were taken. Secondly, initial codes were developed.
Interesting features of the data were coded systematically across the entire data set. Then, data
were further collated to each relevant code. Thirdly, codes were collated into potential themes,
into which relevant data were grouped. Fourthly, to review the themes, themes would be
checked in relation to the coded extracts. After the extraction of the codes, the entire data set
together with a thematic map was drawn. Fifthly, to define and name the themes, an ongoing
analysis was done to refine the specifics of each theme. After the ongoing analysis, the overall
story of the analysis was told. Then, clear definitions and names for each theme were generated.
Lastly, producing the report was the final opportunity for analysis. In this last phase, selection
of vivid, compelling extract examples, final analysis of selected extracts, and relating back of
the analysis to the research questions and literature were done. Finally, a report of the analysis
was produced by using N'Vivo 8. Taking the generation of themes in the second cycle of action
research as an example, a demonstration of the theme development by using the thematic

analysis is illustrated in Appendix G.
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Figure 3.3 A diagrammatic representation of the processes of thematic analysis. Adapted from “Phases of
Thematic Analysis,” by Braun, V., and Clarke, V., 2006, Qualitative Research in Psychology, 3(2), 35.
Copyright 2006 by University of the West of England.
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3.5 Methodological Rigor

The rigor and subjectivity of qualitative research have been debated for many years
despite there being some criteria to assess the quality of naturalistic research. Conventionally,
trustworthiness of a research can be demonstrated by its “truth value”, applicability, consistency,
neutrality, (Guba & Lincoln, 1981, p. 78-79) and validity and reliability (Morse, Barrett, Mayan,
Olson, & Spiers, 2002, p. 8; Golafshani, 2003). In 1985, Lincoln and Guba (1985) further
developed the criteria for assessing the trustworthiness of qualitative research into credibility,
transferability, dependability and confirmability. In this study, Lincoln and Guba’s four criteria
were adopted. Several techniques were suggested by Lincoln and Guba to maintain the
trustworthiness and to establish the rigor of qualitative research. Some techniques were adopted
to ensure the methodological rigor of this study.

Credibility was established by member checking, inclusion of multiple accounts of
same events and illustrations for each category. For example, five randomly selected transcripts
(10%) were read again by the researcher’s supervisors and quotes from the verbatim transcripts
were extracted to describe the essential features of each theme. Moreover, the technique of
triangulation was used to ensure the credibility of this study. Multiple and different sources of
data collection modes including semi-structured interviews, questionnaires, observations,
undergraduate students’ reflections, secondary school students’ feedback and the English
instructor’s reports were used to verify the experiences of the undergraduate students. Lastly,
negative case analysis was adopted for revising hypotheses (Lincoln & Guba, 1985).

Transferability was established by thick description of each stage of this study to ensure
“someone interested in making a transfer to reach a conclusion about whether transfer can be
contemplated as a possibility” (Lincoln & Guba, 1985, p. 316). To achieve this, the sample
selection, dense background information about the informants, the research context and setting

were described in this study to allow others to assess how transferable the findings are (Krefting,
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1991).

Dependability was evident in the repetition of the themes over several participants. The
technique to ensure dependability was to conduct a code-recode procedure on the data during
the analysis stage. After coding a segment of data, the same data were re-coded again after two
weeks. The results of the coding and recoding were compared. Moreover, repeated observation
of the tutoring classes conducted by the same English instructor was taken to ensure the
dependability of this study (Krefting, 1991).

Confirmability can be achieved by using audit strategies. Six categories of records can be
included in the audit namely, “raw data, data reduction and analysis products, data reconstruction
and synthesis projects, process notes, materials related to intentions and dispositions, and
instrument development information” (Lincoln & Guba, 1985, p. 319-320). Triangulation of
multiple methods and data sources was adopted. The records in the whole process of the action
research were kept. A diagrammatic representation of the processes of thematic analysis with

methodological rigor is shown in Figure 3.4.
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Figure 3.4 A diagrammatic representation of the processes of thematic analysis with methodological rigor of this
study (Golafshani, 2003; Guba & Lincoln, 1981; Morse et al., 2002). Adapted from “Phases of Thematic Analysis,”
by Braun, V., and Clarke, V., 2006, Qualitative Research in Psychology, 3(2), 35. Copyright 2006 by University
of the West of England.
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3.6 Ethical Considerations

Approval of the study was obtained from the Ethics Committee of EAUHK. All
participants were informed of the purpose and the nature of the study and their written consent
obtained. An information sheet was provided to the participants detailing the purpose of
research, the procedure of data collection and the rights of the participants during the whole
process of the research. All participants took part in this study on a voluntary basis after being
fully explained of the procedures of the research and their rights as participants. Then they
were asked to sign the written consent form before the commencement of data collection. They
were told they could withdraw, if needed, at any time and at any stage of the study without any
penalties and consequences.

Confidentiality and anonymity were assured. The collected data were only accessible
by the researcher and the researcher’s supervisors during the research. Pseudonyms were
assigned to participants to ensure the confidentiality of the data. Two types of data were
collected in this study. Soft file data included audio-taped files and excel files. Soft file data
were entered into a computer and then password-protected. The hard copy data were kept in a
locked and secure filing cabinet in the researcher’s office. Data obtained were used in this study
only and all raw data would be destroyed after the study was completed. The research data will

be destroyed after five years.

3.7 Summary

This chapter describes the study method. Action research was chosen as the research
approach because it enables the researcher to solve the complexity of community-based
problems and facilitates professional development among teachers.

This chapter provides detailed information regarding the context of the action research,

research settings, data collection and data analysis procedures. The rigor and ethical
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considerations of the study were also discussed. The next chapter will focus on the first cycle

of the action research.
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Chapter 4: First cycle of the action research
This chapter describes the first cycle of the action research which includes: stage one -
clarifying vision and targets, stage two - articulating theory, stage three - implementing action
and collecting data, and stage four - reflecting on data and planning informed action for the

second cycle of this action research.

4.1 Stage 1: Clarifying vision and targets
4.1.1 Goals

The goals of this stage were to examine the feasibility and the effectiveness of a
collaborative learning on undergraduate students’ self-efficacy and engagement in learning

English.

4.1.2 Targets
The target group being studied was the undergraduate students who were studying in the

FLASS of EdUHK.

4.2 Stage 2: Articulating theory
4.2.1 Focus of this stage

The focus of this action research is to ascertain the effect of the collaborative learning on
undergraduate students’ self-efficacy and engagement in learning English. Undergraduate
students participating in the study were required to collaborate with a number of parties and
through the collaborative process their own English learning was assessed with respect to their

self-efficacy in improving proficiency and their engagement in learning.
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4.2.2 Conceptual framework
Conceptual framework of the first cycle of this action research:

The conceptual framework of the first cycle of this action research was based on Bandura's
self-efficacy belief which stated individuals’ beliefs in self-efficacy influence their capabilities
and engagement in performing a task (Bandura, 1999; Schunk, 2003).

There are four primary sources of self-efficacy which include mastery experience,
vicarious experience, social persuasion, and physiological states (Bandura, 1997). Bandura
(1995) postulated that there are four sources of influence in people’s self-efficacy beliefs.
Mastery experiences are based on people’s prior experiences toward a specific task. If people
have successful experiences in performing a specific task, they are more likely to have higher
self-efficacy in that task. The second source is vicarious experiences. Vicarious experiences are
learning acquired by people through observing. Self-efficacy can be gained by social modelling.
The third source is social persuasion. People may perceive higher self-efficacy when they get
encouragement from the significant others such as parents, teachers or peers. Likewise, people
may have low self-efficacy when they face discouragement from the significant others. The
last source of self-efficacy is people’s physiological and emotional states. Physiological states
and emotional states such as stress and tension may affect people’s performances. Mood affects
people’s judgments of their ability to finish tasks.

Student engagement was discussed in terms of behavioral engagement, cognitive
engagement, and motivational engagement (Linnenbrink & Pintrich, 2003). Linnenbrink and
Pintrich stated that behavioral engagement involves some observable behaviors. Students were
more engaged when they showed more effort, persistence to the tasks and help-seeking
behavior. Sometimes, help-seeking behavior alone is not a good indicator of behavioral
engagement. If students are seeking help from peers or teachers in order to understand the

materials better, this is a good indicator and this is instrumental help-seeking behavior. Students
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are said to be engaged when they show positive behaviors such as class participation,
attendance, task completion and effort (Fredricks et al., 2011; Miller et al., 1996).

When students are cognitively engaged, they demonstrate the use of metacognitive
strategies to plan, monitor or evaluate their learning (Pintrich & De Groot, 1990; Zimmerman,
1990). Therefore, students who are cognitively engaged display a deeper level of learning by
paraphrasing or summarizing materials or organizing knowledge with concept maps or outlines.
Students demonstrate effort in tasks when they are being engaged cognitively. Students are
cognitively engaged if they monitor and regulate their learning by reflecting on their own
thinking, actions and behavior (Linnenbrink & Pintrich, 2003).

Motivational engagement from Linnenbrink and Pintrich stated characteristics in terms
of students’ interest, value and affect. Interest is a motivational variable and is defined as a
psychological state of desire to engage with or participate repeatedly in activities associated
with specific classes of objects, events, or ideas over time (Hidi & Renninger, 2006). The
affective component of interest refers to positive emotions accompanying engagement (Hidi &
Renninger, 2006). People who have interest in an activity are more engaged in it and tend to
learn more. Both positive and negative affects are linked to students’ learning and achievement.
High levels of anxiety will negatively affect learning (Linnenbrink & Pintrich, 2003).
Emotions provide both fuel and guidance for students' behaviors.

As self-efficacy and engagement are inter-related with reciprocal effect, raising self-
efficacy improves learning and achievement. Linnenbrink and Pintrich discussed a general
framework for self-efficacy, engagement and learning. This framework explained how self-
efficacy was related to student engagement, in terms of behavioral, cognitive and motivational
engagement. They stated that the three components of engagement are correlated. Therefore,
if students are cognitively and motivationally engaged, the behaviors are likely to be engaged.

Linnenbrink and Pintrich stated that self-efficacy led to improvement in engagement which in
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turn led to improvement in learning and achievement. Moreover, the direction of cause and
effect relationship also flowed back to self-efficacy reinforcing it over time. Self-efficacy may
have both a direct and indirect influence on behavior. Linnenbrink and Pintrich’s general

framework explained the direct influence on cognitive, behavior and motivational engagement.

4.2.3 Research Questions

I.  Will collaborative learning increase students' self-efficacy in learning English?
ii.  Will collaborative learning increase students' engagement in learning English?

iii.  What will students think about collaborative learning?

4.2.4 Hypothesis
The following hypothesis was formulated:
Ha: Collaborative learning improves undergraduate students’ self-efficacy and engagement in

learning English.

4.3 Stage 3: Implementing Action and Collecting Data
4.3.1 Subject and recruitment procedures
At this stage, a collaborative learning was used to help improve student’s self-efficacy

and engagement in learning English.

Undergraduate students were recruited by convenience sampling through posting
promotional poster in the intranets of FLASS and the campus. The initial subject of this cycle

was a small group of five students from FLASS.
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4.3.2 Collaborative learning

In this collaborative learning, the undergraduate students were assigned to provide English
tutorial lessons to secondary school students in groups of three. Figure 4.1 showed the details

of the collaborative learning in the first cycle of the action research.

Recruitment: Questionnaires

Convenience sampling via poster

N=5
Pre-test:

1. Language Self-

Pre efficacy Scale
C t English enhancement Preparation of teaching 2. Motivated
Sl workshops material Strategies for
Learning
Questionnaire
. . (MSLQ)
Collaborative learning programme
Class observation & . . .
Coaching Tutorlng class Reflection from teaching
’ 90 minutes per class x 12 lessons | Post-test:
1. Language Self-
Post efficacy Scale
2. Motivated
. . Feedback from secondary school Strategies for
Focus group interview students and English instructor Learning
Questionnaire
(MSLQ)

Figure 4.1 Details of collaborative learning in the first cycle of action research.

Altogether five undergraduate students were recruited. Each tutorial class was conducted
in a group with two lessons a week on a biweekly basis with each lesson lasting for 90 minutes
in a total of 12 lessons. The tutoring program ran for two and a half months. Before starting the
tutoring program, an English enhancement workshop was provided to the undergraduate
students. Class observation and coaching of the undergraduate students were carried out by the

English instructor.
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Collaboration took place in the enhancement workshop between fellow undergraduate
students, the undergraduate students and their secondary school students, and the
undergraduate students and their English instructor. Collaborative learning encourages learners
to help one another in solving problems and accomplishing tasks. In the workshop the
undergraduate students needed to work face-to-face and interact with their fellow
undergraduate students through discussions. Through collaboration, they would know their
individual and group differences and develop social skills which in turn improve their face-to-
face communication skills with people. Moreover, vicarious experiences will be developed by
social models through observation of peers (Schunk et al., 1987). Vicarious experiences picked
up by the undergraduate students in the process could help them understand their own ability

better and self-efficacy could be developed.

In the collaboration between the undergraduate students and their secondary students, both
sides developed a professional liaison in the tutorial class. Through tutoring and teaching these
students, the undergraduate students could understand their difficulties in learning English by
observing and listening. This would gradually allow the undergraduate students to understand

their own English learning problems through mirror effect.

Apart from collaborative learning with students, collaborative learning also took place
when the undergraduate students interacted with their English instructor. Teacher usually acts
as a role model for students. Through collaborating with the English instructor, the
undergraduate students might strengthen their self-efficacy by both vicarious experiences and

positive appraisals from the English instructor.

4.3.3 Ethical considerations
Approval of the study was obtained from the Ethics Committee of The Hong Kong

Institute of Education which was subsequently retitled The Education University of Hong Kong
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on May 27, 2016. All participants were informed of the purpose and nature of the study and
their written consent obtained. Confidentiality and anonymity were assured. Data obtained

were used in this study only, and all raw data would be destroyed after the study was completed.

4.3.4 Data collection

A semi-structured focus group was conducted with the undergraduate students to
understand the feasibility of the collaborative learning, their perceptions of self-efficacy and
engagement in learning English. The interview questions were developed based on the
constructs of the conceptual framework in the first cycle of the action research. In addition,
language self-efficacy and learning engagement were measured pre- and post- the collaborative
learning. Language self-efficacy was measured by four basic English skills whereas the
engagement in learning was by the Motivated Strategies for Learning Questionnaire (MSLQ).
Feedback questionnaires on the English tutorial classes from both the secondary school

students and the English instructor were collected.

4.3.5 Instruments
4.3.5.1 Language self-efficacy scale

A language self-efficacy scale was used to assess self-efficacy in English. The ten items
in the scale are English learning tasks involving the use of the four basic skills namely reading,
writing, speaking and listening, and correct grammar. This scale is found to have high internal
consistency (Alpha reliability coefficient = 0.89) as well as test-retest (after 2 weeks) stability
(Pearson r = 0.93, p < 0.01) (Wong, 2005). Item-total-correlations computed for the Wong’s
pilot showed that all ten items correlated significantly (p < 0.001) with the total, with

correlation values ranging from 0.48 to 0.83 (Wong, 2005).

89



4.3.5.2 Motivated Strategies for Learning Questionnaire (MSLQ)

The Motivated Strategies for Learning Questionnaire (MSLQ) was used to assess the
students’ engagement in learning English. The MSLQ is a self-reporting instrument that
includes 81 items developed to measure students’ motivation with respect to value, outcome
expectancy, affective components, cognitive and metacognitive strategies, and use of resource
management strategies. The internal reliability of different components is presented in Table
4.1 below. Overall, the Cronbach’s alphas are robust, ranging from 0.52 to 0.93. The
confirmatory factor analyses had been performed. The goodness of fit index and the root mean
square residual range from 0.77 to 0.78 and 0.07 to 0.08 respectively. These data indicate that
the MSLQ shows reasonable factor validity (Pintrich, Smith, Garcia, & McKeachie, 1991).

Table 4.1: Item and Scale statistics of MSLQ (Pintrich et al., 1991)

Internal reliability
coefficients (Cronbach’s
alpha )
Part I: Motivation Scales Intrinsic Goal Orientation 0.74
Extrinsic Goal Orientation 0.62
Control of Learning Beliefs 0.68
Self-Efficacy for Learning 0.93
and Performance
Test Anxiety 0.80
Part 11: Learning Strategies Scales Rehearsal 0.69
Elaboration 0.76
Organization 0.64
Critical Thinking 0.80
Metacognitive Self-Regulation 0.79
Time and Study Environment 0.76
Effort Regulation 0.69
Peer Learning 0.76
Help Seeking 0.52
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4.3.6 Data analysis plan

Paired t-test was used to test the pre- and post-program differences in the language self-
efficacy and engagement in learning. The significance was set at 0.05 level. The semi-
structured interview was audio-recorded and transcribed verbatim in Chinese. All the
transcribed verbatim was translated into English. The transcribed verbatim was coded and
underwent qualitative thematic analysis as described by Braun and Clarke (2006) to examine
the process of collaborative learning and the participants’ responses. The process of data
analysis of thematic analysis has mainly six steps. A report of the analysis was produced by

using NVivo 8.

4.4 Stage 4: Reflecting on Data, Planning Informed Action
4.4.1 Sample Characteristics

A response rate of 100% (N= 5) was achieved, comprising 20% male and 80% female
students. All undergraduate students were Chinese, aged between 20 to 25 years old. They were
studying degree courses in FLASS. With respect to the distribution of the students, four (60%)
were from year one and one of them (40%) was from year three. The demographic

characteristics of the sample were shown in Table 4.2 below.
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Table 4.2: Demographic characteristics of the sample (N = 5)

Demographic characteristic Number of students and percentage
(No., %)

Gender Male 1,20
Female 4, 80

Age 20-25 5,100
Ethnicity Chinese 5, 100
Year of study Year one 3,60
Year two 2,40

4.4.2 Results on collaborative learning

A semi-structured interview and pre- and post- questionnaires were conducted to explore
the feasibility and the effect of the collaborative learning. The undergraduate students’
perception over increased self-efficacy and engagement in learning English after participation
of this collaborative learning were also investigated. Three main themes and seven subthemes

were collected. The collected data covering the main themes and subthemes are summarized

in Figure 4.2 on the next page.
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Theme 1: Gained some sources of self-efficacy in learning English

— Limited mastery experiecnes

Impact of vicarious learning from instructor and other fellow
students

Positive encouragement from instructor and parents

T
Theme 2: Increased self-efficacy in learning English
— Felt more confident in English

Improvement in English
Theme 3: Increased engagement in learning English

Showed effort and persistence in preparing and delivering the
classes

Demonstrated the instrumental help-seeking behaviors

— Use of different strategies for learning and teaching
mummemmey 1 hought deeply and did reflection in teaching
mmmmmmny  Gained interest in learning English

This was a valuable learning experience

Felt worried and disappointed about their teaching

Figure 4.2 Themes and sub-themes in the first cycle of the action research.
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4.4.2.1 Theme 1: Gained some sources of self-efficacy in learning English

The undergraduate students perceived an increase in sources of self-efficacy in learning
after finishing the collaborative learning. All students made effort to improve their English by
using different strategies in learning and teaching. One of them expressed that he discovered
the strengths and weaknesses of his English during teaching. Going through the process of the
preparation of teaching materials, he clarified his teaching strategies. One student described
that he discovered his English weaknesses during the preparation of the teaching materials.
This process helped him familiarize with English by spotting out some common errors. In
addition, he could revise his English usage through teaching. Another student mentioned that
the program could consolidate his foundation in English because he had to find extra
supplementary exercises to help students learn grammar and build vocabularies. The subthemes
related to ‘gained some sources of self-efficacy in learning English’ will be discussed in more

detail in the following sections.

Theme 1: Gained some sources of self-efficacy in learning English

— Limited mastery experiences

Impact of vicarious learning from instructor and other fellow

students

Felt anxious

— Positive encouragement from instructor and parents

Figure 4.3 Theme one and the subthemes of the first cycle.
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Sub-theme: Limited mastery experiences

About the mastery experiences, a majority of the undergraduate students had previous
experiences in teaching though the nature of their previous teaching experience was different.
Four of them had teaching experiences in one-to-one tutoring; the remaining one had
experience in teaching primary school students and teaching martial arts. All of them had
successful previous performance and did not have any bad experience in prior teaching.
However, most of them thought that their English was not good enough.

‘1 used to be scared of the English language, and I had bad grades’ (S1)

‘l used to be confused with grammar and tenses, and | just stayed half-baked’ (S2)

Sub-theme: Impact of vicarious learning from instructor and other fellow students
All of the undergraduate students claimed that the English enhancement workshop was

‘very useful’, ‘helpful’ and ‘it is good to gather a class like this’. This in turn helped them to
equip some basic teaching skills and enabled them to see the instructor as the role model of a
teacher. From the verbatim transcripts, it was noted that they agreed that the instructor was a
good role model. Apart from modeling the instructor, the undergraduate students thought that
the workshop allowed them to learn from one another through observation and highlights on
common mistakes.

‘English workshops are helpful. Our instructor provided us with an insight into how

a teacher should present her image. | could learn how to be confident, she showed it

through obviously. Then [ would try to imitate her when I teach’. (S1)

‘English workshops are quite useful, because we had a chance to hear how the

students are taught. Wrong methods then can be avoided’. (S2)

‘1 also think that it is good to gather a class (workshops) for that’. (S3)

95



Sub-theme: Positive encouragement from instructor and parents
The undergraduate students received positive encouragement from the workshop

instructor and the parents. One undergraduate student recalled that she was praised by her
parent during the preparation of the teaching materials. Her parent described her as self-
disciplined to read English materials. And it was one of the motivations that made her read
more books. Throughout the English enhancement workshop and the class observation, the
undergraduate students generally felt that the instructor provided them with helpful and
practical opinions. After adopting the instructor’s suggestions, they thought that their classes
were more successful and had better results.

‘Instructor would provide me with useful and practical suggestions. I am able to

apply. So I tried that, and I could see better results’. (S1)

‘The advice was very to-the-point, meaning she would formulate a suggestion

according to your specific issue’. (S2)

‘As now I would sometimes prepare for my classes, my mother would say: “wow, you

are so self-disciplined?” and I would say: “Yes, I am a good girl now”, and then I

would read more books’. (S3)

Sub-theme: Felt anxious

As the workshops were run in English, all of the undergraduate students needed to use
English in discussions and to demonstrate teaching. Two undergraduate students felt anxious
before and during the workshops. One undergraduate student thought that the workshops were
quite good to give her a chance to speak in English. During the workshop, she felt more relaxed.
About delivering the tutorial class to secondary school students, one undergraduate student felt
anxious when she spoke to students in English. Finally, this student claimed that she felt less

anxious when she faced students after joining this collaborative learning.
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‘But what was different was that I felt even more anxious after the sessions
(transcriber’s note: workshop sessions). That is because instructor appeared to me as
a model English teacher, and I am far from that’. (S1)

‘As we had to speak in English, I felt anxious at workshop but I think that’s quite good,
at least there’s a chance for me to give it a try. During the workshop, slightly more

relaxed’. (S2)

4.4.2.2 Theme 2: Increased self-efficacy in learning English
Students’ judgments about their capabilities in English were important in showing the
enhancement of students’ self-efficacy. The subthemes related to ‘Increased self-efficacy in

learning English’ will be discussed in more detail in the following sections.

Theme 2: Increased self-efficacy in learning English
— Felt more confident in English

Improvement in English

Figure 4.4 Theme two and the subthemes of the first cycle.
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Sub-theme: Felt more confident in English
A majority of the undergraduate students felt more confident in English after joining this

collaborative learning. Some students claimed that they found English was actually not that
hard after they revised the fundamentals. One also mentioned that she gained confidence and
felt capable of handling English teaching to secondary school students after joining this
collaborative learning.

‘Raising my confidence in my English language skills’.

‘We tried to use English as much as possible. I felt confident at her classes. I spoke

very fluently. I felt good about myself’.

‘1 used to think English was very difficult; my English grades weren’t very good. But

to look back now and clarify certain false concepts, I think it’s actually not that

hard. Why couldn’t learn better before? Yes, that’s the feeling’. (S1)

‘Increased in confidence. ....I think I can handle it’. (S2)

‘And now I would learn English once again, and would think that they 're getting

easier. I would treat that as relearning English.’

‘Everyone became more confident and contented. I think that’s quite good. (S3)

When improvement in English was discussed, all of the undergraduate students indicated
improvement through preparation of teaching materials and delivery of tutorial classes. This
finding is consistent with a significant increase in the mean scores on the language self-efficacy
scale. The mean increase in language self-efficacy score was 1.2, 95% CI=0.027 to 2.13. The
students had significantly increased in their language self-efficacy scores (t=3.57, df =4, p =

0.02)
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Sub-theme: Improvement in English
The undergraduate students expressed their views about improvement in the different aspects
of their English. The majority believed that they had improvement in writing and reading as
they needed to prepare the teaching materials. They indicated that their English foundation
such as the use of grammar, sentence structures had improved through the preparation of
teaching materials. They had to read a lot of books which enriched their vocabularies and
sentence structures. One undergraduate student observed that she had a lot of English grammar
lessons with her students and she now could avoid the common grammatical mistakes. Some
students mentioned that because they had to select appropriate level of video clips for teaching
to stimulate the learning interest of the class their own English listening skills had improved.
One student felt that she had improved in speaking. However, two undergraduate students
commented that there was no improvement in speaking.

‘Improve my familiarity with certain English words. Improvement in reading and

writing because I have to read a lot of books....watch and select clips of

movies...that is good for my listening....in terms of writing, I have taught them a lot

of grammar, so | have become more aware of grammatical mistakes myself, which is

an improvement’. (S1)

‘I know more vocabularies now....I would provide them with articles to read from

time to time, it helps with wording and structuring of articles’. (S2)

‘I have revisited these materials; I would think “oh, maybe I can try to use that,

maybe when | try to teach them how to make a sentence richer while composing

sentence structures, to make it longer and more detailed. That is actually useful for

me too”.

‘Improvement in writing ... ’(S3)

‘Improvement in speaking’. (54)

99



'I don’t know if it’s because of this program or not, my English skills improved’.
‘Twould read about tenses learnt in Form 2, which I found very difficult, and find that

they are actually quite easy’. (S5)

4.4.2.3 Theme 3: Increased engagement in learning English

The undergraduate students expressed that they had increased their engagement in learning
English since joining the collaborative learning. However, there was no significant increase in
the mean scores of the MSLQ. Although there were no significant differences in the pre- and
post- mean scores of MSLQ, it was nonetheless worthwhile to note that there was a noticeable
increase in all sub-scales of the learning strategy scale when comparing the paired t-test of the
pre- and post-MSLQ scores.

The subthemes related to ‘Increased engagement in learning English’ will be discussed in

more detail in the following sections.

Theme 3: Increased engagement in learning English

Showed effort and persitence in preparing and delivering the
classes

Demonstrated the instrumental help-seeking behaviors

Use of different strategeis for learning and teaching

Thought deeply and did reflection in teaching

Gained interest in learning English

This was a valuable learning experience

Felt worried and disappointed about their teaching

Figure 4.5 Theme three and the subthemes of the first cycle.
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Subtheme: Showed effort and persistence in preparing and delivering the classes

Based on the findings from the student interviews, the undergraduate students
demonstrated effort, persistence and instrumental help-seeking behavior. All undergraduate
students finished twelve tutorial classes. They showed effort and persistence in preparing
teaching materials and delivering tutorial classes.

‘When I assigned exercises, because their levels were so different, I had to assign
secondary school materials to the capable students and my self-made exercises to
the others’.

‘I had to watch a lot of movies and pick the ones where English was spoken
clearly...’. (S1)

‘The time constraint- | had to teach on Monday and Wednesday. Once | finished
Monday, Wednesday came, so tight. The solution is to do the preparation one week
ahead’. (S2)

‘Rehearsal. To practice what | would say the next day. If I think of a sophisticated
word that | would use in lesson that | am not familiar with, |1 would learn more about

it first, so that the tutorial would run more smoothly’. (S3)

Subtheme: Demonstrated the instrumental help-seeking behaviors
One undergraduate student noticed that her secondary school students were at different
English levels though they were studying in the same Form. She found additional exercises
from some secondary school textbooks and developed extra exercises to suit their individual
levels.
‘Because I’'m not sure if the students understand what I am talking about, [ would ask
my Form four friends to listen to my trials on days when I do preparations....So after

that if I become unsure of something | would find my friends who are majoring in
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English, because some of them are really good at English. 1 would ask them
immediately when it comes to something I don’t understand and after they teach me [

would go back and practice and think about what my students could possibly ask’. (S1)

Subtheme: Use of different strategies for learning and teaching
To select appropriate level of teaching materials, the undergraduate students explained
that they had to watch many movie clips to decide which scenes were worth discussing and
then picked the ones with English spoken clearly.
‘They were bored, so I would think of other ways, for example, to produce some
sentence-matching exercises and play video, and the drawing exercise’. (S1)
‘I would also find exercises for them to do. I would find relevant exercise for them to
do, but the atmosphere was boring. | heard from the workshop, the advice to play
movies and videos in class, and I tried to find videos to share with them....so now

through online songs or video clips’. (S2)

Subtheme: Think deeply and do reflection in teaching

They wrote teaching reflections after each lesson. They engaged in continuous search for ways

of improvement in their teaching.
‘When I prepare the lessons, I would think of ways to arouse their interest’. (S1)
‘When I have to teach others, | try to find ways to make it clearer for myself,
especially for grammar’. (S2)
‘I think there’s problem in my teaching method...In the tutorial that followed, I used
the solution suggested by the instructor; I revised the material again at home and so
the next tutorial went better’. (S3)

‘after a tutorial I would start thinking about what special method I can use in the

102



next class...I will think if there is any new method that can help them memorize or
learn better’. (S4)
‘I continuously think of newer ways to teach them; like searching for interesting clips

on YouTube’. (S5)

Subtheme: Gained interest in learning English

All undergraduate students showed more interest in learning English.
‘I do gain more interest in English....I will take the initiative to gather information
from libraries and watch movies in English, and listen to English songs. Now I like
English more than ever’. (S1)
‘I have more interest after delivering the classes’. (S2)
‘Increase in interest for me as well’. (S3)
‘Enhanced, because they reacted to my ways of teaching....that makes me work
harder and become more interested’. (§4)

‘Umm, yes to a certain extent’. (S5)

Subtheme: This is a valuable learning experience
All undergraduate students felt that this collaborative learning was a valuable learning
experience. They got a chance to interact with secondary school students and this helped their
future career.
‘I think this is a rare opportunity (interact with secondary school students and being
a teacher)’.
‘I think what I have gained is the ability to manage a class’. (S1)
‘This project is very meaningful’. (S2)

‘I think this will help my internship in the future’.
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‘Found a way to interact with students’. (S3)

‘I have learnt the organization of teaching materials’.

‘Gains from communicating with students and I’ve learnt what expression to put up
in front of students’.

‘How to control the interaction and relationship with students...I realized it is
possible now. Yes’. (§4)

‘This is a very valuable experience. It is beneficial to both our students and us’.

‘I’'ve gained from this a sense of responsibility .

‘I also gained on preparation skills in teaching and communication skills with

students’. (S5)

Subtheme: Felt worried and disappointed about their teaching

Two undergraduate students felt worried about their teaching because they had limited time to
prepare the teaching materials. One of them felt disappointed about her teaching as she could
not see any improvement in her students.

‘If I was to talk about results, I would say I am really disappointed. It may be
because I'm still teaching, I've only taught half of the syllabus, but I feel that they
are starting to be less interested. Less engaged than | imagined they would have
been’.

‘Felt tired....always feel that I can never finish teaching the materials I have
prepared, and then I'll have to decide whether I should carry on in the next
tutorial..’. (S1)

‘Not very good. Sometimes, maybe the time management just isn’t very good....I
think I did my best, but I didn’t know how to grade because I can’t find way to

assess whether they have learnt what I’ve taught..’. (S2)

104



‘I grade myself as not good about my performance as I can’t see any improvement in

my student. For myself, I now have more courage to communicate with students’. (S3)

4.4.2 .4 Feedback of the secondary school students

Apart from investigating into the two research questions, the feasibility of the
collaborative learning was also tested in this first cycle of the action research. Feedback of the
secondary school students and report from the English instructors were collected.

The fifteen secondary school students joining the English tutorial classes were of 14 to 19
years old with 53% male (n=8) and 47% female (n=7). Out of them, three were studying
Secondary two, and six each were studying Secondary three and four respectively. Their

duration of schooling in Hong Kong is presented in Table 4.3 below.

Table 4.3: Duration of schooling of the secondary school students in Hong Kong (N=15)

Duration Number of students and percentage (No., %)
Less than 1 year (2,13)
1 year (4, 27)
2 years (1,7)
3 years (3, 20)
More than 5 years (5, 33)

All of the students (N=15) had completed and returned the survey questionnaires and
reported enhancement in various English skills. Forty-seven percent (n=7) thought that they
had improved in oral and pronunciation; 20% (n=3) believed that they had improved in both
reading & writing and vocabularies; and 33% (n=5) reported that they had enhancement in

grammar. Most students (73%, n=11) rated increase in interest in learning English. One rated
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that the interest was same as usual and two had no increase in interest in learning English.

In terms of the overall satisfaction of the tutorial classes, most (67%, n=10) of the students
rated the overall satisfaction as 80%; two (13%) rated it as 60% and 95% respectively; and the
remaining three (20%) rated the overall satisfaction as 100%. When asked whether they had
any suggestions on room for improvement in the tutorial classes, 40% (n=6) of the students
responded that they had no suggestions. Most of them (53%, n=8) requested to increase the
number of lessons, to enrich the content in grammar and oral skills, and to use a variety of
teaching methods. One of them thought that it would be better to recruit professional teacher
to teach tutorial classes. Most of the students (87%, n=13) reported that they would like to join
these tutorial classes again because they wanted to improve their English. Two of them rated

that they would not join future tutorial classes because they were busy in their school study.

4.4.2.5 Feedback of the English instructor

The English instructor wrote the report on the collaborative learning. A total of two
sessions of English enhancement workshops were run for the undergraduate students at the
beginning phase of the tutorial classes which was followed by eight sessions of on-site class
observations by the workshop instructor. The workshop instructor stated that the objective of
improving the undergraduate students’ English standard through a proactive and engaging
teaching experience proved to have worked for 80% of the undergraduate students. She also
commented that those who benefited most from this collaborative learning were the ones who
ventured out to embrace the teaching experience, spent time and effort to plan and was able to
gain rapport with their fellow FLASS students; those who benefited less tended to have
personal confidence issues with their own English language proficiency, fail to spot students’
response and not able to respond in a timely manner, and not have a full picture of how to plan

lesson effectively. About the teaching methodology of the undergraduate students, the
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workshop instructor commented that the undergraduate students gained some inspirations and

practical tips in such area.

4.4.3 Discussion

4.4.3.1 Sources of self-efficacy and self-efficacy

The results found are consistent with the findings of Britner and Pajares (2006), and Wang
and Pape (2007). These results support that there are positive correlations between sources of
self-efficacy and self-efficacy (Britner & Pagares, 2006; Wang & Pape, 2007). The
undergraduate students attributed the ‘gaining confidence in learning’ and ‘capable of handling
teaching English to secondary schools’ to the main themes/causes that contributed to the
enhancement of their self-efficacy in learning English. Self-efficacy plays a significant role in
predicting human performance in many areas (Bandura, 1993). The enhancement of self-
efficacy could have been due to the increase in some sources of self-efficacy to the
undergraduate students. Although not all undergraduate students had prior experience in
tutoring a class and all thought that their English was not good, they gained mastery experience
through the process of joining this collaborative learning. Some students thought that their
work on English fundamentals made them discover that English was actually not that hard.
This change came from their initial mastery experiences in the preparation of teaching materials
and then followed by additional mastery experiences through delivering them in tutorials.
Bandura (1997) stated that vicarious experience is important when student had limited mastery
experiences. The undergraduate students perceived vicarious persuasion from their workshop
instructor and fellow students. The workshop instructor provided those vicarious English
teaching influences through demonstration lessons as well as verbal persuasion when the

workshop instructor taught them. With this kind of ongoing support, the undergraduate students
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felt themselves capable of achieving mastery experiences in teaching English. This would in
turn ideally lead to continued English teaching whereby the undergraduate students were likely
to persist in their English learning even when faced with obstacles. According to Britner and
Pajares (2006), social persuasions serve as an enhancement to mastery experiences. Students
who were told by significant others that they had the ability to master new or difficult science
tasks were more likely to persevere in the face of challenges and mobilize the effort needed for
efficacy-building successes. Therefore, appropriate and realistic encouragement to students
from significant others are important. In this study, the undergraduate students perceived
positive encouragement from both the workshop instructor and their parents. They generally
felt that the instructor had provided them with helpful and practical opinions. They experienced
more success after adopting the instructor’s suggestions.

