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ABSTRACT

THE EVALUATION OF SECONDARY SCHOOL ELT COURSEBOOKS IN
TURKEY IN TERMS OF GLOBAL CITIZENSHIP EDUCATION

Soyyigit, Fatma Beyza
Master’s Thesis, Master’s Program in English Language Education

Supervisor: Prof. Derin Atay

May 2022, 137 pages

Global citizenship is the concept showing that individuals are the citizens of the world,
where they exhibit a deeper understanding of the responsibilities towards the issues
regarding the world. The English language curriculum framed by the MoNE (Ministry
of National Education) highlights a new learner profile attempted to create citizens
with the necessary key competences, aiming to form English learners who are able to
understand the values of international languages and cultures as well as their own
culture, which is promoted by the understanding of Global Citizenship Education. In
order to achieve this, it is essential to develop materials according to the assessment
criteria which promote the values and competences depicted in the curriculum.
Therefore, 7 and 8 grade English secondary school coursebooks were aimed to be
evaluated in this recent study in terms of cognitive, socio-emotional and behavioural
domains of learning and learning objectives in the activities. A checklist which was
developed according to UNESCO’s GCE framework was used. The frequencies of
each learning domain and objective described under these three learning domains were
taken. The results showed that there were examples of all three domains, nevertheless,
the cognitive domain was the one mostly seen among the coursebooks, which showed
that socio-emotional and behavioural domains were rarely seen. Some cognitive
objectives in the checklist were not found at all. Besides, the coursebooks were highly

lack of many of the socio-emotional and behavioural objectives.

Key words: Global Citizenship, Global Citizenship Education, Coursebook

Evaluation
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(074
TURKIYE’DEKI ORTA OKUL INGILIZCE DERS KiTAPLARININ KURESEL
VATANDASLIK EGITIMI ACISINDAN INCELENMESI

Soyyigit, Fatma Beyza
Yiiksek Lisans, Ingiliz Dili Egitimi Yiiksek Lisans Programi
Tez Yoneticisi: Prof. Dr. Derin Atay

Mayis 2022, 137 sayfa

Kiiresel Vatandaslik, bireylerin, diinyanin vatandast oldugunu gdsteren ve diinyay1
ilgilendiren sorunlara karsi daha derin bir sorumluluk sergilendikleri konsepttir. Milli
Egitim Bakanlig tarafindan olusturulmus Ingilizce miifredat;, kendi kiiltiirlerinin
yaninda, ayni1 zamanda uluslararasi dillerin ve kiiltiirlerinin de degerlerini anlayan
vatandaslar yaratmay1 hedefleyen anahtar yeterlilikler ile donatilmig yeni bir 6grenci
profilinin altin1 ¢izmektedir, ki bu anlayis da Kiiresel Vatandashik Egitimi anlayisini
desteklemektedir. Bunu basarabilmek adina, miifredatta verilen degerler ve
yeterlilikleri destekleyen 6lgme kriterlerine gére materyal gelistirmek 6nemlidir. Bu
yiizden, bu giincel ¢alisma, 7. ve 8. smif ortaokul Ingilizce ders kitaplarini, igerisindeki
aktivitelerin bilissel, sosyo-duyussal ve davranigsal 6grenme alanlari ve &grenme
hedefleri bakimindan incelenmesini hedeflemistir. UNESCO’nun Kiiresel Vatandaslik
Egitimi Cergevesi 'ne gore gelistirilmis bir kontrol listesi kullanilmistir. Her 6grenme
alanlarinin ve bu ii¢ 6grenme alani altinda yer alan 6grenme hedeflerinin frekans
aralig1 alinmistir. Sonuglar, ilgili ders kitaplarinda, her ii¢c 6grenme alaniin da yer
aldigin1 gostermistir, ancak, yine de ders kitaplarinda bilissel 6grenme alani en yaygin
goriilen olmustur, ki bu da sosyo-duyussal ve davranigsal 6grenme alanlarinin ¢ok az
siklikla goriildiigiinii gostermistir. Kontrol listesinde yer alan biligsel 0grenme
hedeflerinden bazilar1 ders kitaplarinda hi¢ bulunmamistir. Buna ek olarak, ders
kitaplar1 sosyo-duyussal ve davranigsal 0grenme hedefleri bakimindan oldukga

eksiktir.

Anahtar Kelimeler: Kiiresel Vatandaslik, Kiiresel Vatandaslik Egitimi, Ders Kitab1

Degerlendirmesi
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Chapter 1

Introduction

Globalisation means that information is now able to transfer easily from one
corner of the world to the other, which gives people more opportunities to follow the
developments in the world without a big effort (Lirola, 2015). The concept of
globalisation has affected the way individuals are evaluated in terms of their
participation in the society. The notion of membership of a wider global understanding
has been highlighted recently (Wood, 2019). As a result of this, raising globally
competent citizens who can communicate beyond nations and open themselves to other
cultures with an appreciation in the attitude of richness and diversity has emerged in
societies (Hunter et al., 2006). With these in mind, regarding the developments in
transport and communication, being in touch with people living in other parts of the
world created the concept of “global citizenship” (Kan, 2009). Global citizenship (GC)
is the concept that human beings are the citizens of the world in which they exhibit a
deeper understanding of the responsibilities towards the issues regarding the world
(Wood, 2019). It refers to the sense of belonging to a broader community and common
humanity in which interdependence and interconnectedness of the local, the national
and the global are addressed (UNESCO, 2015). A global citizen, who is sensitive to
other people’s needs and opinions, is beyond the nation-state and ready to take
necessary actions to improve the needs of others (Chong, 2015).

Education has an important role in raising global citizens (Kan,2009). Kan
(2009) states education systems should include aims to raise global citizens who are
able to develop an understanding of consciousness toward global issues and universal
values. This consciousness is to be followed by required solutions for the global
challenges, which could be given more in education institutions. Besides, due to the
emphasis on global citizenship, educational processes and activities have been seen in
school curricula, contents of the courses and educational environments. Therefore,
global citizenship education (GCE) has appeared in education as a reform movement
growing rapidly and supported from all corners including teacher unions,
governments, and organisations. Global citizenship education is best explained as a
pedagogical response to the problems, solutions and chances of globalisation (Temel,

1



2016). When the world is getting borderless and therefore, smaller, these
transformations regarding the globe are becoming everybody’s concerns now. Thus,
there is a growing attention for the effects of globalisation on education, against which
the learners are aimed to be prepared (Dill, 2012).

It has been recognized by the educators that the need for more educational
practices for global interconnectedness has raised awareness to improve the school
curriculums and course contents in terms of more communicative and global
perspectives to make the educational institutions more effective agents of citizenship
education (Anderson & Rivlin, 1980). Cates (2003) clarifies the impact of global issues
on language education. The way education has been taken is changed, therefore, the
language teachers in the 21% century living in critical times, also face recent global
challenges. The moral responsibility behind the profession to the society and the role
of education in promoting peace, equality and active participation in the world’s
problems are able to enlarge the content of language classrooms. Moreover, the
misjudged images about the other countries and their cultures among the youth have
increased. Therefore, as the language content has more flexibility of topics compared
to other subjects, it is able to provide a more integrated global education perspective.
Increasing awareness of global citizenship is among the basic objectives of foreign
language education (cited in Ait- Bouzid, 2020; Byram, 2003; Weninger & Kiss,
2013). The role of coursebooks in English Language Teaching (ELT) is obvious as
they are evaluated as one of the most common resources in achieving aims and
objectives determined for the existing course content. Among all the multiple roles of
the coursebooks, what is to be remembered is that coursebooks are helpful materials
for learner practice and communication (Cunningsworth, 1995). Providing ready-
made syllabi and activities, the use of coursebooks have increased in the language
instruction, where many teachers follow it in the classroom as a useful resource. This
necessity and wide use of coursebooks, eventually, lead the way to the exploration of
the coursebook evaluation (Kayapinar, 2009). Although, the coursebooks facilitate
learning in terms of illustrating the curriculum, they are not perfect as they might
include problems related to social, cultural, linguistic and pedagogical contents, which
nevertheless, could be improved with the necessary identification of the problems

through the content (Ait-Bouzid, 2020).



1.1 Theoretical Framework

The theoretical framework of the study is grounded on UNESCQO’s (United Nations
Educational, Scientific and Cultural Organization) Global Citizenship Education
(GCE) Framework (2015). As global citizenship is a controversial term, the attention
given to it in different dimensions such as education has also increased. Though there
are many different perspectives about how to conceptualise global citizenship
education, UNESCO creates a basis for defining global citizenship education, which
is based on human rights and gender equality. These basics can be conveyed through
as a source of activities (UNESCO, 2015). Therefore, as UNESCO’s framework is one
of the most current and detailed GCE frameworks developed so far, it has been chosen
to be followed in this recent study. To be able to understand the study, it is important
to clarify the main aspects of the whole framework.

As every part in the UNESCO’s framework is connected to each other, the
whole framework is explained respectively. Therefore, although the main concern of
the study is domains of learning, in addition to that, learning outcomes, attributes and
topics are also explained below in the chapter. GCE is structured into three core
conceptual domains of learning (Figure 1): the cognitive, socio-emotional and
behavioural, which are able to serve a basis for defining GCE goals, learning aims and
priorities. These three domains of learning, which are all interrelated, present the
learning processes they support. They correspond to the four pillars of learning
described in the report “Learning: The Treasure Within’: Learning to know, to do, to
be, to live together” (UNESCO, 2015, p. 22).

These four pillars of education have been aimed to have a global vision in
which learning becomes a part of not only the school but also the private and public
sphere. With this in mind, The treasure within: Learning to know, learning to do,
learning to live together and learning to be, which creates the four pillars of education
is directly related to giving the children the education including all points mentioned
above as it is what is meant by treasure. These four pillars are important as children
are aimed to be thrived to support the fight against the factors or dimensions that
prevent equal opportunity (Delors, 2013).

These four pillars given above are the core of UNESCO’s framework for global

citizenship education. According to these pillars, UNESCO’s domains of learning, the



cognitive, socio- emotional and behavioural, are developed to shape global citizenship
education. The whole framework is based on these domains of learning (UNESCO,
2015). The key learning outcomes, key learner attributes, topics and learning
objectives in this guidance are based on the three domains of learning mentioned above
(UNESCO, 2015, p. 22). As this framework designed specifically to measure the
effectiveness of the global citizenship education and these domains of learnings are
the main elements of this framework (Ait Bouzid, 2020), these domains of learnings
provide an insightful understanding to evaluate the activities in the coursebooks this

study aims to evaluate from a global citizenship education perspective.

ocl0-Emotiona ring values and
responsibilities,

Behavioural  To act effectively and responsibly at local, national and global

levels for a more peaceful and sustainable ~ world.

Figure 1. Core conceptual dimension of GCE (UNESCO, 2015).

Accordingly, the first domain, cognitive, is centred around what is to know about the
world's challenges combined with the necessary thinking skills to develop a better
understanding of the complexities and awareness of the world. The second one, socio-
emotional, aims to develop a level of awareness into living together with the required
values, attitudes, and social skills. The last one, behavioural domain, aims to equip
learners with more active participation and engagement of the acquired knowledge,

skills and attitudes. These three domains are the key components of the whole
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framework developed, which means that all the key learning outcomes, attributes,
topics and objectives derived from these domains of learning (UNESCO, 2015).

What is aimed to acquire three domains of learning (cognitive, socioemotional and
behavioural) are explained through learning outcomes of GCE in the framework
(Figure 2). These learning outcomes define the knowledge, skills, values and attitudes
that the learners are expected to have (UNESCO, 2015). As can be seen in Figure 2,
learners are expected to develop certain learning outcomes relating to three domains
of learning. Each domain presents different learning outcomes to be acquired

(UNESCO, 2015).

and global

ies and

on human rights

Behavioural and global levels for a more peaceful and sustainable world
Learners develop motivation and willingness to take
necessary actions.

Figure 2. GCE learning outcomes (UNESCO, 2015).

The GCE framework also aims to develop a learner profile which corresponds to the
learning outcomes mentioned earlier. These three learner attributes refer to the traits
and qualities drawn upon the core conceptual learning domains of citizenship
education, which is given in Figure 3 (UNESCO, 2015). Three learner attributes are
“informed and critically literate; socially connected and respectful of diversity;
ethically responsible and engaged” (UNESCO, 2015, p. 23), which is aimed to be
fulfilled by the learners.




and local concerns; knowledge and skills required for civic literacy, such as critical inquiry and
analysis
with an emphasis on active engagement in learning.

Understanding of identities, relationships and belonging; Socially
connected understanding of shared values and common humanity;

and respectful of developing an apreciation of, and respect for, difference and diversity; and

understanding the complex relationship diversity between diversity and commonality.

Based on human rights aproaches and including attitudes and

Ethically values of caring for others and environment; personal and

responsible and social responsibility and transformation, and developing skills for participating

in the community and contributing to a better engaged world through informed, ethical and

peaceful action.

Figure 3. Attributes of GCE (UNESCO, 2015).

In addition to the indicated domains, learning outcomes and attributes, the framework
highlights nine topic areas, which corresponds to each learner attribute given above in
Figure 3. The topic areas are given below in Figure 4, where each topic is taken under
a specific domain of learning. Based on these topics, agespecific learning objectives
and key themes are developed for the framework (UNESCO, 2015), which are the

main concern of this recent study.

Informed and Local, national and global systems and structures Issues affecting

interaction and connect at

and engage



Figure 4. Topics of GCE (UNESCO, 2015).

1.2 Statement of the Problem

The Turkish foreign language curriculum framed by the Ministry of Turkish
National Education aims to create English learners who are able to understand the
values of different international languages and cultures while being aware of their own
unique culture, which shows the emphasis on the recognition of cultural diversity
(MNE, 2018, p.8). When the differences between home and target culture are asked to
be given, it is explicitly mentioned not to create negative models for the students
(MNE, 2018, p.9). Therefore, the new curriculum highlights a new learner profile
which is sensitive to certain values of the society and has developed their intercultural
competences as an outcome of the curriculum. It has attempted to include the key
competences described by European commissions, which are social and civic
responsibility, initiative and entrepreneurship, and cultural awareness and creativity
(MNE, 2018).

With this in mind, as it is stated in the English language curriculum, it cannot be
ignored that education includes some certain values which are inevitably given
importance by the individuals and societies. It is claimed that the new curriculum
designed in 2018 covers values education compared to the previous curriculum
(Ministry of National Education [henceforth MNE], 2018, p.3). The values concerned
in the curriculum are given as friendship, justice, honesty, self-control, patience,
respect, love, responsibility, patriotism and altruism. It has been planned that these
values are given implicitly in the lessons by creating effective contexts. They should
be embedded into themes and topics of the syllabi (MNE, 2018, p.6). The values listed
above are highly included in UNESCQO’s published Global Citizenship Education:
Topics and learning objectives guidance under the categories of three different
domains of global citizenship education (UNESCO, 2015, p.42). They create a deeper
perspective for global citizenship education as being part of this concept (UNESCO,
2015, p.47).

In this sense, this learner profile constructed by the Turkish National Education
curriculum matches with the requirements of Global Citizenship Education in which

the learners are considered as the active participants of the societies to build a more



tolerant, safe and peaceful world. Although there are studies showing the importance
of global citizenship education, little has been carried out evaluating coursebooks in
terms of global citizenship education. Some of the countries have been highly framing
their curriculums in line with the values and beliefs of global citizenship (UNESCO,
2015). Turkish citizens are expected to communicate in English language which is seen
as a major factor to achieve progress in economic, political and social contexts on an
international level. Teachers are required to shape the necessary competences in and
outside the classroom to have students learn English (MNE, 2018, p. 4). In order to
achieve this, the essential materials should be developed according to the assessment
criteria which promote the values and competences depicted in the curriculum. As the
given curriculum claims that the purpose is to create communicative language users
who are aware of the values both on a universal and national disposition, this is a direct
relevance to global citizenship education (UNESCO, 2015, p.47). However, the studies
implemented so far are inadequate. Turkish ELT coursebooks claiming to be
promoting these concepts should be examined to see whether they fulfil the

requirements of global citizenship values.

1.3 Purpose of the Study

This study aims to evaluate the coursebooks used in Turkish lower secondary state
schools in terms of the Global Citizenship Education framework developed by
UNESCO (2015). The increasing popularity of global citizenship education and its
objectives are highly related to the ELT field in which English is considered as lingua
franca in today’s world. In addition to that, coursebooks are developed to teach English
on the basis of current ELT issues as a basic material for language teaching in the
classroom. Therefore, this recent study presents a perspective for evaluating the themes
and content given in secondary state school coursebooks. That is to say, the study aims

to fill this gap in the field.

1.4 Research Questions

In order to achieve the aims that have been mentioned so far, the following research

questions are asked:



1. To what extent are the cognitive, socio-emotional and behavioural learning
domains of GCE represented in 7% and 8" grade Turkish MoNE Secondary
School English coursebooks?

2. To what extent do 7" and 8" grade Turkish MoNE Secondary School English
coursebooks include learning objectives related to the GCE framework that is

defined by UNESCO?

1.5 Significance of the Study

There are a few studies exploring GCE in ELT in Turkey as well as in the world.
Nevertheless, it is important for language teachers to follow the recent trends and adjust
themselves to these trends (Akyiiz, 2019). Thereby, one of the main resources used in
Turkish state schools are coursebooks, which do not only include information but carry
out new cultures and what culture brings to the students. In addition to that, secondary
school students tend to be able to develop skills for intercultural sensitivity (Akandere,
2021). This intercultural dimension of English could be able to promote global
citizenship as cultural content makes it possible to interact and increase the familiarity
within international contexts, which ultimately, provide an opportunity to enhance
awareness on the values of GCE (Ait-Bouzid, 2020).

In the English Language curriculum published by the Ministry of National
Education in 2018, the general objective is to raise Turkish citizens who are able to
communicate effectively on an international level in order to follow the economic,
political and social developments in today’s world. With this in mind, it is claimed in
the curriculum that the lesson objectives and activities are developed to achieve this
objective accordingly. There is no study examining this evaluation up to our
knowledge. Therefore, as the study offers an analysis of the activity objectives in terms
of GCE values which are claimed to be included in the state school coursebooks, the
study has a significance to cover this issue.

Although there are studies conducted in Turkey about GCE, this study is separated
from them due to a few reasons. First, this study evaluates all GCE domains of
learning, which are cognitive, socio-emotional and behavioural. Therefore, unlike the
studies investigating on or integrating global issues into classroom practice, which are

taken under cognitive development, this recent study includes all domains in detail.



1.6 Definitions

The definitions of commonly used terms in the thesis are given below in order
to help having a deeper understanding of the study:

Global Citizenship (GC): “A global citizen is someone who is aware of the
wider world and has a sense of their own role as a world citizen.” (Oxfam, 2015, p.5).
Global Citizenship Education (GCE): “It is a framework to equip learners for
critical and active engagement with the challenges and opportunities of life in a fast-

changing and interdependent world.” (Oxfam, 2015, p.5).
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Chapter 2 Literature Review

2.1 Overview of Chapter

This chapter represents the brief summary of globalisation, global citizenship, global
citizenship education and global citizenship in coursebooks. Following the effects of
globalisation on education in general and language education in specific, its relations
to global citizenship are discussed. The difference between citizenship and global
citizenship is clearly given to define the various perspectives of global citizenship in
the literature. The importance of global citizenship education is explained, in which
different global citizenship education approaches are introduced including Oxfam’s
(2006) detailed global citizenship education explanation. As a final point, global
citizenship education as a concept in the coursebooks and related research on

coursebooks are summarised in the chapter.

2.2 Globalisation

The world has become global (Scholte, 2005). With the need of finding new
trade markets and areas, the European explorers supported by monarchs and merchants
went into searching the world. Many became globalising forces with their imposition
in different fields such as in social, economic and religious perspectives (Boli &
Petrova, 2007). Technological and economic developments starting from the
seventeenth century with the colonial power of Britain, which was followed by the
industrial revolution in the nineteenth century, and the enhanced economic power of
the United States of America in the twentieth century affected the whole society. The
media, communication, transport, broadcasting, academic, political and international
developments have been changed to a great deal (Crystal, 2003). At first, globalisation
was not for all but for the elites only. Not everybody had the chance of trying on silk
textiles imported from these new colonies. However, this changed mostly when the
accessibilities to the various resources improved. Communication and travelling got
easier. Middle class had opportunities to be part of these routines which were once
thought of as luxuries. Globalisation as the term itself refers to "becoming global " has

largely broadened its routines in this sense (Boli & Petrova, 2007).
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Globalisation has been interesting to many theorists and become one of the
most controversial topics lately (Ritzer, 2003; Kumar, 2003; Kellner, 2002;
Fairclough, 2006). Kumar (2003) states that it has been described in various ways such
as “condition”, “phenomenon”, a “stage” or “phase” while some define it as a
“discourse”, “an ideology” and the most common one is “process” or “processes.”
Ritzer (2003) points out that “globalisation is not a singular process but a term that
encompasses a number of transnational processes.” Kellner (1997) reveals that
although the definitions of globalisation can be both positive or negative, he suggests
it is “multivalently to describe highly complex and multidimensional processes in the
economy, polity, culture, and everyday life.” Bloom (2008) defines that “globalisation
refers to the integration of economies via movements of goods, capital, ideas and
labour.”

As an uncertain concept cannot be evaluated properly, it is highly important
to clarify what is meant by globalisation. There are a number of different definitions
of globalisation four out of which can be considered as main definitions since the term
appeared first in the academic literature. These are globalisation as internationalisation;
globalisation as liberalisation; globalisation as universalities; globalisation as
westernisation. However, none of the above actually contributed a new perspective to
the literature. Considering that no definition is definitive, a new fifth approach which
interprets globalisation as transplanetary connectivity appeared. According to this new
notion, as the obstacles before reaching out social contacts have been decreased, people
from all around the planet Earth started to have more opportunities to become active
beings to be able to engage in the world in various terms such as culture, language,
law, physical and psychological ways without barriers (Scholte, 2005).

Transplanetary connectivity shows “the where of social life”. Globality takes
the world as a whole unit as the social interaction itself occurs in it. The world itself,
globality, refers to transplanetary “across the planet” relations indicating that social
links between people take place anywhere and anytime on Earth. One important
concept defining transplanetary connectivity 1is spatiality, which means
communication among people appears in somewhere and any social relation is bound
to somewhere or something. Moreover, it is not only limited to any territorial location
but it can be quite instant. Telecommunication services allow these immediate and

instant links (Scholte, 2005). Effects of mass media cannot be denied as it presents the
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inescapability of the globalised world (Boli & Petrova, 2007). It spreads messages
immediately to different audiences from all around the world. Ecological topics such
as climate change, decrease in biological diversity expanded to the lives of everybody.
Global human rights defenders do not only consider certain parts of territorial borders
to reach out help to the ones who need it (Scholte, 2005). Therefore, acceleration in
movement of people, objects, opinions and knowledge is inevitable due to the

decreased borders of space and time (Garrett, 2010).

2.2.1 Globalisation in education. As Khan (2014) states, globalisation
connects individuals and establishments across the world. Technological
developments and the internet have made it possible to reach every part of the world,
which created new multicultural communities being able to discover existing or new
possible opinions, ideas, people and commodities all around the globe. Globalisation
is not only related to the structure of global scale but also new relations between this
global scale and other scales (Fairclough, 2006). As Fairclough (2006) indicates “a
scale is a space where diverse economic, political, social and cultural relations and
processes are articulated together as ‘some kind of structured coherence.” A spatial
entity, which is any possible community in any size, might be in the process of
rescaling when it connects to new other scales. This recontextualization process
includes the appropriate acceptance of the recontextualizing context with its heritage,
systemic properties, institutional features, social relations, power relations and
struggles between various social and political classes as well as its population's beliefs,
attitudes, and identities. Thus, re-scaling of a spatial entity like a nation state is a
complex process as it might have unpredictable outcomes in these new acquaintances
with other scales. Globalisation causes patterns of movement across national
boundaries, resulting in more diverse communities within them, which could question
traditional representations of “imagined community" of the nation (Anderson, 1983).
Considering this, due to globalisation and migration, the nations are getting
heterogenized as they start to include more racial, ethnic, cultural, linguistic, and
religious diversity (Banks, 2004).

Education carries an important role in this globalising progress. Every country
has its own national education policy that promotes certain values, belief systems and

historical perspectives (Khan, 2009). Educational programs bring new aspects of
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working, learning and evaluation and cultural effects in the form of new values and
attitudes (Fairclough, 2006). The individuals improve their abilities and potentials via
education. Besides, they acquire knowledge of the world and meet new people, which
ultimately creates an awareness towards others at a social level (Bloom, 2008).
Education is the process of enhancing human capacity to provide personal
development both for the person along with others. The aim of education today is to
foster life in its wholeness, to carry unity and consensus with the help of globalisation
in order to reveal the best version of diverse cultures and human dignity (Raminez,
2008).

The diversity coming with globalisation can be enhanced via educational
institutions to introduce them to the new generations (Khan, 2009). One of the positive
aspects of globalisation is the exposure to another culture, which makes the young
approach more to the realities outside of their own country. When one is born into a
culture, it is mostly assumed that understanding of culture is brought within the local
community. However, this process comes with learning about it. Educating students
about this creates sensitivity towards one’s own cultural roots. Moreover, respect for
cultural diversity starts with learning about one’s culture (Raminez, 2008). Societies
become more tolerant to the ones who come to their country from different
backgrounds for various purposes (Bloom, 2008). As globalisation brings an attitude
of equalising cultural differences, it might be an option for people to make use of
dialogues by questioning and discovering about one another (Schréttner, 2010). In this
sense, education creates individuals who can carry the needs of globalisation. It is with
these individuals that bring new benefits and opportunities for their societies.
Therefore, education has been an essential element in the globalising process (Bloom,
2008).

Globalisation is not only an exchange of products and services but also
meanings and symbols. This flow of social relations creates a diversity rather than a
unity resulting in clarifying the aim of multiculturalism, which is maintaining the
different cultures without hindering the regular pacing of society (Banerjee& Linstead,
2001). As a result of becoming transnational, categories of culture are conflicted.
Globalisation of media, capital and culture brings new and complex perspectives of
belonging. Besides, it is not possible to ignore how cultural logic works in today’s

world (Shome, 2012). The diversity coming with globalisation is reflected in
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education. The effects of globalisation on education are reflected as a part of
multicultural education which enhances awareness on cultural identity and plurality
and world citizenship (Sentiirk, 2008). According to Banks (2008) multicultural
education is an educational reform movement in today’s globalising world with the
aim of providing all students an equal opportunity to learn in school (Bank, 2008). As
Persell (2004) states, school might change children who attend from different social
classes due to the fact that they are not the same person as they first enrolled the school
with the different types of instructions which they take throughout the education
process. Therefore, schools can provide a change to eliminate inequalities.

Education has been affected by emerging technologies and media to a great
deal (Block& Cameron, 2001). The spread of opinions, goods, technology, capital and
people is highly more available due to global transport and communication (Schrottner,
2010). People are able to share opinions and information in a very short time on a
global basis. The increased use of blogs for various purposes not just for writing
personal journals but also reporting news are read every day by different audiences.
The content of these media such as blogs might range from human rights in China to
the US occupation of Iraq, which makes it easier to catch up the events in the world
beyond the immediate environment (Zuckerman, 2008). The awareness of people
towards each other is increasing as a result of becoming globally interdependent and
they start to examine the planet as somewhere in which countries and people share the
common chances, sources and future (Basiga, 2004). In addition to that, people can be
part of events without even being there through the media, which provides people
knowledge of the different parts of the world about topics such as human rights. With
this in mind, education can assist people to acquire more accurate knowledge on these
controversial topics which might be considered true despite not being true
(Scheunplug, 2010).

As well as obscuring the national borders, globalisation changes the solidarities
inside and outside the nation state. The state level is mostly affected by affairs
regarding human rights, regional states and international democracy. It is important to
understand how globalisation and its relations with these issues reshapes the civil
society in order to understand the issues having priority in education (Torres, 2002).
Consequences of globalisation such as human safety, social justice, environmental care

and democracy have been considered as human’s responsibility leading to
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developments for those who need improvements such as in Third World countries.
While globalisation brought wealth to some, the others are not part of this process.
These others are not able to utilise the resources of the planet. People all over the world
are facing different challenges. The actions to make these challenges decrease have
started to take place. Different kinds of education such as peace and global education
have been added to the school curriculum so that more awareness can be given about
these challenges and inequalities. Although it is globalisation that brings challenges, it
is also globalisation itself that provides solutions as creating awareness on the global
basis comes with utilising an education perspective according to these problems on a
global basis. In this sense, globalisation is highly able to provide an environment where
more equitable manners might be brought to practise education for all students.
(Basiga, 2004).

The importance of communication and interaction on the transnational basis, which is
the consequence of globalisation, has also influenced language education policies
(Ates & Aytekin, 2020). The utilisation of languages in determining integration of
which and how languages are taken as the part of teaching and learning processes have
changed due to technology, migration and transnational connectivity. A more
dimensional education perspective with more integration of intercultural competence
supported with increased contexts and language learning rather than with the only
focus on form and function should be prioritised. As the world changes, the ability to
adapt to these changes is depending on a curriculum which should be designed globally
focused. In this sense, the old traditional language teaching techniques are not enough
anymore (Pastae, 2018). Therefore, language as the conveyer of culture is inevitably
interacting with globalisation (Sun, 2013).

As being the conveyor of the cultural elements, language is influencing the world in
terms of continuous communication between nations and countries (Sun 2013). With
this interaction, it is highly probable that language knowledge plays an important role
in international power relations. With the increased communication of countries, they
had to maintain their power and status in the globalised world (Ates & Aytekin, 2020).
It is with globalisation that an environment in which competition has been created as
a borderless world. Individuals equipped with many skills such as being qualified in
effective use of foreign languages come forward more than the others, which is leading

countries to prioritise the process of educating their citizens as individuals being able
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to take part actively in the world economy in order to benefit from globalisation. Thus,
the significance of knowing a language affects education processes to a great extent
(Altan, 2017).

Block (2008) states that language is framed in new ways, one of which is considering
the fact of commodification of language. The knowledge of language is valued as a
skill in the job market. There are two main consequences of this process. First, it
enables preserving and promoting the language resulting in making a good economic
flow. Second, as language can be evaluated as a measurable skill now, which is in
contrast to be taken as talent or related to only a group of people inherently. This
commodification process determines which language is to be taught in schools
throughout the language teaching as the job market affects the educational authorities
to lead their policies. One aspect prioritised is that language can be shaped as a
communication skill, which is a valuable outcome for job opportunities. Beyond
carrying knowledge, language shapes the perspectives and ideas of people. As types
of people differentiates due to globalisation people encounter new cultures.
Globalisation brings people from various backgrounds together. Their cultures are
shared via language within and outside the nations (Ates & Aytekin, 2020). Having
mentioned in the beginning, language learning is not only a process of attaining
grammar and vocabulary knowledge but also bringing a deeper perspective of
understanding culture carried with it. Creating intercultural awareness and reducing
stereotypical opinions are also essential purposes of language teaching, which are
added to the curriculum. Learners are supported to explore both their own culture and
the target cultures via language (Ivan, 2012).

Apart from learning English due to job opportunities in the global market and getting
to know different cultures from a general perspective in a less prejudiced way,
language learning is important for maintaining more peaceful relations within the
diverse groups formed with multicultural backgrounds. As they live together especially
in cosmopolitan cities, people interact with each other in their daily lives. Providing
fluent and proper communication is possible with being able to speak a language. A
fluent interaction shapes people’s thoughts and opinions of others and affects their
personalities to live in harmony (Ates & Aytekin, 2020).

According to Crozet, Liddicoat and Bianco (1999) cultural diversity is prioritised in

multiculturalism which is brought about by globalisation. The ability to perform more
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than one language broadens one’s horizon into others. Individuals have cultural maps
in their minds providing assumptions of what is standard and what are the norms
provided to make sense of the world. However, these maps can be prejudiced or
misled. A perspective to adjust ourselves into a deeper understanding towards others
requires educating ourselves about it. A language education which makes use of an
intercultural approach to language education is highly possible to contribute to people
in reshaping their thoughts and ideas. Therefore, language study is able to introduce
more positive attitudes, empathy and awareness into others. The importance of
multilingualism is that efforts to educate people for multicultural communication from
a monolingual perspective is likely to bring more stereotypes about the other culture.
This kind of education makes students interpret the other culture as a recognized
deviation. As culture is not exposed to learners with language education, it limits the
behavioural change such as providing peace and tolerance.

The interaction with different groups has increased the necessity for some countries
to create “global citizens” who are able to take a step and move in unity to face the
global challenges or issues all around the world together (Ates & Aytekin, 2020). This
concept is likely to encourage students to be equipped with essential skills, knowledge
and values in order to perform within and outside their cultural community. As
globalisation has an effect on communities including their beliefs, norms, behaviours
and economic performances, the communities have become more diverse than ever
resulting in blurring the national boundaries. The Universal Declaration of Human
Rights (1948) has promoted international human rights. Thereby, this has been set in
the schools as part of education programs with the concept of global citizenship to
provide the needs of globalising worlds (Banks, 2008).

2.3 Global Citizenship

It is highly important to define citizenship to understand global citizenship
(Schippling, 2020). Citizenship indicates the concept of participation in public life
from a more general perspective in political life, which clearly shows the interaction
of the person with the state. A citizen, in this sense, is an individual who is able to
govern and be governed with the appropriate features including autonomy, judgement
and loyalty. Besides, the concept struggles with the rights and entitlements as well as
responsibilities towards others (Steenbergen, 1994). Citizenship signifies specific legal

and democratic processes promoting a connection between the citizen and state in a
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distinctive manner implying the social status and power this relation brings (Lagos,
2002). Steenbergen (1994) states that the Marshallian concept of citizenship is still
acceptable to analyse and improve new concepts from it. Marshall (1950) defines
citizenship in three parts, which are civil, political and social. The civil element
consists of rights and freedom of a person including freedom of speech, religion,
opinions, having own property and right to justice. Each person has equal rights in the
law process. Political element is having a right of taking part in political exercises such
as becoming a member of a political authority. Social element is having the right of
maintaining a standard social life from economic needs to cultural heritage as a
civilised being.

Citizenship brings an active participation of the individual in public issues and beyond
the official channels of the government. Citizens being political agencies are able to
make individuals be recognised and give them a voice in the system as well as causing
change in public or transforming the system itself into a new form. Engagement in
civic issues has revealed a new dimension on the notion of what is described as
“public” due to transnational relations brought with globalisation (Slaughter& Hudson,
2007). Citizenship can be defined traditionally under four components, rights, duties,
participation and identity. With the recent alterations including radical democracy and
communitarianism in the 1980s and a change towards identity as a result of
cosmopolitanism in the 1990s have naturally questioned rights and responsibilities.
The main concept questioning citizenship here is culture, which has been connected to
citizenship to a great extent recently and can be evaluated as a basis of citizenship.
Rights also include cultures as being negotiated and formed in specific contexts. With
this in mind, cultural rights provide groups including ethnic minorities to have rights
to difference resulting in giving these groups a static and defined identity. Therefore,
as it is likely to start with rights, citizenship might be extended due to the relationship
between identity and culture with their connections to the community (Delanty, 2007).
It is not possible to evaluate globalisation as merely an economic change. Due to the
alterations in nation- state perspectives, the nature of citizenship has also changed. The
notion of intellectuality has come on the surface. Besides, cultural and social changes
questioned the adjustment of citizenship in the context of a state. Globalisation has
decreased the feeling of attachment to the nation- state by making the social groups

become less connected. In addition to these points, approaches to human rights sticked
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to citizenship have expanded their scope under which the citizens equally take part in
common culture (Turner, 2007). Human beings deserve equal worth without any
differences with the understanding of providing basic needs for a good life. The
attitude of treating with equality has also shaped a social life with the awareness of
helping, which enhances the potential of living in a better community. This moral
aspect of human being forms duties to prevent the possible conflicts or challenges
happening to others and create a better well- being for them. These duties which can
be evaluated as general and special duties, in which the previous one refers to the
responsibilities to all human beings in a broader perspective. In light of this, the given
framework developed around human rights is highly enhanced to explore the concept
of global citizenship (Parekh, 2003). Falk (1994) describes four extensions of
citizenship for the global scale. First, the main perspective is to provide a unity in
human experience and increase interest in politics for considering the planet as a whole
place to live under the conditions of peace, equality and sustainability, which is to
construct a better world for all ultimately. Secondly, the wide spread of globalisation
is enhanced with new sets of trends, which prioritises the importance of global
citizenship. Third element is improving the attitude of taking necessary actions in
consensus to provide better conditions for the environment because of the fact that
without these adjustments, it is not possible to survive in the future. Thereby, human
survival highly depends on active global citizenship with the required awareness and
given importance to natural viabilities and political actions. The last and fourth element
is actualizing the needed actions by broadening the horizons of people not only with
calculation of the appropriate activities but also mainstreaming them to the public. This
overlapping dynamic of four elements of engagement shows the features of being a
global citizen whose purpose is to build a better planet.

Parekh (2003) explains that global citizenship has three major components.
First, it includes an awareness towards the policies of one’s own country and makes
sure that it does no harm to anyone within and outside the nationality, which enhances
the common interests of humanity on a global scale. Once a global citizen acts on the
behalf of their own national borders and deepens their national citizenship, universal
duties can be performed better. The sense of responsibility is improved with the feeling
of a strong commitment to the society, which means it is more important to feel

ashamed in the act of bad behaviour and responsible for preventing it. Secondly,
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globally oriented citizenship promotes the active interests in the problems or events of
other countries as caring for people all around the world should be a concern to us.
Besides, their effects on our beings are also inevitable. Globally oriented citizens are
equipped with a strong sense of responsibility to the people of other countries and feel
a duty to protest against, help for and engage in their affairs. Their purpose is to lead
every citizen to maintain a good life with the basic human rights provided. Thirdly,
globally oriented citizenship promotes an active commitment to construct a right world
order as working together with fair conditions for mutual concern.