The current finding also agrees to the previous study that teachers’ self-efficacy and
ability had effects on learners’ English language self-efficacy (Egel, 2009). Gorsuch (2009)
also stated that classroom climate and the interaction between peer students and teachers
affected learners’ self-efficacy. Interestingly, this study found that one undergraduate student
was motivated to read more books after being praised by her parent, the significant other,
during her preparation of teaching materials. As regards the relationship between the
physiological states and the academic self-efficacy, some researchers have found that
physiological states predict mathematics self-efficacy (Lopez & Lent, 1992; Matsui et al., 1990)
and some reported that it did not (Lent et al., 1991). In this collaborative learning, two
undergraduate students felt anxiety in speaking English during the workshops and one of them
felt anxious when she was speaking to students in English. Although both of them claimed that
they felt less anxious after joining this collaborative learning, it is important to address students’

fear and anxiety in the next cycle of the study.
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4.4.3.2 Engagement in learning English

Students in general are more engaged in tasks that are of their interest, value, and affect.
The most significant finding in this cycle of study is that all participating students felt they
were more interested in English after joining this collaborative learning. Moreover, all of them
described this collaborative learning as ‘valuable experience’, ‘meaningful’, and ‘rare
opportunity’. One student stated that this collaborative learning benefited both themselves and
the secondary school students. She stated that she gained from this a sense of responsibility.
Some commented they had gained the ability to manage a small class. They also found that
these experiences helped their future career as they gained some teaching experience and learnt
how to communicate with secondary school students. As this collaborative learning was to
help some new immigrants from Mainland China or low income family's students, students
were motivated to join the program by their sense of moral responsibility towards these
secondary school students (Ames & Ames, 1984).

Most of the undergraduate students felt delighted and were proud of their work. The result
of this cycle was consistent with the various results on self-efficacy and academic achievement.
Zimmerman (2000) showed that self-efficacy is significantly related to academic interest,
motivation as well as growth of cognitive competencies.

However, some undergraduate students felt tired and disappointed about the performance
of their secondary school students. They expressed that they were worried about their time
management in lesson preparation and did not know how to maintain secondary school students’
English levels. This might have been due to the time constraint in this pilot study. All twelve
lessons had to be held within two and a half months. In the preparation of teaching materials,
they needed to prepare two lesson plans in only a few days as there were two lessons every
alternate week. All these were on top of their normal school work from their undergraduate

programs. Moreover, some undergraduate students were disappointed with their teaching as
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they felt difficult to raise the secondary school students' English standard. Again, it was quite
difficult for the secondary school students to improve their English standard significantly for
attending intensive classes in such a short period of time.

There were two tutorial lessons in the weeks that tutorials took place; classes were
scheduled for Mondays and Wednesdays. One undergraduate student stated that the preparation
time was little. She solved this problem by doing preparation work one week ahead. One other
undergraduate student tried to rehearse the teaching one day before to ensure that lesson could
be run smoothly in the following day. The report of the workshop instructor also confirmed
that most undergraduate students had adequate preparation for classes.

The undergraduate students demonstrated cognitive engagement behavior by using
various strategies for learning and by considering critically the materials to be delivered. They
tried different strategies to stimulate their students’ learning interest and to capture their
attention, like using movies, YouTube videos, sentence-matching exercises, online songs, and
drawing exercises etc. Apart from the use of different strategies, the undergraduate students
showed metacognitive behavior by performing reflections after teaching. They wrote teaching
reflections after each lesson and graded themselves in a scale of 1 t010. They engaged in
continuous search for ways of improvement in their teaching. Evidence as shown in Figure 4.5
demonstrates that the undergraduate students had engaged in reflective actions such as planning,
thinking over lessons with a view to making changes for the next lesson, and trying different
strategies to stimulate secondary school students' learning interest (Ur, 1991). Reflection on
experience has been acknowledged as crucial to learning by Bandura (1997). Wyatt's
qualitative study also revealed that experience reflection supported the development of self-

efficacy (Wyatt, 2011).
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Based on the positive response from the three parties viz. the undergraduate students, the
secondary school students and the workshop instructor, the collaborative learning using
English as the subject had helped the undergraduate students’ English learning in a positive

way. And it was feasible to continue to the next stage.

4.4.4 Turning findings into action plans

Based on the findings and a further review of the literatures, some strategies for helping
students to improve self-efficacy and engagement in learning English could be further explored.

In health education, health care professionals are usually involved in teaching adult
patients about knowledge for improving health. Apart from health knowledge, the most
important thing to the health care professionals is to motivate patients to change their bad habits.
Patients’ compliance with the professional advice given is an important step to bring health
benefits in health education. Patients will adhere to a prescribed plan of care if health care
professionals can establish mutual goal setting and planning of care with patients. King's goal
attainment theory was developed in 1981 (King, 1981). This theory provides ideas for helping
patients to achieve health related goals and provides guidance for goal achievement in any
practice settings. King incorporates personal systems, interpersonal systems and social systems
in her conceptual system. Through communication, nurses and patients set mutual goals,
methods to achieve goals and they give feedback to each other. Observation of behavioral
changes occurs in the form of interaction and transaction (King, 1971, 1981, 1997, & 1999).

In the next cycle, King's goal attainment theory would be applied with modification to
adult education. Health care professional-patient relationship is similar to teacher-student
relationship. As in the interaction between health care professionals and patients, teachers and
students communicate with one another when discussing goals, needs and values with the

health care professional/teacher maintaining a guiding role. Establishment of mutual goals
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could be done after exchanging ideas and thoughts. Once goals are set, teacher and students
could collaborate to formulate the means to achieve the goals. Observable behaviors occur in
the form of interaction and transaction. After transaction, teachers and students can give
feedback to each other, and the cycle repeated (King, 1971, 1981, 1997, & 1999). While
students perform tasks, they can observe their own performance and evaluate their own goal
progress. When students recognize their skills are improving and that they are making progress
towards their goals, they will experience high self-efficacy, which should spur them on to
attaining their goals. In Bandura’s view (1989, p. 1175), "human behavior is regulated by
forethought embodying cognized goals, and personal goal setting is influenced by self-
appraisal of capabilities” (Bandura , 1989, p. 1175). People are more committed to face
challenges and strive to meet goals if they have high self-efficacy (Zulkosky, 2009). Then, goal
attainments will lead students to set new, even more challenging goals. This cycle aims to
develop self-efficacy of undergraduate students in learning English through setting mutual
goals after joining the collaborative learning.

With reference to the conceptual framework depicted in Figure 4.6 on p.114, it was
expected that adopting King’s goal attainment theory in Cycle Two of the collaborative
learning might enhance students’ learning. Once students recognize their skills are improving
and that they are making progress towards their goals, they will experience high self-efficacy,
which should spur them on to attaining their goals. Self—efficacy can lead to more engagement
and subsequently, to more learning and better achievement (Linnenrink & Pintrich, 2003). The
arrow in learning and achievement will revert back to self-efficacy if students can learn better
and achieve more.

Based on further review of the two previous action research studies of Liu and Lin (2016)
and Wastin and Han (2014), the subject sizes of these two studies covering service learning

and pre-service teaching were two to six. In the first cycle of this action research, the G-power

112



3.1 software was used for calculation. The minimum subject size of 8 in Cycle Two generated

the power of 0.97.
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Figure 4.6 Conceptual framework of second cycle of action research. Bandura postulated that there are four sources of influence in people’s self-efficacy beliefs. These four
sources are mastery experiences, vicarious experience, verbal persuasion and physiological states (Bandura, 1986). Adapted from “General framework for self-efficacy,
engagement and learning,” by Linnenbrink, E. A., & Pintrich, P. R, 2003, Reading & Writing Quarterly : Overcoming Learning Difficulties, 19(2), 122. Copyright 2003 by
Taylor & Francis and Adapted from King, I. M, 1999, Nursing Science Quarterly, 12(4), 292-296 and King, I. M, 1971, Toward a theory for nursing and King, I. M, 1981, A
theory for nursing: Systems, concepts, process. Copyright 1971 and 1981 by Wiley.
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It was found in Cycle One that the undergraduate students’ self-efficacy and engagement
in learning English correlated positively and significantly with the joining of the collaborative
learning. In implementing the collaborative learning, it was noticed that some students were
worried about time management and were disappointed about their teaching. To address these
issues, there were suggestions for changes in this regard in Cycle Two. These changes included
reducing the two lessons to one lesson per week and extending the time of the tutoring program
by adding more tutorial lessons in the next cycle.

The workshop instructor made some valuable suggestions to address the quality of the
tutorial classes, for example, accuracy of the grammar samples, ability to correct secondary
school students’ mistakes, and follow-up to ensure progress was made after all tutorial classes.
The suggestions were about the quality assurance aspect of the undergraduate students’ in-class
performance. As the undergraduate students were not from the English major, the workshop
instructor recommended that in addition to beefing up the original English content, the
workshop should also provide target tutors with some basic guidance on the following:

1. Preparing oneself as a teacher

2. How to prepare lesson plan for individual class and continuity across lessons
3. Where and how to look for teaching aids/materials

4. Broadening of personal interest to engage secondary school students

5. Analyze and understand the root causes of students’ problems

6. Problem solving skills

All of the above recommendations were adopted in the next cycle’s English enhancement

workshop. Apart from the content of the workshop, the quality assurance of the tutorial classes

was monitored through more class observations by workshop instructors.
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Chapter 5: The Second cycle of the action research

This chapter describes the second cycle of the action research which includes the same four
stages as in the first cycle: stage one - clarifying vision and targets, stage two - articulating theory,
stage three - implementing action and collecting data, and stage four - reflecting on data and

planning informed action.

5.1 Stage 1: Clarifying Vision and Targets
5.1.1 Goals

The purpose of this cycle was to examine the newly devised conceptual framework.

5.1.2 Targets
The target group being studied was the undergraduate students who were studying in the

FLASS of EdUHK.

5.2 Stage 2: Articulating Theory
5.2.1 Focus of this stage

The focus of this stage was to ascertain the effect of the collaborative learning on the
undergraduate students’ self-efficacy and engagement in learning English in the newly devised

conceptual framework.

5.2.2 Conceptual framework
With reference to the conceptual framework in Figure 4.6 on p. 114, it was expected that
by adopting King’s Goal Attainment Theory in this collaborative learning in Cycle Two the

students could enhance their learning. The concepts of King’s Goal Attainment Theory were
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derived from her Conceptual System in 1981. King’s system includes concepts on “self,
perception, role, communication, interaction, transaction, growth and development, time, space
and stress” (King, 1999, p. 293). “Perception is a means whereby individuals experience direct
contact with the environment. Perception involves the transaction of the human organism with
environmental stimuli ... there is usually some stress in the environment, but that is not
necessarily a negative factor” (King, 1971, p.87). Following King’s concepts, this
collaborative learning focused on processes engaging the individual undergraduate student’s
self, perception and role, direct contact with the environment, and communication and
interaction with the secondary school students and the English instructor. It was transpired that
through transaction between peoples, the undergraduate students should demonstrate growth
and development after undergoing changes in time, space and stress. King’s Goal Attainment
Theory was originally used by health care professionals in their work environment, which led
to goal attainment.

Once students recognize their skills are improving and that they are making progress
towards their goals, they will experience high self-efficacy, which should spur them on to
attaining their goals. High self-efficacy can in turn lead to more engagement and subsequently,
to more learning and better achievement (Linnenrink & Pintrich, 2003). In this sense the
direction of the arrows pointing to learning and achievement in Figure 4.6 on p.114 will revert

back to self-efficacy if students can learn better and achieve more.
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5.2.3 Research questions
I.  Will goal setting in the collaborative learning enhance the self-efficacy of students in

learning English?
ii.  Will the collaborative learning increase students' self-efficacy in learning English?
iii.  Will the collaborative learning increase students' engagement in learning English?

iv.  What will students think about collaborative learning?

5.2.4 Hypothesis

The following hypotheses were formulated:

HA: Collaborative learning improves undergraduate students’ self-efficacy and engagement in
learning English.

HB: Goal setting in a collaborative learning environment improves undergraduate students’ self-

efficacy in learning English.

5.3 Stage 3: Implementing Action and Collecting Data
In Cycle Two, a collaborative learning was implemented to help improve the

undergraduate student’s self-efficacy and engagement in learning English.

5.3.1 Subjects and recruitment procedures

Undergraduate students were recruited by convenience sampling through posting
promotional posters in the intranets of FLASS and the campus. The subjects of this cycle were

a group of eight students from FLASS.
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5.3.2 Collaborative learning

The undergraduate students were assigned to provide English tutorial lessons to the
secondary school students in groups of three to four. All selected secondary school students
were either new immigrants from Mainland China or coming from low income families whose
native language was not English.

Before starting the tutoring program, English enhancement workshops were provided to
the undergraduate students. The English enhancement workshops covered core fundamentals
and common errors in English learning as well as some basic teaching skills. Class observation
and coaching of the undergraduate students were conducted by the English instructor. In the
training workshops, the English instructor and the students established learning objectives
together and set mutual goals. In the process, the undergraduate students were encouraged to
submit at least three learning goals, lesson plans before and reflections after class. Subsequent
class observation with supportive coaching was done by the English instructor.

Twenty three students from a secondary school were recruited to join the English tutoring
class in Cycle Two. Each tutorial class was manned by an undergraduate student in a group
size of three to four and met once per week for around 20 weeks (two semesters excluding the
examination period and the public holidays). Details of the tutoring classes are presented in

Table 5.1 below.
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Table 5.1: Details of the tutorial lessons

Details
Target students Forms 2, 3 and 4
Target number of groups Eight
Number of students in each group Three to four
Total number of students 23
Number of tutors in each group One
Total number of tutors 8
No. of tutorial lessons 20
Duration of each tutorial lesson 90 minutes
Total number of hours for each student 30
No. of workshops for tutors 2
Duration of each workshop 3 hours
No. of class observations + focus group meetings 5

5.3.3 Ethical consideration

Approval of the study was obtained from the Ethics Committee of EAUHK. All
participants were informed of the purpose and nature of the study with their written consent;
and confidentiality and anonymity were assured. They were told that data obtained would
solely be used for research purposes, and all raw data would be destroyed after the study was

completed.
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5.3.4 Data collection

A semi-structured focus group was conducted with the undergraduate students to help
them understand the collaborative learning, and their perceptions of self-efficacy and
engagement in learning English. Besides, the interview questions were developed based on the
constructs of the conceptual framework in the second cycle of this action research. In addition,
self-efficacy and engagement were measured pre- and post-delivery of the collaborative
learning. Language self-efficacy was measured by four basic English skills whereas
engagement in learning was by the adapted Motivated Strategies for Learning Questionnaire
(MSLQ). At the end of the program, feedback questionnaires on the English tutorial lessons
from both the secondary school students and the English instructor were collected. With respect
to the subject size in this study, the G-power 3.1 software was used for calculation and the

minimum subject size of 8 of Cycle Two generated the power of 0.97.

5.3.5 Instruments
5.3.5.1 Language self-efficacy scale

A language self-efficacy scale was used to assess the self-efficacy in English. The ten
items in the scale are English learning tasks using the four basic skills of reading, writing,
speaking and listening, and correct grammar. This scale is found to have high internal
consistency (Alpha reliability coefficient = 0.89) as well as test-retest (after 2 weeks) stability
(Pearson = 0.93, p < 0.01) (Wong, 2005). Item-total-correlations computed for the Wong’s
pilot showed that all ten items correlated significantly (p < 0.001) with the total, with

correlation values ranging from 0.48 to 0.83 (Wong, 2005).
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5.3.5.2 Adapted Motivated Strategies for Learning Questionnaire (MSLQ)

The Motivated Strategies for Learning Questionnaire (MSLQ) was used to assess the
students’ engagement in learning English. The MSLQ is a self-reporting instrument that
includes 81 items developed to measure students’ motivation with respect to value, outcome
expectancy, affective components, cognitive and metacognitive strategies, and use of resource
management strategies. Overall, the Cronbach’s alphas are robust, ranging from 0.52 to 0.93.
The confirmatory factor analyses had been performed. The goodness-of-fit index and the root-
mean-square-residual range from 0.77 to 0.78 and 0.07 to 0.08 respectively. These data indicate
that the MSLQ shows reasonable factor validity (Pintrich et al., 1991).

To ensure the validity of MSLQ in measuring the context of this study, an adapted MSLQ
was used. As for the construct validity about this instrument, content validity test was used.
Content validity refers to “the degree that the instrument covers the content that it is supposed
to measure.” (Yaghmale, 2003, p. 25). We intended to measure “the measurable extent of each
item for defining the traits and the set of items that represents all aspects of the traits.”
(Yaghmale, 2003, p. 25). The changes to the MSLQ were mainly in the wording of “class” and
“grade” to “tutoring class” and “performance” respectively. After changing the wordings, the
measurement of content validity of the instrument was performed.

The content validity test was to measure the relevance of the context by a 4-point content
validity index (CVI). In this test, three experts with strong experience in conducting research
in English were invited. The expert panel was asked to rate the relevance, clarity, simplicity
and ambiguity of the content with the 4-point content validity index (CVI). Those content areas
with CVI over 0.75 (Yaghmale, 2003) were retained and the rest were discarded. All CVI of

this adapted MSLQ were from 0.75 to 1.0.
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5.3.6 Data analysis plan

In this study paired t-test or Wilcoxon signed-ranks test was used to test the pre- and post-
program differences in the language self-efficacy and engagement in learning. The significance
was set at 0.05 level.

The semi-structured interview was audio-recorded and transcribed verbatim in Chinese.
All the verbatim transcription was then translated into English, which was later coded and
underwent qualitative thematic analysis as described by Braun and Clarke (2006) to examine
the process of collaborative learning and the participants’ responses. The process of data
analysis of thematic analysis has mainly six steps. A report of the analysis was produced by

using NVivo 8.

5.4 Stage 4: Reflecting on Data and Planning Informed Action
5.4.1 Sample Characteristics

A response rate of 100% (N= 8) was achieved, comprising 75% male and 25% female
students. All undergraduate students were Chinese. They were studying degree courses in
FLASS. With respect to the distribution of the students, 50% were from year one, 37.5%
were from year two and one of them (12.5%) was from year three. The demographic

characteristics of the sample were shown in Table 5.2 below.
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Table 5.2: Demographic characteristics of the sample (N = 8)

Demographic characteristic Number of students and percentage
(No., %)

Gender Male 6,75
Female 2,25

Ethnicity Chinese 8, 100
Year of study Year one 4,50

Year two 3,375

Year three 1,12.5

5.4.2 Findings from the second cycle of the action research

A collaborative learning was implemented to help improve undergraduate students’
self-efficacy and engagement in learning English. Research Question One was about
undergraduate students’ goal setting in learning English. And Research Question Two and
Three were on whether the collaborative learning could increase students' self-efficacy and
engagement in learning English. Undergraduate students were asked to set their goals after
discussion with the English instructor in the first workshop. The undergraduate students’
perception over goal attainment and enhancement coupled with self-efficacy and engagement
in learning English after participation in this collaborative learning were also investigated. A
semi-structured interview was conducted after the completion of all tutoring lessons. A
majority of the undergraduate (75%) students finished all twenty of the tutorial lessons. Only
two of them could not finish all because some of their lessons’ time clashed with their field
experiences on community services required by their EQUHK’s undergraduate programs. For
those students who did not complete all the tutoring lessons, exit questionnaires were used to

collect their feedback about the collaborative learning. The data from the instruments,
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reflections from the undergraduate students, feedbacks from the secondary students and the
English instructor, and field notes were collected to support the findings. An outline of the
themes and sub-themes from the undergraduate students can be seen in Figure 5.1. Findings
from the undergraduate students are presented in quotes to illustrate the themes and the related

sub-themes.

Theme 1: Improvement in English

Different strategies for learning used

More interested in learning English

Growth in confidence

Theme 2: Gained varied skills

mmm  1€aching skills
s INterpersonal skills

Theme 3: Positive attitude

Satisfied with achieved goals
Developed a positive learning attitude

Figure 5.1 Themes and sub-themes in the second cycle of the action research. Data on three main themes and

seven sub-themes were collected in the second cycle of the action research.

125

L *‘ The Education University

@R oy of Hong Kong Library

For private study or research only.

Not for publication or further reproduction.




5.4.2.1 Theme 1: Improvement in English

This collaborative learning aimed to help improve undergraduate students’ self-efficacy
and engagement in learning English. During the process, the undergraduate students were
required to write teaching plans, prepare teaching materials and to deliver tutoring lessons to
the secondary school students. During the preparation and teaching process, the undergraduate
students used different strategies for teaching English. After the completion of the program, the
undergraduate students felt that they were more interested in learning English. In turn, their
confidence of using English was also enhanced. The subthemes related to improvement in

English will be discussed in more detail in the following sections.

Theme 1: Improvement in English
mamm Different strategies for learning used

mmmm More interested in learning English

— Growth in confidence

Figure 5.2 Theme one of the second cycle was improvement in English. Students perceived improvement in

English by using different strategies for learning, feeling more interested and higher confidence in English.

Sub-theme: Different strategies for learning used

All students made effort to improve their English by using different strategies in learning
and teaching. One of them expressed that he discovered the strengths and weaknesses of his
English during teaching. Going through the process of the preparation of teaching materials,
he clarified his teaching strategies. One student described that he discovered his English
weaknesses during the preparation of teaching materials. This process helped him familiarize

with English by spotting out some common errors. In addition, he could revise his English
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usage through teaching. Another student mentioned that the program could consolidate his
foundation in English because he had to find extra supplementary exercises to help students
learn grammar and build vocabularies.
‘Discovered the weaknesses of my English...improved my familiarity with

English.... spotted the common errors in the preparation of teaching ... revised my

English usages through teaching ..." (S1)

‘Discovered the strengths and weaknesses of English ... clarified my learning

strategy... (S2)

‘Revised and integrated the English usage ... found some useful vocabularies to

teach the students...found extra supplementary grammar exercises for s students (S3)
Moreover, the undergraduate students also made use of different strategies for teaching such as
through YouTube videos, movies, and English songs. Besides, some of them selected different
teaching materials such as games, songs, reference books, etc. Going through the teaching
process, one student was delighted that he could tackle fear in speaking.

‘Using Pictionary to teach English ... searched for exercises in libraries ... screened

and selected different suitable supplementary exercises ... tackled fear in speaking’.

(S4)

‘Tried to use different strategies to learn English e.g. YouTube videos, movies, TV

shows’ (85)

‘Tried to use different strategies to learn English e.g. English songs’ (S6)

Sub-theme: Increased interest in learning English
Nearly all undergraduate students showed more interest in learning English, with the
exception of two students where one indicated the program had little impact on him and the

other indicated that her interest was maintained.
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‘More interested in English’ (S1)

‘Took initiative and interest in learning English’ (S2)
‘Maintained interest in English’ (S3)

‘More interested in English’ (S4)

‘Little impact on my interest in learning English’ (S5)

‘Enhanced my interest in learning English’ (S6)

Sub-theme: Growth in confidence
A majority of the undergraduate students became more confident in using English after
joining this collaborative learning. Although one student commented that there was little
impact on his confidence in English, he expressed there was a positive impact that enhanced
his speaking ability.
‘Found ways to explain it clearer ... enhanced my English ... enhanced my speaking
ability ... enhanced my confidence. (S1)
‘Gained confidence in teaching English ... enhanced confidence in English
especially in speaking and writing’ (S2)
‘My confidence in English language skills will be greatly enhanced.’(S3)
‘Boosted my confidence ... managed to use English language as a medium of
instruction ... Improvement in speaking ... gained confidence in teaching English’
(S4)
‘Positive impact, enhanced in speaking ability ... Little impact on my confidence in
learning English’ (S5)
‘Enhanced my confidence in learning English’ (S6)
One student ascribed the increase in confidence to the program because he managed to

use English language as a medium of instruction in the tutoring lessons. During sharing, one
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student reported he had improvement in speaking, which in turn enhanced his confidence in
English. The undergraduate students perceived an improvement in English in terms of ‘felt
more confident in English’, ‘different strategies for learning used’ and ‘More interested in
learning English’. Students’ judgments about their capabilities in English were important in
showing the enhancement of students’ self-efficacy. All undergraduate students indicated their
improvement through the preparation of teaching materials and delivery of tutorial lessons.
This finding is consistent with the significant increase in the mean scores on the language self-
efficacy scale. The pre- and post-mean scores on the language self-efficacy scale are presented
in Table 5.3 below. The Wilcoxon signed-rank test was used to compare the distribution of
the scores between pre- and post-mean scores on the language self-efficacy scale. The mean
increase in language self-efficacy scores was 0.88. The Wilcoxon signed-ranks test indicated
that the median post-test ranks, Mdn = 8.40, was statistically significantly higher than the
median pre-rest ranks, Mdn = 7.45, Z =-2.10, p < 0.36. The students had significantly obtained

higher language self-efficacy scores.

Table 5.3: Wilcoxon signed-ranks test of pre- and post-mean scores on the language self-

efficacy scale

Language self-efficacy | Mean | N | Std. Deviation Percentiles Z p
(SD) Median (Mdn)

Pre-mean score 7.43 8 10.55 7.45 -2.1 | 0.036

Post-mean score 8.31 8 |0.69 8.40
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5.4.2.2 Theme 2: Gained varied skills

Apart from the improvement in English, the undergraduate students gained varied skills
during the process. Especially during the teaching process, they had to organize their teaching
materials and to interact with their students. Through these processes, they said that they had
gained teaching and interpersonal skills. These subthemes related to ‘gained varied skills’ will

be discussed in more detail in the upcoming sections.

Theme 2: Gained varied skills

— Teaching skills

— Interpersonal skills

Figure 5.3 Theme two of the second cycle was ‘gained varied skills’. Students perceived gaining varied skills

including teaching skills and interpersonal skills.

Sub-theme: Teaching skills
The undergraduate students gained teaching skills via collaborative learning and some
of them even gained confidence in teaching.
‘Gained teaching experience ... gained the ability to manage a lesson ... gained
implementation skills ... gained confidence in teaching English’ (S4)
‘Gained interest and confidence in teaching English’ (S2)
‘Strengthen the foundation in teaching skills’ (S1)
All tutors tailored their teaching with different strategies and engaged in post-teaching
reflection. They supplemented their teaching with various resources, which increased the

secondary school students’ interest of learning. In addition, the lessons were more interactive

130



because the undergraduate students had developed self-confidence in speaking, while the
secondary school students were more willing to give feedback. Besides textbooks exercises,
the undergraduate students arranged a variety of activities to arouse the secondary school
students’ interest. Activities such as playing games, watching movies or YouTube videos,
reading newspaper articles, doing exercises, finding reference books, etc. were some of the
ways to motivate the secondary school students to apply knowledge and skills, even when at
home. Moreover, the secondary school students were reminded to strengthen their knowledge
by recapping and revision.

‘Screened several supplementary exercises and used them as teaching materials ...

using music video ... scrabble ... games to teach English ... (SI)

‘Found some useful vocabularies to teach the students ... found extra supplementary

exercises for students to hone their skills in grammar ... (S3)

‘Found reading passages via resources ... found some English songs to train their

listening skills ..." (S2)

‘Searched for exercises in library ... reinforced their skills before the school

examination ... broke up the lesson into small parts for recapping and teaching (54)

‘Found good textbooks and exercises for the lessons’ (S5)

‘Used reference books to prepare the lessons’ (S6)

In order to strengthen the secondary school students’ learning ability in English, the tutors
used an all-round method to teach English, including reading, writing, listening and speaking.
They discovered that the secondary school students in general lacked confidence in speaking
English, especially during self-introduction, self-reflection and opinion sharing. Two
undergraduate students mentioned they assessed students’ ability at the beginning so that they
could teach the students according to their standards and needs.

‘Taught students with reference to their weaknesses ... assessed students’ ability at
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the beginning to understand their needs ... tried to find ways to explain it directly
and easily’ (S2)

‘Bought teaching materials for students ... prepared a mini test for assessing the
students’ level ..." (S§3)

Some undergraduate students tried to inspire their students with their personal
experiences and previous teaching experiences.

‘Inspired students by using my personal experiences’ (S3)

‘Used previous teaching experience to prepare the lessons’ (S6)

‘Shared my own perception to stimulate students’ interest in learning English’ (S1)

Some undergraduate students were committed to their teaching even though they faced
difficulties in dealing with students’ differences in standards and levels. Moreover, some of
them complained about insufficient teaching resources etc. They had to solve these problems
by investing more time and effort in the preparation for the lessons.

‘Difficulty in searching for resources that fit the students’ level, I used more time in
designing the question paper ... tried to find ways to explain it directly and easily ...’
(S2)

‘Difficulty in finding teaching resources at the beginning ... referring to other
textbooks when I came across unfamiliar situations ... After I got the resources, the
teaching became smooth and easy ..." (S3)

‘Difficulty in following the teaching plan in real life ... It was necessary to be well-
planned and prepared for alternatives ... The most difficult part was dealing with
individual differences of students ... It was a common problem in teaching....
Adjustment of the teaching materials to suit the level of students .... Invited students
with better skills to help other students’ (S1)

‘Faced the problem of individual differences amongst students... Taught from
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simplicity to complexity to stimulate students’ interest... Invited students with better
skills to help other students ..." (S4)

Besides, the undergraduate students exerted effort to improve their teaching by
performing reflections. Most of them did reflections after teaching. Some of them evaluated
their teaching for improvement by seeking students’ feedback after lessons.

‘Did reflection in teaching ... did reflection on my suitability as a teacher’ (S2)
‘Evaluated my teaching via students’ feedback ... did reflection in teaching ... found
ways to improve’ (S1)

‘Seek students’ feedback in every lesson for evaluation’ (S4)

‘Did reflection in teaching’ (S3)

Furthermore, the undergraduate students wrote teaching reflections after each lesson and
graded themselves in a scale of 1 to 10, with 10 being the best. They ranked themselves at an
average of 7 in teaching performance in tutoring lessons. They were confused at the beginning
due to the lack of experience in teaching, arranging in-class activities and leading students to
response in lessons. In general, their scores went up from 6 to 8 after some time when they

became more experienced in lesson handling and seeking students’ feedback.

Sub-theme. Interpersonal skills

On top of gaining teaching skills, the undergraduate students also acquired other skills.
Interpersonal skills are essential for the successful career of a student. As this teaching
experience included opportunities to communicate with the secondary school students, they
learnt new communication skills when interacting with their students. Being teachers, they
learnt how to think from teachers’ and students’ perspectives. These were valuable
interpersonal skills gained from teaching, via communication and building good relationships

with their students.
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‘Learnt how to interact with students... learnt the skills in dealing with students with

individual differences’ (S5)
‘Gained different perspectives as a teacher’ (S1)
‘Increased the confidence in interpersonal skills ... (S3)

‘Gained communication skills with students’ (S2 and S4)

‘Gained ways to help students to gain satisfactory development ... to see things from

students’ perspectives’ (S2)
Some undergraduate students built good relationships with their students.
‘Building up trust with students is important’ (S3)
‘Gained adaptability ... built up trust with students’ (S4)
‘Achieved in building students’ trust ... gained people skills’ (S2)

One undergraduate student gained skills in time management. She stated that ‘Gained time

management skills’ after participation in the collaborative learning.

5.4.2.3 Theme 3: Positive attitude

Without positive attitudes, students found it difficult to learn proficiently. The
undergraduate students were satisfied with the program and displayed positive learning

attitudes after participation. The subthemes related to positive attitudes will be discussed next

in more detail.

Theme 3: Positive attitude

s Satisfied with achieved goals

e Developed a positive learning attitude

Figure 5.4 Theme three of the second cycle was ‘positive attitude’. Students perceived gaining positive attitude

through satisfaction with achieved goals and development of positive learning attitude.
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Subtheme: Satisfied with achieved goals

The purpose of setting up mutual goals was to help the undergraduate students enhance
their English skills, self-efficacy and engagement via collaborative learning over a period of
time between 2013 and 2014. They were encouraged to submit at least three mutual learning
goals in the workshops, to be submitted before their first tutoring lessons via the Google drive.
To set up each goal, they were advised to develop a timeline for tracking strategies, learning
activities, and resources for fulfilling, assessing and finishing the goals. In addition, the
undergraduate students were advised to write down the measurements of their learning goals.
Moreover, they were required to rate their confidence in goal achievement on a scale from 1 to
10, with 10 being the most confident. After the delivery of each tutoring lesson, they were
required to rate again their teaching performance on a scale from 1 to 10, with 10 being the
best.

The undergraduate students expressed their views about achieved goals in terms of
different aspects of their English language skills. The majority believed that they had achieved
their teaching and learning goals by an enhancement of their students’ confidence in using
English and an improvement in their English foundation as they needed to prepare and revise
the teaching materials. Other students thought that they had achieved the goals because through
teaching English they had improvements in reading, writing and speaking skills. .

‘Through teaching English ... achieved goals’ (S1)

“As regards oral and writing skills ... achieved goals’ (S2)

“An enhancement of students’ confidence in English ... through preparation and

revision of the teaching materials, we could consolidate our English foundation ...

achieved’ (S3)

‘An enhancement of students’ confidence in using English ... improvement in oral ...

achieved’ (54)
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Through reviewing the mutual goals and reflecting on their teaching performance, the
undergraduate students kept track of their teaching and learning goals in two main aspects: an
improvement in English skills via teaching and an improvement in the secondary school
students’ learning attitude towards English. From their feedback they ranked themselves at an
average of 7 in teaching performance and completion of goals. They commented that they could
not complete all of the goals because of the time management problem in lessons. They were
confused at the beginning because of lacking experience in teaching, arranging in-class
activities and dealing with reserved students. In general, they gave higher scores (from 6 to 8)
when they got more experienced in class handling and getting positive students’ response. The
program on the whole was a success. Hence they rated themselves high in teaching
performance and achieving goals, which were related to the accomplishment of their personal
learning goals on improvements in communication skills, teaching skills, goal attainments and

English skills.

‘I am satisfied with my teaching’ (S3)
‘Satisfied with the teaching performance’ (S6)

One undergraduate student indicated that she was satisfied with her teaching because
her students got significant enhancement in English skills. She was pleased because she had
gained students’ trust and her students treated her as their friend. Her students were willing to
share their feelings with her.

‘Gained students’ trust ... students treated me as their friend and they were willing to
share their feelings with me ... I am satisfied with my teaching ... students have got
significant enhancement in their English skills’ (S2)
One student was satisfied with her teaching because her students were very attentive in
lessons, taking initiative to ask questions. And there was a good learning atmosphere in tutoring
lessons.
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‘Satisfied with the teaching ... students were very attentive in lessons, took initiative

to ask questions .... a good learning atmosphere’ (S5)

Subtheme: Developed a positive learning attitude

The undergraduate students developed a positive learning attitude after participation in
the program, which included ‘enjoying their work’ and ‘getting positive impact from the job’.
Also, they demonstrated ‘effort and commitment’ in teaching. One student was pleased with

her teaching because her students had gained confidence in learning English.

‘Am pleased because my students have gained confidence in learning English ... overall,
| am satisfied with my teaching ... reflect that my students have gained confidence in

using English’.

All undergraduate students thought this collaborative learning had positive impact. Two
of them mentioned that this project was meaningful as it helped others. In addition, most of
them thought that this teaching experience might help their future teaching career by enriching
their teaching skills.

‘Does enrich my teaching skills ... a lot of benefits’ (S1)

‘A big positive impact on me ... helpful to my career path’ (S2)

‘Gained teaching experience ... good for my teaching career in the future ... helpful
to my career path’ (S4)

‘Positive impact’ (S3)

‘Positive impact on my career ... it is a good experience to contribute to the
community, especially to help the disadvantaged groups’ (S5)

‘This project is meaningful to help the students with low proficiency in English ...

positive impact on my career’ (S6)
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All undergraduate students had behavioral engagement showing great effort and
commitment in teaching. They used a lot of time in preparing the teaching materials, designing
appropriate question papers to suit their students’ needs. Moreover, they put in a lot of effort in
teaching. For example, they had great patience in getting answers from their students and used
many different ways to explain the answers clearly for difficult questions. They also showed
passion in teaching as they tried very hard to boost students’ confidence in learning English.

‘Used a lot of time to explain the answers .... allowed adequate time for students to
find answers ... helped them overcome the fear in using English ... helped them boost
their self-confidence through activities ... spent more time in designing question
papers for students ... taught students with patience’ (S2)

‘Used a lot of effort to teach ... built up students’ confidence in English ... revisited
the teaching materials and found lively and vivid ways to present them to attract
students ... thought of ways to arouse students’ interest’ (S3)

‘Wanted to raise students’ confidence in using English ... (S4)

‘The most difficult part was dealing with the individual differences of the students ...
tried to adjust the level of the teaching materials ... invited brighter students to help
other students ... (S1)

From the above observations, the undergraduate students demonstrated great
engagement in learning English through the ‘usage of different strategies in teaching’,
‘demonstration of positive attitudes’, ‘expression of interest in English’ and ‘display of effort
and commitment’. However, there were no significant differences in the increase of the mean
scores of the MSLQ. Although there are no significant differences in the pre- and post-mean
scores of MSLQ, it is nonetheless worthwhile to note that there is a noticeable increase in some
sub-scales of the learning strategy scale when comparing the paired ¢ test of pre- and post-

scores of MSLQ.
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5.4.2.4 Feedback from secondary school students and English instructor

The feedback from the secondary school students and the English instructor was important
in reflecting the effectiveness of the performance process of the undergraduate students’
teaching. In this second cycle of the research, the twenty-three secondary school students
joining the English tutorial lessons were of 14 to 19 years of age with 52.2% male (n=12) and
47.8% female (n=11). As regards composition, there were one student from Secondary two,
six students from Secondary three and Secondary four, and ten students from Secondary five.

Their duration of schooling in Hong Kong is presented in Table 5.4 below.

Table 5.4: Duration of schooling of the secondary school students in Hong Kong (N=23)

Duration of Hong Kong Schooling Number of students and percentage (No., %)
1 year (2,8.7)
2 years (2,8.7)
3 years (4,17.4)
More than 5 years (15, 65.2)

All students (N=23) completed and returned the survey questionnaires and reported
enhancement in various English skills. The majority of the secondary school students (86.9%,
n=20) reported that they had improved their general English, reading and writing, and time
management in examinations. Around half of them (52.2%, n=12) thought that they had
improved their oral, listening and grammar; and some (17.4%, n=4) said that they had increased
their English vocabularies. Most students (61%, n=14) expressed an increased interest in
learning English whilst six maintained that they had no change in their interest and three left
the question unanswered. Overall, most students (91%, n= 21) thought that they had

enhancement of their English, while only one student regarded his English the same as before
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and another one had no improvement in English.

For the overall satisfaction of the tutorial lessons, most students (44%, n=10) rated the
overall satisfaction as 100%; some of them (26%, n=6) rated the overall satisfaction as 80%;
five (22%, n=5) rated it as 60%; the remaining two (4%, n=2) rated it as 40% and 70%
respectively.

When asked about their suggestions for improvement in the tutorial lessons, 22% of the
students (n=5) responded that they had no suggestions. Most of them (44%, n=8) did not answer
this question. Some students (17%, n=4) requested to increase the number of lessons and the
other (17%, n=4) wanted an improvement in the classroom atmosphere and an enrichment in
the content of their listening and answering skills. Most of the students (56%, n=13) reported
that they would like to join these tutorial lessons again because they wanted to further improve
their English. However, eight of them did not answer this question and one student was
unwilling to join future tutorial lessons for the reason of being busy in their school study.
Finally, there was also one student who preferred to have tutoring lessons in other subjects,

e.g., Chinese.
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5.4.3 Discussion
It has been well established that self-efficacy is positively related to academic performance
(Bandura, 1995; Mills et al., 2006; Pajares, 2003; Mills et al., 2007; Rahimi & Abedini, 2009;

Magogwe & Oliver, 2007; Motlagh, Amrai, Yazdani, Abderahim, & Souri, 2011). Moreover,

self-efficacy is positively related to the enhancement of engagement in learning (Pintrich & De
Groot, 1990; Bandura, 1997; Pintrich & Schunk, 1996; Walker et al., 2006; Ouweneel et al.,
2013). It has been shown that students learnt more in collaborative learning than in individual
learning (Johnson & Johnson, 2009; Johnson, 1989). During the process of collaborative learning,
students are able to help one another and learn by observation. This peer modeling is helping
students to gain self-efficacy (Bandura, 1995), which in turn enhances the engagement.

The main findings of this second cycle of the action research — three main themes and seven
sub-themes, which explicated the experiences and perception of the undergraduate students from
this collaborative learning, are elaborated in detail and integrated with literature in the following

sections.

5.4.3.1 Goal setting of the collaborative learning

The effect of goal setting was explored through setting goals at the beginning of the
collaborative learning, reviewing the undergraduates’ progress by semi-structured interviews
and reflecting on their teaching. The undergraduate students attributed the enhanced self-
efficacy in learning English to the subtheme of ‘satisfaction with achieved goals’. They had
achieved their teaching goals through the preparation and revision of the teaching materials to
boost the secondary students’ confidence in English and to improve their English foundation.
According to King’s Goal Attainment Theory, “goal attainment represents outcomes” (King,
1999, p. 293). King postulated that health care professionals and client interaction are

characterized by communication including verbal and nonverbal skills. This communication is
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exchanged and shared with values, needs and knowledge. When health care professionals and
clients set goals mutually, the actions, reactions, interactions and transactions will act towards
goal attainment (King, 1999, p.294). In this collaborative learning, the undergraduate students
set their goals with the English instructor mutually. They then worked towards the goals. When
the teaching reflections were reviewed, the undergraduate students ranked themselves at an
average score of 7 out of 10 in the teaching performance and completion of goals. This reflects
that most undergraduate students attained the goals and were satisfied with the performance.
Goal setting is important because goals guide people’s actions. Many studies proved that
people attained comparatively higher performance with specific goals than those who did not
set goals or just set general goals (Locke, Shaw, Saari, & Latham, 1981; Locke, Frederick, &
Bobko, 1984, Locke & Latham, 2006; Tanaka & Yamauchi, 2001). Moreover, setting learning
goal where the doer has a say is important. Schunk’s study also supported that students
demonstrated greater self-regulated learning than those without setting goals. Moreover,
students performed better when they set goals by themselves than those with assigned goals
(Schunk & Hanson, 1985).

Most undergraduate students in the collaborative learning made good progress in their
teaching and learning, and they raised the score for teaching improvement from 6 to 8 when
they experienced improvement in teaching, e.g., in lesson handling and asking students for
feedback. Most of them successfully fulfilled the goals previously set. The overall achievement
allowed them to rate themselves higher in the teaching performance and confidence in
achieving goals. Self-efficacy is one’s judgment of being capable of succeeding at a task, and
as such, is often conceptualized as antecedents to other motivational constructs, including goals
(Bong & Clark, 1999). This self-evaluation of goal progress is important. According to Schunk
and Rice (1991), a self-evaluation of the satisfactory progress of a goal enhances the feeling of

efficacy. Following this, students will set more challenging goals. When people have agreed
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on a goal, they may experience a sense of self-efficacy for achieving it (Bandura, 1988). When
they need to pursue this goal, they are driven to engage in activities that they trust will help
them achieve it. The findings of Locke et al., (1984) study showed that self-efficacy was related
to goal commitment, and goal commitment to performance in the self-set goal condition but
not in the assigned goal condition. Self-efficacy mediates the relationship of ability and strategy
to goal choice. Bandura and his colleagues also recognized that goals play an important role in
performance (Bandura & Cervone, 1983). Locke and Latham’s study (2006) explained that a
learning goal promotes students’ metacognition. The metacognition includes planning,
monitoring and evaluating progress toward goal attainment. Therefore, goal setting guides
students to pursue the goal. Thus, goal setting helps to develop self-efficacy. The relationship
between goal setting and self-efficacy is reciprocal. Increased self-efficacy improves the
quality of the next goals (Artino, 2012).

Goal setting impacts on students’ self-efficacy and therefore is considered as having an
influence on the enhancement of the self-efficacy of the undergraduate students participating

in the collaborative learning.

5.4.3.2 Collaborative learning on self-efficacy
A semi-structured interview and a pre-post instrument were conducted to explore the
effect of the collaborative learning on enhancement of self-efficacy. After the completion of
the collaborative learning, the undergraduate students felt that they had improved their English.
As a result, their confidence in English was also enhanced. The undergraduate students
attributed the ‘gaining confidence in learning’, ‘different strategies for learning used’ and
‘improvement in English’ in the main theme and sub-themes to the enhancement of their self-
efficacy in learning English.
A majority of the undergraduate students grew more confident in English after joining this
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collaborative learning. They had improvement in the different aspects of their English. The
majority believed that they had improved in speaking and writing as they conducted the
tutoring lessons in English. Most of them indicated that their English foundation became more
solid because they needed to revise the basics by going through a lot of supplementary exercises
and grammar books, and they had improved through the preparation of teaching materials.
Moreover, they became more aware of their strengths and weaknesses in the language during
the process of the preparation and the delivery of their teaching. One undergraduate student
observed that she had to check for common errors in grammar to revise with the students and
she could now avoid those common grammatical mistakes too. This finding was consistent
with Padmaja’s study in that collaborative language learning promotes learners’
communicative interaction and fosters their development of critical thinking through
discussions. Therefore, collaborative learning benefits students in a variety of ways in

enhancing English language skills (Padmaja, 2014).

Students’ judgments about their improved capabilities in English were important in
showing self-efficacy enhancement. Self-efficacy plays a significant role in predicting human
performance in many areas (Bandura, 1993). The current finding also agrees to the previous
study that self-efficacy enhancement may be influenced by their own experiences. “Once
behavior is learned, the regulation of the behavior relies on motivational process of
reinforcement” (Ziegler, 2005, p. 36) and “Mastery experiences foster a feeling of confidence
and an eventual feeling of self-efficacy” (Zullkosky, 2009, p. 96). Mastery experiences are
most powerful in building self-efficacy (Bandura, 1997). In this study, when confidence was
gained, students moved forward to the next activity. When students achieved repeated success

in performing their tasks, self-efficacy rose.

Self-efficacy is hypothesized to influence the choice of activities, effort expended and

persistence (Bandura, 1986). The students’ effort and persistence in tasks or activities could
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reflect their level of self-efficacy. When self-efficacious students face difficulties, they put
greater effort, show persistence and have less doubt to solve the problems. Self-efficacy affects
people’s behavior directly or indirectly. Klassen and Usher (2010) believed self-efficacy, as a
direct motivator, increases effort, persistence, and eventually, achievement. All
undergraduate students showed effort in improving their English by using different strategies
in learning. Some undergraduate students mentioned that selecting an appropriate level of
YouTube videos, games, supplementary exercises and books to stimulate their students’
learning interest did help to improve their own English skills. Through the preparation of
teaching materials, they developed their learning strategies and improved their English too.
Studies supported that students’ use of effective learning strategies have a positive relation to
self-efficacy (Pintrich & De Groot, 1990; Zimmerman & Martinez-Pons, 1990). Strategies are
processes used by students to attain academic achievement. “Strategies are products of
education interventions in which they are taught to students” (Schunk & Rice, 1991, p. 352).
Evidence has shown that students with high self-efficacy choose to engage in tasks that help
them develop knowledge, skills and abilities. Self-efficacy directly motivates academic

behavior (Klassen & Usher, 2010).

All undergraduate students showed improvement through the preparation of teaching
materials and delivery of tutorial lessons. This finding is consistent with the significant increase
in the mean scores of 0.88 on the language self-efficacy scale. The result supports that the
students had significantly increased their language self-efficacy scores. To sum up, the
undergraduate students’ self-efficacy was found to have been enhanced after participating in

this collaborative learning.
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5.4.3.3 Collaborative learning on students’ engagement

A semi-structured interview and a pre-post instrument were conducted to explore the
effect of the collaborative learning on learning engagement. The undergraduate students
attributed the ‘effort and commitment’, ‘different strategies for teaching used’, ‘raising interest’,
‘positive impact’ and ‘positive attitudes’ in the main theme and the sub-themes to the
enhancement of their engagement in learning English.

Consistent findings were reported in a large body of literature, e.g., Linnenbrink and
Pintrich stated that behavioral engagement involves some observable behaviors. Students are
said to be more engaged when they show more effort, persistence to tasks and help-seeking
behavior. Students are engaged when they show positive behaviors such as lesson participation,
attendance, task completion and effort (Fredricks et al., 2011; Miller et al., 1996). All
undergraduate students showed behaviors in engagement by demonstrating effort and
commitment in teaching. They used plenty of time in preparing the teaching materials,
designing the appropriate question papers to suit their needs. They used a lot of effort in
teaching.

Some researchers highlighted student engagement as characterized by a willingness to
invest effort in one’s work and be persistent even when encountering difficulties (Sanchez-
Cardona et al., 2012). Nearly all undergraduate students finished their twenty tutoring lessons.
Moreover, they showed patience in teaching and used different ways to explain the answers
clearly and patiently to their students. In the process they had to face the problems of individual
and level differences of the secondary school students as they came from different backgrounds
and different forms. Moreover, some undergraduate students faced the problems in finding
suitable teaching resources. They had to solve these problems by investing more time in
preparing and finding alternative ways. This result showed that they showed behavioral

engagement in this collaborative learning.

146



Fredricks and his colleagues stated that cognitive engagement is related to
“psychological investment in learning” and “strategic learning” (Fredricks et al., 2004, p. 65).
When students are cognitively engaged, they demonstrate the use of metacognitive strategies
and quality effort in task. Moreover, students are cognitively engaged if they monitor and
regulate their learning by reflecting on own thinking, actions and behavior (Linnenbrink &
Pintrich, 2003). Findings of this current study demonstrated that the undergraduate students
displayed behaviors of cognitive engagement. Besides, they showed initiative in improving
their teaching by performing reflections after teaching. Most of them did the teaching
reflections and wrote them down soon after each lesson. They evaluated their teaching by
asking for student feedback after lessons and found ways to make improvements afterwards.
Crucially, these behaviors demonstrated their cognitive engagement and use of metacognitive
strategies.

Motivational engagement from Linnenbrink and Pintrich stated similar concepts on students’
interest, value and affect (Linnenbrink & Pintrich, 2003). Interest is a motivational variable and
is defined as the “psychological state of engaging or the predisposition to re-engage with
particular classes of objects, events, or ideas over time” (Hidi & Renninger, 2006, p. 112). The
result of this study is consistent with the previous literatures. Nearly all of the undergraduate
students showed increased interest in learning English with the exception of two students - one
indicated that the collaborative learning had little impact on his interest in learning English and
the other indicated that her interest in English was the same as before. The latter student explained
that she always had a good interest in English and that was why her interest was unchanged. The
affective component of interest is the “positive emotions accompanying engagement” (Hidi &
Renninger, 2006, p. 112). Peoples feeling interested are more engaged in the activities. Ainley’s
study (2002) suggested that interest is an important component in engagement (Ainley et al.,

2002). The undergraduate students showed interest and passion in teaching as they tried to boost
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their students’ confidence in learning English and practiced their teaching using different
strategies and performing reflections afterwards.

Eccles and his colleagues (1983) stated that task values have four major components and
they are attainment value or importance, intrinsic or interest value, utility value or usefulness of
the task and cost (Eccles & Wigfield, 2002). Attainment value refers to “the importance of doing
well on the task™ (Eccles et al., 1983, p.89). Intrinsic or interest value is related to the enjoyment
of engaging in the task or activity. Utility value refers to “the importance of the task for some
future goal” (Eccles et al., 1983, p.89). All undergraduate students thought they had positive gains
from this collaborative learning. Some undergraduate students mentioned that this project was
meaningful because they had helped others. In addition, most of them thought that this teaching
experience might help their future teaching career by building up a good foundation in teaching.
On top of their teaching, they also thought that they gained other skills such as time management
and interpersonal skills. Most of them learnt how to interact with the students and improved their
communication skills with different students. They learnt how to think from others’ perspectives
when they are teaching and communicating with the students. They improved their interpersonal
skills via teaching through communicating and building good relationships with the students.

Emotions provide both fuel and guidance for students' behaviors. They act as markers of
motivational resources for checking the quality of students' participation and coping, or
whether students are at risk of burnout (Skinner et al., 2014). One student demonstrated
markers of motivational resources when she said “Felt happy because my students become
confident in learning English ...... I am satisfied with my teaching....reflected on building up
students’ confidence in English”. Some undergraduate students built good relationships with
their students. One student was satisfied with the friendship he developed with his students.
All these findings supported that the undergraduate students demonstrated behavior of

motivational engagement in this collaborative learning.
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The undergraduate students demonstrated increased engagement in learning English
when they ‘used different strategies in teaching’, ‘demonstrated positive attitude’, ‘showed
interest in English’ and ‘showed effort and commitment’. However, there are no significant
differences in the increase in the mean scores of the MSLQ. Although there are no significant
differences in the pre- and post-mean scores of MSLQ, it is nonetheless worthwhile to note that
there are increases in some sub-scales of the learning strategy when comparing the paired #-test
of pre- and post-scores of MSLQ in Table X. The most possible reason of statistically
insignificance is the small sample size of only eight subjects in the calculation. Small sample
sizes often do not yield statistical significance. Moreover, the differences in the MSQL scores
were not large enough to demonstrate the significant differences.

The second cycle of this action research conducted an investigation in the collaborative
learning to ascertain whether or not goal setting enhanced self-efficacy and engagement, and to
explore whether students’ self-efficacy and engagement were enhanced after participation in this
collaborative learning. Positive effects were found to support the hypotheses that collaborative
learning had real impacts on students’ perceived enhancement on self-efficacy and engagement

in learning.

5.4.4 Turning findings into action plans

Self-efficacy is found to be a strong predictor of academic achievement (Bandura, 1997).
Moreover, self-efficacy is positively related to engagement. To help students better equipped
with social skills and self-efficacy, collaborative learning seems to be a good method as it
necessitates active exchange of ideas between students and leads to the building up of social

skills that facilitate learning.

In the second cycle, it was hypothesized that the students involved in the collaborative
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learning will develop more social skills and self-efficacy that would further improve their
engagement in learning. King's Goal Attainment Theory was adopted and used to develop self-
efficacy and engagement of the undergraduate students in learning English through setting
mutual goals upon joining the collaborative learning.

The findings supported that most undergraduate students achieved their goals, perceived
enhancement of self-efficacy and engagement in learning via participation in this collaborative
learning. They attributed factors like ‘gaining confidence in learning’, ‘using different strategies
for learning” and ‘improving their English’ to the enhancement of their self-efficacy in learning
English. Moreover, they demonstrated increased behavioral, cognitive and motivational
engagement in learning English when they ‘used different strategies in teaching’, ‘demonstrated
positive attitude’, ‘showed interest in English’ and ‘showed effort and commitment’. Thus, goal
setting in the collaborative learning helped the undergraduate students enhance their self-efficacy
and improve their English.

The undergraduate students appreciated that they gained better communication skills via the
process of teaching. Communication skills are one of the key components in social skills and this
may in turn be reflected in the enhancement of the students’ social skills. However, the data
collection method in this cycle could not assess the social skills level. Therefore, I propose to
explore social skills enhancement and assess social skills level directly in the next cycle. To assess
the social skills level, Social Skills Inventory (SSI) will be used.

The first and the second cycles of the action research were about the collaborative learning
held in a small group tutoring lesson setting. This setting was different from the usual
conventional classroom setting as one usually finds in other action research projects. Moreover,
the findings of the first and the second cycles supported that the students perceived English
enhancement via this collaborative learning. It was proposed to explore and apply this

collaborative learning in a conventional classroom setting with other subject matters as the
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teaching content in the next cycle of the action research.

In the next cycle, the setting of a conventional classroom will be used to ascertain the
difference between small group collaborative learning and conventional classroom collaborative
learning.

The critical features and elements of collaborative learning are less precise than
cooperative learning. Smith and MacGregor (1992) described the features and elements as
follows: “In most collaborative learning situations, students are working in groups of two or
more, mutually searching for understanding, solution, or meaning, or creating a product. There
is wide variability in collaborative learning activities, but most center on students’ exploration
or application of the course material, not simply the teacher’s presentation or explication of it.
Everyone in the class is participating, working as partners or in small groups. Question,
problems or the challenge to create something drive the group activity. Learning unfolds in the
most public of ways” (Smith & MacGregor, 1992, p. 11). In the next cycle of this action
research, a different learning area was used to assess the effect of the collaborative learning on
the undergraduate students. Nutrition was chosen to be the subject of study in this third and
last cycle of the collaborative learning. Diet in Health and Disease was a new elective course
in the Bachelor of Health Education at the time and collaborative learning was used as a
teaching approach to facilitate students to work together to co-construct knowledge. Students
were required to design and co-construct a teaching video to teach their fellow classmates a
topic chosen from the course.

A goal of collaborative learning is getting students to take responsibility of their work. The
role of responsibility for learning is taken away from the teacher and given to the students, who
will take active roles in their learning and build the knowledge together (Davidson & Major,
2014). Therefore, in this study a short briefing given to the students to cover ‘what collaborative

learning is’, ‘the benefit of collaborative learning’ and ‘the roles and responsibilities of students
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in collaborative learning” was organized for the students before their setting of the common
goals of collaborative learning.

The strategies and techniques of collaborative learning were reviewed. Reid, Forrestal, and
Cook (1989) suggested five phases in designing instruction for collaborative learning. These
five phases including engagement, exploration, transformation, presentation and reflections
were adopted in the next cycle of the action research. In the next cycle, the engagement phase
would include some lectures related to basic nutrition, the dietary patterns of peoples and their
impact on health. In the exploration phase, students had the opportunity to discuss and
understand new information. During the transformation phase, students were asked to work
with the information available on hand to understand it better. To monitor the students’ learning
and to address any misconceptions about the information uncovered in the collaborative
learning process, a group meeting was scheduled for students to present the ideas for their story
boards, collected information, tentative questions for checklist, etc. and to raise questions. In
the presentation phase, the students were asked to upload their teaching videos and checklists,
and present their teaching videos to the whole class. In the last phase, the students were asked
to give comments on other groups’ videos, conduct peer evaluation of the work of their group
mates and write the reflective journal on the whole process of the collaborative learning.

The students were required to collect evidence-based nutrition information, design story
boards, shoot videos, edit and upload their co-constructed teaching videos to the Web to share
with their classmates. In addition, they were required to design a checklist for checking the
knowledge of other classmates. Finally, they were required to conduct peer evaluation and give
comments on other groups’ teaching videos and conduct a peer evaluation of their own group
mates. Finally, they were required to conduct a self-evaluation of their self-efficacy for learning,
social skills and nutrition knowledge again and to write a reflective journal about the process

of the collaborative learning.
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Interdependence, positive interdependence or mutual interdependence, is a fundamental
construct in collaborative learning (Davidson & Major, 2014). To foster positive interdependence,
teachers usually use goal and task interdependence. The goals of the collaborative learning set
include social and academic goals. To foster positive interdependence, the task will be a
structured learning task or assignments that can be designed at varying levels of intellectual
challenge. In the next cycle, the students were asked to set common social and academic goals
after discussing with their group mates. Moreover, they needed to produce a co-constructed
teaching video and develop checklists as their group tasks.

Further reviews were carried out on the way groups in collaborative learning are formed, to
study the teaching of interpersonal skills, the structure of the groups and the role of the teacher.
For group size, Davidson and Major (2014) suggested that collaborative learning groups can have
two members but typically four to five.

To foster interdependence amongst students, Davidson and Major (2014) stated that
collaborative learning should employ only goals and tasks and occasionally limited resources.
Therefore, the students would be asked to produce teaching videos without being taught the
detailed information on their topics. There would be no technical support in designing story
boards, shooting, editing and uploading of the videos either. Cohen (1994) found that four to five
students in a group is the ideal group size. If a group is larger than five, some students may be
left out; and for a group with smaller than four, the discussion may not be enough to generate
different perspectives of the viewpoints. Smith and MacGregor (1992) suggested the group size
of two or more in collaborative learning situations. Gokhale’s study (1995) about collaborative
learning and critical thinking also selected the group size of four. Therefore, in the next cycle of
the action research, the students would be in groups of four.

For group formation, collaborative learning never uses assigned groups and assigned group

roles. Therefore, the students would be asked to form groups of four by themselves. In
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collaborative learning, it is a usual practice that students are not taught group interaction skills or
group reflection skills. Collaborative learning groups are usually self-managed. The instructor’s
roles tend to be less active in activities and tasks (Davidson & Major, 2014). In the next cycle,
interaction skills would not be taught and only ground rules for collaboration would be introduced
in the briefing to the students at the beginning of the cycle.

Many benefits were found in previous studies of collaborative learning. Webb found that
collaborative learning developed student’s higher order thinking skills (Webb, 1982). Johnson
(1989) found that collaborative efforts helped students develop self-esteem. Another study
claimed that those students working in pairs explaining answers between students developed their
oral communication skills (Yager & Yager, 1985). Johnson, Johnson, and Holubec (1998) stated
that collaborative learning was a team building activity. This activity helped students to foster
their problem solving and team spirit. Psycharis (2008) and Gokhale’s (1995) studies found that
collaborative learning enhanced critical thinking and creative thinking of students. Another study
supported that learners with a collaborative learning orientation tended to contribute more to the
increasing group knowledge than learners with an individual learning orientation (Rosen &
Rimor, 2009). Johnson et al.’s study (2014) showed that students improved in academic
achievement, quality of interpersonal interactions, self-esteem and perception of greater social
support. Because of the nature of collaboration, collaborative learning also helped in promoting
students’ social skills and self-esteem (Sultan & Hussain, 2012). Therefore, the benefits found in
collaborative learning would be explained to the students during the briefing session to support

the selection of this teaching approach for the subject.

To sum up, in the next cycle of the action research, it is hypothesized that the students
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involved in the collaborative learning will develop better social skills, higher self-efficacy and
more nutrition knowledge. The following are the research questions in the next cycle of the action
research:

I Will collaborative learning increase students' self-efficacy in learning Diet in Health and

Disease?

ii. Will collaborative learning increase students’ nutrition knowledge in learning Diet in

Health and Disease?

iii.  Will the process of collaborative learning help develop students’ social skills in learning

Diet in Health and Disease?
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Chapter 6: The Third cycle of the action research

This chapter describes the third cycle of the action research including stage one for
clarifying vision and targets, stage two for articulating theory, stage three of implementing
action and collecting data and stage four of reflecting on data, planning informed action into

future research.

6.1 Stage 1: Clarifying Vision and Targets
6.1.1 Goals

The goals of this study were to evaluate the process and the effectiveness of collaborative
learning on undergraduate students’ self-efficacy, social skills and nutrition knowledge in

learning Diet in Health and Disease.

6.1.2 Targets
The target group being studied was the forty-nine undergraduate students who were taking

the elective course ‘Diet in Health and Disease’ offered by FLASS of EAUHK.

6.2 Stage 2: Articulating Theory
6.2.1 Focus of this Stage

The focus of this stage was to ascertain the effect of the collaborative learning on a
learning area different from the previous two cycles. Therefore, the focus was to evaluate the
effect of the collaborative learning on undergraduate students in learning nutrition.

The participating undergraduate students were required to collaborate with a number of

parties. Through a collaborative process, their own learning was assessed with respect to their
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self-efficacy, social skills and nutrition knowledge in learning Diet in Health and Disease.

6.2.2 Conceptual Framework

With reference to the experience gained from the conceptual framework used in Cycle
Two, it is expected that by adopting King’s Goal Attainment Theory in this collaborative
learning it might enhance the students’ learning. Once students recognized that their skills were
improving and they were making progress towards their goals, they would experience high
self-efficacy, which should spur them on to attain their goals.

According to Social Cognitive Theory, self-efficacy is important in learning. Self-efficacy
is found to be a strong predictor of academic achievement (Bandura, 1997). Moreover, self-
efficacy is positively related to engagement. Self-efficacy affects academic success and
performance. Low self-efficacy will lead to low engagement in learning too. Self-efficacy can
lead to better engagement and subsequently to more active learning and better achievement
(Linnenrink & Pintrich, 2003). The learning and achievement will revert back to build higher
self-efficacy when students can learn better and achieve more.

Teaching and learning activities at school are predominately done through face-to-face
communication and peer interactions. Good social skills are therefore important in learning.
We learn by exchanging ideas with others and working collaboratively. If students have good
social skills, they can participate productively in classroom activities that help foster learning.
To help them better equipped with social skills and self-efficacy, collaborative learning seems
to be a good method as it necessitates active exchange of ideas between students and leads to
the building up of social skills that facilitate learning. The same conceptual framework in Cycle

Two was adopted in Cycle Three of the action research as shown in Figure 4.6 on p. 114.
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6.2.3 Research Questions
i.  Will collaborative learning increase undergraduate students' self-efficacy in learning Diet

in Health and Disease?

ii.  Will collaborative learning increase undergraduate students’ nutrition knowledge in

learning Diet in Health and Disease?

iii.  Will the process of collaborative learning improve undergraduate students’ social skills

in learning Diet in Health and Disease?

6.2.4 Hypotheses

The following hypotheses were formulated:

Ha: The collaborative learning improves the undergraduate students’ self-efficacy in learning
Diet in Health and Disease.

Hg: The collaborative learning improves the undergraduate students’ social skills in learning
Diet in Health and Disease.

Hc: The collaborative learning increases the undergraduate students’ nutrition knowledge in

learning Diet in Health and Disease.

6.3 Stage 3: Implementing Action and Collecting Data

Diet in Health and Disease is a new elective course for the Bachelor of Health Education.
This course was first introduced in September 2015 and aims to examine the dietary patterns
of people and their impact on health. Collaborative learning is used as a teaching approach
to facilitate students to work together to co-construct knowledge. The course outline of
HCS3053 Diet in Health and Disease can be found in Appendix H and the details of the

components of the assessment tasks can be found in Table 6.1 on the next page.
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Table 6.1: Components of the Assessment Tasks

process and level of learning

Components Assessment tasks Weightings
(%)

Development of teaching video | A teaching video 50
Self-evaluation and peer () Peer evaluation: comments on group 10
evaluation assignment from peers

(1) Self-evaluation on self-efficacy for

learning, social skills and nutrition

knowledge
Reflective journal A reflective journal: reflection of the 40

6.3.1 Subject and Recruitment Procedures

In this cycle, classroom artifacts of Diet in Health and Disease were used in this study. As

the researcher was the course lecturer and to lower the high power distance between the

students and the course lecturer, classroom artifacts of the course “Diet in Health and Disease”

were collected. The classroom artifacts were the learning goals, questionnaires for self-

evaluation for learning, social skills and nutrition knowledge and reflective journals of the

collaborative learning.

6.3.2 Collaborative Learning

In this cycle, collaborative learning was implemented in a conventional classroom. Students
were asked to discuss mutual goals, to set them and to share responsibilities to accomplish the
common goals. Nutrition was chosen to be the subject of study in this last cycle of collaborative
learning. Diet in Health and Disease is a new elective course for the Bachelor of Health Education
and collaborative learning was used as a teaching approach for students to work together to co-

construct knowledge. Students were required to design together and co-construct a teaching video

to teach their classmates.
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The goal of collaborative learning is getting students to take responsibility of their learning.
A short briefing was given to the students about ‘what is collaborative learning’, ‘the benefit
of collaborative learning” and ‘the roles and responsibilities of students in collaborative
learning’ before the students set the common goals of their collaborative learning. Reid et al.
(1989) strategies and techniques for collaborative learning were adopted in this cycle. The five
phases suggested by Reid et al. are engagement, exploration, transformation, presentation and
reflections. The engagement phase was the students’ attendance of some lectures that covered
basic nutrition, the dietary patterns of people and their impact on health. As for the exploration
stage, the students had ample opportunities to discuss and understand the new information with
fellow group mates. In the transformation stage, the students were asked to work with the
information to understand it better. To monitor the students’ learning and address any
misconceptions about their collected information in the collaborative learning project, a group
meeting was organized for the students to present the drafts of their story boards, the collected
information and the tentative questions for the checklist. There was also a short questioning
time at the end of each presentation. During the presentation stage, the students had to upload
their teaching videos, checklists and then they were asked to present their teaching videos to
the whole class. In the last stage, the students were asked to give comments on other groups’
videos, complete the peer evaluation of their group mates and write the reflective journals about
the process of the collaborative learning.

About the goals and tasks, the students were asked to set the common social and academic
goals after discussion with their group mates. And ground rules for collaboration were
introduced to the students during the briefing. A co-constructed teaching video and a
checklist were given as group tasks for each group. They were required to collect evidence-
based nutrition information, design story boards, shoot videos, and edit and upload their co-

constructed teaching videos to share with their classmates. In addition, the students were

160



required to design checklists for assessing the knowledge increase of their classmates
afterwards. At the end of the program, they had to conduct peer evaluations and give comments
on other groups’ teaching videos and conduct a peer evaluation of their own group mates as
well. Finally, they were required to conduct self-evaluations of self-efficacy for learning, social
skills and nutrition knowledge again and to write reflective journals about the process of the

collaborative learning.

6.3.3 Ethical Considerations

Approval of the study had been obtained from the Ethics Committee of EdUHK.
Confidentiality and anonymity of the collected information were assured. Classroom artifacts
from this study would only be used for research purposes, and all raw data would be destroyed

after the study was completed.

6.3.4 Data Collection

In this study, multiple sources of classroom artifacts were selected. All these classroom
artifacts, including self- and peer evaluation of learning and reflective journals, were used to
elicit information that helped determine the effectiveness of students’ performance in learning
Diet in Health and Disease (Jay & Johnson, 2002). Classroom artifacts about students’ self-
evaluations of their learning included the eight items of self-efficacy for learning from the
Motivated Strategies for Learning Questionnaire, the Social Skills Inventory and the Revised
General Nutrition Knowledge Questionnaire. The process of collaborative learning was
evaluated by reviewing students’ reflective journals.

Self-evaluations covering self-efficacy in learning, social skills and nutrition knowledge
were measured before and after the collaborative learning intervention. Self-efficacy will be

measured by the self-efficacy components from the Motivated Strategies for Learning
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Questionnaire (MSLQ) whereas the social skills will be measured by the Social Skills
Inventory (SSI). Nutrition knowledge will be assessed by the Revised General Nutrition

Knowledge Questionnaire (GNKQ-R).

6.3.5 Instruments for Self-evaluation
6.3.5.1 Self-Efficacy in Learning and Performance

The eight items covering self-efficacy in learning and performance from the Motivated
Strategies for Learning Questionnaire were used to assess the students’ self-efficacy in Diet in
Health and Disease. The Motivated Strategies for Learning Questionnaire is a self-reporting
instrument to measure students’ motivation in learning. Overall, the Cronbach’s alphas are

robust, ranging from 0.52 to 0.93 (Pintrich et al., 1991).

6.3.5.2 Social Skills Inventory (SSI)

The instrument used for measuring social skills was Riggio’s (1986) Social Skills
Inventory (SSI). The SSI is a 90-item self-reported Likert-scale inventory that measures basic
social skills. It was created as a self-reported scale or assessment tool to understand and report
the multiple dimensions of social skills. Riggio’s SSI was developed with reference to the
previous works of Profile of Nonverbal Sensitivity Scale (Rosenthal, Hall, DiMatteo, Rogers,
& Archer, 1979), Communication of Affect Receiving Ability Test (Buck, 1976, 1988),
Affective Communication Test (Friedman, Prince, Riggio, & DiMatteo, 1980), and Self-
Monitoring Scale (Snyder, 1974). The original SSI in 1986 consisted of seven dimensions with
two domains (emotional and social) and had 105 items. This self-reported questionnaire
assessed three basic areas, namely, expressivity, sensitivity, and control (Riggio, 1986). The
modern SSI has 90 items. The modern one measures the three previous basic area skills plus

six subscales of social skills. The six subscales are: Emotional Expressivity, Emotional
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Sensitivity, Emotional Control, Social Expressivity, Social Sensitivity, and Social Control.

The emotional domain is nonverbal in nature. It refers to people’s feeling of emotion states
and cues (Riggio, 1989). The emotional domain denotes people’s attitudes and dominance.
Social domain is verbal in nature. It refers to people’s cues of engagement and initiative in
conversation. Riggio’s (1986) emotional expressivity subscale measures people’s ability to
communicate nonverbally. It measures how people express attitudes, dominance and
interpersonal orientation in nonverbal manner. Emotional sensitivity measures how people
understand, receive, interpret the nonverbal communication between one another. Emotional
Control measures how well people regulate their own emotions and convey their emotional
cues. Emotional intelligence is the domain that includes emotional expressivity, emotional
sensitivity and emotional control.

People’s expressions in words and ability to engage others in social discourse are
measured by social expressivity (Riggio, 1986, 1989). Social sensitivity measures people’s
sensitivity to understand social norms and behaviors. Moreover, social sensitivity assesses
people’s ability to interpret the verbal communication of others (Riggio, 1989; Riggio &
Carney, 2003). People’s skills in presentation of self and skills in role-playing are assessed by
social control (Riggio, 1989). The subscales including social expressivity, social sensitivity and
social control jointly assess the domain of social intelligence.

The modern SST uses a Likert scale with the subscales ranging from “not at all true of me”
to “very true of me” (Riggio, 1986, 1989). The reliability of SSI shows that each scale of the
SSI appears adequate for internal consistency (Riggio, 1989). The test-retest reliability ranged
from .81 to .96 for the individual scales, with the reliability of the total SSI being .94 (Riggio,
1989). These coefficient scores are strong and demonstrate high internal consistency; and, they
compare favorably to other social skills instruments (Riggio, 1986, 1989). However, social

sensitivity and emotional expressivity have no meaningful relationship, and there is only a
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weak relationship between the subscales; the others (i.e., emotional sensitivity, emotional
control, social sensitivity, and social control) demonstrate positive correlations. Nevertheless,

the SSI scores are high enough to be considered as a reliable and stable instrument.

6.3.5.3 Revised General Nutrition Knowledge Questionnaire

The Revised General Nutrition Knowledge Questionnaire (GNKQ-R) (Kliemann, Wardle,
Johnson, & Croker, 2016) was used to test the basic nutrition knowledge. Before providing any
instructions for collaborative learning activities, the students were asked to complete the
GNKQ-R. The nutrition knowledge was assessed again after they finished the whole course by
using the GNKQ-R.