As what is happening somewhere else is likely to be shaped by other places,
we are connected to each other mutually and cannot live in an isolated manner, which
makes it essential to define global citizenship. Considering this, the current citizenship
model named as global citizenship has different definitions as there is no consensus on
them (Basarir, 2017). According to Noddings (2005, p. 2-3) “A global citizen is one
who can live and work effectively anywhere in the world, and a global way of life
would both describe and support the functioning of global citizens.” Mclntosh (2005:
23) defines global citizenship as below:

I associate global citizenship first with several capacities of mind: 1) the ability to
observe oneself and the world around one, 2) the ability to make comparisons and
contrasts, 3) the ability to “see” plurally as a result, 4) the ability to understand that
both “reality” and language come in versions, 5) the ability to see power relations and
understand them systemically, and 6) the ability to balance awareness of one’s own
realities with the realities of entities outside of the perceived self.

As reported by Ousley and Starkey (2005) citizenship is evolving into a bigger
perspective as national citizenship is not enough to pace with the globalised world.
Cosmopolitan citizens with their multiple identities participate in the community they
belong to and also the ones they are linked to. Besides they are aware that they share
basic similarities with others, which brings a sense of citizenship shaped by common
awareness of humanity apart from a state related perspective. They act not only locally
or nationally but also globally. They form associations between issues, events and
problems at all levels believing that every citizen without any exceptions has equal
rights. Oxfam (2006: 5) sees the global citizen as someone who:

- Is aware of the wider world and has a sense of their own role as a world

citizen.

- Respects and values diversity.
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- Has an understanding of how the world works - Is passionately

committed to social justice.

- Participates in the community at a range of levels, from the local to the

global.

- Works with others to make the world a more equitable and sustainable

place.

- Takes responsibility for their actions.

Dower (2008) explains that claiming oneself as an individual who accepts the idea
that all human beings are important is described under the notion of being a global
citizen. One has responsibilities toward others in accordance with the universal norms
and values bringing awareness toward each other. We are part of a common humanity,
in which we share the same global problems and have duties to take actions such as
for those suffering for many reasons or environmental issues. People all around the
world, even countries with few nongovernmental organisations, have started to hear
about the global problems and investigate possible solutions through the global
communication networks. In this sense, global citizens are the ones who accept and
take actions on the behalf of global ethics as a member of a collective structure. From
this ethical perspective, the notion of global citizenship brings a certain form of
awareness based on optimism that voluntary efforts can make things better with people
who act out for it.

Evan (2008) indicates evaluating the concepts of human worth including
equality and its principles is not a new concept. Nonetheless, forming a universal
concept of rights with its ethical backgrounds and values, which have been defined
legally is more likely to be evaluated as quite new. The spread of human rights on a
global basis has been often evaluated as the moral results of economic globalisation.
The interests of the powerless have improved, bringing in the main reason behind the
worldwide spread of human rights as opposed to the idea that interests of the powerful
have an effect on it. Human rights have influenced local structures embedding itself as
being part of the cultures of these structures to provide better conditions for the daily
lives of ordinary people. Even though the moral motives for acting on the behalf of
human rights are not clarified entirely, emergence of human rights organisations have
brought a voice for those on an international level breaking the dominance of the state’s

monopoly by empowering alternative channels to hear from the challenges all around
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the world. The moral movement among the nongovernmental organisations within this
brutal reality has been shaped as a global civil society, which implies an awareness
towards global human rights (Ignatieft, 2001).

According to the global citizenship model of Morais and Dogden (2010) global
citizenship has three dimensions which are connected to each other: social
responsibility, global competence and global civic engagement. The first one, social
responsibility can be classified within 1) global justice and disparities in which
students learn about social issues and engage with the examples of global justice and
disparities, 2) altruism and empathy in which students study on different perspectives
and build an ethical understanding of social service referring to both global and local
issues, 3) global interconnectedness and personal responsibility in which students
discover the connections between local actions and their impacts on the global level.
The second one, global competence has three parts: 1) self-awareness in which
students get an awareness of their strengths and limitations in order to take part in
intercultural relations, 2) intercultural communication in which students acquire
necessary skills for intercultural connections, 3) global knowledge in which students
learn about world issues and events. Third, global civic engagement consists of 1)
involvement in civic organisations in which students participate in volunteer work in
global civic organisations, 2) political voice in which students establish their political
views depending on their global knowledge and actions in public, 3) glocal civic action
in which students take part in local action for a purpose which enhance their

engagement through global agendas.
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Figure 5. Global citizenship conceptual model (Morais & Ogden, 2011).

Larsen (2014) presents in her framework of critical global citizenship that it consists
of two main components: Awareness/Analysis and Engagement/Action, in which the
relationship between these terms have been prioritised. The first component,
Awareness/Analysis has three different dimensions: critical awareness and analysis
of the Difference; the Self, the Global; and Responsibility (See Figure 5). Difference
Awareness includes awareness and respect for the diversity of opinions, attitudes,
assumptions and actions all around the world. As well as the knowledge of one’s own
culture, a critical global citizen is an attentive person to the notion of “others” whose
cultural opinions, attitudes and actions might contradict the ones the others have. A
global citizen evaluates the concept of difference in terms of contemporary
understanding with its history and prejudiced views it has been attached to it.

The second dimension, Self-Awareness, promotes the consciousness of one’s own
identity with the emphasis on the understanding of its being a complex, changing and
flexible nature. Self-Awareness shows that a person’s worldview has limits and is not
accepted universally. The knowledge of oneself enhances the idea that one is able to
interact or get in touch with others adequately outside their own comfort zone. The
third dimension, Global Awareness, engages within the state of the planet connecting
different interdependencies together. Issues affecting today’s planet with their impact

on the local areas such as “poverty, homelessness, HIV/AIDS, lack of access to clean

24



air and water, housing, food and clothing, which are related to inequalities based on
gender, race/ethnicity, social class” (p. 6) etc. are prioritised to develop an
understanding towards them. Responsibility Awareness gives awareness towards how
to be able to act out against the inequities and injustices. The main points of
responsibility are having a sense of concern and caring for others including people and
environment. This responsibility is not in the sense that West/white Europeans have
superiority to help the others, who are victimised, but in the sense that the

responsibility is shared equally to take part in the process of helping.

DIFFERENCE

SELF

RESPONSIBILITY

Figure 6. Critical global citizenship: awareness/analysis component (Larsen, 2014).

Engagement/Action, the second component, consists of three overlapping dimensions:
Self-Action, Civic Action and Social Justice Action (See Figure 7). After the person
recognizes one’s identity and has an awareness of differences, global challenges and
responsibilities towards others, a critical global citizen can help less privileged others
reach a more privileged life as the one they have. The first dimension of
Engagement/Action is Self-Action, which promotes the actions one performs in their
daily lives to show respect and concern to others. The second dimension, Civic Action,
indicates participation in social life at all levels as a reaction to awareness of
individuals. The third dimension, Social Justice Action is a broader term referring to
the exchange in power dynamics among individuals, groups and institutions, which

creates a change.
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SELF

CIVIC SOCIAL
JUSTICE

Figure 7. Critical global citizenship: engagement/action component (Larsen, 2014).

2.4 Global Citizenship Education

Recent occurrences have increased the importance of global citizenship
education as a subject which should be discussed (Aboagye & Dlamini, 2020). The
countries are not isolated any more due to the increase of global interrelatedness on the
individual and national levels, which has led citizenship to be practised within global
context. With this in mind, many of the educators have recognized the importance of
creating an appropriate educational context for the need of this global interrelatedness.
The school curriculums have been revised in the sense of making schools more active
and adequate agents for giving citizenship education according to the global world of
today. The traditional curriculums based on mainly Western perspectives have been
changed into more global ones with the addition of introducing different contexts from
non-Western countries and decreasing the biases about them. Rather than focusing on
a particular regional context and taking it as isolated units without considering its
relations with each other, it should be considered within an extended global
perspective. Therefore, a curriculum connecting individuals and societies together to
show them their interconnectedness and unity should be practised via curriculum
development. It is with this global perspective that the world is not examined as the
passive transmission of facts but rather the active use of them to enhance the
participation in the processes of global challenges concerning all communities.
Citizenship education curriculum, in this sense, has broadened into a more global one,
in which the individuals are not only observers of the world but are responsible human
beings with their participation in the world issues with their personal, social and

political actions (Anderson & Rivlin, 1980).
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Waks (2008, p. 209) defines The New Cosmopolitanism as the concept which
is “a synthesis of liberal universalism and communitarianism that accepts some
communitarian insights while subjecting others to liberal critique.” According to The
New Cosmopolitanism, moral universals are considered as useful tools to make the
global projects happen. The ethnocentric point of evaluating moral universals such as
human rights is rejected, which claims that basic human rights are for all without any
variations. Furthermore, due to its practicality on the way of maintaining a process of
helping with the issues and challenges in which human rights are at risk, the old is
aimed to be preserved but not to be destroyed. They search for various ways of bringing
all diverse groups together for a consensus on the important common interests and
challenges with different ideas and solutions, each of which is likely to appeal to these
different groups. In this sense, 7he New Cosmopolitans are pluralists whose aim is to
adjust cultural differences to reach practical consequences on global issues. With this
in mind, shaping citizens who are able to take part in cosmopolitan actions formed with
the contributions and sources from various ethnic and national groups within the
appropriate interaction has led the need of Cosmopolitan citizenship education, aims
of which are (a) broadening the cosmopolitan potential of formal setting and building
connections among the city and these citizens (Waks, 2008).

It is highly clear that global justice can be acquired when the inclusion of all
people is provided (Nussbaum, 2006). With the growing diversity all around the world,
citizenship education is to change to prepare the learners to engage in the 21st century
with the necessary skills. Citizens should be equipped with the required understanding
and behaviours within their communities and beyond their borders. They are expected
to be part of building national civic culture according to democratic aims and morals
such as given in the Universal Declaration of Human Rights. Citizenship education
with a new transformed form is needed in the current settings of the nations due to the
large number of immigrants, ongoing racism and the power relations among social
classes. It is important to maintain an effective interaction with their own shared
national culture. Furthermore, every cultural and ethnic community should be
respected and valued not only because of the fact that they provide a confident space
for the minorities but also, they are part of the nationstate and valued on their own as
being the citizens in the community. With this in mind, global education should be able

to develop an awareness of how interdependent the nations throughout the world are
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in forming a global community with the proper attitudes and identifications. Therefore,
one of the fundamental objectives of citizenship education is to help students enhance
their consciousness of global identities and actions which are important to take as being
the global citizens of the global community in order to solve the global challenges
(Banks, 2008).

As education is considered as an important tool for creating social change, the
contributions of global citizenship in education should be clarified. Besides,
citizenship education is getting attention worldwide as reaching a more global
perspective which has been called world citizenship education nowadays. Even though
world citizenship is not a new concept, the dynamics of world citizenship in education
have changed with the requirements of the twenty-first century. The idea that
citizenship education was established with the understanding of creating a cohesion
within the borders of a nation-state has been shaped with the emergence of a more
global perspective. Borders and boundaries determined previously are getting more
dynamic and connecting national and global contexts together. A mindset is to be
developed to enhance the understanding of going outside the boundaries of nations and
developing global citizenship, which can be provided mostly with its integration in
education. Global citizenship education (GCE), therefore, is a positive reflection of
common humanity as its aim is to create more cohesive diverse communities with the
systemic mechanisms that secure the recent multi-dimensional societies
(Golmohamad, 2008).

Osler & Vincent (2002) points that there has been a need for educational
systems to contribute to the needs of global competitiveness, which emphasises the
importance of schooling processes as they develop individuals who can participate in
the global competitive business market. If globalisation processes are formed by
citizens at all local, national and regional levels, schools are to shape learners not only
as national but also global citizens providing the demands of peace, democracy, human
rights and global ethics in education. According to their perspective, global education
has been analysed within two more concerns which are related to morals, judgements
and actions in the contexts of cultural pluralism. First standpoint is how to enhance
collective decision-making and behaviour both in the schooling processes and
multicultural learning communities. The second point is the possibility of forming an

understanding of shared values in these multicultural or plural contexts. With this in
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mind, pluralism indicates that all human beings are worth equal values. Besides, no
culture is fixed and they include diversity. Therefore, the main point of global
education is to create global citizens participating in the process of forming local and
global communities in the future in which topics such as peace, human rights,
democracy and development are addressed.

The evolving nature of citizenship questions how these demands should be supported
by the schooling processes. There has been an increasing need to integrate a sense of
global-mindedness into education to raise an awareness of how the world is connected
to and responsible for each other (Pashby, 2008). Pashby (2008) indicates that global
citizenship education evaluates the global challenges beyond the national perspective
and does not prefer to be interfered with the approaches of social studies as they are
keen to create false impressions on the concepts of foreign places and peoples. Social
justice and democratic principles are prioritised in the currently developed GCE
approach due to the interconnectedness that has been shaped by multiple identities and
allegiances. GCE is highly based on the criteria of citizenship education aiming to
promote a sense of belonging, which is related to the notion of identity. As diverse,
overlapping and socially constructed self-images of people and groups form
citizenship and it should be negotiated under these conditions, it is quite probable that
GCE enhances an educational framework to support these demands in the global era
by providing an alternative to nation-centric approaches of citizenship education.

Wright (2011) points out that GCE has been evaluated from the perspective of
postcolonial theory recently and its association with cultural diversity is mainly
highlighted. As an alternative to Eurocentric Universalism which is more territorial
and belongs to the institutional systems in terms of its perceptions on citizenship, what
is called Divisive Universalism is not limited to only the nation scale, which makes it

a broader perspective to evaluate GCE. This sort of universalism is provided with
critical pedagogy, which shows the interaction between centres of power and
educational processes enhanced with universal morals and brings an alternative to
existing GCE. The main purpose of critical pedagogy is to create social change to
reduce ignorance and increase knowledge in terms of recognizing and making others
heard. According to the approach, the practices of GCE in the classroom are classified.
Firstly, the class should be a place in which a perspective beyond Eurocentric

universalist perspective should be explored by reaching out the resources of self-
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reflection for the locations and interests in given education discourse. Secondly,
individual subjects should be included in the classroom not only in favour of generally
accepted perspectives of globalisation but also different nondominant perspectives of
the global rather than taking it only in tokenistic ways. Moreover, due to the fact that
some nations have control over some others, GCE should empower the idea that
citizenship is not limited to national belonging but also free from the problematic
paradigm of rights. Thirdly, GCE should have two appropriate ways of approaching
the problem of difference. Firstly, the issues of race, ethnicity and class are introduced
to the learners and they are supported to reflect on their essentialist views equipped
with hermeneutic tools to investigate this process with a more broadened presentation
of these issues. Second, the idea of construction of difference should be emphasised
rather than claiming that difference is natural.

Nguyen (2015) looks at GCE from a different angle in which a Buddhist
perspective is evaluated in terms of conceptions of self to provide social
transformation. According to the research, the perspective given showed that the self
can be transformed with its sense of awakening as the experiences based on difficulties
and sufferings are not the final points in life. Rather, these moments bring social and
ethical consequences to the self which help them to reflect more in their actions. As
social transformation is needed, the social work that is the way to acquire this outcome
can be identified within two versions, which are a) the unskilful work and b) the skilful
work. First, unskilful work is related to the work of a clouded mind which refers to the
thinking processes with assumptions, arrogance and prejudice. If social work turns out
to be the actions of a clouded mind, the criteria of global citizenship is not fulfilled as
they do not imply any change in their attitude towards others. On the second hand,
skilful work is related to the work of a clearer mind, which defines the thinking
processes of the mind in which it is clearer than the starting point of the action. The
performing process is carried in wisdom and compassion. The approach to social work
is peaceful, which creates an environment to communicate openly bringing out another
dimension to global citizenship practices.

Oxfam (2015) defines global citizenship education as below:

Education for global citizenship is a framework to equip learners for critical and active
engagement with the challenges and opportunities of life in a fast-changing and
interdependent world. It is transformative, developing the knowledge and
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understanding, skills, values and attitudes that learners need both to participate fully
in globalised society and economy, and to secure a more just, secure and sustainable
world than the one they have inherited.

According to Oxfam (2015) the young are taken as the agents of change in which they
are given a chance to develop their skills in this area. A growing interest in educating
for global citizenship has been highly recognized all around the world for basic
reasons. As the more the students encounter recent global issues and challenges
through the media and their own experiences, the safer environment they need to learn
and discuss about them. It is with the education for global citizenship that the
generations have been equipped with the necessary vision to bring some solutions to
the challenges within and outside the national borders. Besides, interconnectedness
that we live in today’s world makes the global be part of our daily lives and analysis
of these daily lives is essential to promote a global perspective on the basis of local
issues. With this in mind, GCE can help learners to acquire basic skills in critical and
creative thinking so that they are able to enhance their participation in the

understanding of the global context.

Knowledge and understanding Skills Values and attitude

Social justice and equity Critical and creative thinking Sense of identity and self-esteem

Identity and diversity Empathy Commitment to social justice and
equity

Globalisation and interdependence | Self-awareness and reflection Respect for people and human
rights

Sustainable development Communication Value diversity

Peace and conflict Cooperation and Concern for the environment and

conflict resolution commitment  to sustainable

development

Human rights Ability to manage complexity and | Commitment to participation and

uncertainty inclusion

Power and governance Informed and reflective action Belief that people can bring about

change

Figure 8. Key Elements of GCE (Oxfam, 2015).
Oxfam’s curriculum outlines key elements to create active participants for global
citizenship, which is not a prescriptive guide but aimed to urge further thinking and
different horizons. It is identified with three different key elements as knowledge and
understanding, skills, values and attitudes. Each of these key elements are prepared to
show a progression according to students’ ages through years until the end of the
secondary school education. Knowledge and understanding includes seven different

key elements which are given above (Figure 8). Social justice and equity focuses on
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the concepts of fairness ranging from local and global scales. It aims to create students
who are able to provide solutions to poverty and inequalities after evaluations on the
causes and effects of these concepts brought into the classroom. Identity and diversity
promotes similarities and differences among people while discovering self- identity
and belonging. The purpose is to prevent stereotyping and reduce prejudices against
different cultures and identities. Ultimately, the students are aimed to be equipped with
flexible perspectives on the understanding of the world. Globalisation and
interdependence connects immediate and local environments together, which are
linked to global connections at the end. The effects of local on global are discussed
stepwise or vice versa. Power relations with their political and economic impacts over
different scales is evaluated in a critical thinking pattern.