The Nutrition Knowledge Questionnaire was developed by Parmenter and Wardle (1999)
in 1999. The questionnaire had four sections covering the expert’s recommendations regarding
increasing and decreasing intake of different food groups, nutrient knowledge, food choice and
the relationships between diet and disease. The last section focused on the beliefs about the
foods that could cause particular diseases as well as knowledge of any diseases associated with
eating too much or too little of various types of foods. Following a review of the prevailing
recommendations of food and nutrition, a revised version of the GNKQ (i.e., GNKQ-R) was
created by Kliemann and his colleagues in 2016. The revised questionnaire keeps the previous
four sections but consists of 88 items. Reliability and validity of the GNKQ-R were determined
in four validation studies:

1) reliability was examined using an online sample (n=266),

2) construct validity was assessed with 96 Dietetics students and 89 English students using the
“known groups” method,

3) associations between nutrition knowledge and socio-demographic characteristics were

examined using the previously described samples,

164



4) sensitivity to change was tested by measuring GNKQ-R scores pre- and post-exposure to
online nutrition information in written (n=65) and video (n=41) formats. The reliability was
greater than 0.7 in all sections. Dietetics students scored significantly higher than English
students. As predicted, GNKQ-R scores were significantly higher among females vs. males,
people with a degree vs. those without, and people with very good vs. poor or good health
status. They were lower in those older than 50 years vs. younger adults. GNKQ-R scores were
significantly higher after the nutrition interventions in both written and video formats. The
scoring system still remains the same as the previous one. Each item carries one point for a
correct answer. The total score in each section is changed to 18, 36, 13 and 21 points

respectively and the maximum total score is 88.

6.3.5.4 Students’ Peer Evaluation

Peer evaluation is used to help students to reflect on another student’s work and in turn
reflect on their own experience (Jay & Johnson, 2002). Students were required to comment on
the teaching videos of other groups. The peer evaluation forms and the comments from the
students were selected to evaluate the learning process of the students.

All of the above classroom artifacts were used to evaluate the students’ performance and

their learning process and the details can be found in Appendix I to K.

6.3.5.5 Reflective Journal

Reflective learning is a way of allowing students to review their learning experience and
helping them to develop critical thinking skills by analyzing their experience. Writing a
reflective journal is effective in moving student from surface to deep learning (The Center for
Teaching and Learning, 1997). Reflective journal was selected to review the students’ learning

process in collaborative learning and assess the depth of their learning in this research.
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6.3.6 Data Analysis Plan
Paired t-test, Wilcoxon signed-ranks test and ANOVA were used to test the pre- and post-
self-evaluation. The significance was set at 0.05 level. Thematic analysis was used to assess

the process of collaborative learning and the learning from reflective journals.

6.4 Stage 4: Reflecting on Data, Planning Informed Action

Diet in Health and Disease is a new elective course in the Bachelor of Health Education.
This course was first introduced in September 2015 (the first semester of 2015/2016) and aims
to examine the dietary patterns of people and their impact on health. Collaborative learning
is used as a teaching approach for the students participating in this research to work together
to co-construct knowledge.

Students were required to work in groups of 3 to 4. To examine the dietary patterns of
people and their impact on health, students were given twelve topics related to nutrition for
their selection. If more than one group chose the same topic, the winning group of the topic
would be decided by a draw. After that, the students in a group were required to co-construct a
teaching video to teach their classmates on the topic. They were required to collect evidence-
based nutrition information, design the story board, shoot the video, edit and upload their co-
constructed teaching video to share with their classmates. In addition, they had to design a
checklist for helping other classmates to assess their knowledge. At the end of the program,
they needed to conduct a peer evaluation and give comments on other groups’ teaching videos
and also conduct a peer evaluation of their group mates. Finally, they had to perform a self-
evaluation of self-efficacy for learning, social skills and nutrition knowledge again and to write

reflective journals about the process of the collaborative learning.
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6.4.1 Sample Characteristics

The sample had a response rate of 100% (N=49), comprising 42.9 % men and 57.1% women.

All respondents were Chinese. Their highest levels of education attained were Diploma/Higher

diploma and Associate degree at 66.7% and 33.3 % respectively. Out of the total respondents,

13.9% possessed Diploma or Higher diploma in the nutrition area. The demographic

characteristics of the sample are shown in Table 6.2 below.

Table 6.2: Demographic Characteristics of the Sample (N= 49)

Demographic characteristics Number of students and percentage

(No., %)

Gender Male 21,429

Female 28, 57.1

Ethnicity Chinese 49, 100

* Marital status Single 32,88.9

Married 4, 11.1
* Children living at home? Yes 0,0

No 36, 100

* Education level Diploma / 24, 66.7
Higher Diploma

Associate degree 12,33.3

* With nutrition qualification Yes 5,139

No 31, 86.1

* With missing data

167



6.4.2 Results

In Cycle Three, a collaborative learning was implemented to help improve the
undergraduate students’ self-efficacy, social skills and nutrition knowledge in learning Diet in
Health and Disease. The first research question was about whether collaborative learning had
increased students' self-efficacy in learning Diet in Health and Disease. The second and third
research questions were about whether the process of the collaborative learning had increased
students' social skills and nutrition knowledge in learning Diet in Health and Disease
respectively. The undergraduate students were asked to set their goals after the instructor’s
briefing on the collaborative learning and the course outline of Diet in Health and Disease. The
undergraduate students’ perception over their enhancement of self-efficacy, social skills and
nutrition knowledge in learning Diet in Health and Disease after completion of this
collaborative learning were investigated. Classroom artifacts were used in this study to support
the findings and they included the students’ self-evaluation of their learning using the
Motivated Strategies for Learning Questionnaire, the Social Skills Inventory and the General
Nutrition Knowledge Questionnaire and their reflective journals. An outline of the themes and
the sub-themes of the students’ collaborative learning is shown in Figure 6.1. Findings are
presented in quotes from the undergraduate students’ reflective journals to illustrate the themes

and the related sub-themes.
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Theme 1: Acquired Varied Knowledge
Knowledge in diet and diseases
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Figure 6.1 Themes and sub-themes in the third cycle of the action research.
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6.4.2.1 Theme 1: Acquired Varied Knowledge

This collaborative learning aimed to help improve undergraduate students’ self-efficacy,
social skills and nutrition knowledge in learning Diet in Health and Disease. The sub-themes

are related to acquired varied knowledge and are discussed in detail here.

Theme 1: Acquired Varied Knowledge

mel  Knowledge in diet and diseases

e Knowledge in information technology

Figure 6.2 This figure shows Theme One of the third cycle of the action research. Students perceived acquired

varied knowledge including knowledge in diet and disease and information technology.

Sub-theme: Knowledge in Diet and Diseases
Most undergraduate students perceived that they gained knowledge in Diet and Diseases.
The following are excerpts from some students’ reflective journals that support these views:
“We have a better understanding of nutrition. We also have acquired some basic
knowledge of different kinds of health problems after listening to other groups'
presentations — for example, high blood pressure, overweight, constipation, and
especially for our topic of gout. And we know how to manage food intake to prevent
those diseases” (S15)
“I learned the knowledge of the 12 topics which include Overweight, Cancer
Prevention, Diabetes Mellitus and so on” (S2)
Some of them thought that they had the ability to give advice to their friends and family.

Thus, knowledge in diet and diseases could be applied in daily life as highlighted in the following

quotes:
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“I use some diet planning skills of marathon competition whenever I participate in any
marathon competition. For example: | can cook a decent nutritious meal for myself or
meals for other marathon athletes before the competition. These can reduce the risk of
injuries and help runners improve their performance” (549)

“High fat food is the main culprit of high blood cholesterol. I think it is better for me to
eat less McDonald’s. Also, some colleagues may ask me what the meaning of high blood
cholesterol index is. Since they know that I am studying health education, they may seek
advice from me about health. After the project, now | am confident to answer those
questions.” (S1)

“I am able to tell my relatives more about the nutritional information in my daily life
whenever the related questions arise in our family gatherings. Furthermore, |
occasionally can apply the nutritive recipes I learned from the Internet in my daily life”
(S12)

“I know how to cook healthily in a delicious way by using more pot steaming instead
of pan frying at home. For example, in the past | usually cooked pan fried fish for my
family, but because of this project, | found out that pot steaming can also provide a
healthy and tasty dish. Lastly, I am more vigilant of my calories intake in my daily life
to avoid becoming overweight in future” (S27)

“Alert me to the importance of a healthy diet for my family. I start to care about what
they eat all day, especially my father who had high cholesterol index. And | can give

him some dietary advice after studying this course.” (S39)
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Students found that some myths were cleared after searching for new information.

“Apart from the DASH diet, I also knew much more about high blood pressure disease.
In the past, | misunderstood that everyone had the same possibility to contract the
disease. | was totally shocked when | was told by a group mate that the chance of
contracting this disease across races was not equal like, for example, Blacks were
easier to get high blood pressure than Whites” (S38)

“Before doing this project, I had misunderstanding on gout as shown in the first part
of the video. | thought gout is the same as rheumatism. Gout patients will feel pain
during windy and rainy days, especially for the high risk elderly patients. After the

project, we fully understand gout” (S15)

The checklist helped the students to test their knowledge in the understanding of the
twelve assigned topics and to summarize the main points of each topic. Some of the students’
views were:

“I knew that there were some main points of each topic in the checklist. Therefore, when
I did the checklist after watching the video, I could know the important things of each
topic” (S3)

“The most important thing is that | gained a lot of new knowledge from the videos
because all health problems are related to our life. In addition, I needed to finish the
questionnaire on the Internet from each group after watching the videos. It is very

important to commit the new knowledge to our memory” (S44)

The findings of perception from undergraduate students are consistent with the revised
General Nutrition Knowledge Questionnaire (GNKQ-R) scores. The mean increase in GNKQ-

R scores was 12.4, 95% CI = -16.02 to -8.71. The students had a significant increase in their
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GNKQ-R scores (¢ = -6.86, df = 35, p = 0.00) and the increase was large (Cohen’d = 1.14)
(Cohen, 1992). The change in mean GNKQ-R scores is used as a measure of the students’
improvement in nutrition knowledge after the collaborative learning of “Diet in Health and
Disease”. The students had a significant increase in their nutrition knowledge after the
collaborative learning. A response rate of 73.5% (N=36) was achieved, with the sample
comprising 42.9 % men and 57.1% women. The mean GNKQ-R scores for all sections and

the whole questionnaire in the pre-test are presented in Table 6.3 below.

Table 6.3: Mean GNKQ-R Scores for all Sections and the Whole Questionnaire in the Pre-test

GNKQ-R scores (Maximum points) | Mean N Std. Deviation (SD)
Section one (Max. 18) 11.17 36 2.51
Section two (Max. 36) 23.31 36 4.71

Section three (Max. 13) 8.08 36 2.43
Section four (Max. 21) 14.25 36 3.48
Total scores (Max. 88) 57.36 36 11.47

In the first section, out of a maximum of 18 points, the mean score was 11.17 (SD 2.51).
More than 80% of the respondents were aware of the recommendations of limiting fat, sugar and
salt intake and increasing fruits and vegetables intake. It indicated that these basic health
messages were successfully conveyed. However, half of the respondents (56%) were not aware
of the recommendations to reduce processed red meat and 48% were unware of the
recommendations to eat more wholegrains. Between 30 and 40% of the respondents were
confused about unsaturated fats, saturated fats and trans fats. Some of them were not sure or
wrongly answered that they needed to consume less unsaturated or not to eat less saturated fats.
Seventy-five percent did not know that the recommended daily intake of fruit and vegetables was
as many as five servings. Most of them believed that experts were advising people to eat a

minimum of one to three servings of fruit and vegetable daily. Almost 86% of the respondents
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were not able to identifiy two glasses of fruit juice is equivalent to one servng of fruit and
vegetable. Half of the respondents (50%) were not aware of the advice of choosing reduced fat
dairy foods.

In the second section, out of a possible maximum of 36 points, the mean score was 23.31
(SD 4.71). When asked to classify various foods as either high or low in added sugar, salt, fibre,
protein or starchy foods, 61% of the respondents did not know that diet cola drinks are typically
low in added sugar. More than 72% and 69% of respondents did not know breakfast cereals and
bread are typically high in salt respectively. Half of the respondents (50%) were not able to
answer that red meat is low in salt. The section on fibre was generally answered well. The
respondents were confused about different types of fats. Almost 75% of the respondents failed to
identify the main type of fat present in olive oil and sunflower oil. Over half of the respondents
(59%) did not know the main type of fat present in butter is saturated fat. They misunderstood
that the main type of fat present in butter is cholesterol. Most of the respondents (83%) knew that
biscuits, cakes and pastries have the most trans-fat. Knowledge about the amount of calcium in
a glass of whole milk compared to a glass of skimmed milk was poor because only 55% of of
them knew that calcium in whole milk is about the same as skimmed milk. In general, they were
good in knowing the food types that contain most calories.

In Section Three, out of a maximum of 13 points, the mean score was 8.01 (SD 2.43). Most
mistakes were made on the question which asked people to pick thick-cut, thin-cut or crinkle-cut
chips. Almost 81% of the respondents did not know that thick-cut chips are ‘healthier’ than thin-
or crinkle-cut chips. Nearly half of the respondents (58%) failed to know that sauteing is one of
the cooking methods that requires fat to be added. They were generally better at identifying the
lowest fat soup, healthiest and most balanced main meal and sandwich lunch in a restaurant or
cafe. However, only 58% of the respondents knew that broccoli, carrot and tomatoes have the

greatest variety of vitamins and antioxidants of the food choices in this pre-test.
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The last section is about the health problems or dieases related to diet and weight
management. The mean score was 14.25 (SD 3.48) out of 21 points. A high proportion of the
respondents was aware of the relationship between eating less refined foods and animal fat with
the prevention of diabetes and heart disease repectively. Most of them answered correctly that
they disagreed with the argument that maintaining a healthy weight can be achieved by cutting
fat out completely. As regards taking nutritional supplements, half of the respondents wrongly
believed that taking nutritional supplements and grazing throughout the day can help people to
maintain healthy weights. Slightly more than half of the respondents (53%) did not know white
bread is classified as having a high Glycaemic Index. Finally, 72% of the respondents failed to
know the link between eating less red meat and reducing the chances of getting cancer.

Overall, the difference of mean percentage score of pre-GNKQ-R total scores between
female and male was 9.61. Women scored slightly and significantly (»<0.05) higher than men on
the knowledge questionnaire as a whole in the pre-GNKQ-R scores.

The mean GNKQ-R scores for all sections and the whole questionnaire in the post-test

are presented in Table 6.4 below.

Table 6.4: Mean GNKQ-R Scores for all Sections and the Whole Questionnaire in the Post-test.

GNKQ-R scores (Maximum points) Mean N Std. Deviation
(SD)

Section one (Max. 18) 14.28 36 2.06

Section two (Max. 36) 28.28 36 4.16

Section three (Max. 13) 9.86 36 1.94

Section four (Max. 21) 17.25 36 2.11

Total scores (Max. 88) 69.72 36 7.04
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In the first section of the post-test, out of a maximum of 18 points, the mean score was 14.28
(SD 2.06). Great improvement in the knowledge of the recommendations to reduce processed red
meat and eat more wholegrains was identified; nearly 92% and 72% of the respondents answered
the two respective questions correctly. Less than 15% of the respondents were still confused about
saturated fats and trans fats in the post-test. Moreover, nearly 89% picked the correct answer for
the question concerning unsaturated fats. Fifty percent of the respondents were confused that
experts are advising people to eat a minimum of one to three servings of fruit and vegetable to
be adequate. Significant improvement (70%) in knowing the conversion of the serving size of
fruit juice to fruit and vegetable was identified. Most of the respondents (83%) were able to pick
the experts’ advice to drink reduced fat dairy foods.

In the second section of the post-test, of a possible maximum of 36 points, the mean score
was 28.28 (SD 4.15). When asked to classify various foods as either high or low in added sugar,
salt, fibre, protein or starchy foods, only a slight increase of 2.8% of the respondents gave the
correct answer for this question. Again, only a slight increase of 4% of the respondents gave the
correct answer in identifying breakfast cereals as typically high in salt but a larger proportion
(47%) of the respondents knew that bread is typically high in salt in the post-test. Half of the
respondents (50%) were not able to point out that red meat is low in salt and the percentage had
remained the same in the post-test. The respondents were confused about different types of fats
and failed to answer the main type of fat present in olive oil and sunflower oil, around half of the
respondents were able to identify the correct answers. Over half of the respondents (59%) did not
know the main type of fat present in butter is sautrated fat previously and in the post-test, almost
69% of the respondents were able to answer correctly.

As regards the nutrition knowledge of food ingredient classification, of a maximum of 36
points, the mean scores were 23.31 (SD 4.71) and 28.28 (SD 4.15) in the pre- and post-tests

respectively. The highest percentage of the respondents (92%) was able to give the correct answer
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to the calcium content comparison in the whole and skimmed milk.

In Section Three, out of a maximum of 13 points, the mean score was 9.86 (SD 1.94). A
slightly higher percentage (44%) of the respondents knew that thick-cut chips are ‘healthier’ than
thin- or crinkle-cut chips in the post-test. There was a great improvement in the knowledge that
fat needs to be added in sauteing as 75% of the respondents picked the right answer. Almost 92%
of the respondents answered correctly that broccoli, carrot and tomatoes have the greatest variety
of vitamins and antioxidants for the choices.

In the last section, the mean score was 17.31 (SD 2.11) out of a maximun of 21 points. About
72% and 86% of the respondents answered correctly that taking nutritional supplements and
grazing throughout the day cannot help people to maintain a healthy weight. Eighty-one percent
of the respondents knew that white bread has a high Glycaemic Index. However, only a slight
increase to 44% of the respondents were able to identify the benefit of eating less red meat in
reducing the chances of getting cancer.

Overall, the difference of mean percentage scores of the post-GNKQ-R total scores between
female and male was only 1.97. Generally, women scored slightly and insignificantly (p>0.05)

higher than men in the knowledge questionnaire as a whole in the post-GNKQ-R scores.

Sub-theme.: Knowledge in Information Technology

The students were required to co-construct teaching videos to teach their classmates. They
had to design story boards, shoot videos, edit and upload their co-constructed teaching videos to
share with their classmates. Most of the students did not have previous experience in making and
editing videos. Going through this process, the students stated that they had acquired knowledge
in information technology during shooting, editing and uploading of the videos. The following
excerpts from some of the students’ reflective journals that support these views:

“I did not know how to make a video because I seldom made videos before. Therefore,
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I have learned many new technology skills about video making. For example, adding
different sounds and effects into videos; editing out mistakes and adjusting the quality
of the videos.” (S19)

“I just started to learn computer skills especially video clipping. It is difficult for me to
master the software to clip videos. | had no knowledge of video clipping before. Also, |
am a ‘computer idiot’ and I have to explore how to use the video clipping software
starting from zero. During the video clipping, whenever | encounter any technical
problems, I tried to find the solutions on the internet. Video clipping skills are useful to
me for my future because videos are good media popularized over the world. This is my
first time to publish a video on YouTube” (S22)

“Learnt some new skills on filmed video and come to know that a stable platform is
important to shoot a video. So | am always on alert to reduce sway of camera which
can decrease the effect of a video. | think that different angles to take a video can bring
about different effects. Now more university assignments need videos. | think those skills
can enhance my ability of shooting videos for my future assignments.” (S3)

“Before starting the project, I was a video editing idiot. I never touch video editing
before since most of my assignments only required writing ability. As | know the
project need video editing skills, | joined a video clipping class held by the college. 1
learned some basic skills on video clipping and camera shooting, such as master shots,
establishing shots, shot transitions, straight cuts, fade ups and fade downs, etc. |
found that shooting skills are important elements of making a good video. Under
different conditions, different camera shots should be used. In the project, one of our
group members was familiar with video clipping, but not with camera shots. I tried my
best to apply the skills learnt in the video clipping class to shoot the scene perfectly.

Although I was not familiar with the video editing, | tried my best to assist him by
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providing suggestions on background music, finding some sound tracks and arranging
the flow of the video.” (S34)
After completion of the teaching video, most of them acquired some basic skills in

designing story boards, shooting videos, editing videos and uploading them for sharing.

6.4.2.2 Theme 2: Gained Varied Skills
This collaborative learning aimed to help improve undergraduate students’ self-efficacy,
social skills and nutrition knowledge in learning Diet in Health and Disease. The sub-themes

related to gained varied skills are discussed in more detail here.
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Figure 6.3 Theme two of the second cycle of the action research. Students perceived that they gained varied skills

including social skills, problem-solving skills, collaboration skills, creativity and self-management skills.

Sub-theme: Social Skills

Social expressiveness, social sensitivity, social control and social manipulation are the four
important components in social skills (Riggio, 1986; Riggio & Reichard, 2008). These are related
to the verbal communication skills in expressing, interpreting and understanding social situations,
social norms and roles, and the skills in role-playing and social self-presentation (Riggio &
Reichard, 2008). In the collaborative learning, the students were required to communicate with
group mates. They gained the social skills and communication skills through the process of

collaborative learning. The following are excerpts from the reflective journals of some of the
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students that support these views:
“Our group had enough communication and discussion. We could learn different
knowledge through the discussion. Also, we could make the best decision that is
beneficial to the project.” (S26)
“We worked as a team in the whole project, from project planning to presentation.
When we started our project, all members contributed their ideas, and discussed again
and again to agree on the topic included in the story outline. Also, we always used
the multimedia channels such as WhatsApp, Facebook and Google Drive to share the
information and communicate with others. Then, all members can contribute directly
to the project.” (§34)
“We developed a good style of communication. At the beginning we might not be so
familiar with the others. We were scared to express ourselves during project
preparation. However, we came up with the best communication method within our
group quickly, which is to voice out our ideas directly like brain storming.” (S15)
“Besides, I practiced my communication skill during the discussion of the project with
my group mates. We were working effectively, searching for information on the official
and authoritative pages, suggesting new ideas on the video and solving technical
problems together. I learnt how to share my views with others and listen attentively to
their ideas, as well as acquire more communication and problem-solving skills through

the project.” (S16)

Apart from gaining communication skills, they also learnt the presentation skills through
the process of collaborative learning. Here are their views:
“I found out that I can give a good presentation as long as I have enough preparation

and confidence. Now, I am more confident in giving presentations” (S26)
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“It is quite hard for me to memorize all information, so I always need to retake the shot
again and again. Finally, we used an effective way to solve the problem. We used the
recording method which helped me a lot to fluently read out the scripts. Also, we used
a big screen to show the important information to the audience. This method not only
displayed the information more clearly, but also let me present the information easily
and confidently. After overcoming this challenge, our presentation skills and problem
skills improved.” (§34)

However, this finding was not consistent with an insignificant increase in the mean scores
on the social skill level from SSI. The Wilcoxon Signed-rank Test was used to compare the
distribution of the scores between pre- and post-mean scores from SSI on the social skill level
from SSI. The mean increase in mean scores on the social skill level from SSI is 2.14. The
Wilcoxon Signed-ranks Test indicated that the median of the post-test ranks, Mdn = 5.00, were
statistically significantly higher than the median of the pre-test ranks, Mdn =2, Z=-0.50., p <
0.615. The students showed an insignificant increase in their mean scores on the social skill
level.

The increase in the means of the pre- and post-mean scores on the social skill level from
SSI between male and female students were 4.23 and 1.0 respectively. The Wilcoxon Signed-
ranks Test indicated that the median post-test ranks, Mdn = 5.00, were statistically significantly
higher than the median pre-test ranks, Mdn = 2, Z = -0.50., p < 0.615 and the increase was
small (Cohen’d = 0.08) (Cohen, 1992). The students revealed an insignificant increase in their
mean scores on the social skill level.

The ANOVA analysis of pre- and post-mean scores on the social skill level from SSI of
male and female students is shown in Table 6.5 below. The result showed that there was a

statistically insignificant difference between the male and female groups.
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Table 6.5: ANOVA Analysis of Pre- and Post-mean Scores on the Social Skill Level from SSI

of Male and Female Students

Social skill level Sex Mean N | Std. dr F Sig.
from SSI Deviation
(SD)
Pre-mean score Male 27531 |13 | 28.74 Between 0.003 | 0.957
Female | 274.75 |24 | 30.88 Groups
1
Post-mean score Male 279.54 |13 | 19.23 Within 0.197 | 0.660
Female |275.75 |24 |27.23 Groups
35

Sub-theme. Problem-solving Skills
As most students did not have previous knowledge on nutrition and on information
technology techniques related to shooting and editing a video, they faced different types of
challenges in the process of the collaborative learning. Through this process, some students
admitted that they acquired problem-solving skills. The following support excerpts are from some
of the students:
“We met some problems, such as content problems, technology problems, arguments
amongst us and difficulties in arranging meetings in the project. We tried to
communicate with one another by different methods to offer help when someone felt
confused.” (S19)
“Although we once faced the problem of editing the video, we could solve this problem
in a short time. We found a piece of software ... and we could use it to edit our video.

We started to edit our video by putting in some background music and putting the
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English subtitle into the video. With great co-operation, we finally had a bigger success.
And we thought that our video was very interesting and very creative.” (S2)
“When doing the difficult parts in the project, we would face the challenge together and
helped each other out. Being part of the group, we need to have team spirit to face and
solve all problems together.” (S35)
“I have developed problem-solving skills. When we encountered any problems, we
would try our best to find solutions. | also realized that we should work carefully in
each stage of the project.” (S26)
“I have developed communication skills and problem-solving skills with my group
mates. Since it was needed to draft the scripts for the collaborative project, therefore,
we discussed the flow and the content of the scripts together. This process enhanced
our communication skills. In addition, there were some problems in the order of the
scripts in the shooting process. We solved this problem together and we could
successfully finisk the shooting on time.” (S31)

When the students faced problems during the process, they tried to discuss amongst

themselves and solve the problems together.

Sub-theme. Collaboration Skills
Collaboration skills refer to the skills in listening, appreciation and negotiation with peers.
These skills are important to help students engage effectively in tasks and teamwork, and help
them build up good relationships with peers. In this collaborative learning, most students believed
that they gained collaboration skills in the process. They reported that they worked and
cooperated well with their peers.
“I learnt that good preparation and team spirit were very important to our work

because they would affect the process of shooting the video. And then, | knew that
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division of work was also important because the project required group work and we
needed to maintain good working relationships with other group mates. If we did not
co-operate with other group mates well, | believed that our video might not have been
completed successfully.” (S10)

“We could allocate tasks and finish them without delay. All group mates are very
collaborative. Every one of us had provided ideas to compile the checklist and the
questions that we would ask in interviews etc. In short, we collaborated with each
other very well.” (S12)

“I think we gained a big success because everyone was fully engaged in this project.
We were enthusiastic to work on this project with a good cooperation amongst

ourselves.” (S17)

Besides cooperating well with their group mates, they also learnt how to appreciate group
mates’ effort and show empathy for other people.

“I was not familiar with the video editing software since | did not have any experience
of video editing before. However, video editing was important for this project because
the video could help explain the knowledge clearly...... Thus, I needed to learn how to
use the video editing software. It was not easy to learn and use the software within a
short time. Fortunately, one of my teammates was good at video editing. He taught me
the skills of video editing and helped us improve the video.” (526)

“My group mates were helpful and friendly. One of them was good at video making and
he was willing to take up the job to record the video and prepare the subtitle on the
video. I really admired his advanced computer technology skills.” (S6)

“I want to praise my group mates for their support and contribution. They were

excellent teammates.” (S19)
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“I appreciated all my group mates’ efforts and support. We spent time together
searching for accurate diet information, designing the rundown of the video, discussing
the story line, and allocating work equally among teammates. | was very impressed
by their creativity and they were all very considerate and understanding so that the

project could run smoothly and successfully” (520)

Moreover, they learnt how to listen and work as a team.

“I think our members were easy to get along with because every suggestion was with
rationales that worked. When we shot the video, our team was flexible and creative to
accept new ideas and we were ready to accept new suggestions and put them into
practice.” (S13)

“We worked as a team. The co-operation was good and we coordinated like parts of a
human body. Some members were good at leading, while some of us were good at
organizing.” (§9)

“We were working effectively, searching for information on the official authoritative
pages, suggesting new ideas on the video and solving the technical problems together.
I learnt how to share my views with others and listen attentively to their ideas, as well

as acquire more communication and problem-solving skills through the project” (S16)

Through this process, the students developed friendship with one another.
“ I made three friends in this project, not only doing project work with them, but having
fun and sharing happiness with them too” (S24)
“Four of us become close friends after this project. We often speak our own ‘language’.
For example, if one of us mentions ‘gout’, another one will echo ‘should be an emperor

disease’ in Cantonese, following the lyrics of our rap song which we created ourselves.
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This friendly and funny communication strengthens our friendship” (S33)

“I was able to understand other students deeply, and could be friends with them” (§4)
“In addition, we have invited several friends to perform in our video. One of them will
act as a long-distance runner who will participate in a marathon race next year. We

can talk a lot on marathon amongst ourselves and this can boost our friendship.” (S45)

Sub-theme: Creativity
Some students said that the assessment components of their previous courses were just
presentation and essay writing. They stated that video making as one of the assessment
components would be interesting. They thought that making a teaching video helped them
stimulate their creativity, especially in writing scripts.
“Collaborative project made us more creative in designing a video on diet tips for
marathon training.” (845)
“I feel really proud of my group. It is the biggest success for me. I enjoy learning in this
way very much as I can also watch the other groups’ creative performances.” (S2)
“Collaborative learning not only gave me a chance to apply what I had learnt in the
lessons, but also put my creative ideas into the video clips.” (S23)
“I learnt the drama skills during the videotaping. At the beginning, we needed to design
the scripts and we tried to add some funny and exciting scenarios beside the nutrition

knowledge for running marathons. It definitely helps stimulate our creativity.” (§22)

Sub-theme: Self-management Skills
Self-management skills involve preserving emotional stability and handling stress. It is
important to help students build self-esteem and accomplish goals. Through the process of

collaborative learning in this study, the students believed that they developed self-confidence and
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self-awareness. The following excerpts from the reflective journals of some of the students
support these views:
“I have improved my presentation skills as well. At the beginning, I was nervous to do
a role play and presentation in the video. | usually forgot the scripts when we were
filming the video. After making an effort, | succeeded in completing the video finally. |
found out that | could give a good presentation as long as | had enough preparation
and confidence. Now, | become more confident in presentations.” (S26)
“I always hope that I can be more confident in presentations. In this project, I had the
advantage of learning presentation and content skills from other groups. ~ (S47)
“... with filming skills, it can help me increase my self-confidence.” (S49)
“The biggest success for me is that we finally did a good job in the video presentation.
I could see our education video not only provided information of Osteoporosis to the
audience, but it also made them laugh and attracted them most of the time. We were
happy to see this result. Moreover, in the project, | went out of my comfort zone to
perform a character which was not similar to my personality in my real life. This

performance chance increased my self-efficacy. ” (S34)

This finding was consistent with the significant increase in the mean scores on the self-
efficacy for learning and performance from the Motivated Strategies for Learning
Questionnaire. The Wilcoxon Signed-rank Test was used to compare the distribution of the
scores between pre- and post-mean scores on the self-efficacy for learning and performance
from the Motivated Strategies for Learning Questionnaire. The mean increase in self-efficacy
for learning and performance was 0.3. The Wilcoxon Signed-ranks Test indicates that the
median post-test ranks, Mdn = 5.00, were statistically significantly higher than the median pre-

test ranks, Mdn = 4.88, Z = -2.20, p < 0.027 and the increase was small (Cohen’d = 0.36)
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(Cohen, 1992). The students showed a significant increase in their self-efficacy for learning

and performance.

Apart from gaining self-efficacy in learning and performance, they developed self-
awareness and achieved goals. The following excerpts from the reflective journals of some of the
students support these views:

“In my opinion, this learning experience tells me about my potential as a person,
especially knowing what my strengths and weaknesses are. | believe that such awesome
learning method could help me apply what I learnt in lectures.” (S37)

“One of my weaknesses is role-playing. | was very unnatural in front of the cameras.
So | needed a lot of time to prepare for this role. In the end, | was able to overcome this
weakness. | am glad that | succeeded in role-playing the character in the collaborative

project” (S54)

Moreover, among the 49 students, most of them (n=38, 77.6%) stated that they fulfilled
all the goals set at the beginning of the collaborative learning. Only 4.1% (n=2) mentioned that
they only fulfilled some of the goals. And 18.4% (n=9) did not mention whether they fulfilled

the goals or not in the reflective journals.
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6.4.2.2 Theme 3: Developed Positive Values and Attitudes
This collaborative learning aimed to help improve undergraduate students’ self-efficacy,
social skills and nutrition knowledge in learning Diet in Health and Disease. The sub-themes

of ‘developed positive values and attitudes’ will be discussed in more detail in this section.
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Figure 6.4 Theme Three of the third cycle of the action research

Sub-theme: Respect for Others

Values and attitudes are important qualities of students. The students developed positive
values and attitudes via the process of the collaborative learning. In the project, they were
required to discuss and collaborate together for co-constructing the teaching videos. During
discussion, good communication with group mates was very important. Some students perceived
that their group mates were willing to listen to others’ ideas and work harmoniously. Most
students knew how to respect others even if they had different views. The following excerpts
from some of the students’ reflective journal support these views:

“Respect ... Sometimes, our point of views were not the same, we still could respect
each other’s stance in a polite way and tried to compromise to arrive at the most
suitable solution.” (S17)

“We accepted and respected one another and listened to them patiently before making
any changes and giving comments to ensure adequate information had been considered

in the video... The group worked harmoniously with respect. Everyone had their
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distinctive roles in the project” (S45)

“We understood that we might have different ideas on recording methods and writing
scripts. It might be a challenge for us to meet the deadline. Fortunately, we didn’t
have too much of a problem and we could manage our discussion time well. At the same
time, we achieved mutual respect and acceptance of one another and are proud to say
this was the main success of our video production.” (546)

“As a team, we would accept the comments from the others and discussed a lot ...”

(S24)

Even though the students faced problems and challenges, most of them tried to work well
and respect one another. However, not all students had the respect of their peers. One student
mentioned that she was not happy because her opinion was not accepted by her group mates.

“Sometimes, I felt unhappy because my group mates did not respond to my ideas and
ignored my suggestions; thereby, | was afraid to share my own thoughts. Nevertheless,
I was not angry and tried hard to work harmoniously with them. On the whole |
contributed in designing the scene, controlling the video shooting and acting in the
video. If | face similar situations in future, I will voice out my true feeling and hope |
can be better accepted by other people. This experience shows that our team leader did

not ensure that everybody has opportunities to share their opinions.” (S32)

Sub-theme. Responsibility

In this collaborative learning, the students were required to co-construct a teaching video.
Most of them claimed that they discussed and shared their workload evenly. Through the
collaborative learning, the students knew their rights and responsibilities. The following excerpts

from some of the students’ reflective journals support these views:
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“Responsibility ... Different group mates had different assigned jobs. For me, | was
responsible for video editing. Since | wanted to add more fun to our educational video,
I inserted a news report sound effect although it was not required. My group mates also
put in great efforts in perfecting their work. We all contributed as much as we could
and everyone could complete the assigned work on time.”(S17)

“Our group had good allocation of the work that everyone had a fair share of the
workload and responsibilities.” (S19)

“Each of the group mates had borne their responsibility to contribute in the video.
Therefore, we had only used two day to finish the recording.” (S39)

“All in all, we joined effort in the video. Every member can play an important role and
cooperate with others in the project. Besides, we can deal with problems actively. When
we met different problems during the project, we must come up with different solutions
by brainstorming as it can help us to find out the best solution to overcome the

problems.” (5§40)

Sub-theme: Commitment

A fair share of responsibilities and enthusiastic work commitment were crucial to get the

task completed in collaborative learning (Goodsell et al., 1992). When the students were faced

with the challenges, everyone put in effort, time and commitment to solve the problems together.

They reported that they were committed and everyone put in effort to complete the teaching video

and strived to perform well. The following excerpts from some of the students’ reflective journals

support these views:

“The knowledge of video cutting of all the members was limited. However, all members
put in efforts and united to work on the video. Finally, the video was produced

satisfactorily.” (543)
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“One of the bigger challenges was designing the video storyboard. It was because we
put in too much information in such a short video. We used too much time to select and
compile the contents with an aim to educate the audience as much as possible. Also, we
designed some attractive parts to draw the attention of the audience and we had to
spend more time.” (S19)

“I took up a new task. This time, we needed to put a graphic on the video to facilitate
the understanding of the audience. We thought it would be easy but in fact it was not.
It was because the graphic needed to be simple, informative and yet attractive at the
same time. It was especially challenging when designing a graphic to deliver a long,
complicated message. We invested quite a long time in designing the graphic.” (S25)
“Video editing was a big challenge ... | did not have any skills and knowledge about
video editing; therefore, | spent a lot of time on video editing. Despite the
difficulties... It was because | spent much time on video editing and in the process |

gained the experience of making the video funnier and attractive to the audience.” (S7)
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6.4.3 Discussion
6.4.3.1 Self-efficacy

The undergraduate students’ perception over changes in the self-efficacy after this
collaborative learning and the self-evaluation in the Motivated Strategies for Learning
Questionnaire was used to support the findings. The undergraduate students attributed the
achieved goals, ‘developed self-confidence’ and ‘commitment’ to the sub-themes that
contributed to the enhancement of their self-efficacy in learning Diet in Health and Disease.
The undergraduate students expressed that they had achieved their learning goals in terms of
the enhancement of students’ confidence and the significant improvement of the mean scores
of self-efficacy in learning. Also, they showed effort and commitment in the collaborative
learning process.