Sustainable development contributes to the protection of the environment
starting from the immediate context. People’s actions on the basis of environmental
issues ranging from climate change to recent technological developments in the related
field are aimed to be discussed with the awareness of how people can damage or
improve the environment. Peace and conflict shows the fact that actions have
consequences resulting in peace or conflict. The reasons and the solutions of these
concepts are identified while bringing new perspectives for developing fair ‘win- win’
strategies. Keeping the peace and positive results of conflict are aimed to be
introduced. Human rights shows the priorities for human life, which is providing the
basic needs while being respectful to the rights of others. In addition to that, one of the
main purposes is to show the importance of defending human rights both on national
and global scales. Power and governance pictures the existing rules from schools to
the countries. The process of taking part in making and changing rules is aimed to be
given. Governance structures and how people are part of these structures are taught.

Skills includes seven different key elements which are given above (Figure 4).
Critical and creative thinking develops skills of asking questions with the appropriate
manner in the appropriate context, which helps learners to assess different viewpoints.
The purpose is to create learners with a sense of synthesised opinions which are
improved with various sources in order to evaluate the global challenges. Empathy
highlights the importance of awareness towards people’s feelings through verbal and
non-verbal resources. The ability to listen to others and recognise the differences in

backgrounds and their effects on one’s actions and world views are highlighted via this

32



concept. Self- awareness and reflection is to recognise the self and develop the ability
of giving feedback to one’s own actions, behaviours and feelings, which aims to create
a perspective for understanding how analysing one’s own affects our choices and
lifestyle. Communication improves the ability of listening to others and stating
opinions on different matters attentively. It also improves the ability of arguing in a
rational manner. Cooperation and conflict resolution enhances participation in group
activities while developing skills for effective diplomacy. Ability to manage complexity
and uncertainty is to teach learners how to cope with the challenges of life and reduce
the uncertainty of unfamiliar situations with revised perspectives acquired. Informed
and reflective actions supports learners to learn how to contribute on the behalf of the
group they are in.

Values and Attitudes also includes seven different key elements (Figure 4).
Sense of identity and self-esteem creates awareness of self-worth and worth of others.
Regarding values constructing self and others, interconnectedness of human life is
highlighted with an appreciation of multi-faceted self-identity. Commitment to social
Justice and equity develops a sense of justice and concerns on the behalf of active
participation for providing fair play both at a local and global level. The importance of
social justice and practices of democracy are introduced. Respect for people and human
rights introduces equal rights for everyone and leads learners to take action against
prejudice and discrimination while providing a safe and guaranteed perspective of
human rights for future generations. Value diversity aims to enhance understanding
differences and the importance of these differences among groups, which ultimately
develops an appreciation of learning from others’ various backgrounds and
perspectives. Concern for the environment and commitment to sustainable
development relates to the concerns about the environment and sense of responsibility
for protecting it. Commitment to participation and inclusion is aimed to increase active
involvement in the activities and decision-making processes, in which everybody
should be equipped with the understanding of the importance of others’ participation
as well. Belief that people can bring about change is provided with beliefs that
individuals can improve situations. They are encouraged to take part in issues and
challenges that are being faced both at local and global levels.

Giirsoy (2010) conducted a study focusing on environmental awareness in

foreign language education. The study aimed to contribute to environmental education
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given to young learners, which is part of the sustainable development education. The
paper argued that when the learners start to gain awareness on environmental issues at
a younger age, they are able to develop more positive feelings. The feeling of
responsibility in order to protect the environment is increased. As foreign language
learning can include problem solving activities, group work studies, a wide range of
realia or all other kinds of visual materials in the classroom, it could be a beneficial
field in the formal education to teach this specific part of environmental awareness.

Another study is conducted by Hosack (2012) to investigate citizenship
education as a concept understood by high school English teachers. The participants
were given a questionnaire to learn about their practices and beliefs regarding the
citizenship practices in the foreign language classrooms. According to the results, what
was seen was that the participants agreed on the fact that the teachers played an
important role as educators of citizenship, especially teaching in respect and tolerance
towards others and critical thinking.

A similar study regarding teachers’ beliefs on global awareness was conducted
in China by Jing (2013). The high school English teachers were asked about their
practices in the classroom via interviews and focus groups. The results showed that the
teachers had no systematic general awareness on global awareness. Besides, global
awareness was dealt with general subjects at secondary school education without less
critical thinking, which has been aimed to be discovered little in the studies. The study
shed a light on the gap for the field of global citizenship education as it proposed a
framework including knowledge, skills and attitudes. These three categories could be
beneficial as it brings a new perspective for evaluating global awareness in foreign
language education.

In their study, Omidvar and Sukumar (2013) studied the integration of global
issues into the syllabus of English lessons. The content of the lessons was adapted to
the activities used for a regular English conversation class, where different learning
styles and techniques were used. The study was conducted with twelve- and nineteen-
years old students, whose level was intermediate. The lesson plans were prepared for
each lesson. The results showed that the learners’ level of interest was increased in
order to think freely about global issues. The integration of the global issues into the
curriculum promoted tolerance and appreciation of different beliefs, backgrounds and

cultures.
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Bagarir (2017) investigated a study in Turkey in order to discover the
perceptions of ELT instructors in higher education regarding the integration of GCE
into the courses. The study was conducted with semi-structured interviews in order to
understand instructors’ opinions about GCE and its practices in the classroom.
According to the results of interviews, the participants mostly focused on the value
dimension of global citizenship such as tolerance, respect and sense of belonging.
Another result was that grammar-based teaching and students’ unwillingness to learn

about global issues made it difficult to integrate global citizenship into ELT.

2.4.1 Coursebooks and curricula in GCE. Coursebooks are highly considered
as the key component of the language classrooms. They can provide a basis for the
instruction; include the necessary input for the lesson and enhance skillbased activities
(Richards, 2001). The role of coursebooks in the classroom varies according to their
uses, which depends largely on the contexts they will be followed. As the purpose is
to find the best fit into the contexts, it is important to select the coursebooks with
certain criteria. (Cunningsworth, 1995). With this in mind, ELT publishing has been
highly popular recently and has an important place in the coursebook market (Gray,
2002). A great deal of classroom practice is provided by these commercially produced

coursebooks (Copley, 2018).

The global spread of English has changed the coursebook content, which has
created a perspective where coursebooks are usually expected to include only the
cultural elements of the target language. However, a range of studies shows that this is
not the case in some coursebooks as they tend to include a variety of Englishspeaking
cultures as well, highlighting a more international use of languages (Aliakbari, 2005).
In addition to that, the representation of the language has been carried by cultural
content to which it is related (Karakus, 2021). Nevertheless, Tomlinson (2013) states
even though there is a tendency in adding International English as Lingua Franca to
the coursebook content, the coursebooks mostly focus on English commonly used by
native speakers to prepare learners only to communicate with the native speakers.
Besides, apart from that, the coursebooks lack controversial issues to enhance
evaluating the events from different points of views and to have more meaningful

contents.
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With these in mind, the global developments of World Englishes have
established an approach, in which diversification of learners and learning contexts are
emerged as interesting topics, which have been included in education curriculums
recently such as Council of Europe’s Common European Framework (McDonough,
Shaw & Masuhara, 2013). Critical perspectives have been seeking frameworks to
evaluate the coursebooks, which it has been considered as these coursebooks are
usually connected to wider political issues, including the spread of English negatively
and ELT instruction as culturally inappropriate. Therefore, as the coursebooks are
getting involved with globalisation, which is ultimately considered as a human activity,
coursebooks, as a result, could be humanised in this sense. It can be concluded that the
role of coursebooks is not merely commercial, but they could be taken as commodities
to be traded as a result of globalisation, which display pedagogical and ethical interests
throughout the deterritorialized perspective of the globe (Gray, 2002).

Regarding the world’s issues, integrating global issues into the foreign language
teaching to make the world a better place is not a new concept. The teaching content
partly included these concerns throughout the activities developed as teaching
resources. It has been observed that even if the majority of the coursebooks tend to
take global issues as trivial content, there are more foreignlanguage coursebooks
including detailed versions of global issues, which is taken under global education as
a new educational approach that is seen as a part of the coursebooks recently. Thus,
language teachers seek more materials related to global education, which is quite rare
(Cates, 2003), which shows the importance of collecting the literature on the studies
conducted for coursebook evaluation in terms of their content for GCE.

Although it has not been very common, coursebooks and curriculums in formal
education have been aimed to be investigated in terms of GCE. The study of Collado
& Atxurra (2006) analysed 24 individual coursebooks of social science, natural science
and technology used in primary school education. According to the criteria developed
for the study, which were responsibility, participation, conflict resolution, diversity
and human rights, each book was examined, where a content for democratic citizenship
was found. The results showed that a responsibility-based approach was frequently
seen among the textbooks in terms of different contexts, among which responsibilities
towards family and school are included mostly. Participation was usually dealt with in

school context, nevertheless, team- building and social participation was also
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encouraged by a few of the coursebooks. In addition, conflict resolution was taken in
terms of problem solving at home and school. For the criteria, diversity, the
coursebooks generally focused on physical appearance among people and human
groups. Besides, gender equality and socioeconomic diversity were found only in two
different coursebooks. On the contrary, cultural diversity was explored mostly among
the coursebooks. Final criteria, human rights, was rarely seen, which was only included
in the last two years of primary education. It was found that the series of coursebooks
prioritised the importance of adjusting to the rules and understanding the knowledge
related to different institutions and cultures, nonetheless, little attention to conflict
resolution was given.

The study of Zhu (2013) attempts to compare instructional materials used in
China and America, which are foreign language curricula developed for 1% through 3
and 10" through 12" graders in Shanghai and Utah. The study aims to examine the
concept of good citizenship embedded in the foreign language curricula. The study
revealed that there are different dimensions of good citizenship in both Chinese and
American foreign language curricula. The Chinese curriculum contains a citizenship
perspective which is more neo-liberal-national and Confuciancosmopolitan whereas
the American curriculum almost completely relies on neoliberal perspective. The
common point these two curricula have is that both of them prioritise the importance
of patriotic entrepreneurship. The study highlighted the importance of developing
content to stimulate mass media, academic publications on creating examples of good
citizenship depending on their practice in the language classroom.

Chong (2015) focused on the secondary school curriculum guidelines in Hong
Kong in order to evaluate the major developments of GCE through a document
analysis, by which the aims, knowledge from and concepts related to GCE were
examined. It was seen that GCE in the official curriculum guidelines included mostly
rights and responsibilities in 1990s, however, this evolved into more challenging
content including topics challenging injustice, discrimination, inequality and exclusion
starting from late 1990s. In addition to that, civic engagement has been presented in
the curriculum content, where the global concern is started to be expressed with simpler
expressions and expanded to moral obligations to take actions.
In his study, Ait-Bouzid (2020) evaluated three different Moroccan ELT textbooks
used in the second year of public high school education. The study adopted the
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theoretical framework of Standard- Based Approach and UNESCO’s (2015) GC
learning domains, which is developed as a checklist as well. This convergent parallel
mixed method study showed that each textbook provides a number of GCE related
activities to promote global citizenship concerns. There is a statistically balanced
number of activities in order to contain cognitive, socio-emotional and behavioural
domains of learning. Nevertheless, what was observed is that aiming to develop
learners’ engagement in taking action is not abundant among the activities. Therefore,
the study concludes that there is a space to improve global issues such as democracy,
human rights and conflict resolution. Besides, the need to inform teachers and textbook
designers about including problem solving and critical thinking skills were suggested.
Poursalim, Arefi & Vajargah (2020) aimed to investigate and explore the GCE
curriculum in elementary schools of Iran. In this exploratory research, 387 elementary
school teachers were given a questionnaire regarding the GCE models. 34 active
members in the GCE field were interviewed to provide more valid results. The study
confirms the importance of adding GCE in the curriculum in many aspects, which
could result in making the primary schools the pioneers showing the lead on teaching
GC in schools. Moreover, even though outside the class is possible to give GC
education, formal education could bring better solutions in practice.

Although there are a few studies regarding foreign language education in Turkey
regarding their evaluation in terms of GCE, some studies still show the importance of
GCE in the Turkish education system. Giinel & Pehlivan (2015) conducted research in
which the Citizenship and Democracy Education coursebook and curriculum were
examined. The findings showed that the themes which were connected to GCE were
only in the knowledge level without any specific emphasis on the values and skills
taken under the categories of GCE. Besides, sub-themes provided in the curriculum
were not included in the textbooks in detail. The study underlines the importance of
adding global education more into the content of social and education studies in
Turkey.

The global values in high school ELT coursebooks published by the Ministry of
National Education were evaluated in the study of Ozcan (2019). The motive behind
the research was to understand to what extent critical pedagogy and civic engagement
added to the new curriculum with the arrival of global values education could be seen

in the high school coursebooks. The study examined values that could be taken under
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Anti-bias Education, Environmental Education and Peace Education. The study has
important results regarding its effects on the GCE literature. It was seen that the
coursebooks are not efficient enough to teach global values, which is promising to
improve the content of coursebooks in terms of GCE for the future education years.

In another study, Kéroglu & Elban (2020) aimed to analyse high school coursebooks
prepared by the Ministry of National Education in order to be used in English lessons.
The research conducted a content analysis based on identifying national and global
identity elements in the whole grades of high school. It was revealed that national
identity was only outnumbered in the 10" grade coursebooks. Other than 10% grade,
the content in all other grades were rich in terms of global identity. The study also
showed that rather than only the culture of the target language, a more global cultural
perspective is given within the books in order to make learners acquainted with

differences.

Chapter 3

Methodology

This following chapter represents the methodological design of the study
including the detailed description of the research design, materials, data collection and
data analysis procedures respectively. As a final point, the limitations of the study are

provided in the chapter.

3.1 Research Design

The aim of the study is to analyse global citizenship education related activities
of MoNE Secondary School English Coursebooks to investigate the distribution of
cognitive, socio emotional and behavioural domains in the listening, speaking, reading
and writing activities, tasks and exercises throughout the 7" and 8" grade coursebooks.
For the analysis, UNESCO’s global citizenship education framework was adopted in
order to create a checklist for the research. The study adopts a qualitative approach in
which the purpose is to explore a problem or issue and bring another more detailed

understanding of this problem or issue rather than to use common ordinary information
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in the literature (Creswell, 2016). Document analysis as a qualitative research method
technique is used, which is a systemic evaluation of the documents in which data
selection is carried out according to content analysis and thematic analysis. Content
analysis aims to organise information into categories related to the central research
question (Bowen, 2009). According to Krippendorff (1989), “Content analysis is a
research technique to make replicable and valid inferences from data to context” (p.
403). For educational purposes, content analysis has been used to analyse coursebooks
for different kinds of prejudices included in them (Krippendorff, 1989).

Cohen and Manion (1989) states that document analysis is used in educational
research. Thereby, the study is grounded on these aspects of qualitative approach in
order to explore global citizenship education themes and outcomes in the current study.
When UNESCO published Global Citizenship Education: Topics and learning
objectives guidance for the first time in 2015, it was stated that it could be used as a
checklist or reference to improve the existing education programmes (UNESCO,
2015). Therefore, this framework has been chosen in order to investigate the global

citizenship domains in the coursebooks of Turkish secondary state schools.

3.2 Materials

The coursebooks preferred to be chosen for this study are 7th and 8th Grade ELT
coursebooks used for the lower secondary students adopted by the State Secondary
Schools in Turkey in the 2020-2021 education year. Scott and Lawson (2002) state
that globalisation as a process has been influencing the way individuals act as citizens,
which affects the interaction between the individuals and the communities. The
concept of citizenship affected by globalisation has evolved over the years. Thereby,
this evolution has been reflected in the aim and objectives of education eventually
(UNESCO, 2015). As it might be seen in the general objectives of the MoNE English
curriculum, there has been an increased awareness of the fact that today’s social
progress mainly depends on the citizens of Turkey and their abilities to communicate
on an international level (MoNE, 2018).

MoNe uses a framework framed by the European Commission to shape the
general objectives of the curriculum. It is clearly stated in the curriculum that key
competences directly address a fundamental goal, which is societal inclusion and

contribution aimed to be gained with the personal and professional development of the
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learners to create citizens with basic skills. These key competences are determined
according to European Commissions in the MoNE English curriculum. They are
Traditional Skills, Digital Skills and Horizontal Skills. Traditional Skills has two sub-
competences which are Communication in mother tongue and Communication in
foreign languages. Digital Skills also has two sub-categories which are Literacy and
Basic Skills in maths and science. Horizontal Skills has four categories which are
Learning to Learn, Social and Civic Responsibility and Cultural awareness and

creativity (See Table 1).

Table 1
Key Competences in MoNE English Curriculum

Key Competences

Traditional Skills

(Communication in mother tongue, Communication in foreign languages)

Digital Skills

(Literacy and Basic skills)

Horizontal Skills

(Learning to learn, Social and civic responsibility, cultural awareness and creativity)

As these competences are in line with predetermined key words in UNESCO’s
Global Citizenship Education: Topics and learning objectives guidance such as
communication, media literacy, innovation, responsibilities, culture, cultural diversity,
the content of the secondary school MoNE books might be claimed to have the
necessary content to create citizens with the related global citizenship education goals.
In this sense, this learner profile constructed by the Turkish National Education
curriculum matches with the requirements of Global Citizenship Education in which
the learners are considered as the active participants of the societies to build a more
tolerant, safe and peaceful world.

According to MoNE curriculum (2018), 7% and 8" grade learner profiles are

described in a manner that whole skills should be included in the teaching and learning
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process. These skills are divided into two categories as primary and secondary skills.
Primary skills are listening and speaking whereas secondary skills are reading and
writing. Besides, it is only in 7% and 8" grades coursebooks that are formed according

to theme- based instruction:

Theme-based instruction is characterised by the following: a highly contextualised

language learning environment; language usage and lexis centred around the topic;

and skills and activities integrated by the theme selected, with the topic of instruction

(e.g., scientists, geography, responsibilities at home, etc.) serving as a connecting

thread and targeting meaningful, situation-based learning (MNE, 2018, p. 10).
As MoNE English curriculum suggests a theme- based instruction for 7% and 8" grade,
it is more convenient to choose these two coursebooks to be analysed according to the
chosen UNESCO’s global citizenship education framework. UNESCQO’s framework
(2015) clearly states that provided keywords are specifically suggested and listed in
order to inspire and improve the activities and tasks based on topics and learning
objectives. In this sense, the coursebooks are chosen purposively.
Therefore, purposive sampling (also known as relevance sampling) is followed
according to a conceptual hierarchy, which means reducing the number of items in a
systematic way according to the need for an analysis. Only the relevant data are chosen
and represented to be analysed (Krippendorff, 2004). Each book is written by Turkish
authors and represents 7th and 8™ grade state school coursebooks. The details of the
coursebooks are given below:

e 7" Grade: Secondary School and Imam Hatip (Vocational Religious)
Secondary School Let’s Learn English 7 (MoNE, 2020 - 156)
Authors: Aydan Aykanat Erdem, Turgut Balc1 & Kader Duran Ozdil
e 8" Grade: Secondary School and Imam Hatip (Vocational Religious)

Secondary School Mastermind 8 (MoNE, 2020 - 157 pages)

Authors: Assoc. Prof. Binnur Ilter, {lknur Izgi, Esra Cavuser Ozdemir, Aysegiil

Tiirkeri Yeter & Zeliha Tugba Cavuser Yiinli
Each of the chosen books consists of 10 units in which different themes include skill-
based activities and tasks. At the end of each unit in the 7% grade coursebooks, there
are “Let’s Have Fun!” and “Let’s Make a Project!” parts. At the end of each unit in the
8t grade coursebook, there are “Assignment”, “Revision” and “Additional Activities”

parts. The terms of each book are given below. As it is shown in the table, the topics
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are different in each level. There are different contexts in which various global

citizenship learning topics can be provided in the units.

Table 2

Secondary Education English Language Coursebook Topics
7th Grade 8" Grade

Unit Themes

1 Appearance and Personality Friendship

2 Sports Teen Life

3 Biographies In the Kitchen

4 Wild Animals On the Phone

5 Television The Internet

6 Celebrations Adventures

7 Dreams Tourism

8 Public Buildings Chores

9 Environment Science

10 Planets Natural Forces

3.3. Data Collection

3.3.1 Data collection tools. The basic elements to form the contents and objectives of
global citizenship education have been provided by UNESCO’s (2015) framework. In
this sense, it can be used for textbook evaluation this study aims to conduct. Therefore,
a checklist is developed depending on UNESCO's framework.

3.3.1.1 The checklist. The checklist consists of the collection of learning
objectives grouped under three domains of learning. In the UNESCO’s framework,
each learning objective is divided into four categories according to age and level of
education, namely pre-primary covering 5-9 years, upper primary covering 9-13, lower
secondary covering 12-15 years, and lastly upper secondary covering 15-18 years.
UNESCO, in their framework, states that these age-specific objectives could be
organised according to the education systems of the countries. The users who would
like to benefit from these objectives are allowed to use them in accordance with the
learner profile of the chosen country. As the ultimate English level determined to be
achieved at the end of secondary education in the MoNE is A2 level, the age-specific
objectives given in UNESCO’s framework for 7" and 8™ are considered as beyond the
A2 level. Therefore, although the 7" and 8" grade coursebooks chosen for this study
are compatible with the third category (lower secondary) in UNESCQO’s framework,

some of the objectives in that category were exchanged with the objectives in the first
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category to make the objectives suitable for the activities in the books in terms of
learners’ age level. The content of the objectives is taken under the same categories
determined by UNESCO while changing the learning objectives with a lower level.
Therefore, some objectives were exchanged with lower-level learning objectives in
order to meet the needs of the study. It is seen that some objectives from pre-primary/
lower primary (5-9 years) and upper primary (9-13 years) age level in the UNESCO’s
framework have a higher possibility to match with the objectives of the activities in
the coursebooks. As a result, pre-primary, upper- primary and lower secondary
learning objectives are taken as the primary source of the checklist. To check the
reliability of this process, the accordance between the activities in the books and the
objectives in the checklist were cross-checked with a colleague in the field.

The checklist has nine main titles, which consist of the objectives of three
domains of learning, the cognitive, socio-emotional and behavioural. The cognitive
domain is grouped under three topics which are Local, national and global systems
and structures, Issues affecting interaction and connectedness of communities at local,
national and global levels and Underlying assumptions and power dynamics (See
Table 3). Local, national and global systems and structures has eight objectives under
the category. Issues affecting interaction and connectedness of communities at local
has four different objectives under the category. Underlying assumptions and power

dynamics has three objectives.

Table 3
Topics of Cognitive Domain in the Checklist

Cognitive Domain

Local, national and global systems and structures

Issues affecting interaction and connectedness of communities at local, national and global
levels

Underlying assumptions and power dynamics

The socio-emotional domain is grouped under three topics which are Examine
different levels of identity and their implications for managing relationships with
others, Different communities people belong to and how these are connected,
Difference and respect for diversity (See Table 4). The first socio-emotional topic,

Examine different levels of identity and their implications for managing relationships
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with others, includes eight different objectives. Different communities people belong
to and how these are connected has eight different objectives. Examine different levels
of identity and their implications for managing relationships with others has eight
different objectives under the category. The other topic, Different communities people
belong to and how these are connected, consists of eight different objectives. The last
socio-emotional topic, Difference and respect for diversity, includes eight different

objectives under the category.

Table 4

Topics of Socio- Emotional Domain in the Checklist

Socio- Emotional Domain

Examine different levels of identity and their implications for managing relationships with
others
Different communities people belong to and how these are connected

Difference and respect for diversity

The behavioural domain consists of three topics: Actions that can be taken
individually and collectively, Ethically responsible behaviour and Getting engaged
and taking actions (See Table 5). The first topic, Actions that can be taken individually
and collectively, includes seven objectives. The second topic, Ethically responsible
behaviour, has four objectives. The third topic, Getting engaged and taking actions
consists of seven objectives. These objectives have been included in the checklist. Each

activity in the coursebooks is evaluated according to this checklist benefited from

UNESCO’s framework.

Table 5
Topics of Behavioural Domain in the Checklist

Behavioural Domain

Actions that can be taken individually and collectively
Ethically responsible behaviour

Getting engaged and taking actions

3.3.2 Data analysis. 7" and 8" grade coursebooks are evaluated in terms of

GCE objectives. Every unit is examined according to the activity objectives and their
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content related to GCE objectives which are given in the checklist benefited from
UNESCO’s framework for the study. The frequency analysis of the learning objectives
in the coursebooks is taken accordingly. An evaluation form has been created in which
finding the activity themes, objectives and domains is aimed to be processed. First, the
units are identified qualitatively. This qualitative procedure presents counting of each
unit based on their relations with the activities which are directly related to the themes
according to the topic selection of UNESCO’s framework. If the activities in the units
provide a central theme, which is directly related to global citizenship themes, these
activities in the unit including all skillbased activities, exercises and project-work
activities have been scanned to be counted and classified according to their objectives
and domains.

The units which include several themes directly related to global citizenship
education have been identified first according to UNESCO’s framework. UNESCO
(2015) presents an indicative list in which some keywords are given to be taken as a
basis for the activities linked to the learning objectives. They are thematically
organised to show the possible connections of them with the domains of learning.
Other global issues and issues relevant to specific context can also be added to the list
as necessary (UNESCO, 2015, p.42). As a first step, the themes of the units in the
coursebooks are evaluated according to these keywords in the UNESCO’s keyword
list. When the unit included a theme such as country, family, self and others, world,
culture, school, neighbourhood, cultural identity, values, respect, communication,
partnership skills, intercultural dialogue, respect, animal cruelty, climate change,
emergencies, innovation, media literacy, social media, peace, responsibility,
geography, history etc., they are identified and counted as part of the next evaluation
for the study. If the theme of the unit is similar to some of the key words in the list, it
is counted and added to the list to be evaluated as for its domains of learning.

After the identification of the themes, they are classified according to their objectives
to find out whether they promote the cognitive, socio-emotional and behavioural
domains of learning. To perform this classification, the checklist mentioned earlier
depending on UNESCO's framework is used in the study. Each activity in the
coursebooks is evaluated according to these objectives in the checklist. To be able to
evaluate an activity, the priority is to understand the theme of the activity at first.

Having found the theme, the objective is compared with the objectives in the
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checklists. The objectives in the UNESCO’s framework are differentiated according
to the domains of learning by giving clear descriptions of them. To meet the needs of
the cognitive domain of learning, the activity should be related to knowledge or
acquisition of the knowledge (UNESCO, 2015). They should be developing skills for
critical thinking and analysis. If an activity in the coursebook relates to these
objectives, they are taken as a part of the cognitive domains of learning. It has been
noticed that the cognitive domain of learning is given with the verbs such as “to
acquire, to know, to understand, to develop” etc. in the framework. Therefore, the
outcomes or objectives in the coursebooks which address these verbs are counted as
one of the objectives of the cognitive domain and evaluated through one of its topics.

In order to meet the needs of the socio-emotional domain of learning, the activity
should have an objective for experiencing a sense of belonging and sharing values and
responsibilities while developing skills of empathy and respect for diversity. In the
framework, the socio- emotional domain is mostly given with the verbs “to illustrate,
to recognize, to examine, to cultivate, to demonstrate” etc. used with the connotations
of identity, differences, diversity and values of sharing and empathy.

To be able to correspond with the behavioural domains of learning, the
objective of the activity should get learners to act or respond effectively for a better
world while enhancing learners to take necessary actions. The verbs to be used for
taking actions are such as “to explore, to discuss, to identify, to propose” etc. with the
connotation of actions, choices to be taken and engagement to be given. With this in
mind, if the activity leads learners to take necessary steps in terms of the concepts of
global citizenship education, it is counted as part of the behavioural domain. All the
activities in the 7th and 8th grade coursebooks are analysed according to the checklist

and added to the evaluation form.

3.3.3 Reliability and validity. To provide intercoder agreement, a colleague
in the field is asked to examine the evaluation form and analyse the activities given
according to the checklist created. Lombard et al. (2004, as cited in Mouter et al., 2012)
indicates that around 10% of the total content of the sample would be sufficient to
examine for a study as evaluating all content is not practical. Therefore, the sample is
limited to 10% of the whole sample and it is evaluated by the second coder. 10% of

the 7" grade and 8th grade coursebooks is randomly chosen and examined by the
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colleague. In order to demonstrate the agreement between the coders in qualitative
studies to minimise subjective bias (Burla et al., 2008), a crosscheck was made with a
colleague. If the data reliability is between 64 - 81%, it shows that the level of
agreement is high (Mchugh, 2012). The evaluation obtained from data showed that the

data is reliable as the reliability rate is 72,5%, which is counted as strong.

3.4 Limitations

The study has been expected to have a significant contribution to the GCE research in
Turkey, nevertheless, there are still some limitations in the present study. To start with,
the study does not include whole secondary state coursebooks. Besides, only the
current 7" and 8" secondary state school coursebooks, which were published in 2020,
have been evaluated. Therefore, the study is limited to only upper secondary level
coursebooks. Another limitation is that Student’s Books and the images in the
coursebooks are excluded in the study.

Chapter 4

Findings

This chapter represents the results of the content analysis conducted on 7% and
8t grade English coursebooks created by MoNE. The distribution of cognitive, socio-
emotional and behavioural learning domains and learning objectives proposed by
UNESCO’s global citizenship education framework (2015) was investigated. A

checklist was framed to be used in order to analyse the data.

4.1 GCE Domains and Learning Objectives in 7" Grade English Coursebook

Let’s Learn English is a MoNE approved 7" grade coursebook including different
listening, reading, speaking and writing activities and exercises. The study focuses on
all the activities in the units including Let’s Have Fun and Let’s Make a Project parts
at the end of each unit. Listening tracks were not included in the study. The units which
include cognitive, socio-emotional and behavioural learning domains were selected
and manually coded. The activity objectives were also detected for each activity.

In the 7" grade English coursebook, there are 10 units in total. When the 7%

grade coursebook was examined, it was seen that 2 of these units do not include any
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GCE themes or learning objectives according to the UNESCO’s framework.
Therefore, 8 units have been evaluated according to their learning objectives for this
recent study. Each of the units represents a certain theme in the 7" grade book (MoNE,
2018). It has been seen that the themes developed by MoNE and stated in the
curriculum have been matched with the themes of the GCE framework developed by
UNESCO. There are 12 different GCE themes which are matched with the unit themes
of the MoNE books, which are provided below in Table 6.

Table 6
Themes Representing Global Citizenship Education Objectives in the 7" Grade
Units Themes of the Units Related GCE Themes

Unit 1 Appearance and Personality Self, self and others, identity
Unit 2 Sports None
Unit 3 Biographies Self and others, community
Unit 4 Wild Animals Environment, animal protection
Unit 5 Television None
Unit 6 Celebrations Culture, cultural diversity
Unit 7 Dreams Self, self and others, identity
Unit 8 Public Buildings Governance, culture, neighbourhood
Unit 9 Environment Environment, climate change
Unit 10 Planets Innovation

As mentioned above, 2 units did not include any GCE related themes or activity
objectives. Therefore, the study evaluated the rest of the 8 units in terms of their GCE
learning objectives. In the total of 8 units, there are 176 activities. Table 7 shows that
a total of 131 activities promotes a GCE related objective. Each of the activities which
has been evaluated under an objective is given in a descriptive table. However, it was
found that 45 of the activities throughout the evaluated 8 units in the 7" grade book do
not include a learning objective related to GCE. Therefore, 45 of the activities in the

7% grade English book do not match with any of the GCE objectives. As these activities

49



in the 7™ grade cannot be taken under any of the learning domains, they are excluded
from the table below. As given in Table 7, there are 98 activities with cognitive domain
of learning, 18 activities with socioemotional domain of learning and 15 activities with

behavioural domain of learning.

Table 7

Number of Activities Representing Different GCE Learning Domains
Domain f %
Cognitive 98 74,8
Socio-emotional 18 13,8
Behavioural 15 11,4
Total 131 100

It can be seen from Table 7 that cognitive domain consists (74,8%) the majority
of the global citizenship education related activities whereas behavioural domain is the
one with the least found (11,4%). Table 7 represents the cognitive domain of learning

in the activities which vary in terms of their learning objectives.

4.1.1 Cognitive learning objectives in the 7" grade coursebook. There are
15 different types of cognitive learning objectives in the checklist. It was found that
there are 6 different types of GCE cognitive learning objectives detected in the 7%
grade coursebook according to the data collection tool. When the activities in the 7%
grade English book are examined, the GCE objectives seen in the 7" grade units are
found under Topic 1 and Topic 2. 11 of the learning objectives in the tool are not seen
at all, which means these objectives do not match any of the activities in the 7" grade
coursebook. Therefore, it can be seen from Table 8§ that the 7" grade coursebook does
not have much room for many of the cognitive objectives. The table shows that the 7%
grade coursebook presents activities which promote learners’ knowledge about local
and national and global systems and mostly global issues. There are no examples of

Topic 3 which aims to enhance the use of media or social media and critical thinking
skills.

Table 8

Distribution of Cognitive Domain Learning Objectives
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7 %

Topic 1: Local, national and global systems and structures develop an understanding of:

1.1. basic local, national and global governance structures and systems and how 0 O these are
interconnected and interdependent

1.2 the self, family, school, neighbourhood, community, country, the world 24 18,3 1.3 how the
world is organised (groups, communities, villages, cities, countries, 18 13,7 regions)

1.4 relationships, membership, rule-making and engagement (family, friends, 4 3,1 school,
community, country, the world)

1.5 similarities and differences in rights and responsibilities, rules and decisions 0 0 and how

different societies uphold these

1.6. similarities and differences in how citizenship is defined 0 0
1.7. show examples of global citizens 0 0
1.8. good governance, rule of law, democratic processes, transparency 0 0

Table 8 (cont’d)

Topic 2: Issues affecting interaction and connectedness of communities at local,
national and global levels

develop an understanding of:

2.1. global changes and developments and their impact on people’s daily lives 13 9,9
2.2 how the individual and the community affect the global community 14 10,7
2.3 global issues and the reasons for these problems 25 19,1
2.4. connections and interdependencies between global and local issues 0 0
Topic 3: Underlying assumptions and power dynamics 0 0
develop an understanding of 0 0
3.1. media literacy and social media skills 0 0
3.2. different points of view, subjectivity, evidence and bias 0 0
3.3. factors influencing viewpoints 0 0
Total 98 74,8

As can be seen in Table 8, the objective 2.3. (f=25) dominates (19,1%) over
other cognitive objectives. In the following, the objective 1.2. (f=24) follows it with
18,3% respectively. The least common cognitive objective 1.4. (f=4) is included only
in the 3,1% of the activities. Each of the objectives found are explained below with the
samples provided for them.

Table 9 presents that the most common objective is 2.3. (f=25) which is to
develop an understanding of global issues (climate change, poverty, gender inequality,

pollution, crime, conflict, disease, natural disasters, human and animal rights) and the
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reasons for these problems. Table 9 shows that this objective can be seen in Unit 5
Wild Animals (f=11) and Unit 9 Environment (f=14). The table shows that as the 7™
coursebook mostly includes this objective, the activity objectives in the book have a

concern about teaching global concerns.

Table 9
Distribution of Cognitive Objective 2.3. in 7" Grade
Unit Number Unit Name f
5 Wild Animals 11
9 Environment 14
Total 25

Sample activity types related to outcome 2.3. are given in Table 10. As given
in Table 10, the unit gives a number of fundamental global environmental problems
and brings solutions to the reasons for these environmental problems. In Unit 9,
environmental problems are introduced both with their reasons and solutions under the
global issues related to climate change and pollution. The table below presents the
samples which are counted as examples of the objectives in Unit 9. The whole

evaluation of Unit 9 is given in Appendix to provide an example.

Table 10
Samples of Cognitive Objective 2.3. in 7" Grade

Unit 9 Environment

Activity Name and Skill Domain/Activity  Activity Aim Related Objective

Description Type

Look at the pictures. Speaking/ Questions & Introducing the Introducing a global

What do you know about  Answers problems and solutions issue related to

them? about the environment climate change
Reading/ Matching Introducing the Introducing a global

Read the texts quickly problems and solutions issue related to

and match the pictures about the environment climate change

with the correct
paragraphs. There is
one extra.
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Listening /Information  Introducing the Introducing a global
Emily and her father Transfer problems and solutions issue related to
decided to make a about the environment pollution
“Plant Your Own Tree”
campaign. Listen to
them. How does Emily
feel about the campaign?

An example related to the objective from Unit 9 is given in Figure 9, which
promotes the objective 2.3. To demonstrate, in the speaking activity, basic lexical
knowledge is provided within the starting activity in order to talk about the
environmental problems later in the unit. The problems such as global warming, air

pollution and nuclear waste are given, which shows its relation to the aim provided.

Y Let's Start!

“ O Look at the pictures. What do you know about them?

—

P P g\,
= N

~ a. airpollution b. water pollution

c. global warming

s

e. solar energy f. wind energy

j. an eco-friendly bag

k. plant atree

I nuclear waste

Figure 9. A speaking activity example related to climate change in unit 9.

The second most common learning objective is 1.2. (f=24) which is to develop
an understanding of the self, family, school, neighbourhood, community, country, and
the world. According to the results given in Table 11, there are 24 examples of this
learning objective in the 7" grade book. Unit 1 (f=11), Unit 3 (f=2), Unit 7 (f=8) and
Unit 8(f=3) are the units in which this objective is detected. The related objective is
mostly presented in Unit 1 with 11 different examples (See Table 11).

Table 11
Distribution of Cognitive Objective 1.2. in 7" Grade
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Unit Number Unit Name f

1 Appearance and Personality 11

3 Biographies 2

7 Dreams 8

8 Public Buildings 3
Total 24

As given in Table 12, Unit 9 consists of the theme of appearance and
personality. The table below presents the activity samples which are found as examples
of the objective 1.2. in Unit 1. The activities in the unit promotes the concept of self,
family, classroom community with its examples. As it is the second common objective,
the high frequency of this objective compared to the other objectives shows that the 7%

grade coursebook has a priority in teaching the concepts of self, family and community.