This study’s result is consistent with Stump et al.’s study that students’ self-reported
collaborative learning strategies were associated with increased self-efficacy for learning
course material and improved course grade (Stump et al., 2011). The enhancement of the self-
efficacy in collaborative learning is also consistent with other studies that students learnt and
observed the behaviors of the peers. Many authors mentioned that the process of observing
peers positively helped students achieve academic attainment (Cohen, 1994; Johnson, 1989;
Pajares, 1996). Bandura (1995) proposed that a vicarious experience is one of the four sources
of self-efficacy. Vicarious experiences are important sources of self-efficacy when people do
not have previous experiences about tasks. In this collaborative learning, most students
expressed that they did not have previous experiences in studying the nutrition subject and did
not have previous experiences in producing a video. Therefore, vicarious experiences become
more important in this study. Through the process of collaboration, the students observed the

successes of other students and learnt from others. According to Schunk, “this form of efficacy
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information is particularly powerful when people observe models who they believe possess
similar capability as themselves” (Schunk, 2010, p.669).

Self-efficacy is hypothesized to influence the choice of activities, effort expended and
persistence (Bandura, 1986). Most students showed effort in working toward the goal even
though they faced challenges. They responded that they were committed and everyone paid
effort to complete the teaching video and tried to perform well. This study is consistent with
Klassen and Usher’s study which explained that self-efficacy is a direct motivator. Self-
efficacious people increase effort and persistence, and eventually this leads to achievement
(Klassen & Usher, 2010). The effort and persistence on tasks or activities can reflect the level
of self-efficacy of students. When self-efficacious students face difficulties, they put greater
effort, persistence and less doubt to solve the problems. Self-efficacy affects both directly and
indirectly people’s behavior. When students encounter challenges, everyone needs to pay effort,
time and commitment to solve problems together. By using the collaborative learning approach,
the responsibility for learning was shifted onto the students in the learning program. It provided
the chance for the students to demonstrate their knowledge by helping their classmates (Bargh
& Schul, 1980). This problem solving techniques by modeling their peers were enhanced too
(Schunk & Hanson, 1987; Bandura, 1995).

Another explanation for the enhancement of self-efficacy of the students is the theory
of social interdependence (Johnson & Johnson, 1999). In positive interdependence of
collaborative learning, students facilitate and encourage one another to work toward common
goals (Johnson & Johnson, 1999). Therefore, the students gained self-efficacy in learning and
performance in this collaborative learning; moreover, they attained self-efficacy and self-
awareness of themselves and then, they worked toward the goals. In this collaborative learning,
most of the undergraduate students fulfilled goals previously set with success. This study’s

result is consistent with the findings of other studies (Bandura, 1988; Bong & Clark, 1999;
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Locke et al., 1984; Schunk & Rice, 1991). Bong and Clark (1999) stated that self-efficacy is
one’s judgment of being capable of succeeding at a task, and, as such, is often conceptualized
as an antecedent to other motivational constructs, including goals. The self-evaluation of the
goal progress helps people enhance their feeling of efficacy (Schunk & Rice, 1991; Bandura,
1988). Locke et al.’s study showed that self-efficacy is related to goal commitment and
performance if students are to set the goal on their own and not assigned by teachers. In this
collaborative learning, the students were asked to set mutual goals with their group mates.
Therefore, these self-set goals helped the students achieve goal commitment and performance.
The result is also supported by Bandura and his colleagues’ study. They recognized that goals
play an important role in task performance (Bandura & Cervone, 1983). Locke and Latham’s
study (2006) also explained that learning goals promote metacognition of students. The
metacognition includes planning, monitoring and evaluating progress toward goal attainment.
Therefore, goal-setting can act as guidance for students to pursue goals and help develop self-
efficacy. The relationship between goal-setting and self-efficacy is reciprocal. Increased self-
efficacy improves the quality of the next goals (Artino, 2012). To sum up, the self-set goals

impacted on the students’ self-efficacy in learning as illustrated in this research.

6.4.3.2 Enhancement of nutrition knowledge

A majority of the undergraduate students had enhancement of their nutrition knowledge
after participating in this collaborative learning. The majority believed that they improved in
their nutrition knowledge through building up the foundation of knowledge on nutrition,
clarifying the myths, and gaining knowledge by giving advice on some nutrition related
diseases. During the process of co-constructing the teaching videos, the students recognized
that they had acquired knowledge in diet and diseases through searching for evidence-based

nutrition information and writing the scripts. The students believed that they had the ability to
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give advice to their friends and families and some myths were clarified after searching for new
information. Moreover, the checklist helped the students test their knowledge in understanding
the twelve assigned topics and to summarize the main points of the various topics. In the
collaborative learning environment, the students had the opportunity to engage in discussions
and take responsibility for their learning. The students needed to discuss problems identified
and find solutions, through which they enhanced their knowledge. This study result is
consistent with Gokhale’s study (1995) in that the students developed more understanding,
gained pooled knowledge and experience, obtained more helpful feedback from their peers,
and had new perspectives about the learning after going through the process of collaborative

learning in this study.

Knowledge building through collaborative learning environment can be explained by
Vygotsky’s study (1978). According to Vygotsky (1978), students are able to perform more
and higher intellectual level thinking when they are being engaged in collaborative situations
than they are working alone. With reference to the theory of social constructivism, knowledge
is developed through the cognitive activity that occurs during discussions and debates with
other people. The social interactions serve as a scaffold for the cognitive activity to enhance
learning and knowledge building.

A significant increase was found in the mean scores on the paired #-test of pre- and post-
mean GNKQ-R of the students after the collaborative learning. A great improvement was found
in the understanding of unsaturated fat and most students knew that a moderate amount of
unsaturated fats is good for heart health after participating in the collaborative learning. The
students also made a big improvement in knowledge related to dietary recommendations. The
enhancement of nutrition knowledge was acquired highly likely through searching for nutrition
information. In preparing the scripts for and giving health education advice in the teaching videos,

the students needed to master the basic concepts of nutrition and to know more about dietary
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recommendation tips in order to enrich the contents of their teaching videos.

The result showed that the students were still confused betwen the nature and the calories
of natural sugar and sweetener. A possible reason was that the teaching video mainly focused on
dietary advice on food choices for diabetes mellitues, while no information related to sweetener
was covered in this video. And the second reason is that the lecture on basic nutrition also did not
cover the usage and the nature of sweetener. The result of this study is consistent with other
studies (British Nutrition Foundation, 2010). Consumers were unsure about how low calorie
sweeteners were used, whether or not the sweeteners were benefical for weight loss. It is
necessary to emphasize and provide latest nutrition information on low calorie sweeteners to
students and consumers in nutrition education.

Most students did not know that breakfast cereals and bread are typically high in salt in the
pre-test. A possible reason is that the perception of these as healthy food is deep in the minds of
the general public. In fact the students were not aware of the hidden salt inside the so-called
healthy food such as breakfast cereal and bread.

The public image of red meat is that it is unhealthy. This study’s result is consistent with
another study (Van Wezemael et al.,, 2010). Some consumers believed that they should
diminish their consumption of red meat. This may explain why the students had confusion about
red meat though it is high in fat but low in salt.

The students were confused about the different types of fats in the pre-test. This result is
consistent with a local report (The Food and Environmental Hygiene Department and Centre for
Food Safety, 2012) saying that most people are confused in the different types of fats. The result
also highlights the urgent need to put more emphasis on the knowledge in the different types of
fats because people in Hong Kong have relatively low awareness of these nutrients and the
majority consider only fat as a whole as relevant to their health.

The mistakes made by most students were in the question which asked them to pick chips
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of thick-cut, thin-cut or crinkle-cut in the pre-test. Students were not clear about the concept of
glycermic index. Again, this topic was not covered in the teaching video on Diabetes mellitus
and the lecture on basic nutrition concepts. The results showed that the students made great
improvement and acquired more knowledge related to food choices. The possible reason for this
is that the students were asked to give dietary advice in their teaching videos and they needed the
knowledge in advising healthy food choices.

However, there was only a small increase in the number of students who could identify the
benefit of eating less red meat in reducing the chances of getting cancer in the post-test. This
study is consistent with other studies that the students focused more on the World Health
Organization’s claim about the relationship between preserved meat, such as sausage and
luncheon meat, and the chance of getting cancer in the recent world news (Stacy, 2015).

Overall, the female students scored significantly higher than the male students in the
knowledge questionnaire as a whole in the GNKQ-R scores. The result is also consistent with the
local report (The Food and Environmental Hygiene Department and Centre for Food Safety, 2012)
that females aged between 30 and 49 with matriculation or tertiary education were the
demographic sub-segment with a higher percentage of frequent buyers of prepackaged food and
frequent readers of the nutrition labels on products bought for the first time. Generally, females
have more concern or interest about nutrition knowledge.

To sum up, the enhancement of students’ nutrition knowledge was found after

participating in this collaborative learning.
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6.4.3.3 Social skills

The reflective journals and the pre-post instruments were collected to explore the effect
of the collaborative learning on the enhancement of students’ social skills. The undergraduate
students attributed the ‘social skills’, ‘collaboration skills’ and ‘responsibility’ to the sub-

themes that enhanced their social skills in the collaborative learning.

Social expressiveness, social sensitivity, social control and social manipulation are the
four important components in social skills (Riggio, 1986; Riggio & Reichard, 2008). These
four important components are facilitated by the verbal communication skills in expressing,
interpreting, understanding the social situations, social norms and roles, and the skill in role-
playing and social self-presentation (Riggio & Reichard, 2008). The students stated that they
gained the communication skills through the process of collaborative learning. The results are
consistent with Sultan and Hussain’s study. Sultan and Hussain’s study (2012) found that
undergraduate students gained more social skills and self-esteem in collaborative learning than
the case if they worked individually. Cohen (1992) explained that collaborative learning
promoted social interactions among students. Collaborative learning provides such conditions
for students to discuss and work together towards common goals and facilitates them for social
interactions. Hussain and Sarwat (2010) also affirmed that an interactive process was important
and effective in learning to enable learners to accomplish their academic tasks. Social skills are
enhanced by collaborative learning because students feel less academic stress and anxiety in
their social interactions in collaborative learning (Kessler & MclLeod, 1985). Vygotsky’s
cognitive-development theory (1978) explains why social skills will be developed through
collaborative learning. Vygotsky believed social interactions are important for learning.
Learning is facilitated by interactions between peers such as verbal discussions and observation
of peers. Social interactions enabled students to understand what they observe; then, copying

and internalizing help students learn.
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The results are consistent with Smith and MacGregor’s study (1992) which stated that
learning is the outcome of social interactions and to them collaborative learning is socially and
intellectually involving. In this study the students were working in groups of two or more, all
participating in the process and working toward the goals and finishing the tasks. Therefore, the
collaborative learning helped students learn socially and finally enhanced their social skills.

Farrington and his colleagues (2012) viewed social skills as one of the non-cognitive factors
that affect academic achievement. Social skills include interpersonal skills, empathy, cooperation,
assertion and responsibility. Most students in this study believed that they gained collaboration
skills in the process. They thought that they worked and cooperated well with peers.
Collaboration skills help students engage effectively in tasks and teamwork and help students
build up good relationships with peers. These results are consistent with Webb’s study. Webb
(1993) found that students achieved higher scores in mathematics when they were working in
groups than the case if they worked individually. Gokhale (1995) claimed that collaboration is
effective and it has a powerful effect on student learning and performance. Based on the social
interdependence theory, cooperative efforts are based on intrinsic motivation generated by
interpersonal factors and a joint aspiration to achieve a significant goal. Therefore, collaborative
learning helps students gain cooperation in their common goals. In turn, their social skills will be
enhanced too. Piaget also described two types of social interaction: constraint and cooperation.
Cooperation is related to people’s personality. The achievement of goals is the coordination of
individual feelings and perspectives with others’ feelings and perspectives (Piaget, 1995). In this
study, the students developed cooperation and this helped them gain more social interaction skills
and enhances their overall social skills as a result.

Not all students gained respect from their peers. One student expressed that she was not
happy. Her opinions were not accepted by her group mates. Conflicts are a natural part of human

interaction. This result is also consistent with other studies (De Dreu & Weingart, 2003; Jehn &
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Mannix, 2001; Pekrun, Goetz, Titz, & Perry, 2007). Studies have shown that some conflicts can
be positively related to team outcomes by encouraging team members to have greater
understanding of issues (De Dreu & Weingart, 2003) and empowering group cohesion and
member commitment (Jehn & Mannix, 2001). However, if group members are challenged out of
their comfort zone, these conflicts may lead to frustration and personality clashes and which
affect negatively group cohesion, commitment, satisfaction and performance (De Dreu &
Weingart, 2003; Jehn & Mannix, 2001). Some researchers stated that emotions and their
regulation are essential in learning successfully (Pekrun et al., 2007). Emotional expression is
beneficial in collaborative learning as it helps students to take into account one’s feelings and to
modify the group’s interaction accordingly (Boekaerts, 2011). Jarvenoja and Jarveld (2009)
suggested that letting students aware of how different group members' interpretations differ from
their own may help groups avoid emotional conflicts and solve whatever challenges they
encounter. Moreover, scaffolding techniques could be suggested to the groups for the regulation
of both cognitive and socio-emotional processes. These may be possible ways to improve the
quality of collaboration and academic achievement.

In addition to cooperating well with the group mates, the students also learnt how to
appreciate group mates’ effort and to show empathy. Empathy is the “awareness of other person’s
emotions. Having interest in other person’s words and feeling, taking care of another person ...”
(Jurevicien¢, Kaffemanien¢, & Ruskus, 2012, p. 46). This refers to the abilities to recognize and
acknowledge other’s feeling. This study result is consistent with Jureviciené’s study (2012) that
most of them claimed that they discussed and shared their workload evenly. Through the
collaborative learning, the students knew their rights and responsibilities. When the students
encountered challenges, everyone needed to spend efforts, time and commitment to solve the
problems together. Farrington and his colleagues (2012) stated that social skills include

interpersonal skills, empathy, cooperation, assertion and responsibility. In this study, the students
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demonstrated cooperation, learnt to show empathy and assumed responsibility in this
collaborative learning which in turn built students’ social skills.

Johnson and Johnson (1999) further developed the social interdependence theory with the
identification of five essential elements of cooperation which include positive interdependence,
individual accountability and personal responsibility, promotive interaction, appropriate use of
social skills, and group processing. All these elements are conditions for effective implementing
of collaborative learning in classroom. The students developed cooperation and all assumed their
share of the responsibility in this collaborative learning which in turn helped them develop social
skills.

However, this finding is not consistent with other studies (Ferrer, 2004; Dollman, Morgan,
Pergler, Russell, & Watts, 2007; Lavasani, Afzali, Borhanzadeh, Afzali, & Davoodi, 2011) in
that there was only an insignificant increase in the mean scores on the social skill level from SSI.
The mean increase in pre- and post-mean scores on the social skill level from SSI was 2.14. The
statistic does not demonstrate a significant increase in their mean scores on the social skill level.
Although there are no significant differences in the pre- and post-mean scores of SSI, it is
nonetheless worthwhile to note that there are increases in some sub-scales. The most possible
reason for this statistically insignificant result is the duration of the collaborative learning.
Moreover, the differences in the SSI scores were not large enough to demonstrate significant
differences.

To sum up, the enhancement of students’ social skills was found after their participation

in this collaborative learning.
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6.4.4 Conclusion

In this study self-efficacy was found to be a strong predictor of academic achievement.
Moreover, self-efficacy was positively related to academic achievement. To help the students
better equipped with social skills and self-efficacy, collaborative learning seemed to be a good
method as it necessitated active exchange of ideas between the students and led to the building
up of social skills that facilitate learning.

In the third cycle of this action research, it was hypothesized that the students involved in
the collaborative learning would develop more social skills, self-efficacy and knowledge that
would further improve the students’ learning. The collaborative learning was applied in
nutrition education.

The findings support that most students achieved goals, experienced enhancement of self-
efficacy in learning, improved their nutrition knowledge and social skills via their participation
in this collaborative learning. The students attributed the achieved goals, ‘developed self-
confidence’ and ‘commitment’ to the sub-themes that contributed to the enhancement of their
self-efficacy in learning Diet in Health and Disease. Moreover, the students demonstrated an
increase in nutrition knowledge in expressing their ‘acquired knowledge in diet and diseases,’
and the significantly improved nutrition scores. In addition, the students attributed the ‘social
skills’, ‘collaboration skills’ and ‘responsibility’ to the sub-themes that contributed to the
enhancement of their social skills in the collaborative learning. Thus, collaborative learning
helped the students’ enhancement in their self-efficacy, increased their nutrition knowledge and
improved their social skills. Moreover, the design of the collaborative learning may add value

to future research.
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Chapter 7: Implications and Recommendations
7.1 Introduction
The findings of this research affirmed collaborative learning as a teaching pedagogy that
could enhance the learners’ self-efficacy and engagement in learning the English and nutrition
courses. This chapter will conclude with a summary of the limitations and implications for

further research. Recommendations for future research will be elaborated in this chapter too.

7.2 Limitations

Several limitations of this study should be borne in mind when interpreting its findings. The
first limitation emerges from the duration of the collaborative learning. In the first and second
cycles of the action research, the duration of the collaborative learning spanned twenty lessons
(excluding the recruitment of subjects, holding of workshops, taking of public holidays and
number of examination weeks). The limited time duration for the collaborative learning could be
one of the primary factors that contributed to the insignificant result generated from the
quantitative data of MSLQ and SSI. The time constraint in fact rendered the study inconclusive
as to whether students’ enhancement of engagement in learning and social skills was significantly
changed. Nevertheless, these quantitative findings could supplement the qualitative data
collected and thus could better reflect the collaborative learning experiences of the undergraduate
students. By combining the quantitative findings with field observations and focus group
interviews, a more in-depth description and explanation of the enhancement of self-efficacy,
engagement, social skills and subject knowledge in the collaborative learning could be revealed.

The second limitation of this study is that the subjects were only recruited from EAUHK.
Thus one may not be able to generalize the findings to other local universities. Moreover, the
findings should be interpreted within the contexts of English language learning and nutrition

education because this study targeted the learning issues encountered in the English and nutrition
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courses only. Replication to other subjects requires adaptation with due consideration of
similarities and differences across different subject contexts. Besides, as the two academic
subjects were from EAUHK, the generalizability of the findings to other local universities needs
to be further studied.

Lastly, the role of the researcher in conducting the action research is another issue of concern.
As action research was adopted in this study, the researcher took on the responsibilities of
facilitating change as well as collecting data in the process. This concern was addressed by the
researcher strove to act transparently in each phase of the study and in her development of
research relationships with the participants. Indeed, there were some negative comments
collected from the participants, the researcher believes possible biases brought by her personal
involvement were reduced to the least possible extent.

Despite these limitations, this study provides clear empirical support for the necessity to
establish a collaborative learning pedagogy for teachers to enhance students’ self-efficacy,
engagement, and interest in subject knowledge exploration. Collaborative learning can help

students learn effectively and enjoy the learning process.
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7.3 Implications and Recommendations for Future Research

There was no relevant literature specifying the design of collaborative learning for
enhancing self-efficacy, engagement and subject knowledge in learning. The design of the
collaborative learning in this study was carefully constructed according to the literature,
feasibility test and experiences collected in the three cycles of the action research. It is feasible
to replicate the design of this collaborative learning in future research. The results of the analysis
of this study indicated that collaborative learning could lead to an improvement in self-efficacy,
engagement, social skills and subject knowledge.

To the researcher’s knowledge this is the first study to investigate the effects of collaborative
learning in the enhancement of undergraduate students’ self-efficacy, social skills and subject
knowledge. In terms of theoretical contributions, the generalization of King’s Goal Attainment
Theory in Linnenrink and Pintrich (2003) and Bandura’s (1997) theories in this direction was
new. This newly developed conceptual model is original and the research findings showed that
the mutual goal setting process helped the students enhance their self-efficacy, engagement and
subject knowledge. The analysis in this direction has seldom been discussed in the literature. The
finalized conceptual model can provide references for later studies in collaborative learning for
enhancing self-efficacy and engagement, as well as subject knowledge and social skills. The
benefits perceived by the students in the study included increased self-efficacy in learning,
increased engagement in learning, increased knowledge in subject matters, and gained varied
skills including teaching, information technology, interpersonal, social skills, collaboration skills,
problem-solving and self-management. Moreover, they developed positive values and attitudes
after participating in the collaborative learning. The aforementioned skills are most often referred
to as the 21% century skills, comprising critical thinking and problem solving, communication,
collaboration, creativity and innovation, information, media and technology skills, and life and

career skills which are increasingly being recognized as attributes that students need to be
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equipped with to prepare for the increasingly complex life and work environment in the 21st

century (Staff and Committee of The American Association of Colleges for Teacher Education

and the Partnership for 21st Century Skills, 2010).

For future references, below is a breakdown of the design features in the last cycle of the

collaborative learning:

1. Students’self-set goals in collaborative learning can encourage them to take responsibility

of their work. Before student groups are asked to set their common goals, a short briefing

is given to students about ‘what collaborative learning is’, ‘the benefit of collaborative

learning’ and ‘the roles and responsibilities of students in collaborative learning’.

2. The strategies and techniques for collaborative learning have been reviewed in previous

sections. Here, five phases for designing instruction for collaborative learning are

recommended. These five phases include engagement, exploration, transformation,

presentation and reflections (Reid et al., 1989).

a.

The engagement step includes some mini-lectures which provide some basic
knowledge on the subject matter.

The exploration stage is to give students the opportunity to discuss and understand
the new information they have collected.

At the transformation stage, students are asked to work with the information for
understanding it better. To monitor students’ learning and to address any
misconceptions, student groups are required to share their ideas in class followed
by question-and-answer sessions. Afterwards, the students are asked to further
refine or explore the concepts.

At the presentation stage, students are asked to present their co-constructed
knowledge to the class.

The reflection stage gives students the opportunity to comment and reflect on the
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collaborative learning process.

3. Interdependence, either positive interdependence or mutual interdependence, is a
fundamental construct for collaborative learning (Davidson & Major, 2014). Teachers
usually use goals and task interdependence to foster positive interdependence. The goals
of collaborative learning include both social and academic goals. The tasks used to foster
positive interdependence can be in the form of structured learning tasks or assignments
designed at varying levels of intellectual challenge.

4. As for how groups are formed, how or whether to teach interpersonal skills, the structure
of the group and the role of the teacher, the results are inconclusive. For the optimal group
size, a group of four is recommended as this will support positive interdependence and
task allocation. Cohen found that the ideal group size should be four to five students
(Cohen, 1994). Smith and MacGregor (1992) suggested the group size of two or more in
collaborative learning sessions. Gokhale’s study (1995) selected a group size of four.

5. Limited resources will foster interdependence (Davidson & Major, 2014). Therefore,
students can be asked to produce co-constructed knowledge without full guidance and
support, leaving them room to make exploratory academic inquiries.

6. Groups in collaborative learning are formed by students themselves. Collaborative
learning never uses assigned groups and assigned group roles.

7. As regards how or whether interpersonal skills need to be taught, collaborative learning
usually does not teach group interaction skills or group reflection skills. Collaborative
learning groups are usually self-managed. The role of instructors tends to be less
instructive with students on activities and tasks (Davidson & Major, 2014); only ground
rules for collaboration are introduced to students during briefing.

The above seven design features are the recommendations for effective collaborative learning.

It is useful for teachers to replicate in future studies. All in all, further research is needed to test
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the empirically-based theory with larger samples and over a longer period of time. Randomized
controlled trials can also be used to determine the cause-effect relationship between collaborative
learning and learning outcomes. One research direction is to study how collaborative learning

can help develop students’ 21 century skills needed by the future society.

7.4 Conclusion

To conclude, this study hypothesized that students involved in collaborative learning will
develop more social skills and self-efficacy that will further improve their engagement in
learning. Action research is adopted as the research design in this study. In Cycle One, the
researcher based the study design on Bandura’s self-efficacy belief and Linnenbrink and
Pintrich’s general framework for self-efficacy, engagement and learning. The researcher
designed a collaborative learning and examined the effects of the collaborative learning on the
undergraduate students’ self-efficacy and engagement in learning English in the first cycle.
Five undergraduate students completed the collaborative learning over a two-month period.
Data were collected through questionnaires and focus group interviews at the end of Cycle One.
The undergraduate students had significantly increased in their language self-efficacy scores.
Three themes emerged from the undergraduate students (gained some sources of self-efficacy
in learning English, increased in self-efficacy in learning English and increased engagement in
learning English). These findings demonstrated that collaborative learning was feasible to be
implemented and this helped the undergraduate students to gain self-efficacy and engagement
in learning. Some strategies for helping students improve self-efficacy and engagement
learning English could be further explored.

In Cycle Two, King’s goal attainment theory was adopted in the collaborative learning.
The researcher revised the conceptual framework in Cycle Two. The aim of this cycle was to

ascertain the effect of the collaborative learning on the undergraduate students’ self-efficacy
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and engagement in learning English in the newly devised conceptual framework. Eight
undergraduate students completed the collaborative learning in two semesters. Data were
collected through questionnaires and focus group interviews at the end of Cycle Two. Goal
setting impacted the enhancement of students’ self-efficacy. Three themes emerged from the
undergraduate students (improvement in English, gained varied skills and developed positive
attitude in learning). These findings demonstrated that most students achieved their goals,
perceived enhancement of self-efficacy and engagement in learning via participation in this
collaborative learning. The exploration of the application of collaborative learning in a
conventional classroom setting with other subject matters as the teaching content was further
explored in the next cycle.

In the last cycle, the focus was to evaluate the effect of the collaborative learning on the
undergraduate students in learning nutrition. Through the collaborative process, the
undergraduate students’ learning was assessed with respect to their self-efficacy, social skills
and nutrition knowledge in learning nutrition. Forty-nine undergraduate students studied in this
nutrition course using collaborative learning. The findings supported that most students
achieved goals, experienced enhancement of self-efticacy in learning, improved their nutrition
knowledge and social skills via their participation in this collaborative learning.

The findings of the study have consolidated the crucial role of collaborative learning in
enhancing the knowledge in two subject areas, self-efficacy, and engagement in learning and in
turn the enhancement of social skills. The collaborative learning pedagogy is constructed on the
hypothesis that the collaborative approach is effective in improving self-efficacy, engagement
and subject knowledge in learning and in turn improving social skills. The undergraduate students
in the study experienced enhancement in all these areas after the collaborative learning. However,
the duration of the collaborative learning was not long enough to get a statistically significant

result to confirm that the positive changes in engagement and social skills were brought by
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collaborative learning. Moreover, the effect size of collaborative learning in the enhancement of
self-efficacy and social skills was small. It is suggested that future studies in this important
teaching approach should use more subject areas and longer duration of time.

Last but not least, it is both important and feasible to introduce this collaborative learning
approach into tertiary education. The students in this study enjoyed this learning approach and

this in itself will help students using this learning approach enhance their learning.
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List of Appendices

Appendix A Information Sheet (English)

INFORMATION SHEET

Action research: Enhancing undergraduate student’s self-efficacy and engagement in
learning English through community service participation

You are invited to participate in a project conducted by Ms. Law Pui Sze Queenie, who are
PhD student and is supervised by Prof. Chung Wai Yee Joanne, who are Chair Professor of the
Faculty of Liberal Arts and Social Sciences (FLASS) in The Hong Kong Institute of Education.

The primary aim of this study is to examine the enhancement of students’ self-efficacy and
engagement in learning English through participation in a collaborative learning. The
secondary aim is to investigate the short term sustainability in students’ self-efficacy and
engagement.

In the study, you will be asked to attend an English enhancement workshop. After attending a
workshop, you will be asked to teach younger students’ English through community service
participation. Each class will be conducted in groups of three to four and will meet around
once per week, for 20 classes. During the 20 classes, you will be supported with coaching
from the Institute as well as the Lions Club of Hong Kong Sun.

You will be asked to complete three questionnaires before the English enhancement workshop,
after 20 classes and 24 weeks after the last class. Moreover, you will be invited to join a focus
group interview during pre and post of the 20 classes.

You have every right to withdraw from the study at any time without negative consequences.
All information related to you will remain confidential, and will be identifiable by codes known
only to the researcher.

If you have any concerns about the conduct of this research study, please do not hesitate to
contact the Human Research Ethics Committee by email at hrec@ied.edu.hk or by mail to
Research and Development Office, The Hong Kong Institute of Education

If you would like to obtain more information about this study, please contact Ms. Queenie Law
at telephone number or Prof. Joanne Chung at telephone number

Thank you for your interest in participating in this study.

Prof. CHUNG Wai Yee Joanne
Principal Investigator
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Appendix B Consent Form (English)

(March 2013)
THE HONG KONG INSTITUTE OF EDUCATION
Faculty of Liberal Arts and Social Sciences (FLASS)

CONSENT TO PARTICIPATE IN RESEARCH

Action research: Enhancing undergraduate student’s self-efficacy and engagement in
learning English through community service participation

I hereby consent to participate in the captioned research is conducted
by Prof. CHUNG Wai Yee Joanne, Ms. LAW Pui Sze Queenie and Dr. LEUNG Chi Cheung,
Lawrence.

I understand that information obtained from this research may be used in future research and
may be published. However, my right to privacy will be retained, i.e., my personal details will
not be revealed.

The procedure as set out in the attached information sheet has been fully explained. I
understand the benefits and risks involved. My participation in the project is voluntary.

I acknowledge that I have the right to question any part of the procedure and can withdraw at
any time without negative consequences.

Name of participant
Signature of participant
Date
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Appendix C Questionnaires

l. Language Self-Efficacy Scale

Instructions:

Suppose that you are asked to perform the following tasks in English. Please indicate how
confident you are that you can perform each task correctly. You have 30 seconds only to
attend to each task (You don't have to carry out the tasks.)It is important that you do not guess
but give a realistic estimate of whether you can perform the task correctly. Please use the scale
below:

If you are not confident at all that you can do it correctly, mark (/) 1

If you are completely confident that you can do it correctly, mark (/) 10

If the estimate of your confidence is between 1 and 10, mark the appropriate number from 2 to
9.

Please circle one number only for each task. Thank You!

classmates: Discover Sabah... Awaken the
competitive spirit or indulge in relaxing
pursuits. This is one destination where you can
do it all! Climb the summit of Borneo. Go white
water rafting. Ride a steam locomotive past
rustic scenery. Cruise down the Kinabatangan
river. Re-track ancient headhunter trails. Dive
in the world's top dive sites.

(Sabah Tourism Promotion Corporation,
September 2002).

No. | Task Confidence Scale

1 Write an essay of about 400 words inlengthon |1 2 3 4 5 6 7 8 9 10
what you did during the recent holidays.

2 Explain to a visitor the structure of the 1 23 456 7 8 9 10
Diploma in Education Course you are in now.

3 Write a lesson plan for a topic such as Tell 1 23 456 7 8 9 10
stories based on pictures'.

4 Give instructions to your pupils on how they 1 23 456 7 8 9 10
should organize themselves for group activity.

5 Share with a friend what happened duringthe |1 2 3 4 5 6 7 8 9 10
most memorable day in your life.

6 Make a complete sentence using the following |1 2 3 4 5 6 7 8 9 10
simile: 'as cool as a cucumber'.

7 Take down notes as you listen to a cassette 1 23 456 7 8 9 10
recording on 'Malaysian Handicraft'.

8 Explain the function of an adjective in a|l1 2 3 4 5 6 7 8 9 10
sentence.

9 Present an assignment on 'Questioning 123 456 7 8 9 10
Techniques' in front of your class.

10 Read the following passage out loud toyour |1 2 3 4 5 6 7 8 9 10

234




Adapted Motivated Strategies for Learning Questionnaire

Part A. Motivation

The following questions ask about your motivation for and attitudes about this tutoring class.
Remember there are no right or wrong answers, just answer as accurately as possible. Use the
scale below to answer the questions. If you think the statement is very true of you, circle 7; if
a statement is not at all true of you, circle 1. If the statement is more or less true of you, find

the number between 1 and 7 that best describes you.

1 2 3 4 6
Not at all true of me Very true of me
1. | Inatutoring class like this, I prefer tutoring class 5 6 7
material that really challenges me so | can learn
new things.
2. | If I study in appropriate ways, then 1 will be able 5 6 7
to learn the material in this tutoring class.
3. | When | take a test I think about how poorly I am 5 6 7
doing compared with other peer students.
4. | I think I will be able to use what | learn in this 5 6 7
tutoring class in other courses.
5. | I believe I will receive an excellent grade in this 5 6 7
tutoring class.
6. | I'm certain | can understand the most difficult 5 6 7
material presented in the readings for this
tutoring class.
7. | Getting a good grade in this tutoring class is the 5 6 7
most satisfying thing for me right now.
8. | When | take a test | think about items on other 5 6 7
parts of the test | can't answer.
9. | Itis my own fault if I don't learn the material in 5 6 7
this tutoring class.
10. | It is important for me to learn the tutoring class 5 6 7
material in this tutoring class.
11. | The most important thing for me right now is 5 6 7
improving my overall grade point average, so
my main concern in this tutoring class is getting
a good grade.
12. | I'm confident | can learn the basic concepts 5 6 7
taught in this tutoring class.
13. | If I can, | want to get better grades in this 5 6 7
tutoring class than most of the other peer
students.
14. | When | take tests I think of the consequences of 5 6 7
failing.
15. | I'm confident I can understand the most complex 5 6 7
material presented by the instructor in this
tutoring class.
16. | Inatutoring class like this, I prefer tutoring class 5 6 7
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material that arouses my curiosity, even if it is
difficult to learn.

17.

| am very interested in the content area of this
tutoring class.

18.

If | try hard enough, then I will understand the
tutoring class material.

19.

| have an uneasy, upset feeling when | take an
exam.

20.

I'm confident | can do an excellent job on the
assignments and tests in this tutoring class.

21.

| expect to do well in this tutoring class.

S

22.

The most satisfying thing for me in this tutoring
class is trying to understand the content as
thoroughly as possible.

SN

23.

| think the tutoring class material in this tutoring
class is useful for me to learn.

24,

When | have the opportunity in this tutoring
class, I choose tutoring class assignments that |
can learn from even if they don't guarantee a
good grade.

25.

If 1 don't understand the tutoring class material,
it is because | didn't try hard enough.

26.

I like the subject matter of this tutoring class.

N

217.

Understanding the subject matter of this tutoring
class is very important to me.

28.

| feel my heart beating fast when | take an exam.

S

29.

I'm certain | can master the skills being taught in
this tutoring class.

30.

I want to do well in this tutoring class because it
is important to show my ability to my family,
friends, employer, or others.

31.

Considering the difficulty of this tutoring class,
the teacher, and my skills, I think I will do well
in this tutoring class.
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Part B. Learning Strategies

The following questions ask about your learning strategies and study skills for this tutoring
class. Again, there are no right or wrong answers. Answer the questions about how you study
in this tutoring class as accurately as possible. Use the same scale to answer the remaining
questions. If you think the statement is very true of you, circle 7; if a statement is not at all true
of you, circle 1.If the statement is more or less true of you, find the number between 1 and 7

that best describes you.

Not

2 3 4
at all

Very true of me

32.

When | study the readings for this
tutoring class, | outline the material to
help me organize my thoughts.

33.

During tutoring class time | often miss
important points because I'm thinking of
other things.

34.

When studying for this tutoring class, |
often try to explain the material to a
classmate or friend.

35.

| usually study in a place where | can
concentrate on my tutoring class work.

36.

When reading for this tutoring class, |
make up questions to help focus my
reading.

37.

| often feel so lazy or bored when | study
for this tutoring class that I quit before |
finish what | planned to do.

38.

| often find myself questioning things I
hear or read in this tutoring class to
decide if I find them convincing.

39.

When 1 study for this tutoring class, |
practice saying the material to myself
over and over.

40.

Even if | have trouble learning the
material in this tutoring class, I try to do
the work on my own, without help from
anyone.

41.

When | Dbecome confused about
something I'm reading for this tutoring
class, I go back and try to figure it out.

42.

When | study for this tutoring class, | go
through the readings and my classnotes
and try to find the most important ideas.

43.

I make good use of my study time for
this tutoring class.

44,

If tutoring class readings are difficult to
understand, | change the way | read the
material.
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45.

| try to work with other peer students
from this tutoring class to complete the
tutoring class assignments.

46.

When studying for this tutoring class, |
read my tutoring class notes and the
tutoring class readings over and over
again.

47.

When a theory, interpretation, or
conclusion is presented in tutoring class
or in the readings, I try to decide if there
IS good supporting evidence.

48.

I work hard to do well in this tutoring
class even if | don't like what we are
doing.

49.

| make simple charts, diagrams, or tables
to help me organize tutoring class
material.

50.

When studying for this tutoring class, |
often set aside time to discuss tutoring
class material with a group of peer
students from the tutoring class.

51.

| treat the tutoring class material as a
starting point and try to develop my own
ideas about it.

52.

| find it hard to stick to a study schedule.

w

o

(o3}

53.

When 1 study for this tutoring class, |
pull together information from different
sources, such as lectures, readings, and
discussions.

o

54.

Before 1 study new tutoring class
material thoroughly, | often skim it to
see how it is organized.

55.

| ask myself questions to make sure |
understand the material | have been
studying in this tutoring class.

56.

| try to change the way | study in order
to fit the tutoring class requirements and
the instructor's teaching style.

57.

| often find that | have been reading for
this tutoring class but don't know what it
was all about.

58.

| ask the instructor to clarify concepts |
don't understand well.

59.

I memorize key words to remind me of
important concepts in this tutoring class.

60.

When tutoring class work is difficult, |
either give up or only study the easy
parts.

61.

| try to think through a topic and decide
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what | am supposed to learn from it
rather than just reading it over when
studying for this tutoring class.

62.

| try to relate ideas in this subject to those
in other tutoring class whenever
possible.

63.

When | study for this tutoring class, | go
over my tutoring class notes and make
an outline of important concepts.

64.

When reading for this tutoring class, | try
to relate the material to what | already
know.

65.

| have a regular place set aside for
studying.

66.

| try to play around with ideas of my own
related to what | am learning in this
tutoring class.

67.

When 1 study for this tutoring class, |
write brief summaries of the main ideas
from the readings and my tutoring class
notes.

68.

When | can't understand the material in
this tutoring class, | ask another peer
student in this tutoring class for help.

69.

| try to understand the material in this
tutoring class by making connections
between the readings and the concepts
from the lectures.

70.

I make sure that | keep up with the
weekly readings and assignments for
this tutoring class.

71.

Whenever | read or hear an assertion or
conclusion in this tutoring class, I think
about possible alternatives.

72.

I make lists of important items for this
tutoring class and memorize the lists.

73.

| attend this tutoring class regularly.

74.

Even when tutoring class materials are
dull and uninteresting, | manage to keep
working until 1 finish.

75.

| try to identify peer students in this
tutoring class whom | can ask for help if
necessary.

76.

When studying for this tutoring class I
try to determine which concepts | don't
understand well.

77.

| often find that | don't spend very much
time on this tutoring class because of
other activities.
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78. | When I study for this tutoring class, I set | 1 2 3 4 5 6 7
goals for myself in order to direct my
activities in each study period.

79. | If I get confused taking notes in tutoring | 1 2 3 4 5 6 7
class, I make sure | sort it out afterwards.

80. | I rarely find time to review my notes or | 1 2 3 4 5 6 7
readings before an exam.

81. | I try to apply ideas from tutoring class | 1 2 3 4 5 6 7
readings in other tutoring class activities
such as lecture and discussion.

I11. Demographic Information:

1.  Gender (circle it) Male Female

2. What year are you in the institute?

3. How many years do you learn English
including the nursery and
kindergarten?
Year(s)

4.  How many hour(s) a week do you
study English?
Hour(s)

5. Other opinion?

Thank you so much!
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Appendix D Focus group interview questions (Chinese)
Eiliziki=Ell

ZERMSES R ERVNE - 5 TH5E HAE AR 2 Bt s (BE R 24 4t
SRR WA R A AR I ERYE FOUHEE (self-efficacy) fE2EH 2 E1 (engagement)
AIERES AR S RE MR BHTE R N E R LUR P T A & DU A S R %
BB EZAEITHR - SR NETIF G TS (R RERER S b3k BB
EERFRE > A GHSUAEREmZE > HTE SN — AR IRESEE X (L&
AR R -

1. WRSEETHLERS - BHRE N EREIGENRE I G E ?
(A IEEFZE > (R REA—HEAAEsT ?)

- IREBE SR ?

- eSS EARIEE (R 7
(A > A —H Y. ? IREEFIRE G 2 AR 7A Rl 7))

- AERROLHVIRESR A GE T (TR ?
(A > A — Y. ? IREEFIREIG 2 AR A R 7))

w N

SN

5. (REFE CIeftrviiEsRe RHE? A [Rag?
6. HrEANFERARE?

A - BT EEE ? AT
BRGEREERR - (IR EARGE ?
(BlransRigtesy, 40, BRIREAZRIEENE IR G2
SULRRILEARYS, AIA R E R SR E R EE?
(A - SFEHR R

9. SELEIMEARFS, BHrHYEE A G A
10. 2BLE K1t RS, BRIV EEEE A GEE?
11. 2 BRI, RES0E ERIRE ESLEErY HIRS?
12. ZEBUE T AR, BHrHSERA G E?

13. {REF IR A SEE TAFOT R B E ?

14. (R38R s B BT RIS TR SR 7

15. 3R 2K, IR BRES IIRRTETE1? Ry T7Ee?

16. (R A HMER?

~

©
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Appendix E Exit Questionnaire (Chinese)

B R GRA:

SR FE HHTE A B2 Bt 1 AR s (B2 Ry o B2 A R ot S R B B e SR A A 5
EHYEBRE (self-efficacy) FEZEZEL (engagement) HYERET AR S RS ALIRIEHY
BRI RAS HE RS ET A e LUEAE R ER - AER EERFET AR
MG E A RIS BRI E AR AV - 253 IRy 26l

. R ERSEM BB (TEER?

2. WS BLE XIS - BHREAZIR BV A GHE Y WHEERZE 150
RAEA— SRR FriEst ?)

3. IRER IR A IEE TAEDT R (B L ?

5. IREBEHFTERR ?

6. (£ EAMBRI(HERNEE ? (WA > A —JTEYE ? IREESIRRANS 2 R TT75 R
faf ?2)

7. AR LAV A SRR EE 7 (R AT A ? (RAESTEANE 7 R
FER 7))
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8. IR¥H CIeftHIEERA (TEHE? A Ra?

9. BREAGRARE? (WF B THNGE ? HaH—E0T)

10. FREGEEFERG  IRA LA EARUER 7 (BlIaEREmss, 408, B IREANEESL
rgHYRE I A R/ EE?)

11. BRI @A, A/ ERAARNRIEERIGEE? (08 - sFaik—5E61)

12. BRI EMRE, $HRAVEE FEBEE G2

13. SRR tERE, HRAVEEGEE OA G E?

14. AT ERA GRE?

15, Ryft1EE b S IE Rt ek st &2

16. IR A HAMER?

[EE5E! Sa!
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Appendix F Feeback questionnaire from secondary school students (Chinese)

HHE RS

ZA R M2 B R & BB E e B KT & S A& AR5 (R B2 AR R 5L
TERR) - ARS TSR ENER NS - REgrE  AgMEAEREEFMER
FEZREWE R -

1. {RER R RE R E 22 A e S ER A B A ?

WA - RS RAEA— TR AE Frig st ?

b, BB R PR S YT - I ISR
(ETES DRI E 2 0x)

0% 20%  40% 60% 80% 100%
FEE AR IR IR

5. fREVHERERR? GEAER LEENIE EAI0X”)

0% 20% 40% 60% 80% 100%

6. TREBAFEGE AR IO ER - e E A S ZEM ?

7. R, IRESFE SIS Ry 7Ee?

BAER:
1. 8/ % 2. 4R 3. ABLEHA: e
—————— 5



Appendix G Demonstration of the theme development

l. Data extract, with codes applied

my teaching, choice of teaching materials
and design of the lesson after completion of
every lesson for evaluation. (S4)

Data extract Coded for
In addition to do reflection, I used to spend 1. Ask student’s feedback for
five minutes to ask for students’ feedback of evaluation

My confidence has increased after
completion of this collaborative learning.
Because I can manage to speak fluently in
delivery of tutoring classes for forty-five
minutes or one hour. (S4)

1. Raising in confidence

2. Managed to use English language as
a medium of instruction
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Il. Initial thematic map, showing four main themes

Gained
teaching skills

No
difficulties

Teaching and
learning support

Tackled
difficulties

Confident
in teaching

Reflection in

. Use of
teaching different

Improvement strategies for
in English teaching

Time
management

Gained
communication
skills

Positive
impact

People
skills

Outcome &
achievement

Use of different
strategies for learning

Maintain or
little impact

Self- confidence

Felt happy

Felt
satisfactory

Achieved
goals
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Developed thematic map, showing three main themes

Gained skills

e Communication skills
- People skills
- Time Management
- Self-confidence
- Value

e Teaching skills
- No difficulties
- Tackle difficulties

Improvement in
English

- Reflection in teaching
- Confidence in teaching

Use of different strategies for
learning

Teaching and learning support
Interest
Confident
Positive impact

Achieved goals

Outcome and achievement
Felt happy

Felt satisfactory

Maintain or little impact
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IV.  Final thematic map, showing final three main themes

Improvement in
English

o Use of different strategies for
learning

e Interest

e Confident in English

Gained varied Attitudes

skills

o Satisfaction (achieved goals)
o Positive attitudes

o Happiness

o Value (positive

e Teaching skills
- Reflection in teaching
- Confidence in teaching

impact and
- Use of different strategie$ mezningful)
in teaching o Effort and
e Interpersonal skills Commitment
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Appendix H Course outline of HCS3053 Diet in Health and Disease

THE HONG KONG INSTITUTE OF EDUCATION

| Course Qutline

Part I

Programme Title :  Bachelor of Health Education (Honours)

Course Title : Diet in Health and Dizease

Course Code . HCS3053

Department ¢ Health and Physical Education

Credit Points : 3

Contact Hours : Lecture 14 honrs
Seminar / futorial 25 hows

Pre-reqguisite(s) : NIL

{If applicable)

Medinm of Instruction EMI

Level : 3

Part IT

1. Synopsis

The course aims to examine the dietary patterns of people and its impact on health.
This course also identifies the factors affecting food choice behavior, dietary
guidelines, nutrition labeling as well as outrition and health claims. Strategies for
eating healthy to prevent common non-conununicable disease and dietary supports
for people with common health disorders are also covered. The collaborative
learning will be selected as a teaching approach for students to wotk together to
co-construct knowledge and apply it throughout the healthy eating project.

(2]

Course Intended Learning Cutcomes (CILO:)

Upon successful completion af this course, students should be able to:

CILO1  examune the dietary patterns of people and its impact on health;

CILC:  explain the factors affecting food choice behavior;

CILOs  identify the dietary guidelines, nutiition labeling as well as outrition and
health claims; and

249



CILOs  apply the dietary supports for individuals with commeon health disorder

and strategies for eating healthy to prevent common non-communicable

dizseases.

3.  Content, CILOs and Teaching & Learning Activities

3. Dietary guidelines, mutrition labeling as well] CILO;

as mutrition and health claims

4. Strategies for eating healthy to prevent
common non-communicable diseases and
Dhetary supports for individuals with CILos

common health disorder and

Suggested Teachingd:
Course Content CILOs Learning Activities
1. Dietary pattern of peoples and its impact CILO;
on health
2. Factors affecting food choice behavior CILO:
lectures,
collaborative
learning project,

group discossion,
case studies,

oral presentation

4. Assessment

Assessment Taslks

Weighting
(%) CILO

a. Collaborative leaming project { Group project)

Each group has to run a collaborative learning project to
apply the knowledge of diet in health and disease. Each
group has to discuss the contribution of sociceconomic,
cultural and psychological factors on food choice behavior in
shaping the lifestyle of selected population and recommend
dietary supports and preventive strategies for selected
peoples with health disorders.

&0
CILO1z234

b. Reflective joumal (Individual work: 800 words to 1000

words)
Students are required to malkee reflections on the process and

practice of collaborative learning project.

40 CILO1 234
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Appendix I Self-Efficacy for learning and performance (Pintrich et al., 1991)

Your Nickname:

How’s your learning?

Remember there are no right or wrong answers, just answer as accurately as possible.

Use the scale below to answer the questions.

If you think the statement is very true of you, circle 7,

If a statement is not at all true of you, circle 1.

If the statement is more or less true of you, find the number between 1 and 7 that best describes
you.

1 2 3 4 5 6 7
Not at all true of me Very true of me
1. | Ibelieve [ will receive an excellent grade | 1 2 3 4 5 6 7

in this class.

2. | I'm certain I can understand the most | 1 2 3 4 5 6 7
difficult material presented in the
readings for this course.

3. I'm confident I can learn the basic | 1 2 3 4 5 6 7
concepts taught in this course.

4. I'm confident I can understand the most | 1 2 3 4 5 6 7
complex material presented by the
instructor in this course.

5. | I'm confident I can do an excellent job | 1 2 3 4 5 6 7
on the assignments and tests in this
course.
6. | I expect to do well in this class. 1 2 3 4 5 6 7
7. | I'm certain I can master the skills being | 1 2 3 4 5 6 7

taught in this class.

8. | Considering the difficulty of this course, | 1 2 3 4 5 6 7
the teacher, and my skills, I think T will
do well in this class.
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Appendix J Social skills inventory (SSI) (Riggio, 1989 and 2002)

Your nickname:
Male / Female

3=

3=

350

38

37

3=

30

40

=+

=22

a3

a5

For use by COueenie Law

Like me

LI

only. Received from Mind Garden, Inc. on September 7. 2015

= Not at all like me
A little like me

Very much like me
= Exactly like rmre

Please ensure that you work frorm feft to right on e answer sheet.

It is difficult for others to kmow when | am
sad or depressed.

W hen people are speal . | spend as
much time watching their movements as |
do listening to them.

People can ahways tell when | dislike them
no muatter how hard | try to hide my
Fealings.

| enjoy giving parties_

Criticism or scolding rarely mahkes me fesl
uncomfortable.

| can be comfortable with all types of
people — young and old. rich and poor.

| talk faster than most people_

Few pecple are as sensitive and
understanding as | am.

It is often hard for me to keep a "straight
face™ when telling a joke or humorous
=toryr

It takes people quite a whils to get to krow
me weell

My greatest source of pleasure and pain is
other people.

W hen I'm with a group of friends. | am often

the spokesperson for the group.

wWhen depressed, | tend to make those
arcund me depressed also.

At parties. | can immediately tell when
sSomeone is interested im me.

People can ahways tell when | am
embarrassed by the expression on ny
face.

For use by Cueenie Law only. Received from Mind Garden, Inc. on September 7, 2015

Like rme

nhwn=
|

15.

19

20.

21.

3.

=R

=

z8.

2o,

I lowe to socialize.

| weould much rather take part in a politcal

discussion than to chserve and analyze what the

participants are saying.

Sometimes | find it difficult 1o lock at others

when | am talking about something perscnal.

| hawe been told that | hawve expressive eyes.

I am interested in knowing what makes people

tick.

I am not wery skilled in controlling my emotions.

| prefer jobs that require working with a large

number of peopbe.

| am greatly influenced by the moods of those

arcound mMme.

| am not good at making prepared speeches.

| usually feel uncomfortable touching other
people.

I can ess
wwatching his or her interactions with others.

I am able to conceal
about anyone.

| ahaays mingle at parties_

There are certain situat

right things.

| find it wery difficult to speak in front of a large

group of people.

Not at all like me
A little like me

Very much like me
= Exactly like rrre

Please ensure that you are working from left to right on e answer sheer.

I often laugh out loud._ =25
| always seem to know what peoples” 47
true feslings are no matter how hard

they try to conceal them.

| can keep a straight face ewven when 48
friends try to make me laugh or

=mile

| usually take the initiative to 40
introduce myself to strangers.

Sometimes | think that | take things 50.
other pecple say to me too

perscnally.

WWhen in a group of people. | have 51
trouble thinking of the right things to

talk about.

Sometimes | have troublke makimg My 52
friemds and family realize just o

angry or upset | am with them.

| can asccurately tell what a person's 53
character is upon first meeting him or

her.

It is wery hard for me to control My 54
emotions.

| am usually the one to initiats 55
conwersations.

WWhat others think about my actions 56
is of litle or No consequence o Me.

I am usually very good at leading 57
group discussions.

My facial expression is generalhy 58
neutral.

One of my greatest pleasures in life 50
is being with other people.

I am wery good at maintaining a calm 80

exterior ewen if | am upset.

W hen telling & story. | usually use a lot of
gestures to help get thie point across.

| often worny that pecple will mm
something | hawe said 1o them._

interpret

| am often uncomfortable around people
wheose social class is different from mine.

| rarely show my anger.

| can instantly spot a "phony” the minute |
meest him or her.

| usually adapt my ideas and behavior to the
group | happen to be with at the time.

W'hen in discussions, | ind myseif doing &
large share of the talking.

W hile growing up. My parents werse ahways
stressing the importance of good manners_

| am not wery good at mi

ing at parties.

| often touch my friends when talking to them.

| dislike it when other people tell me their
problems.

W hile | may be nervous on the imside.
disguise it wery well from others.

| can
At parties | enjoy talking to a ot of different
people.

| can be strongly affected by someone sm
or frowning at me.

ng

| would fesl out of place at a party attended by
a lot of wery important peocple.
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my true feelings from just

ns in which | find myself
wornying about whether | am doing or saying the



82

53

B85,

[:1=5

87

(1=

8o,

TO.

T2

T3

T4

TE.

For use by Cueenie Law only. Received from Mind Garden, Inc. on September 7, 2015

NEwWh=
I

= Not at all like me

= A little like me
Like me

= Very much like me
= Exactly like me

Flease ensure that you are working from left to right on the answer sheer.

I am able to liven up a dull party.

| sometimes cry at sad mowvies.

I can make myself look as if I'm
hawving & good time at a social
fumction ewven if I'm not really
enjoying myself at all.

| consider mysIf a lonear.

| am wery sensitive of criticism

Crocasionally 've noticed that people
from different backgrounds seem to
feel uncomfortable arcund me.

| dislike being the center of attention.

I am easily able to give a comforting
hug or touch someone who is
distressed.

I am rarely able to hide a strong
emotion.

| enjoy goimg to large parties and
mesting new peophe.

It is wery important that other people
like me.

| sometimes say the wromg thing
when startimg a conversation with a
stranger.

| rarely show my feslings or
emotions.

| can spend howurs just watching
other people.

| can sasily pretend to be mad even
when | am really fesling happy.

g :

TT.

TE.

To.

eo.

B1.

B2

83

B4,

B5.

85,

BT.

85.

Bo.

0.

I am unlikely to speak to stramgers. umntil they
speak to me.

I g=t nervous if | think someons is watching
me

I am often chosen to be the leader of 3 group.

Friends hawve sometimes told me that | talk too
much.

| am often told that | am a sensitive,
understanding person.

FPeople can always “read” my feelings even
when I'm trying to hide them.

| tend to be the "life of the party.”

I'm generally concemed about the impression
I'm making on others.

| often find myselfin awhkward social situations.

| mever shout or scream when amngry.
When my friends are angry or upset, they seek
me out to help calm them dowmn.

I am easily able to make myseif look happy
one minute and sad the next.

| could talk for hours on just about any subject.
I am often concemed with what others are
thinkimng of me.

| can easily adjust to being in just about amy
social situation.
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Appendix K Revised General Nutrition Knowledge Questionnaire (Parmenter & Wardle,
1999)

Your nickname:

GEMNERAL MUTRITION KMNOWILEDGE QUESTIOMNMAIRE

This is a survey, ot a test. Your answers will help identify which dietary advice people

find confusing. It is imMportant that you complete it by yourself. Your answer will remain
anonymous. If you don't know the answer, mark “not sure™ rather than guess.

Thank you for your time._

| Section 1: The first few items are about what adwvice yvou think experts are giving us. |

1. Do health experts recommend that people should be eating more, the same amount, or less of
the following foods? (tick one box per food)
Mors Same Less Mot Sure
Fruit = =z | |
Food and drinks with added sugar O d O O
Vegetrtables | | — —
Fatiy foods = —_ - -
Processed red meat — — | (|
Wholegrains | | — —
Salty foods - { = | -} -}
Water - —_ | (]

How many servings of fruit and vegetables per day do experts are adwvice people to eat as a

= mimimum? (One serving could be, for example, an apple or a handful of chopped carrots) (tick
one)

2 -}

3 O

g d

5 or more -

Mot sure O

Wwhich of these types of fats do experts recommend that people should eat less of 7 (tick one

- Dox per food)
Eat less Mot eat Mot sure
less
Unsaturated fats — - —_
Trans fats — - [ |
Saturated fats - . |
2 WWhich types of dairy foods do experts say people should drink? (tick one)
Full fat (e_g. full fat milk) i |
Reduced fat {(e_g. skimmed and semi- - |
skimmed milk)
Mixture of full fat and reduced fat —
Meither, dairy foods shvould be avoided —
Mot sure —
s Hows many times per week do experts recommend that people eat aily fish (e.g. salmon amnd
- mackerel}? (tick one)
1-2 times per weesek (- |

3-4 times per weesek
Every day
Mot sure

uan

Approximately how many alcoholic drinks is the maximum recommended per day (The exact
number depends on the size and strength of the drink)? (tick one)

1 drink each for men and women

2 drinks each for men and women

2 drinks for men and 1 drink for women
3 drinks for men and 2 drinks for women
Mot sure

&

uooon

r Hows many times per week do experts recommend that pecple eat breakfast? (tick omne)
3 times per week
4 times per week
Every day

Mot sure

uooo

. If a person has two glasses of fruit juice in a day, how many of their daily fruit and vegetable
- servings would this count as? (tick one)

Mone

COne serving

Two servings

Three servings

Mot sure

oooon

According to the ‘eatwell plate” (@ guideline showing the proportions of food types people

=0 should eat to hawve a balanced and healthy dist), how much of people’s diet should be made up
of starchy foods? (tick one)

% plate - |

% plate —

2= plate - |

Mot sure —

Section 2: Experts classify foods into groups. We are interested 1o see wherther people are aware of
food groups and the nutrients they contain.

Do wou think These foods and drinks are typically high or low in added sugar? (tick one box per

1 food)
High in Lo i
added added Mot sure
sugar sugar
Diet cola drinks - | = -
MNMatural yoghurt - O —_
lce cream = = =
Tomato ketchup — — —_
r=lom — = —_

254



2. Do you think these foods are typically high or low in salt? (tick one box per food)

High in salt Lo i MoT Sure
salt
Breakfast cereals = 0 =
Frozen wvegetables - | = =
Bread - | = [
Baked beans —a — —
Red meat = 0 _
Canned soup - | = =
3. Do wou Think these foods are rypically high or loww imn fibre? (tick one box per foo.d)
High in Lo i Mot Sure
Tibre Tibre
Cats i — =
Bananas = = |
wWhite rice - | — =
Ezes — = =
FPotatoes with skKin —a — —_
Pasta o | = |
a. Do you think these foods are a good source of protein? (Tick one box per food)
Soocd Mot a good
source of source of Mot sure
protein proTein
Poultry i = =
Cheese - | = =
Fruit = 0 _
Baked beans - | = [
Butter - | = [
MMuTs = = [
s. Wihich of the following foods do experts count as starchy foods? (tick one box per food)
Mot a
Starchy starchy Mot sure
Food Food
Cheese — = =
Pasta = = =
FPotatoss a 0 =
MuTs = = [
Plantains = |
. Which is The main type of fat present in each of these foods? (tick one box per food)
Polhyunsaturated Monounsat-  Satwrated fat | Cholesterol Mot sure
fat uratved fat
O oil 0 | 0 = =
Butter = = = = =
Sunflower oil — —_ = = =
Ezes = ] = = =
7. wWhich of these foods has the most trans-fat? (tick one)
Biscuits, cakes and pastries - |
Fish ]
Rapeseed oil - |
Eges |
Mot sure - |
™ The amount of calcium in a glass of whole milk compared to a glass of skimmed milk is: [tick
B onel
About the same . |
MMuch higher |
PAuch lower . |
Mot sure - |
a Which one of the following nutrients has the maost calories for the same weight of food®
” (tick omne)
Sugar |
Starchy |
Fibre/roughage |
Fat |
Mot sure . |
100 Compared to minimally processed foods, processed foods are: [tick one)
Higher in calories |
Higher in fibre |
Lowrer in salt |
Mot sure . |

| Section 3: The next few items are about choosing foods

If a person wanted to buy a yogurt at the supermarket, which would hawve the least

1. sugar/sweetener? [(tick one)

0% fat cherrmy yogurt |

Matural yogurt |

Creamy fruit yogurt |

Mot sure . |

= If a person wanted a soup in a restaurant or cafe, which one would be the lowest fat option?
B (tick one)

Mushroom risotto soup (field mushrooms, porcinl mushrooms,

arborico rice, butter, cream, parsley and cracked black pepper) |

Carrot butternut and spice soup (carrot , butternut sguash, sweet
potato, cumin, red chillies, coriander seeds and lemon) —_

Cream of chicken soup (British chicken, onions, carrots, celery,
potatoes, garlic, sage, wheat flour, doubile cream ) ]
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Mot sure

Which would be the healthiest and most balanced choice for 2a main meal in a restaurant?

5. (tick ore)

Roast turkey, mashed potatoes and vegetables —

Beef, Yorkshire pudding and roast potatoes —

Fish and chips served with peas and tartar sauce —_

Mot sure —

q. Which would be the healthiest and most balanced samndwich lunch? (tick ons)
Ham sandwich + fruit + bluseberry muffin + fruit juice —_

Tuna salad sandwich + fruit = low fat yogurt + water —_

Egg salad sandwich + crisps + low fat yogurt + water —_

Mot sure —

5. Which of these foods would be the healthiest choice for a pudding? (tick one)
Berry sorbet —_

Apple and blackberry pie —_
Lemon cheesecake [

Carrot cake with cream cheess Topping T

Mot sure -

& Which of thes=s combinations of vegetables in a salad would give the greatest variety of

witamins and antioxidants? (tick one)

Lettuce, green peppers and cabbage - |
Broccoli, carrot an tomatoes |
Red peppers, tomatoes and lettuce o |
Mot sure - |
7. If a person wanted 1o reduce the amount of fat in their diet, but didn't want 1o give up chips,
which of the following foods would be the best choice? (Tick omne)
Thick cut chips |
Thin cut chips (- |
Crinkle cut chips |
Mot sure - |
a. One healthy way to add flavour to food without adding extra fat or salt is to add: (tick one)
Coconut milikc - |
Herbs —
Soya sauce o |
Mot sure - |
. Wrhich of the following cooking methods reguires fat o be added? (tick one)
Grilling (- |
Srteaming (- |
Baking |
Sautéing —
Mot sure . |
10 Traffic lights are often used on nutrition labellimng, what would amber mean for the fat content
of a food? (tick one)
Low fat . |
Medium fat |
High in fat |
Mot sure |
11, “Light” foods (or Diet foods) are always good options because they are low in calories. (tick
ane)
Agres —_
Disagres |
Mot sure . |
The following questions are related to food labels:
Product 1 [Sweat bizcuit) Produce 2 (Saveury blsouit)
Each bhiscuit (9.5g) contains: Each biscwit (16g) contains
Calories Swgar Fat  Saturates Salt Calories Swgar Fat Saturaies Sai
43 2g 1a 19 o.1g &6 19 3g Trace 0.3g
% % 2% 3% % 3 1 " 1% a%
Typical valwe (as sold) per 100g- 450 Kcal Typical value [as sold) per 100g: 412 Kcal

I Ingredient list: Oat flakes, sugar, palm oil, Ingredient list: Wheat Flour, Palm Oil,
fortified wheat flowur, wihole wheat flour, Corn Syrup,. Malt, Salt, Yeast, Leavening
fructose, malt syrup, salt, rasing agents Agents (Sodium Bicarbonate, Ammoniumm
sodium hydrogen carbonate, anmnmonium Bicarbonate, Sodium Pyrophosphate),

Corn Starch, Soy Lecithin, Sodium

hydrogen carbonate, fllavouring
ulphite (Baking Agent)

Looking at the product 1 and 2, which one has the most calories (kcal) per 100 grams (tick

12,
one)

Product 1 . |
Product 2 . |
Both hawe the same guantity - |
Mot sure |
13 Looking at the product 1, what are the sources of sugar in the ingredient ist? (tick one)
Sugar and malt syrup |
Sugar, fructose and lecithin . |
Sugar, fructose and malt syrup . |
Mot sure . |
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1. Which of the diseases is related to a low intake of fibre? (tick one)

Bowel disorders
Anaemia

Tooth decay
Mot sure

oo

2. Which of these diseases is related to how much sugar people eat? (tick one)

High blood pressure
Tooth decay
Anaemia

Mot sure

uoon

3. Which of the diseases is related to how much salt (or sodium) people eat? (tick one)
Hypothyroidism
Diabetes

High blood pressure
Mot sure

uooo

a. Which of these options do experts recommend to reduce the chanmnces of getting cancer? (tick
aone)

Drimking alcohol regularhy
Eating less red meat
Awoiding additives in food
Mot sure

uouoa

5. Which of these options do experts recommend to prevent heart dissase? (tick one)
Taking nutritional supplements
Eating less oily fish

Eating less trans-fats

Mot sure

uouoa

6. Which of these options do experts recommend to prevent diabetes? (tick one)
Eating less refined foods
Drimking more fruit juice
Eating more processed meat
Mot sure

uooo

7. Which one of these foods is more likely to raiss people’s blood cholesterol? (tick ome)

Eses
wegetable oils
Animal fat

gooo

Mot sure

a. Which one of these foods is classified as having a high Ghycaemic Index (Ghycasmic Index is a

measure of the impact of a food on blood sugar levels, thus a high Glycaemic Index means a
greater rise in blood sugar after eating)? (tick ons)

Wholegrain cereals —

wehite bread [}

Fruit amnd wvegetables d

Mot sure —_

=R To maintain a healthy weight people should cut fat out completehy. [tick one)
Agres= =

Disagree —

Mot sure |

10. To maintain a healthy weight people should eat a high protein dist. (tick one])
Agres =

Disagree [ }

Mot sure —_

1. Eating bread always causes weight gain. (tick one)

Asre= —

Disagres —

Mot Sure |

1= Fibre can decrease the chances of gaining weight. (tick one]

Agres [ }

Disagree O

Mot sure —_
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13. What of these options can help people to maintain a healthy weight? (answer each one)

Mot eating while watching TW
Reading food labels

Taking nurritional supplemeants
Ponitoring their eating
MMonitoring their weight
Grazing throughout the day

Yes

gooooo

Mo

agooooo

Mot sure

agooooo

14, I someone has a Body Mass Index [(EMI) of 23kg/m®, what would their weight status be? [tick

one)
Underweight
Mormal weight
Cwenweight
Obese
Mot sure

ooooo

15, If someons has a Body Mass Index [BMI) of 31kg/m?, what would their weight status be? (tick

one)

Underweight
Mormal weight
Owverweight
Obess

Mot sure

Look at the body shape below:

Wl

Fua trase

ooooo

16. Which of these body shapes increases the risk of cardiovascular diseass [Cardicvascular
disease is a general verm that describes a disease of the heart of blood vessels, for example,
angina, heart attack, heart failure, congenital heart disease and stroke)? (tick ona)

Apple shape
Fear shape
Mot sure

[ |
[ |
[ |
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Appendix L Student’s teaching and learning record

Teaching and Learning Record

Lesson plan

*Required

Subject No *

School tutoring at *

|dd/mm/yyyy

Teaching plan

What do you teach?

What objectives are you trying to achieve? #

1st Topic, outline what activities, exercises and/or teaching aids vou will be using this lesson *

Time allocation (in minute) *
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Appendix M Students’ learning goals

o

>

&e

o

o

&e

Personal Learning Goals

*Required
Subject No. =

[ -]

Goal 1 (please tvpe here) *

Timeline (1st) =
Define a timeline for yvouor strategy. When do yvouo plan to start. assess and finish the processT

Mleasures to kmowsy if the oal is accomplished (Lst) ~
Fow wrill you know that you've reached your goal? TWhat will yon measure and how will you measuare it?

Tearming activities/strategzies to accomplish the zoal (Lstd =
At el o doT Admm to define oo specific and measurable stratesies

Resources to help accomplish vour gsoal (Lst): —
What rescurces do vow have or meed to achicewve vour goal?

Consider factors that mmay affect the likelibhood of your success

How important is it for you to achieve your goal? =
1 2 3 4 5 [ ra = o 10

feast important @ @ @ @ @ @ @ @ @ @ mostimportant

How comfident are vwou that vou can achieve vour goal (orr malke reasonable progcress
towards vour gsoal)?®

1 =2 3 e > o 7 = k= 10

least confident @ @ @ @ @ © @ @ @ @ mostconfident
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Appendix N Student’s teaching reflection form

Teaching reflection

Your reflection
*Required

Subject No *

Total preparation time for this lesson (in minute) *

School tutoring at *

dd /mm Syyyy

Lesson reflection *
Please write few sentences about your lesson reflection. Include whether your objectives
were/were not achieved and why, as well, what worked and what did not.

Please rate your performance after each lesson (from 1 to 10) *

12 3 4 5 6 7 8 9 10

lowest @ @ @ © @ @ © ©@ @ @ Highest
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Appendix O Sample translated transcript

Q: Okay, so I guess | don't need to introduce myself. | am Q, and this is V besides me; he will
also raise question in this Focus Group as a researcher. First of all, thank you for your
participation. The purpose of this Focus Group is similar to the questionnaire we’ve filled
before. It is related to your participation in the community service project, where you deliver
English language tutorials to a number of secondary school students. It is about the self-efficacy
in English for students of Hong Kong Institute of Education, which we call Self-Efficacy, and
to investigate your engagement in learning. Information and context of this interview will be
kept confidential, and no personal opinions will be disclosed. All relevant information will be
used for research purposes. We will now start the audio recording of this Focus Group, but you
hold the right to interrupt and terminate such action anytime. You also have the right to refuse
to answer any of the questions, and this will not have negative impacts on you, meaning that
no academic activity at your institution will be affected.

So first of all, 1 would like to enquire about this community service experience. My first
question, is what do you think about this community service program? This is a very general
question. Please feel free to answer.

B: I will answer first. (Q:Okay!) I am B. | think this is a rare opportunity; it really gives me the
opportunity to interact with secondary school students, through more than 10 tutorials; to
conduct academic investigations with them as a teacher, while raising my confidence in my
English language skills.

Q: Okay, does anyone have any other opinions?

A:l think this project is very meaningful; you don't only teach secondary school students, but
also to improve your English language skills. You have to prepare beforehand and to be willing
to talk in order to make your students follow, thus, improvements in both areas.

Q: How about the others?

D: I think I certainly possess the knowledge | teach them, but I just don't know how to deliver
it to them. It may be difficult at first, but after searching for things that I have learnt before and
coming up with a method to teach them, like the steps, such as teaching them to raise an
example first or to raise their interest first, will facilitate their learning. | think I have a grasp
of this method, and I see this as something | have gained.

Q: How about C? Any opinions?

C: I don't know if it’s because of this program or not, my English skills improved. But I think
this will help my internship in the future, as | become less anxious when facing students. The
first tutorial 1 was worried; I didn't know what to say and | was worried that they might be
afraid of me; but after these tutorials everyone seems to have found a way to interact; | don't
scold them, and | teach them as if we are friends. | hope that they would also gain from this
program.

E: I didn't have any experience in teaching, and therefore this experience, although it is difficult,
it is very valuable. It is beneficial to both our students and us. When | prepare for lessons |
would think of ways to raise their interests. I would also work on my English foundations
during then.

Q: Good. Anything else to add? Why don't | ask you a question? A further question. You said
you had no experience in teaching before. Is that true? For all of you?

B: I had experience in teaching, but not formally teaching a class. We delivered tutorials to
individual primary students. And have taught martial arts, but not as a formal class.

Q: So only you have gave tutorials before, but not the others?
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D: I have had experience before as well (Q: experience in tutoring...), one-0n-one tutoring, but
not three people, like a class. At this school I have to stand in front of the blackboard and give
them a lecture; stop a while and let them think, and then ask them whether they have understood,
just like a proper class (Q: you haven’t tried that before?) No, I haven’t.

Q: That means your previous experience involved one-on-one tutorial. Maybe F doesn't have
experience in tutoring? Okay, both of you haven’t. But you three have.

F: I have tried group tutorials, but not with students at such high forms. Some of them are even
older than me, and some of them are of similar age, with one of them being 18 turning 19. I am
slightly scared (Q: Because they are older...) because they are older than me. I'm scared that
they’ll say that I am... I don't know... but it is going well, after so many lessons.

Q: Okay, good. I will now move onto the second question. About participation in this
community service program. What effect do you think this program has on your grasp of
English?

B: I have to do revision on junior high school materials. It may be that | have forgotten much
of the things I’ve learnt, like some commonly used sentence structures and tenses that | don't
use on a daily basis. Now that I have revisited these materials, I would think: “Oh? Maybe I
can try to use that, maybe when | try to teach them how to make a sentence richer while
composing sentence structures, to make them longer and more detailed. That is actually useful
for myself too.

Q: How about the others?

D: Sometimes when | teach them a topic, |1 would tell them what mistakes people usually make,
and in that case, | will have to find out on purpose what mistakes people usually make and then
tell my students; | would also try to avoid them myself.

A: 1 think it would also improve my familiarity with certain English words, because sometimes
you see words that are not very familiar, and you cannot remember their meanings. But when
delivering tutoring in this subject sometimes | would use a certain word repeatedly, and that
would definitely make me more familiar with those words.