Table 12

Samples of Cognitive Objective 1.2. in 7" Grade

Unit 1 Appearance and Personality

Activity Name and Description

Lily and Ahmet are two new
students at school. Read and listen
to their messages for the school
website and answer the questions.

Do you have many friends? Who
is your best friend? Why is she/he
your best friend?

Listen to Lilly and her mother
talking about Lilly’s new
classmates. Write the names
under the photos.

Read the text quickly. Choose the
best title and write it in the box.

Skill Domain/Activity
Type

Reading /Information
Transfer

Speaking/ Questions &

Answers

Listening/ Information

Transfer

Reading /Information

Transfer

Activity Aim
Introducing yourself to

anew community

Introducing yourself to
a new community

Introducing yourself to
a new community

Introducing yourself to
a new community

Related Objective

develop an
understanding of the
self and school

develop an
understanding of the
self and school

develop an
understanding of the
self and school

develop an
understanding of the
self and family

Figure 10 represents a reading activity example taken from Unit 1, which shows
an example of the objective 1.2. In the reading activity, two new students at school
introduce themselves. They talk about their nationalities, families, physical

appearances and personalities. These two students present themselves as who they

really are.
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1.3 Lily and Ahmet are two new students at school. Read
@ ) and listen to their messages for the school website and [ X ]
\ / answer the questions. <«»C

Pd

»  Where are they from?
»  Where do they live?

Hi everyone! 'm Ahmet. 'm new at this school, but 'm not

new in istanbul. I'm tall and thin. I have got green eyes and I
A3 wear glasses. I am a cheerful person. I really like telling funny

. 3 — N stories and making jokes. But my teachers sometimes warn
Hello! My name is Lily. I'm English, but I live in Istanbul,
Turkey, My father has a new job here. I love being in istanbul me to stop talking in the class because I'm talkative. I can be
because all the people here are really nice and helpful. I have selfish but only for my bike. My favourite activity is riding a
got blonde hair and big blue eyes. 'm not very tall and 'm bike with my brother at weekends. I also enjoy surfing on the
medium weight. I am a creative and hardworking person. I Net.
want to be a vet, so I always study a lot. I like spending time _

alone. I also like watching movies and listening to music in

my free time.

Figure 10. A reading activity example about self in unit 1.

The third most common objective found according to the checklist 1.3. (f= 18)
is to develop an understanding of how the world is organised (groups, communities,
villages, cities, countries, regions). As it is seen in Table 13, the examples of this
objective are found in Unit 8 (f=9) named Public Building and Unit 10 (f=9) named
Planets. As it is given in the table, the objective is found in both of the units equally.

Therefore, the samples of the objective in both of the units are given below.

Table 13
Distribution of Cognitive Objective 1.3. in 7" Grade
Unit Number Unit Name f
8 Public Buildings 9
10 Planets 9
Total 18

As it is seen in Table 14, the activity aims vary in the unit. The activities mostly
introduce the public buildings and their functions, which shows where to go and what
to do in a city. In addition, the activity aims to show some information about the
cultural, historical and touristic background of the cities represented under this GCE
learning objective. This shows that the 7" grade coursebook has an aim to introduce

the concept of city and city life.

Table 14
Samples of Cognitive Objective 1.3. in 7" Grade in Unit 8
Unit 8 Public Buildings
Activity Name and Skill Domain/Activity Activity Aim Related Objective
Description Type
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Look at the pictures.
Which places do you
usually go? Why do you go
there?

Listen to the dialogues.
Where is Alan in each
dialogue?  Write  the
numbers in the pictures.
Look at the photos. Where
are the people? What are
they doing?

Read the texts quickly and
match the cities with them.

Speaking/ Questions &
Answers

Listening/ Information
Transfer

Speaking / Information

Transfer

Reading /Information

Transfer

Learning about public
buildings and their
functions in the city

Learning about public
buildings and their
functions in the city

Learning about public
buildings and their
functions in the city

Learning about city life
and activities in the
city

develop an
understanding of how
the world is organised
(cities)

develop an
understanding of how
the world is organised
(cities)

develop an
understanding of how
the world is organised
(cities)

develop an
understanding of how
the world is organised
(cities)

As shown in Figure 11, in Unit 8 public buildings which can be seen around a
neighbourhood or a town are introduced including the buildings such as municipality,

police station and hospital. The functions of these places are given in the activities.

D) Lets Startt

“ O Look at the pictures. Which places do you usually go? Why do you go
there?

Bt

hospital

police station

s

art gallery

Prn

-

-

% 3
=% R Sl N
G N S

shopping mall

coffee shop

Figure 11. A speaking activity example of cities in unit 8.

As it has been found that the objective 1.3. is seen equally in both Unit 8 (f=9) and
Unit 10 (f=9), some samples of the objective 1.3. from Unit 9 are given below in Table

15. Therefore, the table below shows that in addition to Unit 8, more examples of
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objective 1.3. are seen in Unit 10 Planets. The activity aims represented are about
introducing the necessary lexical items about the planets and the universe. The
discoveries about the space are aimed to be introduced via labelling activities
throughout the unit. This shows that the coursebook presents the way how the universe

is organised.

Table 15

Samples of Cognitive Objective 1.3. in 7" Grade in Unit 10
Unit 10 Planets

Activity Name and Skill Domain/Activity  Activity Aim Related Objective
Description Type
Speaking/ Questions & Introducing planets and develop an
Look at the picture Answers related news understanding of how
below. This is a tiny part about the planets the world is organised
of our universe. It’s our (universe)

galaxy, “Milky Way”.
Where is our
Solar System?
Reading/ Information Introducing planets and

develop an
Read and listen to the Transfer related news .
text. What is the text about the planets understan(.hng of how
the world is organised
about? .
(universe)
Label the dwarf planets ~ Speaking / Labelling Introducing planets and
and write at least three related news develop an
scientific about the planets understanding of how
information about the world is organised
them from the text. (universe)
Make some
comparisons.

Speaking/Opinion Gap  Introducing planets and develop an

Work in pairs. Look at related news understanding of how
the picture and read the about the planets the world is organised
information below. Ask (universe)

and answer questions
about  planets  and
compare them

The fourth objective that has been commonly found is 2.2. (f=14), which corresponds
to developing an understanding of how the individual and the community affect the

global community. Table 16 shows that the examples of this specific learning objective
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are found in Unit 3 Biographies. The frequency of this objective shows that the

coursebook represents individuals who contributed to the community with their effects

on different fields.
Table 16
Distribution of Cognitive Objective 2.2. in 7" Grade
Unit Number Unit Name f
3 Biographies 14
Total 14

As it is given in Table 17, the unit introduces different inventions and the
inventors who created them. The activities in the unit aims to enhance introducing the

different inventions and their inventors. Biographies which show the contributions of

different important people in different fields are included in the unit.

Table 17

Samples of Cognitive Objective 2.2. in 7" Grade

Unit 3 Biographies

Activity Name and

Description

Listen to the dialogue
between Thomas and his
classmate Maria. Who

was behind these
inventions?
Do you read

biographies? Who do
you like reading about
(e.g. people  from
history, celebrities)?

Read Thomas’
biography  homework
about Tesla. How many
patents did Tesla have?

Read the biography of
Idil Biret, a very talented
and successful pianist.
Match the headings with
the correct paragraphs.

Skill Domain/Activity
Type

Listening/ Information
Transfer

Speaking/ Questions &

Answers

Reading/ Information

Transfer

Reading/ Information

Transfer
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Activity Aim

Introducing
important
who had PP le
contribution am
different fields

Introducing
important
who
contribution
different fields

ha dpeople

ain

Introducing

important

who had
contribution people a
different in
(science) fields
Introducing  people a
important in
who had fields
contribution

different

(music)

Related Objective

develop an
understanding of how
the individual and the
community affect the
global community

develop an
understanding of how
the individual and the
community affect the
global community

develop an
understanding of how
the individual and the
community affect the
global community

develop an
understanding of how
the individual and the
community affect the
global community



Speaking/ Games Introducing  people develop an

In groups of 3 or 4 important ain understanding of how
Put your counter on who  had the individual and the
“Start”. contribution community affect the
Roll the dice (pg. 159). different fields global community

Move and do your task.
Go down to the tail from
the mouth of the snakes
or climb up the ladders.
Reach “Finish” and win the
game.

Figure 12 presents a sample of the activity showing that not only the inventors
but also the names of some important scientists, writers, artists and musicians are seen
in the units. Their success and contributions to the world are included throughout the
unit apart from scientists, some other important people’s biographies are seen in the
unit such as Osman Hamdi Bey, Marie Curie, William Shakespeare and Wolfgang

Amadeus Mozart.

Look at the photos. Do you know these people? What do you
know about them?

Wolfgang
Amadeus Mozart

(b) O 3.3 Listen to the biographies. Match the people with their
~/ \___/ countries and professions. There is one extra.

Osman Hamdi Bey ‘Marie Curie William Shakespeare

*Writer/England *Musician/Austria

*Artist/Turkey Actor/Turkey

*Scientist/Poland
Figure 12. A listening activity example of individuals who
affect the community in unit 3.

The fifth cognitive objective in the 7th grade book is 2.1. (f=13) which is
described as developing an understanding of global changes and developments and

their impact on people’s daily lives. The examples of this objective are seen in Unit 3
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Biographies (f=3), Unit 7 Dreams (f=7) and Unit 10 Planets (f=6). The objective 2.1.
is found in Unit 7 and Unit 10 equally, therefore, the samples from both of the units
are given below. As the examples of this objective were found in the 7" grade book,

this shows that the book aims to make learners inform about the developments

affecting the world.
Table 18
Distribution of Cognitive Objective 2.1. in 7" Grade
Unit Number Unit Name f
3 Biographies 1
7 Dreams 6
10 Planets 6
Total 13

Table 19 shows the samples taken from Unit 7 for the objective 2.2. The table
below presents that predicting about the future for the next fifty years is among the
topics of Unit 7. The last section of the unit includes different activities in which some
developments and their improvements or challenges for the future are aimed to be
taught to the learners. The main activity objective evaluated as “talking about dreams,
expectations and future goals” in the activities of the unit presents changes taking place

globally which is a match with the objective 2.2. in terms of global developments.

Table 19

Samples of Cognitive Objective 2.2. in 7" Grade
Unit 7 Dreams

Activity Name and Skill Activity Aim Related Objective
Description Domain/Activity
Type
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Read the texts

and underline

the predictions that
surprise you most.

What do you know
about the topics below?
Choose two of them and
make predictions. Will
they make our lives
better or worse?

Why?

Look at the photos and
the topics. What will
they be like in the
future? Write your
predictions about them.

Reading/ Reordering Talking

Speaking/

Guessing

Writing/ Guessing

dreams,
expectations
future goals

Talking
dreams,
expectations
future goals

Talking
dreams,
expectations
future goals

about
and

about
and

about
and

develop an understanding of
global changes and
developments and their
impact on people’s daily
lives

develop an understanding of
global changes and
developments and their
impact on people’s daily
lives

develop an understanding of
global changes and
developments and their
impact on people’s daily
lives

Figure 13 represents a reading activity from Unit 7 in which three possible

changes regarding the future are presented claiming improvements about transport,

tourism and education. The reading text consists of three different texts in which flying

cars might make life easier; going on space for holiday opportunities is possible and

finally education with robot teachers is questioned. Some other future predictions

regarding health issues or inventions to make life easier are asked to be analysed with

their advantages and disadvantages.
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) Let's Read!

“ O Think about what you will/won’t do in fifty years. Why (not)?

Going on Holidays in Space
When you're 50 years old, what kind of holiday you want
to go on? Some companies are planning to open hotels in 1
space in 30 years, i
About 100.000 dollars for only three days. But these

firms believe that there will be a lot of people to pay this
price. Holidays in space will not be tomorrow, but

B @ @ Read the texts and put the sentences (a-f) in the right place.

a. what will education be like without feelings?

b. we won't waste time in traffic.
c. but of course, it will be very expensive.
. get on your car and fly!

people won't go to school for their career.
they will probably come.

-~ 0o o

Flying Cars
Dream about flying cars. They will make our P interesting, isn't it? Internet and computers will be

— | life easier and more popular and

Of course, it is not just a dream. Some engineers

At schools, robot teachers will become widespread.

Even students will use the excellent robots. How?

—
b | record the lessons.
2
E Ne A

are working on flying cars and they predict they
will show a model by the end of 2020. But it is
not certain when we will use these cars in daily

life. You will not be stuck in a traffic jam and just
[
S

U @ Q Read again and answer the questions.

...will definitely happen?

& 58 ,&\é“' ...will be the greatest improvement on life in the future?

...won’t happen?

What do you know about the topics below? Choose two of them and
make predictions. Will they make our lives better or worse? Why?

“Muw...,.w chips in our brains

Figure 13. A reading activity example of global changes and

developments and their impact on people’s daily lives in unit 7.

As the cognitive objective 2.2. is seen equally in Unit 7 (f=6) and Unit 10 (f=6)
equally, the table below presents some samples of the related objective found in Unit
10. Table 20 shows that Unit 3 presents the theme of planets in which planets’
themselves and information about them are given. The developments followed recently
regarding the space are discussed later in the unit. That is to say, the 7" grade
coursebook aims to teach about developments regarding our daily lives.

Table 20

Samples of Cognitive Objective 2.2. in 7" Grade
Unit 3 Biographies

Activity Name
Description

and Skill Domain/Activity
Type

Activity Aim Related Objective
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Listening/ Information  Introducing about

Listen to the dialogue Transfer developments
between Jason and his space
mother. What are they

talking about? Circle the

correct one.

develop an
understanding of
global changes and
developments and
their impact on
people’s daily lives

Read the text quickly Reading/ Information  Introducing about

and find: How many ... e developments develop an

parts does a comet space understanding of
have? What are their global changes and
names? developments and

their impact on
people’s daily lives

Imagine that you report Writing/ Guessing Introducing about

news on TV. Take notes developments develop an

from the text and tell the space understanding of
story of the Rosetta global changes and
mission to your friends. developments and

their impact on
people’s daily lives

The sixth objective is the last and least common cognitive objective found in the 7"
grade book is 1.4. (f=4), which is to develop an understanding of relationships,
membership, rule-making and engagement (family, friends, school, community,
country, the world). Table 21 shows that the objective 1.4. are found in Unit 3
Biographies (f=1) and Unit 6 Celebrations (f=6). Although the frequency of the
objective is low, this shows there are examples of this objective among the activities

to teach about being part of a relationship, group or community.

Table 21
Distribution of Cognitive Objective 1.4. in 7" Grade
Unit Number Unit Name f
3 Biographies 1
6 Celebrations 3
Total 4

As it is mostly seen in Unit 6, some samples from this unit are provided below
in Table 22. The table presents the activities enhanced on special days. The activities
in the unit aim to teach about the special days to celebrate, which corresponds to the

related GCE objective to develop an understanding of engagement in community.
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Table 22

Samples of Cognitive Objective 2.2. in 7" Grade

Unit 3 Biographies

Activity Name and Skill Domain/Activity — Activity Aim Related Objective
Description Type
?}7‘1/;12;; ;dc(;a%)z(;];)llsebceli)o \SII; Speaking/Matching Leear.nlln(g;I about develop an

: special days .

Find the expressions for ggdzrit;r;(ﬁ:lg of
each celebration. You c og m%n unity)
can add more. Y
Write special days you Speaking/ Guessing Learning about the develop an
celebrate (personal, names of the special understanding of
religious or national). days engagement
Choose one of them. (community)

Tell the class about it but
don’t say the name.
Your friends will guess
the day.

As given in Figure 14, the unit introduces the concept and types of celebrations
including what to do in these celebrations such as a graduation party, birthday party
and wedding ceremony. The same activity also has culture specific special days.
Ramadan Feast is among these special days which is asked to be described in terms of

its features.

What do people do on the special days below? Find the expressions
for each celebration. You can add more.

Graduation Party

o

get a degree or a diploma

Fancy Dress Party

\

eat baklava

drink beverages

Wedding Day

O O s

wear a cap

3y
% arrange music

%

invite guests

visit relatives

|
[

Ramadan Feast
£

-

=

3

64



Figure 14. A speaking activity example of engagement (community) in unit 6.

4.1.2 Socio-emotional objectives in the 7" grade coursebook. The examples
of all cognitive objectives seen in the 7th grade book are presented above in the chapter.
As the study has evaluated whole GCE domains of learnings in the 7" grade book, the

results of socio-emotional objectives revealed in the book are given below in Table 23.

As given in Table 23, when the activities in the 7th grade English book are
examined, it has been seen that there are 3 different types of GCE socio-emotional
learning objectives which are seen among the objectives of Topic 4 in the 7" grade
book. There are no examples of Topic 5 and 6 in the 7" grade in the book. The table
shows that 14 of the socio-emotional objectives in the checklist are not seen at all in
the book. This shows that the 7" grade coursebook does not promote the
socioemotional objectives about “different communities people belong to and how
these are connected” and “difference and respect for diversity”. The only socio-
emotional objectives promoted are about “different levels of identity.”

As Table 23 represents, the most common socio-emotional objective is 4.1.
(f=13) which is to develop an understanding of self-identity, belonging and
relationships (self, family, friends, community, region, country). According to Table
23, the objective 4.1. (f=13) dominates (9,9%) over other socio-emotional objectives.
The objective 4.3. (f=4) follows it with 3,1% respectively. Finally, the least common
socio-emotional objective 4.2. (f=1) is included only in the 0,8% of the activities in
the book. Each of the objectives found are explained below with the samples provided

for them.

Table 23

Distribution of Socio-emotional Domain Learning Objectives in 8" Grade

Topic 4: Different levels of identity f %

develop an understanding of:
4.1. self-identity, belonging and relationships (self, family, friends, community, 13

. 9,9
region, country)
4.2. how the individual relates to the community (historically, geographically and
economically) .8
4.3. how we are connected to the wider world beyond our immediate
community and through different modalities (media, travel, music, sports, 4 3,1

culture)
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4.4. nation state, international organisations and bodies, multinational corporations

0

4.5. empathy, solidarity, conflict management and resolution, preventing violence, 0
including gender-based violence, and bullying
4.6. negotiation, mediation, reconciliation, win-win solutions 0 0
4.7. regulating and managing strong emotions
4.8. resisting negative peer pressure 0 0
Topic 5: Different communities people belong to and how these are connected
develop an understanding of:
5.1. different cultures and societies beyond own experience and the value of different
perspectives

0 0
5.2. similarities and differences within and between cultures and societies 0 0
5.3. rule-making and engagement in different parts of the world and among different 0 0
groups
5.4. connections between communities 0 0
5.5. notions of justice and access to justice 0 0
5.6. common basic needs and human rights 0 0
5.7. recognizing and respecting diversity 0 0
5.8. valuing and respecting all human and living beings, the environment and things 0 0
Topic 6: Difference and respect for diversity develop
an understanding of:
6.1. the similarities and differences between societies and cultures 0 0
6.2. what makes us similar and what makes us different from other people in the
community 0
6.3. learning to appreciate and respect diversity and interact with others in the 0
community and wider world
6.4. importance of respect and good relationships for our well-being 0 0
6.5. values and skills that enable people to live together peacefully 0 0
Total 18 13,8

The objective that has been mostly seen in the 7" grade English book is 4.1. (f=13)
which is to develop an understanding of self-identity, belonging and relationships
(self, family, friends, community, region, country). Table 24 indicates that this
objective is found in Unit 1 Appearance and Personality, Unit 6 Celebrations (f=1)
and Unit 7 Dreams (f=7) in the 7™ grade book.