C: I think I cannot tell what has improved practically. But | do gain more interest in English. |
used to be scared of the English language, and I had bad grades, | wouldn't have the initiative
to read an English book, won't search for information on the Internet; but now I'm slightly
forced, to teach them. | will take the initiative to gather information from libraries, and watch
movies in English, and listen to English songs. Now | like English more than ever, but | cannot
tell if anything has improved practically.

F: I used to be confused with grammar and tenses, and | just stayed half-baked. But when |
have to teach others, I try to find ways to make it clearer for myself, especially for grammar. |
know more vocabularies now. But for me, I am weak at English speaking; but as | speak
Cantonese more in class, there has not been much advancement.

Q: There are several aspects of English language, written, oral. Which areas do you think the
program improves? Or, like F has said, it does not help her speaking. How about the others?
Which areas do you think it helps you with?

B: Writing (Q: Yes, can you give us some examples?), because we have to teach them grammar,
for example they’re being tested on passive voice in their exams, those usage of sentence
structures, so in terms of writing.

Q: So you think in terms of writing, this program is best for writing.

B: There really isn’t much about speaking. Not because I don't want to speak in English. They
just don't want to listen.

Q: So if you teach in English, they are unable to absorb what you are trying to deliver. And so
you've used Cantonese as a supplement to cater their English levels. Okay, how about the others?
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A: 1 think speaking. Sometimes after asking them questions in English, if they didn't understand
I would translate them into Cantonese, yet they were still unwilling to take the initiative to
answer them. Towards the end, they had shown some initiatives in that.

Q: So they answered you in English.

A: Yes.

Q: That’s very good! So you would ask them the questions in English, and in case they don't
understand, you would translate them into Cantonese, and now they’re willing to answer you
in English. Excellent. Which grade are your students from? (A: form 2) Form 2 students. (A:
Lower grades). Okay. How about the others?

D: Do you mean how this program has had an impact...

Q: Yes, in terms of English reading, writing and speaking. Do you think there’s any? It’s alright
if there isn’t.

D: I think reading and writing, because I have to read a lot of books when | prepare tutorials. |
would also watch and select clips of movies, and decide which scene is worth discussing about.
That is good for my listening. In terms of writing, | have taught them a lot of grammar, and so
| have become more aware of grammatical mistakes myself, which was an improvement.

Q: How about C? Are you unsure or...?

C: I don’t know, but certainly not speaking, because my students rarely speak Cantonese. They
would either talk in Mandarin or English, because they wouldn’t understand what I was saying,
and vice versa. They have an accent.

Q: So they’re willing to speak in English, but they have a foreign accent and so...

C: Sometimes I don't understand what they’re talking about and so I would become terrified
and speak to them in English. That’s why I don't know if I should speak to them in Mandarin
or in English. They wouldn’t understand if I spoke Mandarin, so that's rather annoying...

Q: So what did you do in the end?

C: I would speak both, meaning that if they don't understand when I speak in Mandarin | would
switch to English. But for me | want to use Cantonese, because | would feel very nervous if |
were to speak English with them.

Q: But do they understand?

C: Yes, But don't know how to express in English.

Q: So not fluent. But they do speak to you in English.

C: Yes, but they would use Mandarin.

Q: So they would use Mandarin amongst themselves, but would speak to you in English. Okay,
F do you have anything to add regarding this?

F: For myself.

Q: Yes, for yourself. You've mentioned that it might not help your speaking skills. So do you
feel it doesn't help with anything else? Or does it?

F: Sort of. I would provide them with articles to read from time to time, and they’ll have to
read it at least once. So its helps with wording and structuring of articles.

Q: Good. So I'lll move on to question 3. What do you think about the workshop? The 3
workshops?

B: I think they are helpful. Although not much detail can be taught as there are only 3 sessions,
out instructor provided us with an insight into how a teacher should present his image? I could
learn how to be confident, he showed it through obviously. Then | would try to imitate him
when | teach. He often asked us about how we intended to teach. I would tell him and he would
provide me with useful and practical suggestions. For example, | was teaching my students
how to read the past tense and past participle forms of words, and he said that is too stiff and |
shouldn’t teach like that; that it would be hard for them to memorize. So he suggested me to
give more examples of how those words can be used, and only then would my students
understand and be able to apply. So I tried that, and | could see better results. For example I
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would look back at certain exercises, and say: “I’ve taught you this word before. Do you still
remember? Then they would answer: “Yes, I think I do”. Sometimes they are able to answer,
and sometimes... [ don’t know if they actually remember, but at least they have responded. So
I think his suggestions are useful. If I carried on using my way to teach, they would definitely
feel bored and think that it’s impossible to remember. | think.

Q: How about the others? What do you think? This time | am asking about Workshop, English
Workshop. Those three sessions we provided, which were taught by L.

A: They are quite useful, because we had a chance to hear how the students are taught. Wrong
methods then can be avoided. For example, don't play the entire movie; you can just select a
section. Some mistakes can be avoided.

D: I also think that it is good to gather a class for that. He would be an outsider, when we would
think about our points in our own minds and we unconsciously constrain ourselves. For
example, when | was teaching past perfect tenses, I didn't know how to teach. He suggested
me to use a timeline, and it instantly became clear to me. | had a class that afternoon, and 1
pointed at where past tense lies on the timeline and they understood much clearer instantly. |
felt that that lesson was a success and | was confident. When they didn't understand what | was
teaching in the first tutorial, | felt a blow at my ego. | would think that | had done something
wrong. Now that they understand, | feel much better.

C: I think it was useful too. But what was different was that | felt even more nervous after the
sessions. That is because he appeared to me as a model English teacher, and | am far from that.
People would expect an English teacher to be like him, but I am not, that makes me extremely
nervous. | would wonder if we could do better in lessons. But I think the workshop was very
useful, at least for me. (Q: In what ways?) For example in the last session, he inspected others’
tutorials and suggested them not to stand outside teaching; that they should shorten the distance
and not only talk to 3 to 4 students. | think that was useful to me.

D: I would give my students exercise in my lessons. | could ask them to complete the entire
piece themselves and hand them in for me to check, but now I would ask them to do the
exercises part by part, and | would discuss the answers with them question by question, and
ask the students who got it right and who got it wrong. And then | would tell them why that
was wrong.

Q: So you reflected to the instructor of such issue and he gave you advice. You have covered
some of the thing | want to ask for question 4. My forth question is how can the English
instructor improve you English ability? What impact? You have mentioned a bit earlier. Is
there anything you would like to add? Or perhaps you can tidy up the ideas of how an English
instructor can help you improve your English. Or you can tell us which area of training we are
lacking, that we can help you through lessons again?

D: 1 think it is good that he insisted to use English to lead the discussion, even though he
understands Chinese. That means that everyone was forced to speak in English, and it became
more like an intellectual exchange. After that everyone became more confident and contented.
I think that’s quite good.

Q: So the method the instructor uses is to speak to you in English whenever he sees you. And
you think that’s good.

D: Yes, He said: “It’s alright, if you think English is not clear enough you can speak in Chinese.
But he would reply in English. | think he is very tolerant, because | am not very fluent.

Q: Okay, how about the others?

B: Although he asked us to use Chinese, we didn't; we tried to use English as much as possible.
| felt confident at his classes; as | have mentioned before, he insisted in speaking English, and
he was very fluent. So I thought: “Oh? I know what he’s talking about. I understand 90% of
what he’s saying. That's impressive!” Of course I wouldn’t know if he had dumbed down his
English level to teach us, but I realized | could understand him; I could understand all,
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fundamentally. And then when I spoke, | spoke very fluently. I felt that | was fluent. | felt good
about myself. It really gave me confidence, because after | spoke, | felt that there were things
that I shouldn’t have said, like grammatical mistakes. But he would laugh it off, and that gave
me confidence.

Q: How about the others? What do you think?

A: The advice was very to-the-point, meaning he would formulate a suggestion according to
your specific issue. The advice was not over general; he really would give us advice.

Q: F, do you have anything to add?

F: As we had to speak in English, | was nervous at every workshop; but I think that's quite
good, at least there’s a chance for me to give it a try.

Q: So you would feel nervous before the workshop, because you knew that you will be forced
to speak in English. But how about during the workshop?

F: Slightly more relaxed.

Q: Or is there anything that C would like to add? Nothing. Then | will add in another question.
If we are to hold similar workshops in the future, what kind of training do you want us to
deliver to facilitate your teaching?

A: To talk more about things that we need to teach. Sometimes I wouldn’t know what to do,
and | could only search the Internet, but | am unsure whether materials on the Internet are
reliable.

Q: So you mean English foundations? Like foundations in grammar.

B: Yes, that's what | feel as well. (Q: you think that would be useful?) It would be nice to talk
briefly about that, even not detailed. And you can talk about the scope of their exams, like how
they’re examined in secondary schools. The last time I had a class with my students, they
pointed out what their exams would cover, from the grammar book, but then they started
arguing about the scope. I thought, how could they not know? How can | teach them then? As
| really want to help them with their exams, | want to know the scope of their exams and focus
on those areas. There are only 12 sessions and | want to be able to help them in these 12 sessions.
Therefore can we focus on teaching what the examinations would cover?

Q: So what their exams would cover from their lessons. What are they teaching? What books
are being used? So have they shown you? What they’ve been learning from their textbooks?
B: Yes, | asked my students if their English is poor, how do they normally do with their English
lessons at school. They said they would sleep the whole way. If that really is the case, | think |
should give them a revision lesson. Teaching in Chinese is better, because they might not even
know what passive voice is. | have to start from the beginning.

Q: Okay, so they have stated that they sleep in class because they don't understand. Do these
students possess learning initiatives?

B: Yes, some of them.

Q: So some are not well-initiated. Do they sleep in other classes as well?

B: That I didn't ask them.

Q: You didn't ask them. Okay, how about the others?

F: I think he should teach us more on how to teach others. In the first lesson, he said we need
to forecast unexpected situations, for example what questions will a student raise? You should
first think about how you could answer. I went home wondering, but | couldn't figure it out.
He didn't tell us how to do it. I think he can tell us next time, meaning that he can find one or
two examples to better explain, so that | can come up with ways to deal with them.

Q: So what you meant was how to deal with students (F: Yes.), and to give you some examples.
That would be able to help you. What do you guys think?

C: I want him to teach us how to make students learn better, like what special skills are there;
to let me become more familiar with that.
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Q: Any ways to make them memorize or learn better. These methods can facilitate your
teaching. Okay, so that's about the English workshop. Anything to add? Okay, | will change
the topic to preparation. How do you prepare your tutorials?

B: At the beginning, | would search for form 3 books in the library, because my students are
from form 3. | would find all the questions and copy them for references. But after the first
class, I realized that they don't reach the form-3 English level, and all the worksheets | prepared
were wasted. They took me a long time to prepare.

Q: So their English level is lower than your expected form-3 level.

B: I think they are around primary-school English levels. | knew that their English level was
low, and I integrated some primary-school questions into the exercises once. | didn't know how
to do it; they didn't even understand ‘what’, ‘who’ etc. I was quite shocked. How can they not
know this at form 3? What did they learn in class?

Q: So you’ve experienced, you said that was at the beginning. So what about after that?

B: Then | became clear of their issues; they don't know words; they lack knowledge in
vocabulary. That’s why I taught them more vocabularies.

Q: So you’ve identified that they lack vocabularies.

B: Yes, because I've asked them whether they know how to do the exams; they said they
couldn't do it because they don't even understand the questions. That means they have so little
knowledge of vocabularies that they don’t even know what was being asked. Well then, they
said they only copy the questions onto the answer sheets. So | tried to show them the verb table
more often, and told them it is impossible for them to catch up with the form-3-level
immediately. 1 told them that they’d have to improve step by step; at least they’d need to
understand the questions first. So what | had prepared was completely wasted

Q: What about now? After you understand the issue, you focused on vocabulary. Where did
you find the materials?

B: On the back of primary-school textbooks, because they don't even know the words they
were supposed to learn in primary school.

Q: So you were mainly looking at textbooks. Yes, Okay. How do the others prepare?

A: I'would also find exercises for them to so. For the first few lessons, if | wanted to teach them
tenses, | would find relevant exercise for them to do, but the atmosphere was boring. | then
heard from the workshop the advice to play movies and videos in class, and so I tried to find
videos to share with them. TO practice speaking and sharing. The atmosphere was much better.
(Q: that's good to hear.) They actually prefer speaking than doing grammar drills. So now
through online songs or clips of videos...

Q: So you prepared that and you think the results were outstanding.

A: Yes, better than doing exercises.

Q; But each session lasts one and a half hours. Do you think videos clips of a few minutes is
enough? For the whole lesson.

A: No, there are several clippings.

Q; Several video clippings and some songs that you've mentioned before. Okay, how about F?
F: Um, | faced a similar situation where some of them don't possess a very good level of English.
So for the first one to three lessons | prepared some exercises and articles for them, and they
thought that they were hard, and didn't know how to do it; there were unfamiliar words in every
question. They think that the articles were too long, and the words were very difficult, so |
found some that suited their levels. They would lean on the table when they do the exercises.
That means that they were bored, so | would think of other ways, for example, to produce some
sentence-matching exercises and play video, and like the drawing exercise that | have
mentioned to you before.

Q: Why don't you talk more about the drawing exercise; others might not be aware of it.
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F: Some teachers have done it before at EAUHK, and that is to give one student a picture; he
has to describe it to another student, and that student has to draw it out.

Q: So you’ve tried this exercise? How were their reactions? Do they accept this game?

F: It was okay. They were very shy. They were scared that they would describe them wrong,
but at least they tried.

Q: Yes? That’s very good! How about C?

C: My situation was different to (B). My students are from form four and | looked up one or
two reading pieces; one was from form 3 and the other from form 4, and then they did it and
said: “Miss, this is so easy”. They have rich vocabularies. When I prepared for lessons, I would
read the articles and think of possible words that they wouldn’t understand. So I highlighted
some words and looked them up. They know a lot of words, they really do. Maybe I don't know
much, most of the time they would be able to explain the meanings when | had to look them
up. I admire them for that. Then I would look for HKCEE exercise reading at the library, which
is form 5 materials, and they said those are alright. | gave them some exercises on that and they
were able to do them. So I think their English level is quite...

Q: So they were able to do form 5 exercises?

C: I mean, they didn't get a very high mark or get them all correct, but they would understand
the passages. They would be able to guess the meanings of words they don't know.

Q: That’s quite clever!

C: I think they are very clever!

Q: Do you give them anything else other than exercises? So you mainly prepare exercises.
Anything else?

C: Although they are willing to speak English, sometimes they would get the tenses wrong,
and this is what 1 am focusing on right now. | asked them whether they know which tense to
use, they were able to talk about it but they didn't quite understand how to use them. They
would mix them up. So | am teaching some basic material right now; they know a lot of
vocabulary, so I won’t teach them more; that would be tiring for me. So | would teach some
basic things, maybe things that they’ve learnt before but don't quite remember, then I would be
able to teach them and I wouldn’t need to spend too much time on preparation.

Q: That’s good! So I've asked you how you prepared; have you ever encountered any
difficulties during preparation?

A: 1 think so, Yes. Because the amount to be prepared is huge, tenses and grammar. I wouldn’t
be able to decide what to teach sometimes. Sometimes | jump from one to another; teaching
them tenses for a day, and teaching something else on another day. It wasn't very organized.
Q: So you think it's hard to make the materials being taught at different sessions coherent.
Anyone else hold a similar view?

D: I didn't know what they knew before | started teaching them, and so after several sessions,
| said why don't you write me something? It was then | realized that they had problem with
simple tenses. They also thought passive voice was the same as past tense. | could only plan
what to teach after reading their writings. But sometime 1 still don't know which order to put
them in, to make the materials more organized, or to progress in terms of difficulties.

Q: Anyone else encountered any issues other than coherency?

B: I have just mentioned that they don't know many vocabularies, then | would find some verb
tables for their reference. | know this way of teaching is boring, but | knew clearly that that
was the way to help them. But they were so bored that | had to play movies in between, but
they wouldn’t understand those movies as well. I had to choose a lot of movies; I had to watch
a lot of them and pick ones where English was spoken clearly—there was one which was
difficult to figure out what they were saying—but I think it’s best to play cartoons, because the
English used in cartoons is usually clear and simple. But | fear that they would feel that cartoons
are too naive. So I would play some in the end. But only few movies really...
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Q: ...can suit their levels. How about C? Any difficulties?

C: At first I would search for information online, and the passages | find may have been written
by a secondary school student and I didn't know if it was a perfectly written one, and so | had
problem selecting materials for my students, because | might not be able to spot mistakes from
those passages. I was worried that I would teach them incorrect materials. That’s why I thought
it was difficult to find teaching materials. If you only give them exercises found from library
that would be very boring. | want to find more interesting passages but I didn't know if the ones
online are correctly written. | think the search of teaching materials is quite troublesome.

Q: Difficulties in searching materials. How about the others?

F: They always want to watch movies.

Q: Always want to watch movies.

F: I also thought about the subtitles. They wouldn’t understand if the subtitles are all English,
but if there was a combination of both Chinese and English, they would definitely look at
Chinese.

Q: So about the subtitles...

D: I played a movie in English last time, and after twenty minutes, one student started reading
the magazine that he brought to class, and another was looking aside. And | thought, is it really
that boring? I thought it was interesting and suitable for them. | asked whether | should switch
to Chinese after a while, if they didn't understand; | wrote down lines which | thought were
useful, so they could learn from that. After the third session, when | played movies, they
automatically chose Chinese subtitles.

Q: Used Chinese subtitles...

D: Yes if English subtitles, they wouldn't be interested, they would fall asleep immediately,
that was what they said.

B: At last | showed them movies with Chinese subtitles. They seemed to concentrate well. One
of the students, | have 3 students, he was most enthusiastic about learning, and after watching
the movie with Chinese subtitles, he asked me how to pronounce a specific word. Which word
corresponds to which part of the subtitles? For example, “sister”, where is it? Then | taught
him. | think they learnt better with Chinese subtitles.

Q: So they still had the initiative to ask you some English questions.

B: And I saw that they would follow and read out the words. | was surprised, that was really
nice. They followed, their learning interest was enhanced because of the movie, The Mummy.
C: When | watch movies with Chinese subtitles, 1 am happier. So | asked my students: would
you like Chinese subtitles? But they asked me back: why not English? It is English lesson. So
| said ok. And after 10-something minutes I asked them: Do you understand? And they said ok,
they really got the humor of the movie. | guess they did understand the movie. So it is me who
was hopeless. | prefer Chinese.

Q: How about others? Any other difficulties in preparation?

A: Did you show the whole movie?

D: Ye but I separated to two clippings.

B: For sure.

D: One movie would occupy the whole lesson.

Q: So you showed the movie sessions by sessions. You mentioned that you had difficulties in
organizing the tutorials cohesively and there were problems in searching teaching materials
and movies. How did you solve these problems?

B: Watch more movies. | don't have many movies at home and | won't download movies online.
So I have to select from the VCDs and even tapes at home.

Q: So you try to solve the problem by yourself.

A: | found movies from library.

D: Going to EQUHK on purpose
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B: Yes

Q: What else besides this? Besides selecting teaching materials during preparation?

B: Teaching materials, and | think exercises. | had to teach them their exam scopes but the
exercises | found were of secondary school level. And they couldn't understand, they didn't
understand what | was talking about. It was really difficult to teach. It was difficult to find
exercises that suit their level.

Q: Selecting exercises, so once you identified this problem, how did you solve this?

B: I made up my own exercises instead of searching for existing ones.

Q: So you designed your own materials.

B: But the problem is, I can't make up a lot of exercises. | fear | make mistakes, even with
simple drills, there are chances for errors.

Q: What about others?

A: The time constraint, | had to teach on Monday and Wednesday. Once | finished Monday,
Wednesday came, so tight.

Q: How to solve the time management problem?

A: Tried to do the preparation one week ahead.

Q: So better time management, better planning. Fion? What problems did you face and how
you tackled?

F: There were some weak students but there was one good student, with better results and more
proactive. The remaining two were weaker in both aspects. So I had to take better care of them
and asked them more questions.

Q: You solved the time arrangement issue by giving the weaker ones more attention. OK did |
ask you how you prepare?

D: No I don't think so.

Q: Please supplement.

D: How to prepare teaching materials? (Q: Yes.) | searched online, | read, | have a grammar
book. I selected from it. When I need relevant knowledge, like how to organize, depending on
what they didn't understand. At the beginning the lessons were rather loose, teaching some
reading skills. But later discovering their writing problems, | started to think that teaching
tenses might be better. So the fourth, fifth, sixth lessons were tenses. At last, the tenth class, |
found that their pronunciation were not accurate. So | taught them pronunciation for two
lessons, though they seemed uninterested. | don't know why they liked writing a lot, as if they
enjoyed being tortured. They preferred applying the grammar they learnt to write. But
pronunciation they are not interested. That's alright. | taught them passive voice and also some
vocabularies when they figured they didn't understand. Remember how to pronounce “magic
key”? The vowel is longer. So I taught them speaking and grammar, something like that.

B: I’d like to add a few words. Although I had mentioned that the English language level among
those three in my class vary greatly, one of the students reaches secondary-school's level of
English. So when 1 assigned exercises, because their levels were so different, I had to assign
secondary school materials to the capable student, and my self-made exercises to the others.
Q: That means you might had to prepare two sets of exercises...

E: Yes, the time | spent on preparation had to...

Q: Had to double.

B: That’s right.

D: Oh, and also sometimes after teaching certain materials, it’s not like they didn’t understand;
they understood at that time, but when they were asked to use them in practice, they have
already forgotten. Don’t know if they had put in efforts in the classroom, or back at home, to
remember the materials. I’'m slightly irritated; don’t know how to maintain their levels. Don’t
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know how to make them remember even when they’ve returned home. They are very self-
disciplined; if you give them exercises, they would hand in the work. But at the end when
they’re asked to write essays which utilizes the knowledge that they’ve learnt, sometimes they
make even the simplest mistakes. Too careless I think.

Q: But you haven’t specifically talked about how to solve that problem?

D: The challenge is to make them remember materials from the previous session when they
come to the next class, and be familiar with usages in the end. I felt that | am unable to maintain
their levels, and so the solution I used was every time when they’ve completed their essays, 1
would check if the three of them made any mistakes, and then | would gather the findings
perhaps say: ”Most of you have got this wrong”, “have you forgotten what I said last time?”,
“That is not how to end a sentence, you cannot put a full stop after ‘because’. It doesn’t exist”.
That’s what I told them.

Q: Good. We have reached halfway. Do you mind commenting on you own tutorials?
Comment on yourselves as well, and what are the results do you think? Do you understand my
question?

B: Useless. Haha.

Q: That means what comments would you give to your tutorials, and are they effective, do you
think?

V: Or do you have any ways to assess what they have learnt? Can you see any results? Things
like that.

B: If T was to talk about results I would say I am really disappointed. It may be because I'm
still teaching; I’ve only taught half of the syllabus, but I feel that they are starting to be less
interested. Less engaged than | imagined they would have been. They don’t want to come to
class everyday. | asked them whether they have signed up to the program themselves, and one
said: “yes, I joined myself”, and the other two said they were dragged here.

Q: Dragged by friends?

B: Yes, and that is different to what they told me at the beginning, that they’re all very interested.
That in turn means that | need to raise their interests, which is even harder than teaching them
English.

Q: Let’s comment from a different perspective. You are supposed to comment on yourself
instead of them.

B: That’s why the tutorials aren’t effective and that's not very good.

Q: Okay, how about the others?

F: 1think they are effective to a certain extent, because they really wouldn't talk at the beginning.
They would talk now, but the problem is that they still don’t talk much. For example, they
would answer the questions, but stop after one or two sentences. | had to keep on asking them
to continue their answers. But what | want is for me to ask a question and they would keep on
answering, like there’s no need to force them to answer by drilling with minor questions.

Q: Okay.

B: That’s actually pretty good, haha. They still wouldn’t talk after my 10" tutorial.

F: No, because when no one is speaking | had to say: “It’s okay, just talk like this”. And when
one talks, others...

Q: Would talk as well. Yes, so you think the tutorials are effective in a way that you can make
them start to speak English.

F: Yes, | want to speak for longer, or more.

Q: What do the others think?

D: They interest seemed to be declining, like sometimes they’re not attending every tutorial.
Like last week, there was no school and so they were unwilling to attend my tutorial. And only
one student attended the previous lecture.
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Q: So they are very lazy, and don’t want to attend tutorials when there’s no school? Okay, so
how about yourself? How would you rate yourself, do you think? Do you think you did well in
providing the tutorials?

D: Not very good. Sometimes, maybe the time management just isn’t very good. Like I have
prepared a huge amount of materials, but maybe some parts just require longer explanation,
and | would waste time on that and so | might be unable to finish everything.

Q: So you couldn't teach everything you've prepared. How about Kate?

D: I think did my best, but I don't know how to grade myself, because I can’t find a way to
assess whether they have learnt what I've taught and.. | forgot what I had to say.

Q: That’s fine, you can add to it later. So you are unsure of the result of the tutorials?

D: Yes. I think they actually want to learn; they are willing to listen to me I think. | mean, apart
from the last 5 to 10 minutes where they start to fall asleep, but I don't really mind, because it’s
the last 5 to 10 minutes, | understand. English is quite boring. At the beginning they would
complete a small exercise after learning something and get them correct, something when they
get it wrong | would explain it to them again; but after a few tutorials when | asked them to
write an essay, they made the same mistake again. That’s why I don't know if they’ve actually
learnt what | taught them.

Q: I guess it’s hard to judge. How about you, C?

C: I think what | earned was experience. We have to do internships if we study at education
institutions, and it can be that when a student raises a question | wouldn't be able to answer it.
But now I have learnt how to avoid it, no, I mean how to deal with them. If this is the real
internship and I don’t know how to deal with that, I think that would be a huge issue. This is a
very good experience for me to think about feasible solutions to this problem in the coming
year or two so that | can cope with my internship in the future. | feel that this helps my career
a lot. This is what I’ve gained from this program.

F: I think what I’ve gained from this is a sense of responsibility, because you have to think and
prepare what you want in a lesson. You are responsible for preparing what you want to teach
and what you want them to learn. Yes, the three students have spared time and came so far to
attend your tutorial, you wouldn’t want to deliver a poorly prepared tutorial. So we’ll have a
better sense of responsibility and want to teach well, allowing them to gain from this program
as well.

Q: How about the others?

B: I think what | have gained is the ability to manage a tutorial. At the beginning I thought:
“Oh, these tutorials should actually be more relaxing. If they would definitely think ‘oh, this is
so boring’ in my tutorials, I might as well be more lenient and make the tutorials more relaxing”,
but maybe it cannot be done this way; they will be over-relaxed and will play with their phone
throughout the lesson. | would think that unacceptable. Yes, but actually the first tutorial is the
most important in framing your image. | have asked my friends after my first tutorial; | have
friends who are teachers, older than me, and they said: “No, they would definitely test your
bottom-line at the beginning, you cannot set it too low and be too lenient, otherwise you would
fail”. After that I became harsher and harsher every lesson. This will really help my tutorials
in the future; this is a class-management skill. 1 am only going to deliver 12 tutorials for this
program, but if I am to complete my one-year internship in the future, or half a year, it would
be a big issue. That's all.

D: What I’ve gained... I think in terms of organization, | have learnt more on how to organize
notes. | have to organize the worksheets for every lesson in a very tidy manner so that my
students can understand and read from home. What else is there? At the beginning I sat for the
entire tutorial and only talked slowly about the materials that | had prepared, but then I realized
it is better to step out and talk; the students can see better and it is easier for them to copy the
material. 1 was pretty straightforward with teaching at the beginning, but later 1 began to
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integrate humor into my tutorials, and they laughed when | conducted lectures. For example, |
was discussing about a question and was teaching the phrases “who do you hurt?” and “who
hurt you?” Well, the answers to these questions are very different; one means that you are
hurting someone, and the other means that someone is hurting you. And as the discussion went
on, they laughed and eventually understood that you cannot add ‘do’ to every question, and so
they’ve learnt something. I think that’s quite good. I wonder if they can really remember or
understand the materials.

Q: How about you two?

F: 1 also gained on preparation skills, and interactions with students. | seldom interact with kids
younger than me.

Q: So it helps you with communications with children, well not children, but form 2 students.
Anything to add? Nothing. Okay. Then I would like to ask, what are your feelings after each
tutorial session?

D: | feel okay most of the time, apart from that lesson when | taught them present perfect tense.
That feeling was very bad. | had to think of ways to compensate immediately.

Q: What do you do when you think the lesson doesn't go well? What is there to review?

D: I think there’s problem in my teaching method. It may be that the lecture is too boring or I
am not very clear about the concept myself, and | have to process it through as | teach, making
my students very confused. In the tutorial that followed, | used the solution suggested by the
tutor Anita; | revised the material again at home, and so the next tutorial went better.

Q: So you revised the material and considered what you could do better.

D: Yes, that’s right.

Q: And felt much better after that.

D: Yes, and my students claimed to have understood.

Q: Okay. How about the others? How do you feel after delivering the tutorials? What are your
thoughts?

B: | feel tired, because my brain is exhausted. | have to face three students, and that is tiring.
Q: Anything else other than tiredness?

B: I always feel that I can never finish teaching the materials I have prepared, and then I’1l have
to decide whether I should carry on in the next tutorial. If I do, I will not have time to teach the
material | have prepared for that lesson, just like that.

Q: So it feels like you have to rush?

B: It’s irritating.

Q: But this issue... you were talking about the materials you have prepared. But is the syllabus
written by you?

B: Yes, because sometimes | don't expect them to not understand. | didn't know that there
would be so much that they don't understand. | have to waste a lot of time explaining, and |
feel that I might not excel at expressing myself, and that means | have to spend more time
teaching. It feels like we’re not on the same channel.

Q: So, what happens next? After you have realized the problem.

B: Stay behind, for a bit. Could only stay behind for a bit.

Q: So they...

B: Well, they were sort of willing to.

Q: To cover what haven’t been taught?

B: Yes, I try to extend the lesson for only 5 to 10 minutes. | don't want them to stay for too
long. I know they’ tired.

Q. How about the others? How do you feel after tutorials?

C: I would feel anxious before lessons. Worried that my planned material is insufficient for 90
minutes; worried that if I run out of things to say they would laugh at me. | would feel relieved
for a short period of time after every tutorial, because | didn't make any mistakes and my
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students didn't laugh at me; but after those several minutes | would worry about the next tutorial.
It is like a cycle that repeats itself after every tutorial, where | would feel relaxed the minute
after a lesson, but start to worry again in the next.

Q: So you feel unsettled.

C: Yes, itis like a cycle.

Q: What do you do when class finishes?

C: Because | don't have much spare time, but | have much to do, | sometimes have to prepare
teaching materials for 2 or 3 sessions within a day. As I am usually busy, I’'m always worried
that when it comes to the second or third tutorial I will have to make amendments to the
prepared materials again. Then I would worry that I don't have time for that. I’'m worried that
I’ll make mistake at class and perform poorly with time management.

Q: How about you two?

A: Similar to Cassie, after a tutorial | would start thinking about what special method I can use
in the next class so that it won’t always be exercise-oriented, or video-watching. | will think if
there is any new method that can help them memorize or learn better.

Q: How about F?

F: Sometimes the lessons end too early, sometimes I’'m unable to finish teaching the materials,
and I consider that as wasteful. | continuously think of newer ways to teach them; like searching
for interesting clips on YouTube.

Q: So when a class finishes you would think about the next tutorial and how to handle it. That
would be a routine. Okay, good. Very quick, we’re on question 11. Participating in this
community service program, have you tried to use certain ways to improve your own English
skills? Any strategy, skills to polish your English skills?

D: I would read, that's my primary source. Or | would search online to see if others have ways
to make memorizing easier. Yes.

B: For me it’s mainly the Internet, because | usually teach grammar and vocabulary. Verbs are
easy to find—Ilook up the dictionary and find samples of usage. If I am to teach grammar and
tense | would search online to clarify the concepts.

Q: To avoid making mistakes. To clarify your English usage.

B: Yes, that's mainly it.

Q: How about you?

C: Stimulation. To imitate what | would say the next day. If | think of a sophisticated word that
| would use in lesson that | am not familiar with, | would learn more about it first, so that the
tutorial would run more smoothly.

Q: Okay, How about F?

F: Apart from searching on the Internet and reading exercise books, | would dig out the
magazine ordered back in secondary school and read them; sometimes the topics can be quite
interesting, and there are word games that my students can play with.

Q: How about C?

C: Because I’'m not sure if the students understand what I am talking about, I would ask my
form 4 friends to listen to my trials on days when | do preparations. But their English levels
are not very outstanding, and sometimes they don't understand what I’m talking about nor do
my students. After that I thought it would be annoying for them, to occupy their time; we’re
not from the same class, it is hard to come to a consensus. So after that if | become unsure of
something | would find my friends who are majoring in English, because some of them are
really good at English. I would ask them immediately when it comes to something | don't
understand, and after they teach me | would go back and practice, and think about what my
student could possibly ask.

Q: Anyone have anything else to add? Or about yourselves? Is there a difference between your
ways to enhance your English skills prior and post tutorials?
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B: I don't think so. They’re similar.

Q: How about in terms of interests? Interests towards English? Any affects on that?

B: I think so. I am more interested after delivering the classes. | used to think English was very
difficult; my English grades weren’t very good. But to look back now and clarify certain false
concepts, | think it's actually not that hard. Why couldn't | learn better before? Yes, that's the
feeling.

Q:C?

C: Ithink I’'m more interested as well. I used to think that it’s boring as well. Very difficult,
and so didn't pay much attention in learning English properly. As now | would sometimes
prepare for my classes, my mother would say: “Wow, you are so self-disciplined?”” and I would
say: “Yes I am a good girl now”, and then I would read more books. I would read about tenses
learnt in form 2, which | found very difficult, and find that they are actually quite easy. And
now [ would learn English once again, and would think that they’re getting easier. I would treat
that as relearning English.

Q: How about you three?

A: Increase in interest for me as well. | rarely spoke English, but as we have to communicate
in English in class, and I can do it now, I feel delighted and happier that I’'m able to do it.

Q: Yes, how about you two? I’m asking about interests. Interests in English.

D: Enhanced, because they reacted to my ways of teaching; | feel that they exclaim when they
understand certain things, and at that moment I believe everyone’s happy. That makes me work
harder and become more interested if | am to continue to learn English in the future, because |
know that learning something and being able to teach others that knowledge is delighting. Yes.
Q: F?

F: Umm, yes to a certain extent. Sometimes when I prepare for classes I realize that I'm
uncertain of much of the materials at foundation level. I would then want to catch up.

Q: To catch up. That’s great. Last three questions. You have covered it a little before, but I
would like to know if this has an impact on your career in the future? Because | am aware that
all five of you will teach in the future? Yes.

C: Yes, | have asked others. Also we don't know yet, when we do our internship in the future,
we’ll be assigned to either teach in Chinese or English. Now that I have used English to teach,
| should be less nervous in the future if unluckily I get chosen to teach in English. Though 1
think it’s quite impossible for me to teach in English in my future career. But this should be
helpful towards out internship.

Q: So you think it may be useful for your future internship and teaching. How about the others?
B: I think, I think this really is a good experience. As the English language level of my students
vary greatly, it’s quite a unique experience; it might not be very unique, but even if it's a very
common situation, | already know how to control it. There are students with and without
initiatives in my class, and that makes it feel like I’'m teaching a class of forty, at a miniscule
scale. Some are very proactive, some are not; some possess adequate English language skills,
while some don't. How to balance them out? I still don't have a grasp on that. | don't possess
the skills yet but it definitely helps, when it comes to teaching in the future.

Q: You guys?

A: Rise in confidence. | am quite introverted when it comes to speaking. Luckily I am only
teaching three students this time. I think | can handle it.

Q: So it allows you to taste how it would feel like to teach forty, thirty student. How about you
two?

A: How to control the interaction and relationship with students. I mean | thought I would be
teaching form 2 students, but look, for example, even if it's University students | need to deal
with, they’re quite mature compared to me and I didn't know whether we could communicate.
But I realized it is possible now. Yes.
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Q: Okay, so gains in terms of communication with students.

D: Gains from communicating with them, and I’ve learn what expression to put up in front of
students. | think it's helpful, because | was uncertain whether they have understood, whether
they were listening to me; there was a bunch of questions in my mind: is everyone connecting?
Like that. I am currently teaching in Chinese, so for sure I would have confidence. I’ll have to
teach in English, so I guess it only helps me with raising confidence and handling expressions
in front of students. It’s not from this program that I obtain the skills to teach in English. I
might have to go to school for that.

Q: Good. We are approaching the last question. So if there are similar projects in the future,
are you willing to participate? Please feel free to express.

B: It depends on the situation, and depends on time, because | am starting to have much work
to do. I am entering a semi-professional stage in terms of my studies and extracurricular
activities. | have licenses to obtain, so it depends on whether I have time.

Q: There are many subjects and many things to learn.

B: Yes, It depends, if | have the time. If I do | hope that | can participate.