Table 24
Distribution of Socio-emotional Objective 4.1. in 7" Grade
Unit Number Unit Name f
1 Appearance and Personality 7
6 Celebrations 1
7 Dreams 4
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Total 13

Sample activity types are given below in Table 25. The unit provides activities
to make students understand the concepts which they belong to and their relationships.
As seen in Table 25, the activities promote self- identity, belonging and relationships
in terms of self, friends, family and community.

The activity aims are mostly common in the unit which is to introduce
yourself/somebody to a new community within your perspective. On the one hand,
being asked to describe themselves is part of the GCE objective enhancing self. On the
other hand, the activities in which the learners are asked about describing their
classmates or family are counted as developing belonging and relationships in terms

of friends, family and community.

Table 25

Samples of Socio-emotional Objective 4.1. in 7" Grade
Unit 1 Appearance and Personality

Activity Name  and Skill Domain/Activity — Activity Aim Related Objective
Description Type
Which adjectives can Speaking/ Questions & Introducing develop an
you use to describe Answers yourself/ somebody understanding of

selfidentity,
yourself? Take notes to a new .
. L belonging and

and talk about community within relationships
yourself. your perspective. (self)
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Speaking/ Information

Introducing

develop an

Work in groups. Transfer yourself/ somebody ~understanding of
Choose a person in the to a new Zzllfgggrilrtllgt};,nd
picture. Describe community within  o1ationshins
her/him to your group. . ship

your perspective (self, friends,
community)
Think of two people in Writing/  Information Introducing de\éelO{) ag. .
your family. Write some  Transfer ourself/ somebod understanding o
sentences to compare i] Y selfidentity,
them. You can also use 0 a  TNeW belonging and
their photos. community within  relationships
your perspective (family)

Figure 15 is given as an example to the objective 4.1. for the Unit 1. The activity
promotes the understanding of self-identity. In a mind map, the learners describe

themselves with the different adjectives they have learnt.

Which adjectives can you use to describe yourself? Take notes and
talk about yourself.

(- /K

Figure 15. A speaking activity example self-identity in unit 1.

The second mostly seen objective of the socio-emotional domain is 4.3. (f=4) which
is understanding of how we are connected to the wider world beyond our immediate
community and through different modalities (media, travel, music, sports, culture).
Table 26 shows that there are 4 different examples of this objective in the 7" grade
book. They are mostly seen in Unit 10 Planets (f=3) and Unit 8 Public Buildings (f=1).

Table 26
Distribution of Socio-emotional Objective 4.3. in 7" Grade
Unit Number Unit Name f
8 Public Buildings 1
10 Planets 3
Total 4
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The activity samples are provided below in Table 27. It has been seen that Unit 10
addresses students’ connections with the world from a wider perspective through the
modality of travelling in space. The activities in the table promotes speaking and leads
students to share their own ideas about travelling beyond the world. The speaking
activities seen in Table 27 enhance introducing space related terms within students’
personal experiences. That is to say, the coursebook includes objectives to teach

students’ connections with the world.

Table 27

Samples of Socio-emotional Objective 4.3. in 7" Grade
Unit 10 Planets

Activity Name and Skill
Description Domain/Activity Activity Aim Related Objective
Type
Which planet(s) do you  Speaking/ Introducing develop an understanding of
want to observe? Why?  Questions & planets and related how we are connected to the
Answers news about the Wider WOfld beyond. our
planets within 1mmedlat§ community apd
your perspective through different modalities
(travel)
Imagine that you have Speaking/ . develop an understanding of
’ Introducing how we are connected to the
enough money to Questions & id 1db d
b : planets and related wider world beyond our
ecome a space tourist. X . .
Answers news about the immediate community and
Where do you want to 1 ithi through different modalities
see first? Why? planets within rave]
your perspective  (fravel)
Ff;k;\;t:e stsigrs and Speaking/ Arts & ) develop an understanding of
g patea p h ) 1 Crafts Introducing how we are connected to the
resent it to the class. planets and related yider world beyond our
news about the immediate community and
planets within through different modalities

your perspective  (travel)
The last and final socio-emotional objective found is 4.2. (f=1) which is to

develop an understanding of how the individual relates to the community (historically,
geographically and economically). As shown in Table 28, there is only 1 example of

this socio-emotional objective in the 7" grade book, which is seen in Unit 8 Public

Buildings.
Table 28
Distribution of Socio-emotional Objective 4.2. in 7" Grade
Unit Number Unit Name f
8 Public Buildings 1
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Total 1

The only sample activity of the objective 4.2. is presented below in Table 29.
As being part of the speaking skill domain, the activity promotes Arts & Crafts. The
aim of the activity includes learning about one’s neighbourhood, which develops a
relationship with one’s community geographically. The table shows an activity sample
taken for the objective 4.2. in Unit 8. A speaking project assignment which is in a task
format is given in the unit in which the students are asked to follow the steps given to
them. The task asks learners to prepare a poster about their neighbourhood including
the public buildings that can be reachable to them. They present the map of the places
they have been around their own neighbourhood showing the connection of one to

his/her community.

Table 29
Samples of Socio-emotional Objective 4.2. in 7" Grade
Unit 8 Public Buildings
Activity Name and Skill Domain/Activity
Description Activity Aim Related Objective
Type
Follow the steps and Speaking/ Arts & Learning about public develop an
prepare a poster. Present  Crafts buildings in one’s understanding of how
it to the class. neighbourhood. the individual relates
to the community
(geographically)

4.1.3 Behavioural objectives in the 7™ grade coursebook. As the study has
evaluated whole GCE domains of learnings in the 7th grade book, the results of
behavioural objectives found in the book are given below in Table 30. Table 30 shows
that the behavioural GCE objectives are found only under Topic 7. It has been seen
that there are 4 different types of GCE behavioural learning objectives in the 7% grade
book. There are no examples of Topic 8 and 9 in the book. In total, 14 of GCE
behavioural objectives do not match any of the activity aims in the 7" grade book.
Therefore, this shows that the 7% grade coursebook does not promote behavioural
learning objectives about “ethically responsible behaviour” and “getting engaged and
taking action”. However, the coursebook promotes the importance of individual or

collective action to participate in community work.
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As given in Table 30, the most common behavioural objective is 7.1. (f=13)
which is to develop an understanding of how our choices and actions can make our
home, school community, country and planet a better place to live and can protect our
environment. In accordance with Table 30, the objective 7.1. (f=8) dominates (6,1%)
over other behavioural objectives. The objective 7.6. (f=5) follows it with 3,8%
respectively. Finally, the least common behavioural objectives 7.1. (f=1) and 7.2.
(f=1) are included only in the 0,8% of the activities in the book. Each of the objectives

detected are given below with the samples provided for them.

Table 30

Distribution of Behavioural Domain Learning Objectives in 7" Grade Coursebook

f %

Topic 7: Discuss the importance of individual and collective action and
engage in community work

Develop an understanding of
7.1. how our choices and actions can make our home, school community, country and planet a better
place to live and can protect our 8 6,1 environment

7.2. connection between personal, local, national and global issues 1 .8

7.3. types of civic engagement for personal and collective action in

00 different
cultures and societies

7.4. roles played by voluntary groups, social movements and citizens in

improving their communities and in identifying solutions to global 1 ,8 problems

7.5. examples of individuals and groups engaged in civic action who have made a difference at local
and global levels 0 0 and their perspectives, actions and social connectedness

Table 30 (cont’d)

7.6. examples of individuals and groups who made a difference at local and global levels and their
perspectives, actions and social 5 3,8 connectedness

7.7. the fact that actions have consequences 0 0
Topic 8: Ethically responsible behaviour 0 0
Develop an understanding of 0 0
8.1. what it means to be an ethically responsible and engaged global citizen 0 0
8.2. personal perspectives on fairness and issues of global concern 0 0
8.3. real life examples of global injustice 0 0
Topic 9: Getting engaged and taking action 0 0
Develop an understanding of 0 0
9.1. how people are involved with the organisations and what
0 knowledge,
skills and other attributes they bring 0 9.2. factors that can support or hinder change 0
0
9.3. the role of groups and organisations 0 0 9.4. engaging in projects and written work 0 0
9.5. forms of engagement at home, school, community as basic aspects of
citizenship 0 0

9.6. participating in community-based activities 0 0 9.7. participating in decision-making at school
00
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Total 15 11,4

The most common behavioural objective is 7.1. (f=8) which is to develop an
understanding of how our choices and actions can make our home, school community,
country and planet a better place to live and can protect our environment. Table 31
shows that this objective is found in Unit 4 Wild Animals (f=2) and Unit 9 Environment
(f=6). 9 gives. The objective 7.1. is mostly seen in Unit 9. In the unit, the activities

counted as behavioural leads students to take action in general.

Table 31
Distribution of Behavioural Objective 7.1. in 7" Grade
Unit Number Unit Name f
4 Wild Animals 2
9 Environment 6
Total 8

The activity samples for the objective 7.1. is presented below in Table 32. As it can
be concluded from the table, activities in Unit 9 promotes the behavioural objective
7.1. The problems about the environment and actions to take against these problems
are among the activity aims, which represents a similar purpose with the objective 7.1.

to protect the environment.

Table 32
Samples of Behavioural Objective 7.1. in 7" Grade

Unit 9 Environment

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Work in pairs. Read the Speaking/ R Introducing the develop an
role cards and make a problems and  understanding of how
dialogue. You can use solutions about the our choices and
the prompts below environment while ,.tions can make our

taking action home, planet a better

place to live and can
protect our
environment
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You will make a Speaking/ Arts & Introducing the

campaign to protect the Crafts problems and develop an

environment. Look at solutions about the understanding of how

the photos, follow the environment while our choices and

steps  below and talk taking action actions can make our

about it. planet a better place
to live and can
protect our
environment

Imagine that you willdo  Writing/ Information Introducing the  develop an

something for the Earth. Transfer problems and  understanding of how

Read the problems and solutions about the our choices and

choose at least two of environment while actions can make our

them. What will you do?
How will you do? Write

taking action

planet a better place
to live and can

your messages in the
boxes by using First,
Then and Finally.

protect our
environment

Figure 16 shows a sample of objective 7.1. in a speaking activity in Unit 9. In
the activity, the learners create a campaign to protect the environment. They talk about
what to do and not to do in this matter. Some prompts with which they organise their
ideas are given to the students. They make their own slogans and give details about the

processes of their campaign. This activity enhances how to protect their environment.

)) Let’s Speak!
You will make a campaign to protect the environment. Look at the
photos, follow the steps below and talk about it.

Reusmg Campa’gn

REUSE

mH

Saving Electricity
Campaign

Recycling Campaign

|

» Choose a campaign or
create one.

f

v

-

» Make your own slogans.

» Give information about the
process.

Collecting the Battery C:

Animal Saving Campaign
SAVE THE ANIMALS

e.g. | will make a recycling campaign. First, ... J
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Figure 16. An example of how our actions can protect our environment in unit 9.

The second most common learning objective of behavioural domain detected
in the 7" grade book is 7.6. (f=5) which is to develop an understanding of examples
of individuals and groups who made a difference at local and global levels and their
perspectives, actions and social connectedness. It is mostly common in Unit 3

Biographies (f=3) and Unit 10 Planets (f=10).

Table 33
Distribution of Behavioural Objective 7.6. in 7" Grade
Unit Number Unit Name f
3 Biographies 4
10 Planets 1
Total 5

The activity samples found in Unit 3 for the objective 7.6. are given below in
Table 34. The unit presents examples of important individuals who got successful and
had a contribution. The activity aims to lead students to make research about these
individuals and their success. In the activities, the learners are asked to choose famous
individuals and do research on their lives, which they present in the class.
The activities focus not only on the family, and education life but also the profession
and successes of these famous individuals. This shows that the 7" grade coursebook

has a space to introduce individuals who have taken part in community work.

Table 34

Samples of Behavioural Objective 7.6. in 7" Grade
Unit 3 Biographies

Activity Name and Skill Domain/Activity  Activity Aim Related Objective
Description Type

Choose a famous person ~ Speaking/ Information/  Introducing important  develop an

and do research about Opinion Gap individuals who hada  understanding of
her/his life. Then, contribution in examples of
present it to the class different fields by individuals who made
researching ~ about 3 difference at local
them and global levels and
their perspectives,
actions and social
connectedness
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Look at the pictures and Speaking/ Information  Introducing important

short information about Transfer individuals who had a develop an

the . successful  chief contribution in understan ding of

ia_;imlre(ljl& BarbarosEa different fields by examples of

o oy [ivsfite ‘ X gclsearching about  individuals who made

paragraph about him. cm a difference at local
and global levels and
their perspectives,
actions and social
connectedness

The last two behavioural objectives found are 7.2. (f=1) and 7.4. (f=1) which
have only 2 examples in the 7" grade book. The first least common behavioural
objective in the 7% grade book is 7.2. which is “develop an understanding of
connection between personal, local, national and global issues”. Table 35 shows that

this objective is only seen in Unit 7 Dreams (f=1).

Table 35
Distribution of Behavioural Objective 7.2. in 7" Grade
Unit Number Unit Name f
7 Dreams 1
Total 1

Table 36 shows an activity in which a task activity is given to the students and
they are asked to write down a paragraph about their dreams and expectations about
the future. As the activity asks learners to follow the steps, it does not only include an
ordinary writing activity but a task which requires doing research before writing.
Therefore, students’ perspectives about the future include a bigger perspective
including their future expectations about the developments in the world in which they

will participate.

Table 36

Samples of Behavioural Objective 7.2. in 7" Grade
Unit 7 Dreams

Activity Name and Skill Domain/Activity
Description Type Activity Aim Related Objective
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Follow the steps and Speaking/ Art & Crafts  Talking about develop an

write a simple dreams, expectations understanding of
paragraph. Present it to and future goals by connection between
the class. researching personal, local,

about them  national and global
issues

The final objective 7.4. (f=1) which is to develop an understanding of roles
played by voluntary groups, social movements and citizens in improving their
communities and in identifying solutions to global problems is given in Table 37.

This objective is only seen in Unit 4 Wild Animals (f=1).

Table 37
Distribution of Behavioural Objective 7.4. in 7" Grade
Unit Number Unit Name f
4 Wild Animals 1
Total 1

Table 38 shows that in Unit 4, the writing activity promotes the idea of
considering students as a volunteer from WWF (World Wide Fund for Nature) which
is a non-governmental organisation founded to protect the environment with voluntary
work. The learners write from the perspective of a non-governmental organisation

about the giraffes including how to protect them.

Table 38
Samples of Behavioural Objective 7.4. in 7" Grade
Unit 4 Wild Animals
Activity Name and Skill Domain/Activity — Activity Aim Related Objective
Description Type
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Speaking/  Art & Learning understanding of roles

Imagine that you are a Crafts about played by voluntary

volunteer from WWF. endangered groups, social

Use the prompts below animals to take movements and citizens

and prepare a brochure action  via in improving their

about giraffes. organisations communities and in
identifying solutions to
global problems

4.2 GCE Domains and Learning Objectives in 8" Grade English Coursebook

“«“

astermind” is a MoNE approved 8" grade coursebook including different
listening, reading, speaking and writing activities and exercises. The study focuses on
all the activities in the units including “Assignment”, “Revision” and “Additional
Activities” parts at the end of each unit. Listening tracks were not included in the study.
The units which include cognitive, socio-emotional and behavioural learning domains
were selected and manually coded. The activity objectives were detected for each
activity.

In the 8" grade English coursebook, there are 10 units in total. 2 of these units
do not have any GCE themes or objectives. As a result, 8 of the units have been
evaluated in terms of their learning objectives for the study. Each of the units represents
a certain theme in the 7th grade book (MoNE, 2018). Table 39 shows the units and
their themes in MoNE as well as their GCE related themes. There are 13 different GCE
themes which are matched with the unit themes of the MoNE books.

Table 39

Themes Representing Global Citizenship Education Objectives in the 8" Grade
Units Themes of the Units Related GCE Themes
Unit 1 Friendship None
Unit 2 Teen Life None
Unit 3 In the Kitchen Culture, cultural diversity
Unit 4 On the Phone Communication, media literacy
Unit 5 The Internet Media literacy, social media

Table 39 (cont’d)

Unit 6 Adventures Community
Unit 7 Tourism Culture, cultural diversity
Unit 8 Chores Self and others, family,

partnership skills
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Unit 9 Science Innovation and well-being

Unit 10 Natural Forces Environment, climate change,
natural disasters

As mentioned above, two of the units did not include any GCE related
activities. In addition to these 2 units, some of the activities throughout the other 8
units which were evaluated in terms of their learning objectives in the book did not
include any learning objectives related to GCE. In the total of 8 units, there are 229
activities. 75 of the activities in the 8" grade English books did not match under any
of the GCE objectives. Therefore, they are not added to Table 40 given below.

As given in Table 40, 154 of the activities include a GCE objective. Each of
the activities which has been evaluated under an objective is given in a descriptive
table. There are 133 activities with cognitive domain of learning, 18 activities with
socio-emotional domain of learning and 3 activities with behavioural domain of
learning.

It can be seen from the table that cognitive domain consists the majority of the
GCE related activities whereas behavioural domain is the one with the least found. It
can be also seen from Table 40 that cognitive domain consists (86,4%) the majority of
the global citizenship education related activities whereas behavioural domain is the
one with the least found (1,9%). Besides, socio-emotional objectives can be seen in

11,7% of the activities in the 8" grade book.

Table 40

Number of Activities Representing Different GCE Learning Domains in 8" Grade
Domain f %
Cognitive 133 86,4
Socio-emotional 18 11,7
Behavioural 3 1,9
Total 154 100

4.2.1 Cognitive learning objectives in the 8" grade book. The cognitive
domain of learning in the activities varies in terms of their learning objectives in the
8 grade book. As Table 41 presents, there are 10 different types of cognitive learning

objectives found in the 8" grade book. 5 cognitive learning objectives are not seen at
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all in the book. This shows that 8" grade coursebook promotes the cognitive objectives

in the checklist to a great deal.

According to the table, the objective 1.4. (f=29) dominates (18,8%) over other
cognitive objectives. In the following, the objective 2.3. (f=24) follows it with 15,6%
respectively. The least common cognitive objective 1.5. (f=2) is included only in the
1,3% of the activities. Each of the objectives found are explained below with the

activity samples provided for them in the units of 8" grade book.