Q: So the main problem for you is time...

B: Preparation takes a long time as well.

Q: Okay, how about the others?

A: For me well, if | have the time | would participate, because it is a rare opportunity where
you would teach in English.

A: Just like how B talked about the time issue. So your main concern is also whether time
allows. Okay. Your case is rather special, K.

D: Yes, | have to go to another group. But if I don't | think | will participate. It's quite relevant
to what | will do in the future.

Q: How about you, F?

F: It is also a matter of time. My timetable next year goes from morning to the evening. I didn't
arrange it very well.

Q: Yes. So it also comes to time. How about C?

C: Same for me. | won't have any days off next year. But | think the selection of students is
also important. For example if [ am to teach more capable student I don't think I’m good enough
for that. It’s very tiring, now that I don't have to go to school I have some time for it; I think
primary students are good, or junior secondary school students.

B: And I think the project is to be continued, we should be able to change the students.

Q: Change students.

B: Yes.

Q: We have reached the end. Any comments? You can freely throw in anything. Maybe B can
elaborate on changing students. How to change students, you mean?

B: That means not to teach the same three students again. It is not that | don't like them, if |
teach them continuously there will not be much new chemistry and so I won’t gain anything
new. It will always be those three. Although we are closer now, maybe | can really help them,
but for myself, I think encountering more students with different personalities is better. | don't
want to teach one type only. | want to try to teach more people. Yes.

D: How about you guys?

D: But I think, what would happen if you do not follow the progress of a class? They will have
to switch teachers as well, if you are to switch students. They will not get used to it. | don't
know. I think...

B: But this program is short. Actually a 12-session course is very short. Don't tell me you want
to make true-hearted friends.

D: True.
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A: | think they made a good suggestion in suggesting that we should teach primary schools
students. | want them to lean English through games, but | fear that if 1 play games with
secondary school students, they will think that I am immature.

Q: So you suggest that we can try to teach primary school students. Okay, how about F? You
can talk about anything; there is no destined question here.

F: I want to try teaching primary school students as well.

Q: Yes. So you feel that it’s alright to teach primary school students in the future.

B: I think teaching primary school students may not be useful in terms of improving our own
English levels, as there is a huge gap in levels. But no, I think the English taught at primary
schools nowadays is quite challenging. Sometimes there are words that | am unfamiliar with
when in primary school. So maybe if we are to teach primary school students we shouldn't
choose junior ones, we should try senior primary schools students.

C: For me, | wouldn't want to teach primary school students, because you wouldn't know how
to teach the really young ones; we can play games, but | don't want to play games all the time.
If we teach senior primary school students they’ll have to take the examination for entering
secondary schools, and it feels like we would be stealing their time from exam prep. Those two
years are very important to them. So for me, | would like to teach form 1 or form 2 students
the most. They are like little sheep and they won’t criticize you, and they don't know much
English. That's great.

Q: Okay. Anything else you want to say? Ah, | have an extra question regarding the duration
of the program. So we’ve set this pilot project with 12 sessions. Do you think—we haven’t
finalized the details nor decided the duration—but how do you feel about following their case
for one term, or even two school terms? Will it be too much for you?

F: Because some of us have very packed timetables, and we would finish class at for example
9pm at night. Some people don't have days off.

B: I think it’s hard to sustain.

F: I think it’s okay if we are to teach them once a week, but twice a week is very time
consuming. We need to spend time on preparation and it’s hard to find two days where
everyone is free to have a tutorial. | think one lesson per week is more manageable.

Q: So once a week. Duration might not be a problem, but the number of classes per week is.
B: Yes.

Q: Then I would like to ask, if we are to recruit students from EQUHK is it better to target year
one students? You are moving to year 2 now, which type of students do you think we should
recruit?

D: Does this have to be in English? Do we have to teach in English through the program?

Q: Yes. But they don't have to be from the faculty of English. They can be from other faculties.
B: I think everyone should be able to join. This is definitely a rewarding experience.

Q: Yes, so it shouldn't be limited to year one students. It shouldn't matter if they have just learnt
how to teach or...

B: Or we can recruit those who haven’t done their internships, because those who have
completed their internships would know how to deal with everything. So maybe this can be a
stage to explore and trial prior to internships. Yes.

Q: That's good. Do you do the internship in year 4? Or...

C: year 3 and year 5.

Q: Year3 and year 5? Okay. Anything else to add?

B: The homework I assign to my students; they don't want to hand them in. They always forget
to bring them.

Q: Is there a way to make them more engaged. ..

B: They don't see the assignments as important. | already gave them 5 to 10 minutes in class to
complete them, according to what you’ve asked me to do, they still wouldn’t do it.

277



Q: So, they wouldn't do them in class as well?

B: They did, for the first few tutorials.

Q: Or do they bring them but wouldn’t complete them?

B: I gave them homework because | provided them with a verb table in class, so | gave them
some examples and assigned each student 5 words. | asked them to find sample sentences with
the words in them; they are not too difficult to find I think. But they didn't bring anything to
the next class. | don't think that is a bit over the line.

Q: Is there anyone else who has encounter a similar situation?

A: Just don't give them homework; I know they have to do homework from school. I don't want
to give them extra homework.

Q: Okay. Anyone has given them homework before? Did they hand them in?

D: Yes. | deliver two tutorials a week. It is unreasonable to ask them to hand in homework
within four days; | have to mark them and that would be time-consuming. They might get their
work back a week afterwards. So | asked them to hand in their homework via email. They were
all on time the first time; one handed in late the second time, but he provided an acceptable
reason.

Q: I would like to ask... solely about the students. This is supplementary material to help us to
communicate with schools in general and about advising them on how to select students. The
school has mentioned that they want to admit students with higher initiation. What do you think
about that?

B: I have mentioned before that not all of them are eager to learn. But it could be that they were
actually sick.

Q: So they can be. You think.

B: Not certainly, but I think it’s hard for a school to decide such a thing.

Q: So you think your students... you have three of them.

B: Yes, one is very eager to learn, but the other two are different to what | expected.

Q: How about students of the others?

B: But I’ve heard that their students are very good and passionate towards learning.

F: How about yours? Too passionate! Ha-ha.

C: But sometime they really don't hand in the homework I’ve assigned them. They were easy
tasks. A student once asked me what is ‘accountant’ in English, and I answered him and said:
“If you are interested in how to name jobs, why don't you each find one?”” And after that they
were still unwilling to hand in the work. | reminded them repeatedly for several days, and they
came back to me with the same answer. | was angry and never gave them homework again.
Q: How about yours? Are they with good initiation?

F: I have assigned them homework in the first two tutorials, gave them a magazine and ask
them to share in English about one of the stories in the next class. They would bargain and only
read the short manga stories at the back. In the end, only one person read the story assigned. |
didn't assign any homework after that.

Q: But do they do work assignment during tutorials?

F: Yes.

Q: So they do it in class.

F: I had to force them.

Q: How about you?

A: My students are very normal and self-disciplined. They would answer when you ask, and
would do any task you assign.

Q: Your class is quite good.

A: Yes.

Q: How about you, K? Are they as self-disciplined?
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D: Yes, | would even hand in homework via email. | was quick shocked that they were on time.
Some say their students sometimes hand in work after deadline, but my students are on time.
Q: Oh, so they hand in work on the time you set.

D: Yes it’s unbelievable.

Q: Very good.

D: If I am your student and I’m asked to hand in work via email, I don't think I would.

D: I think it’s hard to get them to find words; that they won’t do. If they were given the choice,
they would choose to be lazy.

B: But because | am not a hardworking person myself, when | assign homework | would think:
“Would I do it if I’'m the student?”

D: That’s why I was shocked.

B: | was only asking for 5 sample sentences. If 1 were them, | would do it, but they really
wouldn’t. I wouldn’t scold them. That’s not very nice.

Q: You finally know how your teachers felt.

C: Tused to laugh at my teacher whenever she makes a mistake, for example: “Hey Miss, wrong
word”. And there was once when I wanted to write ‘new’ on the blackboard, but instead I wrote
‘run’. I didn't realize that and they all laughed at me. I said: “What are you laughing at?”” “Hurry
up and tell me what you are laughing at!” and they said: “Miss, you wrote a word wrong”. I
had to look for the wrong word one by one, and | thought it was irritating.

B: That’s what you get for doing the same thing before.

Q: Okay, so nothing else to add?

V: | want to ask a question.

Q: Okay, V.

V: You've mentioned about a workshop you attended before you began to teach. | would like
to ask whether your school provided any other resources that facilitated your teaching? It can
be hardware or software.

C: Can they show us videos of classes? That’s to show us lessons delivered by others as
references, to see how they deliver and what expressions they carry; whether they treat their
students as friends, or whether they are strict. Show that to us as references.

Q: So it’s a video about how teachers should teach?

C: Yes, probably because | have never seen those things before; | get deeper impressions from
visuals. | can't imagine how the situation would be like by just listening to my professor. When
| entered the classroom the first time I didn't know how my students would be like nor could |
remember how I should be like. It’s quite stressful; in the first few tutorials I didn't know
whether | should treat them as friends or to cope with them as a strict teacher.

Q: Good. So you think providing you with video helps. How about the others? Can you suggest
any sort of hardware or software that Vincent has mentioned, that can help you with your
teaching?

B: Let us take a look at the exercises they do first.

Q: Your mean exercises from school or...

B: For example grammar books. Maybe to let us know what their levels are first, otherwise like
| have said before, all my preparations would be wasted...

Q: So to know the English levels of students; what they are learning at school.

B: But | was really upset. | spent so much time on preparation and the materials were useless.
I was quite depressed. I know you had a program for us to understand them better, | understand
their personalities but not their English ability. Yes.

Q: Okay. How about you guys? Do you think anything else can help you?

A: I want to understand the students’ English abilities as well. If not, I would not know what
to prepare.
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B: Or, for example, their past papers. | asked them how their exams are like and they said
they’re similar to the grammar books, and I thought: “Can it be that easy?”

Q: So you want to know whether what they said was...

B: Yes, because | want to imitate their examination style. Of course I would not be giving exam
questions, but just the style. For them to become familiar with it.

Q: So you mean sample quizzes and tests. Okay, anything else?

D: I have asked them before on what they’re being tested on, and they said grammar. And so
grammar was the main topic for the next few lessons, but after the exams they said grammar
only accounted for a small part of the exam; mostly was reading instead.

Q: So that means what they said was different to reality. Do you have anything else to add? No.
Okay. Thank you very much for your valuable time. | stop the audio recording now.
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BENH T4 2% i R - B R PTEA 585555 (# d past tense [H]

p.p. (past participle) {# D > FR{EUE(EFLEELE 0] DUSHAIH AR - 479EK > [EIE S ir e

S5 AREEE - FrLMEESIZ D 61+ 8% d BEESE > o HE - HIR

s NI - T RERR ST d B B2 BERER d 408 > a6 IEEF

WEEBIRNE > FOERCEYE ? IREEMERE > T A d HR > AFgESd > Bigg--

WIEHEHELESCSS - EGE A [ EHE - IR E GESERESRGGA R - 0
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REGHARETAEZAE - EE GRS - MECEEHe - Bk -

Q « EMAIE ? Rf5 ? S RIEM M E (%R Workshop - English workshop - HI{HH & =
o BMENF L _EfE =5 -

A (REEH - WREHA RS I IRRFE AR - 5 d 80 - WE R
d S ] DURE I - BIANELF R E TR R E R - ALl click —E& (& d i - MHgiA
d $EE5 ] DAZS M o g o

D : ARSI AT — A AT AL Z e BE R EARHU—ERINA - iRty
LI HREEEEREE d B3 > BRESRIRAR - A2 RIFDIE EZREZ past perfect
tense M - P 72— 5 - DERAFRIBRZ > IHHERLRIEEEEEIRA A4 (E - timeline
I > PR ARBRTEIF S I Aoy 20 > UHHE— 203 N ERTE - AL past tense (%
> REEMSERHE TS > FORGE— RS % (00 N R
—HERBGE I LR ERIE GG - BEGRITERIR - (EMEE > I AR EEE 2
d 5 (ER B 72 LRS- 22 O A

C: HRGHAH - BEEHREHATESERIR G - VeETSCERH Y > H
IR EEREA © B AR T BESLSCERERZ (R - (E(RIRIE (A - S EI20E
S ERGRIE - EE(E > Pt (RIK G EZ SIS L - (BRI workshop #R4FA
FIBE > B - (Q * REEHEYF ?) Btk fhmg —REEHRFH B - (EARHMAREE
Ui o BEGF R RIS REEREI R N1 3 ~ 4 R0 > ARFEERAT d B zE
BEF > IHE d FREE FHEE -

D : ifRI{AREEEA d exercise JREFUERNT - MHFRACH Al AE I (EH H EAH - SR
(B - BREVEPESt & 55/2 part 22 part MH{E > ZGRZEGRIH S - BRAEFRE d [
EE(E UF o BEFEH o IR A BN TR R -

Q : BMAERT AR IR - (RSt R B ERE S (R [Est RS RIR -
HERIE /L — d JEBVURBERERE - iHESE VIRt RS L TREEANTE - BI{A%S
B A DRI Rt R SARERE FIE ? AR ? WA {Rith mention i&/D/IRE - MR 52
supplement ? 78 N E(RSOCERTMERER B FIIRIET 50 ? B RE5 - (RiE
$(E T HAE do M B dpEE A DIEEEIRM ?

D : RIS EREAASEE T (EEES A TERER L - B RSEE
FIEEIL > BRAE R DU BT IE » A2 IR E Z R RFH A E L - BR{E
B AT e I W] - PSR (EAR 28 4r BE -

Q : BMRZRIFHE(E T A A2 REIRS TS - IRR A BRe(E -

D : {50 > {EEEIEREE - AIRIRESISOEEME R oL - NREA g EEE A
EfER - [FHEEER— i B AR - NI — 88 - MR -

Q: {4 HHLAIR?
B 1 {EEEAANFRM S (G EME R o > BRI G - RS HEE
d BEBFAEOE  HE 38 [EEEFYO - € d YOUGHBTIER > Fibl
TG > 0 CE B - AL LA o SRR - 2 AATRIE S B (ke
MR d SFRTEEREYr 2 B (AR BSR4 52
ISR - - AR > Foat GBI BEAR Erhn - MRS BT
B o I RREE BT - EEE AT A ORIE KL % RESER
TEREIH  EAREES d grammar 3 - (HAEHEEL - EHEATAGELR -
Q © IHEAEIEE ? A 2
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A d EERE T > MIRIRA SRR E R S ORGSR > PR R
B o pErEEG T > (ERGG BEREEIR -

Q: F HiEw ?

F @ HEREX workshop H4FEGR » [NRZ IS (HIAHS&AFEE - REAEKE K
I o

Q : BMAIR EZALOBE G H d S5k - & — RIS > —EREERISL
W > (B (R EBRERR e s E 2 RYE ?

F o RIH iz d g -

Q : MHEkE C HEEFEIf T 7 HEEE - "HEUM supplement Z—{FRHl - AIRFHFHME
A EMHEE workshop - HCEF (R AREI o] LA E] d I training FRI AR LR
ANHZR?

A EE% d BRI R - (N AAG B EAERIEE > E REE - B EER d
N UER WA o

Q : HMA{xISCHE foundation {RBREF ? BfAZCT d grammar Bf - FLBE(EE] -

B {4 BEPESARQ  REVESA Y ?) BMATLREIE Gt es /) o FEE{ER
FA M EEE AT LS d - BMAIRREIR P EE S GEGET - Ry FXREE d 24 ¢
F > d B4 55K grammar book HEZFREEVEEINERISE A Z 5 EE > IR EFHH A
> BRI B E RV AT IERIBE - BEBUEYF - EIEREAEEEEE R GE H
Ui > THERFLAR AR EE HOR > HEES Y > RS+ 28 > WG+ EhEE
FME dd B > WHATDAGE B A ARSI B e E E d B -

Q' EREAC FEMFRERE - %% d 1?2 Eh d B2 HHEMAEEIREEZE ? Bl
ERERAZE d 2

B : AL - BEHE PR E PR A B PR 3w RAEISORE - HIRERE
RSP o st Bl iy 2 (B EE 2208 - AR EAIEEER > e EGEE
# - 2o—eng o S E ity d B RAER A EEME passive voice 582 {REHIE
HIWF o HEHBEZUAE -

Q : Okay » BEMBEAF ~EHLEER MG AEREN » frLUESt 2218 - HEE
PEEE AR 2T AL initiation (HA AR ?

B : A {E7F]H

Q : Bl{% okay > A d wiUWHY > HAEE2H A =B A A B B 2

B : O XM EE -

Q : {RIEFZENE - Okay » HAth AWE ?

F: BEEHZ d BEEEL > RBBRGEES —EEBEETEHT— d ZZ881ER
BOEIan{E 4 RIRE - (REBES > BHFLERE - HGRERERESS - FEtiedss
WasiEs] > B R o BESWEE FROTLEE - BMAR— R (E G T [E R
HEXFREFHie— d FrALEHE -

Q : BIE RIS R Rt B R E 2 A BRI R(F © BYF) o X d IR > (ImEEE
EHEREE - (RIESIE ?

C : FAVELER S AR d 300 - HlRA d HERHIBERD Y » S EEREA
ik d D -
Q: fh AMHESEMAES d it d EHRES d 2 d- g d BETARTLIESI(R
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HZERLE o Okay » MHAKZ FEBREN T SCEE workshop » SEHAMET i 7] 2 47 > HFREE
TS — (BN  FRIRH AR RE R W > tHERAER MR B A AR ?

B —Fita > BMGER LE AT BoEEEFEREX T =Y - RE(EHFHF =
MR AR P = (T d S0k - R d SRR > Bi (R > BRAEFUR LB - B
SEERF B A o Bt d R AGEEEIR(EKEE - FRARTAFR R d TR aE
i o PRI R AT A S Wi -

Q : BEMRMEMERAZEAR up to REFREH =K% -

B : SE2RE]  WEREME A/ NEREE > FARAER  RABEERZRL > I —&
& d NERR

SR EH A > TEERZE > BB —(E4FE EE - —(ERTERFEEE - Bl{% What » Who f >
{EMIEEREE - FTDAFRERS B ST - AF R =R e d #iEsk > lHEE{E LEEL d
I

Q : MHR&KFE/E » THSCIREEIE AR IRE ¥ » TH 2 R BEELE 2

B MHEFUEEEM AT - FoRER AIER T - WE(RIERR T B&(EH d vocab
BEREEZ > FTLAFREES d Z(EHT d vocab H -

Q : BM&IR identify F{EHN d vocab 7

B : % > RIAIREE B EM EE IR alehiEskiiZe ? (E5ERA# F S CEEBRIEA > 1
BEASE 2 THEAMEHEL d 9552 d vocabulary K72 o MBI & IEXT o THHHHAZSE -
ERrEEER d FSCHGIRPYRFE H S A0E - IHATDIERER > 8 d 8k B2 d
{ERMEREE o SEIRMZME— T FEERMRVEEFEE (R ERL - AT LAFREERIRIt 21818
R B AR AR IR B e (R H 5 o MHAREE > PR DAIRZ AT d DhREL B B -
Q : WRIMERUE ? /R T f#% - IRELSTEIE (%R vocab » IH{REEEHHRG ?

B /NEERZRESE do [HREMG/NER d &k -

Q : AL B = 2 AR AR - RBR 2 ] - o N BEEEE ©

A EMRSIR d SREPMEME - BG—FIRERESE » BGEEM > (reEBEdER
tenses Bt > Z1& LRSS FUERL - E(REE d RSETFIER - IHEEEE
workshop FEFIHE R & d T > video B » FREFRFLE S d video HETE 1%
SLE R I o B E 2GR speaking » sharing 5 d W @ S{ERFATFTF
ZUEQ Y > BERIRIHEE) (EM S ARGE L B0 - FrLA &A% LEE d ik
> B0 r#EL video -

D §LE prepare (BN > (RESBERRTIT -

DRI o fFaEfiT exercise ©

D HE R — A RE PSR - MR 2% 3L video BLE W ? o] DL EFIBES -
DR HRES o

D HEELFER video BEA d K 0 BHACREEME o okay » Fion UE ?

DR FRENEE d BDHE > EOEEH IR GG o THE— 2 = I IR
— dexercise [ articles {F{EM > (EHUEEISTEE - #ERk > d FE—KEH d F
IEE o M article {Eih XIS KR > d FEeEHER GG GTEY > HE X d [H
ERM AR TR - B EER SRS S Sy R - BMEGR  HER G d 575
EE4#E d ) FBE matching FHERNHT - $#5F ML > BifR L REREESEM d-

Q : NUMREEZL/ D/ IMREEZRAE - oTREHA A 22 A i -

F: RAE 2Rk IEd 25| d ZEEAESEERE > siEaE—REES > RE d FEpE

O PO PO
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MSSCEE  BRES I EE R -
Q : IRFEMRIRIRET 7 (121G BT (B S HE 7 (B REE REZ Ve (M5 2

F : Okay Bt > {EHESFIARE - BRFE eralis - (HACTSEH A0 -

Q:f&? | fF4fifa | C UE?

C: EEEEWE B) fHE  FEWEHE d fHE > B form 4 > FRA—WR
reading » —f5 5t (4 form3 Ff—E5t(4 form 4 B - BR(E(EHML - BRE(EHEEE miss THES
EERE | PREZEHRN d vocab VAT EEW » AT SHF MRS » BRE EE ERRE
BB > BHATTREERA d TG - Baefd > IRERGEIER - A d HEFIEEREK
highlight /=% » FRAE(EHEEIAERF - 7 IREEMIHE - EEGTET 0 BE
BT 2T o BA T ReBGERE D - BT E T2 REMEIRE O HE > RS
%I WEAIMARER - BRFFEIEA d DIRTrE# > ZEEEEN > g% % d
exercise reading B > [Ei% (% form 5 BIA2/E - BR(EMENEE okay i » BIfAIRE » #YH
BB EREEL - EREEREE - A GERESEREREE % -

Q : BM&Ir$s/E d 5 FEBL exercise F{EHIE > [EHEME] 2

C . BM&RIE(REET =7 8cE Wi - [EUEEE RSB AR BB > BM&ErESETE
T B AL R

Q : THEREITIE |

C : TESEHE AL |

Q : MHER/E exercise ZIMPHEHEIHANEE » BI{4(R T2 prepare exercise » {f175 i E it FE
B ?

C : UEHEsE EEFUER » R At BB 3000 > {Ei d tenses & AREH D/ IR
> HEREA R EER - HEEMAIER A tense 28 > (EHIEES HEAEGTBHA
HEMER - #BallE d > BRERMEEFEBECR d EEELE - BATEE vocab {[# d
{ERNER O] BE L ASERIT 20 > HER LB SR > BIMAIE S P AIHEZE d vocab {F{EHIIH
RECNEFEEHD > HERBOR d EGEEEE > ossER 2 miE2 B (HIESCE L - HEREE
DZERETE d GEEEEFH - $H B N EFH S =g -

Q : 4 | MHEASCR AR IR AR ZE G - AR N B IRty DA HEE d REREE

wF 2

A IEREHAR > N RE B4R > X tenses X grammar - Fr DURFERIZERTE

BRI - FTLUARG d EEGEEREEE - S HEUR tenses B - NENEIRS—HRE » 4F

Clar b E M -

Q * BMAGRIAR(EERELER & 2 o] R B M RSB G B i - Hofth A e FISRRRE% ?

D : AIRERZ AIEREANER GGG d B BREEBAEHRE > IRERABE d B

JeRIEERELF AT tense HHSERE o BB —EEERE5C2K passive voice {4 past

tense > B —ESEL AR (R - BREUCENEIR S T LI RHE&HE d BPRLE0E - Bk

ANFEVRAGIERD d BPBAe - SeE R DIEE d Y > s HER AR 25 - IEAR

BdmE -

Q : HM NAHIBFIERNEE - P/ dmiE s

B kP s {ERL d vocab fFzE o MHIRMMERIL S d BiERROMERES - HEE K

FIEMHEE EAEMARRIRE - (EABSUFERHER i I EHERE - (B AE S

il - A TR d ER o EEE d ERER B - IR R - BR(E
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HER R 2805 - IR EW A % - IREEEH NEERETCURERE d BE > B
4 lur” HEEERIEE la > HAEHEREGRTFGERERR > R RER d 38X
AR E - (EARPOCEEEIE @R EE RS - FrllaR2A s - Bk
Hixgr VEZ A

Q : FIEHBREERE - C W ? A HEEEIREE 7

C: BMfa—FHERA d (h LARERIRE - fE d CEAREAG—(EPRARS > BRERX
ERE AR

MO > TH PO EEER R — d & BE(R d 240 > RS E(E d A 2Bt
TEHHEE AT RE - R ARG R L - FTDABE RS ERNE R R — d BbF > R A
YRR FA A exercise (B B F GBI - #5UE d SR - MHHRATEERR d A
d BESCE - BRI ERR 1B B EHR B RHALRIE -

Q : BRI - HAfth[5Z20E ?

F : {EHhE H &R RS2 -

Q : BRHHEEEAES -

F: BEVAB TR 2P SEM S ESIERRNY - AR AP ER— e & iE
;‘z o

Q : BM&RFmEL- -

D : ERIBEMR RIS IRERAHE - —(FEKEHEER SR FEE - —E
FUIRFL A AME - FIREVE S AR E(AIH Y © SABHIE (5 A B EZ T (Bt
Ui - R A — P EE SR R SO (R ADREESEE d PR - RS ARHE SR d
WEE AT steEEEE /DETEE - IREEAE =5 BB RIR dE
I - AERMEDGT B 2R SR S RS

Q : BB SZEE script {RBK ?

D : ZUF > BRI HEE R — Rt A R - B AR OVERREEEE - — B3
HPENZENE - (B ZIHEELE -

B IHEREEREE d B AT TR o (EGRIN RAEHE T2 L - FR(ETEER
AEEE > A2 A » PR EEEERH IR - B S0 BEYe(E
TIEZAAEGELR  EEE T BT R ETY 2 Ba0” thik” HEEEEET A
BEEYF 2 HHEREE" sister” > HHEEBORERE > MGREDIEI P T mE T d g -
Q : A IFEEGEREAEE LXK d 313 -

B : [EEIR AEEM H EA R EE - et dE > % > Wi - ErgEE
PRAERE > T

e (E 2 PR e = A2 o RBRREES. The MXXXX > 55 XX o

C : F ETIBRMEFFHR P SCF5 > IWETRRERC d B> BREIRRER > (RS
M ERUEE T ? MUEIESL S ? BOCEE o PRAFIRERAHT o BRI o BRERE R4
SR ERRIEBIERESIAZE > PR EREEIAYF okay F > {Eir d SEAMEMEFEREE
ng > FESEHNEZESSEHE - IE O EGRINE > AE RS -

D I ELAE 7 A TR A B 2

L ATHU AR IBI R ESE 2

R > B FHCRNEE

DB

BRI

Owo»LO
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Q : Bz F—Ee—BEH R EMNEE - M PRI IR BE o i e B Bk > SR B M
RENKZFED - HEM RS TREEHE d BESS LIRS - HERARN TaRmR
WEABENE d fE - HEIREEEREZE ?

B : BE&IEZ% d B HEREMAARANR d & /B8 L4 download J&%R - 0ff
Bz % E EEAEREE AR - BMfEsrs i iz

Q: HMAZER - HEM e RE -

A BARFIEERE d BT -

D : & » BEEIR EdJUHK

B : {4l

Q : MHERAETE(EYE ? BRUE(E > A FTREM ? wi £ (RIS (A0 L RERTRE - FR{EE
M > AT ?

B #bf o [FIHEERAELS dexercise Wi > BMAIRGEZCGRE d FslEmERL - EEERIEE
d exercise Y% d HHERRRFRERE > (B WIERH > (EHARATRIERHEGEE - (FEERZRE
% SEAEHATERT] d FEERE exercise FUEHNAHL -

Q : MHEMERBEPREEEST - HIRH E (% identify F(UE d [EREIRELFIIE ?

B : A EHCIEE > TECM— dexercise HLEHZEH— dexercise B o

Q : BMfAHC designd A HHIZRBUEM - IRERTTE -

B {E{AMH LGB AIE T DUERF 2 > FEEIREVEIRE E s > #AE AT E
BIFRE M  HGREE g EEDIEE -

Q : Hfth AWE ?

A [EHEA d BRRIERGHOUTEaan > R E— 0 =0 > FREHT— b5E R E R o 1
HFfis] 7 (R AR5 -

Q : HUEHE AR AT DU AR E RIRE 2 BIZEFR 5 2

A BA T RE R RO SRS d EF

Q : Blif4 time management > {EfPEEHEESTEIF d o fRUE ? F ? AR EEE AR
g fe s 2

F:EB4E d 2 A -uE24g d BET 4> FEMd d 8 HepEmarg
Wy 5 AR 22 B

MR EAAIRER L% d & > %5 d MR -

Q : IRE R AR ER R B > TTREB A5 2 (B g 2/ D/ DS R (E -
Okay > FRUHSLA fiE

YA AR IREEE R 7 (RUREERE] - RBUREEEE] 2

D : IEHI > DI -

Q : &Y > AR FIRIE—(H -

D @ BREEEHE 2 (Q 1 ) EE AR LGN - HIREERHET B - A —A
EBE > Fie— dREERY grammar B > MHIRELE (5 A AIRGEE o 205K 75 ZLAHRE KR ELHE
{22 > WIRBEEEARHEE - SR NMEAEIEEHET » ] 5ERHIR R4 L LLEHY Sau Sau
BE > BIM&ATTREZ T d BIRERIOMH « BRMEREZTURERESCHE d HE3EUE ? THIEER A
RO OJREZX dtense #F d o MHERAF d > 4~ 5 6 HH tense » AAZIRE|ERERE  EWFE+
G > B NEEEERARE S ERGES SR > BRI W E B E B
DEEE - BRI LR - FIERIERREM T R R > BB URSE >
SR d grammar BERIERF 55 FHE » A2 BREVERESEE B CIEFLE - MHigtnE
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R IRERGEAERD passive voice IR d - BRI - ENEE— d HEEKEE
TRLG R > SOERCHS EYGHEAAE magic  “key” MR d- HEFSGE 40—
PUEHEE S > —EsFEH d

grammar U o MHEEEE -

B : A/ D/DE RS o RABTREDIE > (E=(E0E - BAIREEIEEERET 2= > H

HHER (AR E GBI R PR - FrLAFRECSEEMERERE - BI&EMAZE

FEAGAEMY > AT DATREE ] gEAF IO (EN(EVE Bt 2L LR 2 R AR EE - HAE d FRibiRIREE

FEEARE LB -

Q : BHMARIRTIRESE prepare Wi set FEEF---

BRI > FREFAE LA A

Q : I —fEH A -

B : (%M

D : i [FEEEAIFHGEE d FUEEEIE(RIERZENE - 850 2 R e AT 2B I

FRER(FEHNIEECSIEE o AERER A AR - FR0E R ERIR EA i (E B

B d Mg > iERIEMEAERHER KR > TERIERE S B E MR E A A R AHE

REF > BMARELEM SR B ER &AL LE IR 2R TR 42 EH - AR Z R Bl ik LE a0 2

BOCEATER TR AR - AR d FEELSEVEER AR S0 - BIEARIE/ VL

BT -

Q : R - RGPl B AG S U BAS BL R S (R B g 2

D : {E{ER R HE LS ENER T — =& e L — =08 > R E 5% i SE

R BAESIERS B L EFHER B K o iR B R 7T A A — B E

XM IRt E R T ER=(EA d > RAEMEES—T > BHRRIAE S AED

BRI SEZRM » RIZDKIEECIS A B _EREEE BB AS it BRI H R

because RMHEIIEF]LAFLIH full stop 28 - MH(REIE[D S EEMH TR [EHERE

Q : 4 WHIERLES EE—F4EMHE - RN A/ T ERE T EH CIetb B A

wF 7 SEEN > RECRHMEECH > BEIEEMERE d SFEGUEIRES 2 BHERA S (E &

2

B : fitH] o U505 -

Q : BMAEEREE 5 C R R - FEEMHE S ERABERIE ? (rHES -

Ve BCEIR A IR A assess (EMEEE] d BEEFUE ? AR EE ? BIARIE

&% -

B WIRBELGHEBGHGEEIE S BT R W - R Re KRR EGE > #ifk LA

FEEE - BEGIESEM AR GBI ARG LT - mI—FEE R AR

g > (B H HEBE AT AE L - FREEMEE R E OS2 IREA—(EEE
“EHY o ECESIT o REEMEREEEERECEEHEE - Q « AR ?

B RIF o WL BRI gL A (PG (E it R B ah (B = AN e R - (A0 -

NPT > RO B e m (B R - S e =B Ry -

Q : M{REREL > {REC rate HCMHEIEHRER -

B WA DABREEIEGRAY - Fr LADRIE (247 -

Q: f& > HEMANE ?

F @ JEBERGm VEE > N R —FRtaE B RIS 3R R - HE S0 > B

IR EEHGIE R - BUARIEZLT - RAEREE - (52 (G U E2ERHRE
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KAZ/EWE > SRR EREH e B E S - (HHRBGU BRI AR A E R —ERM
RA(EHNE S keep (EARMHEETS 5 > BIMARIE(FIR—ERAIHRERIRRT d EEEE
BRI o

Q : Okay °

B @ HECL&GFFARM - 1505 o IELFTEREIE S -

F @ 5% > (R Rd NI st “IBE 0 > BMAG- DU RS 200"
& d e o MHRA—{EE HEeHAA -

Q : AT EEEM - (% > BMAIRBIS(EE R UATIE TR EH EF A EHERN B 1AL
By o

F @ &> BEMAEREER d > SCEFHES d IHEEE -

Q : HAMZGIE ?

D : (B {EELER e R - BI{EA I ERIE e A XA 8 - BRI EAE S
FREMIESTREERE - HIE » BMR(EME B (RIBRRE - IREAS— I FEEZRE F—

Q : FHEFHIREE > BIAIEEREZERIEE FEREY - 4 0 IHIRECYE ? REHEEE S B
o R8RS ? B EEER A E R - (REAH CMSHFIEFE - AR AR A
BE T ?

D : IEREFAT > B > RIS B A B (R4 - BMRTaME A — MR - Bl
BEHTEER d 3o M RRarmt - tH R A4 2 BERERE - MBI AR OMESIEE d B -

Q : fE(RTFEEA T prepare BEEF AT DA o MHIF K IE ?

D : JBEIRE CFEATIZRM - ERIBRIEELL S B O o R AIREES € BRI
RIEE|—(E ALV ER B RGREA TR > BIRM(E > FRIBESEA d 2 -

Q : BEEEE > fR—ERIFIA M o WE(EBCRUIIE S HIE R BRIE 2

D : (&R o IR N ESEM HEGE AT EEEET ] - FRHEIERET R E S % - BI&ER
R AR LA E B i 2 s (B ST US> tHIREVE S EREFTERM - IR IEHD
ik A2 IR - FOUARRRL - (HERTTTIEMRGEGE —EE A/ exercise
o AE 28 A AR A8 — 50 73 BR AR AE G480 » Bllieig X NAFEC Ny ifraifmE s o A
FFSEUERLARRE— N IH - {H{%iE /5 25 BHE B SCUE ML > BT DAET BRI (50 fE2 )
Liglisy=a17

Q : UFEEREAL - IHEF C UE ?

C : R EHCCHE FHTREEELER - HGURBER M AEEE A FEER ES
B DU 2T > BIGIRBRIE AR - (HAET E O E R SRR e
d B o FEHEEEEA - BB ROE AT - AR HEEAEHES 4 AEkER
HE R PRI > RREHIER HERRIVE “Missy » $F{HL 9 HEAN » [REiEgiE Ik
s 2" o FREIGEEEEIRIAS o R o

Q : Okay » HETHILELAHEE follow up {EIRRE HUEIREEZE/ D/ DERIRHES > BH AR
HETMEANA d FEEEE ? {EA ?

C: TR KRS EHESERE » A AIRMEERGT— B 24400 - HEE T 5EA & 5aR
{BREEANER AR R PR{EFE B2 A R R ISR - AIRE IR K B B & » 15(% - Bl
THEBEEEFEHEHIEE > ARAREMA R R BB E IR G B s 50 4% Ry B g A5 > UE
G — BT PR BRI - Ve — R @B TR — d FE3ERL 7/ AMH SR o] DAERTER
B2k > BRI A T R REE GRS - RIS E AR -

F: WEGEGEGE G INAEEE 08 - N AR —EEIRZE G G2 R
L > BEAIREOREFLE > (RAEERNERDRETE » E AR H CEEIE - (20 > BifRA
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= (E0H A hh 2e_EARUE(E M > THREIEAESF hea MHE/CAEZR o« Fr AT ELE A ey
WA EREL - #EECT d (B - B(R-SE TRV E S IHIE -

Q - HAZEAIIE ?

B WEGEREAEEEM GERE LHEH - RAK e8RS U HEE d #f
B MESER d i > RIEEEEER EER—E 12 [ERE o HIEAEER d
W (B AR TTRE R ARIERSEL - (B E @RS FREL - R R GEITERERL - HIGE SR
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