Table 41

Distribution of Cognitive Domain Learning Objectives in 8" Grade

Topic 1: Local, national and global systems and structures

Develop an understanding of:

1.1. basic local, national and global governance structures and systems and how

these are interconnected and interdependent (trade, migration, environment, 5 33
media, international organisations, political and economic alliances, public and

private sectors, civil society)

1.2 the self, family, school, neighbourhood, community, country, the world 4 2,6
1.3 how the world is organised (groups, communities, villages, cities, countries, 16 10,4
regions)

1.4 relationships, membership, rule-making and engagement (family, friends, school, 29 18,8
community, country, the world)

1.5. similarities and differences in rights and responsibilities, rules and decisions 2 1,3

and how different societies uphold these (including looking at history,
geography, culture)

1.6. similarities and differences in how citizenship is defined 0 0
1.7. show examples of global citizens 10 6,5
1.8. develop an understanding of good governance, rule of law, democratic 0 0

processes, transparency
Topic 2: Issues affecting interaction and connectedness of communities at local,
national and global levels

Develop an understanding of:

2.1. global changes and developments and their impact on people’s daily lives 14 9,1
2.2 how the individual and the community affect the global community 6 3,9
2.3 global issues (climate change, poverty, gender inequality, pollution, crime,

conflict, disease, natural disasters, human and animal rights) and the reasons for 24 15,6
these problems

2.4. connections and interdependencies between global and local issues 0 0

Topic 3: Underlying assumptions and power dynamics
Develop an understanding of:

3.1 media literacy and social media skills 23 14,9
3.2. different points of view, subjectivity, evidence and bias 0 0
3.3. actors influencing viewpoints 0 0
Total 133 84.4
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The most common learning objective is 1.4. (f=29) which is to develop an
understanding of relationships, membership, rule-making and engagement (family,
friends, school, community, country, the world). The examples of this objective are
mostly seen in Unit 8 Chores (f=18). It can also be seen in Unit 3 (f=2), Unit 6 (f=4)
and Unit (f=5). The high frequency of the objective 1.4. shows that the activity
objectives in the 8" grade book prioritises teaching about relationships, and being part

of a member of a community.

Table 42
Distribution of Cognitive Objective 1.4. in 8" Grade
Unit Number Unit Name f
3 On the Phone 2
6 Adventures 4
7 Tourism 5
8 Chores 18
Total 29

Activity samples for the cognitive objective 1.4. in Unit 8 are given below in
Table 43. The table reveals that the activities in the unit include reading activities
aimed to teach housework responsibilities shared within one’s house. Other than that,
housework related lexical items are introduced with the different types of vocabulary

activities such as matching and information transfer etc.

Table 43

Activity Name and  Skill Domain/Activity Activity Aim Related Objective
Description Type

Read Hilya’s diary. Reading/ Information Learning about  develop an understanding of

Compare the preparations Transfer housework relationships, membership,

in Hiilya’s house with the responsibilities  rylemaking and engagement

ones in your house (family)

Tick the chores you like Vocabulary/ Information ~ Learning about develop an understanding of

doing Transfer housework relationships, membership,
related lexical rulemaking and engagement
items (family)
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Find the chores and match ~ Vocabulary/ Matching Learning about  develop an understanding of

them with the picture housework relationships, membership,
lexical items rulemaking and engagement
(family)

Samples of Cognitive Objective 1.4. in 8" Grade
Unit 8 Chores

Figure 17 represents an example of the objective 1.4. in Unit 8. In the reading
part of the unit, a text representing Sacrifice Feast Eve is given in the form of a diary.
A girl named Hiilya explains the duties followed in her family in the Sacrifice feast
Eve. All members of the family have different duties. To demonstrate, her mother is
responsible for hanging out the clothes and ironing while her father is responsible for
cooking and going shopping. At the end of the text, it is specifically indicated the
importance of sharing the duties in the family such as in the last sentence, which is

“We must share our responsibilities as a family because it makes our life easier. ”
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Activity 2
5@_ Read Hiilya’s diary. Compare the preparations in Hiilya's house with the ones in your house.

19" August Sunday 20" August Monday

Today is Sacrifice Feast Eve. We
have lots of things to do. All of our
relatives are going to come for dinner. I'm
responsible for ing and mopping
the floor. Moreover, I look after my little
sister, Ayse. They may seem hard, but
not for me, because I like doing them.
My elder brother, Ege, is responsible for
watering the plants and sweeping the
leaves in the garden. He doesn't like his
duties because he thinks they are difficult
and boring. My mom, Huriye, is responsible
for hanging out the clothes and ironing.
Ayse doesnt have many chores because
she is only five. But she sometimes helps
my mum in the kitchen and feeds the
cat. She really enjoys them. My father,
Hiiseyin, is responsible for cooking and
going shopping. We must share our
responsibilities as a family because it
makes our life easier.

Yesterday we were tired but we
finished all the housework. Today is
Sacrifice Feast. We are all in the kitchen
now. I'm making a salad, my father is
cooking some meat, my mother is making
desserts and Ege is setting the table.
Ayse is helping us, too. We are very happy
and ready for welcoming our guests. The
doorbell is ringing now, I have to go. I
will continue to write before sleeping. Bye
for now...

\

€3
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E Lesson ¢

Activity 1
, Scan Hiilya's diary. Answer the following questions.

o What is the name of the Feast?

a How many people are there in Hilya's family?

€) Whatis the date of the festival?

Figure 17. The reading activity example relationships and engagement

(family and community) in unit 8.

The second most common cognitive objective in the 8" grade book is 2.3. (f=24)
which is to develop an understanding of global issues (climate change, poverty, gender
inequality, pollution, crime, conflict, disease, natural disasters) and the reasons for
these problems. Table 44 shows that this objective is mostly found in Unit 10 Natural
Forces. The unit concerns the factors that have detrimental impacts on the world and
the solutions regarding these natural forces. That is to say, the 8" grade coursebook

has an aim to make learners concerned about global issues, which is mostly

environmental.
Table 44
Distribution of Cognitive Objective 2.3. in 8" Grade
Unit Number Unit Name f
10 Natural Forces 29
Total 29
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Table 45 shows the activity type samples of Unit 8 regarding the objective 2.3.
The vocabulary activities in the unit introduces the necessary lexical items about the
natural forces and disasters and their effects in some of the countries which take place
in the different parts of the world. Speaking activities in the unit aims to introduce the
reasons and the results of these natural forces and disasters. Different types of natural
global challenges and problems are introduced such as global warming and destructive

floods seen in the table.

Table 45

Samples of Cognitive Objective 2.3. in 8" Grade
Unit 8 Chores

Activity Name and Skill Activity Aim Related Objective
Description Domain/Activi
ty Type
Tick the natural forces Vocabulary/ Learning about develop an understanding of
occurring in your country. Information Transfer natural  forces global issues (climate change,
Share them with your and environment  pollution, natural disasters) and
classmates. related lexical the reasons for these problems
items

What are your predictions Speaking/ Question & Learning about develop an understanding of
about natural forces and Answers natural forces global issues (climate change,
disasters? Support your and environment  po/lution, natural disasters) and
predictions by  giving the reasons for these problems
reasons and results.
Read the blog. What are Reading/ Information Learning about develop an understanding of
the  effects of Transfer natural forces global issues (climate change,

global warming on and environment  po/lytion, natural disasters) and
animals? the reasons for these problems

What are the main reasons ~ Speaking/ Questions &  Learning  about
for destructive floods? Answers natural forces
How do you think they will and environment
affect the future of the

Earth?  Express  your

predictions  about  the

future of the Earth.

develop an understanding of
global issues (c/imate change,
pollution, natural disasters) and
the reasons for these problems

Figure 18 shows a speaking activity sample taken from Unit 8 which represents
the objective 2.3. in which the students are introduced to a problem taking place in The
Amazon Forests which is caused by people. They are encouraged to talk about similar
problems happening in the world. It can be seen in the activities that not only the
existing problems of the Earth are highlighted but also future predictions and concerns
about it are included. As a follow up for the speaking activity, the learners are supposed
to write a short paragraph about one of the natural forces and disasters by giving

reasons and results including their own predictions about them for the future world.

83



This shows that the 8" grade coursebook includes activities that address global issues

to the learners.

Activity 2
Work in pairs. Read the dialogue. Find a topic and make a dialogue about natural forces and
disasters. Share your reasons and results to support your predictions.

g Ash :Listen to the news! The Amazon Forests are under
agreat risk. Nearly 60% of them will disappear by
2030 because people cause an enormous destruction in
this area. Moreover, climate change of global
warming also has negative effects on these forests.

Betty : What do you mean?

Aslh :These trees provide oxygen for us. There won't be a life
without photosynthesis. It will be the end of the Earth.

Betty : You're right but what shall we do about this? We can’t
cope with this.

Asli :I'm sure if we take precautions individually, it will be

significant as a whole. This world is our home. So I

think we should shoulder responsibilities to save it.

Activity 3

/ Write a short paragraph about natural forces and disasters by giving reasons and results. Follow
the tips.
Tips:
Ly One of the important topics about natural disasters/ forces
Find a topic is

Express predictions
Give reasons & results

Figure 18. A speaking activity example of global issues (climate change, pollution,

natural disasters) and the reasons for these problems in unit 10.

The third most common cognitive objective is 3.1. (f=23) which is to develop an
understanding of media literacy and social media skills (different forms of media,
including social media). Table 46 shows that this objective is mostly detected in Unit
5 Internet. Therefore, the high frequency of the objective 3.1. shows that the 8" grade

coursebook aims to develop media skills.

Table 46
Distribution of Cognitive Objective 3.1. in 8" Grade
Unit Number Unit Name f
5 The Internet 23
Total 29

Table 47 presents the activity samples provided for the related objective 3.1.
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in Unit 5. As it can be seen from the table, different activity aims are detected in the
unit. The unit introduces the lexical items to teach the necessary internet related
vocabulary such as frequently seen or used icons and phrases. Discussing internet
habits, introducing the history of the internet, awareness on internet safety and internet
addiction are among the aims of the activities in the unit, which all match with the

related objective about media literacy and social media skills.

Table 47

Samples of Cognitive Objective 3.1. in 8" Grade
Unit 5 The Internet

Activity Name and Skill Domain/Activity — Activity Aim Related Objective
Description Type

Vocabulary/ Information

Match the words/ phrases Learning about develop an understanding of

with the icons. Share them Transfer internet related media literacy (different forms
with your classmates. lexical items of media)
Speaking/ Learning about

Work in pairs. Talk about

the Internet habits in your develop an understanding of

family. social media skills (different
forms of media, including
social media)

Information/Opinion Gap  internet habits

Read the texts. Put them in a Reordering

chronological order. develop an understanding of

Learning about the . o

history of media literacy

internet
Read the sentences. Put a  True/ False/ No Learning about develop an understanding of
mark Tick or Cross in the Information internet safety media literacy and social
boxes according to the media skills (different forms of
Internet safety. media, including social media)
Circle the best option for you. Speaking/ Learning about develop an understanding of
Evaluate yourself. Information internet addiction media literacy and social

Transfer media skills (different forms of

media, including social media)

Figure 19 shows an activity sample seen in Unit 5 which is found as an example
to the related objective 3.1. In the activity, internet safety is given to the students
through an ordering activity. The concept of “Internet Safety” was introduced. The
sentences give examples of how to think critically about our actions on the internet.
“Believe in all news on the Internet” and “Refuse unknown people’s friend requests”

are some of the options that take place in the activity.
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3 Read the sentences. Put a mark “v" or “X" in
o the boxes according to the Internet safety.

’

e

a. Share your address with strangers.

b. Refuse unknown people’s friend
request.

c. Keep your password secret except
from your family members.

d. Agree to meet your online friends.

e. Believe in all news on the Internet.

f. Before downloading a file, check it
with an adult.

Figure 19. A speaking activity example of media literacy

and social media skills in unit 5.

The fourth most common objective is 1.3. (f=16) which is to develop an
understanding of how the world is organised (groups, communities, villages, cities,

countries, regions). Table 48 shows that this objective is seen mostly in Unit 7 (f=15).

Table 48
Distribution of Cognitive Objective 1.3. in 8" Grade
Unit Number Unit Name f
6 Adventures 1
7 Tourism 15
Total 16

Table 49 shows the activity types samples taken from Unit 7 regarding the
cognitive objective 1.3. The activities in the unit aim to introduce different tourist
attractions and some important aspects of these places including the touristic activities
to be done in these touristic places. The activity aims can vary in terms of the skill
domain of the activities. Speaking and reading centred activities introduce the cities or
the countries themselves whereas vocabulary skill activities represent tourism related

lexical items. The existence of this objective in the 8™ grade coursebook shows that
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the coursebook aims to introduce the learners to the organisation of the world in terms

of cities and the countries.

Table 49
Samples of Cognitive Objective 1.3. in 8" Grade

Unit 7 Tourism

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Suppose that you are Speaking/ Questions & Learning develop an
going on a holiday with ~ Answers about tourist understanding of how
your family. What type attractions of different the world is organised
of places do you prefer? cities (cities, countries)
Why?
Read the brochure. Reading/Information Learning develop an
Where can you stay in Lransfer ' about tourist . derstanding of how
Safranbolu? attractions of different . 0114 is organised

cities

(cities, countries)

Match the words with the Vocabulary/ Matching  Learning about tourism develop an
pictures. related understanding of how
vocabulary the world is organised
(cities, countries)

Figure 20 is taken from Unit 7 to demonstrate an example of the related
objective 1.3. in the 8" grade English book. A reading text aims to show the cultural
background of a touristic city called Safranbolu in Turkey. It has been included in the
text that Safranbolu is in the UNESCO World Heritage List. The important aspects of
the city and the way it has been protected is specifically included in the activity.
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Read the brochure. Where can you stay in Safranbolu?

A City at the Crossroad of History,
Culture and Nature

Safranboluis a touristic town in northeast of Karabiik
| inthe Black Sea Region. The old town preserves many
historicbuildings, fe i ques, tombs, Turkish
baths and caravansaries dating back to Ottoman
Empire. Also, there are ancient settlements, rock
tombs and historical bridges in the town. Safranbolu
’ is in UNESCO World Heritage List. Safranbolu
| has also delicious traditional dishes. You should

definitely try Kuyu kebab. Moreover, Safranbolu
. Turkish delight is as famous as Safranbolu houses.

It’s easy to find accommodation for every budget in

Safranbolu. Mostly, bed and breakfast pansions are
' common. If you want to touch the living history, you
don’t need to look for any other places.

’ Scan the brochure. Choose the correct answer.

1 Safranboluis in the northeast of

Kastamonu Karabiik Kirgehir
2 Safranboluisin ... ‘World Heritage List.
UN UNICEF UNESCO
8 Mostly..........ccuuuuueeen.. ar€ common in Safranbolu.
bed and breakfast pansions all-inclusive hotels incredible resorts

Figure 20. A reading activity example of how the world is organised
(cities and countries in unit 7.
The fifth cognitive objective is 2.1. (f=14) which is to develop an understanding of
global changes and developments and their impact on people’s daily lives. Table 50

shows that this objective 2.1. can be mostly seen in Unit 9 Science (f=11) the 8" grade
English book.

Table 50
Distribution of Cognitive Objective 2.1. in 8" Grade
Unit Number Unit Name f
4 On the Phone 3
9 Science 11
Total 15
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Table 51 shows the activity samples taken from Unit 9 for the objective 2.1.
The unit includes scientific developments which affect people’s daily lives. These
scientific developments enhancing the quality of human life are included in the unit
through different types of activities. Skill based activities aim to represent different
inventions and discoveries including the inventors and scientists who found them. In
the speaking activities, talking about scientific achievements are enhanced with the
aim of showing scientific developments which have an impact on human life regarding

past and present.

Table 51
Samples of Cognitive Objective 2.1. in 8" Grade

Unit 9 Science

Activity Name and Skill Domain/Activity
Description Type Activity Aim Related Objective
Listen to the recording. Listening/ Information Learning about develop an

Tick what they
invented/ discovered.

Transfer

wellknown

inventions

and discoveries

understanding of
global changes and
developments and
their impact on
people’s daily lives

Learning about
Write a short paragraph ~ Writing/  Information wellknown develop an
about other scientific Transfer nventions understanding of
achievements by and discoveries global changes and
describing them. developments and
their impact on
people’s daily lives
Learning about
Work in pairs. Talk Speaking/ Wellkqown develop an
about scientific actions Information/Opinion mventions understanding of
happening  currently Gap and discoveries global changes and
and in the past. developments and

their impact on
people’s daily lives

Figure 21 is given to demonstrate an example of the related objective 2.1. in
Unit 9. In a listening activity, some inventions or discoveries are asked to be matched
with the people who found them. The learners are supposed to match microbe, rabies

vaccine, laws of gravity, catgut and smallpox vaccination with the scientists given.

89



@ Listen to the recording. Tick (V) what they invented/ discovered.

Edward Jenner
Louis Pasteur

Ez-Zehravi
Isaac Newton

1 | microbe

2 | rabiesvaccine

3 | laws of gravity

4  catgut

5 | smallpox vaccination

Figure 21. A listening activity example of global changes and developments and

their impact on people’s daily lives in unit 9.

The sixth cognitive objective found in the 8th grade English book is 1.7. (f=10)
which is to show examples of global citizens. The units presenting the objective 1.7 in
the 8™ grade book are given in Table 52. This objective is mostly detected in Unit 9
Science (f=8) in the 8™ grade book. The frequency of the objective 1.7. shows that the

coursebook includes individuals who might be counted as the examples as global

citizens.
Table 52
Distribution of Cognitive Objective 1.7. in 8" Grade
Unit Number Unit Name f
6 Adventures 2
9 Science 8
Total 10

Table 53 presents the activity type samples found in Unit 9 in the 8™ grade book
regarding the objective 1.7. The examples of different scientists throughout the unit
explaining their contributions to their societies and the world is given among the
activity aims of Unit 9. Individuals who had a contribution in a different field of science
who could be evaluated as global citizens due to their contributions are introduced in
different skill-based activities. The activities promote students' knowledge about the

given scientists and inventors by showing them their lives and contributions.
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Table 53
Samples of Cognitive Objective 1.7. in 8" Grade

Unit 9 Science

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Tick the scientists you  Speaking/ Information Introducing show examples of
know. Transfer individuals who had a g]obal citizens
contribution to
society in the field of
science
Read the texts. Suppose Reading/ Information Introducing show examples of
that you are a scientist. Transfer individuals who had a global citizens
Which cure would you contribution to
like to find? society in the field of
science

Figure 22 is given as a sample of objective 1.7. in Unit 9. The figure represents
different global citizens seen through a listening activity. The listening activity aims
to introduce Women Inventors in History within a text, in which it is indicated that
when people think about an inventor, the examples given are usually male inventors.
Therefore, the listening activity presents some successful women inventors such as
Josephine Cochrane, Dr. Grace Hopper, Rachel Zimmerman Brachman and Dr.

Patricia Bath to change a misconception.

@ Listen to the recording. Circle the correct words.

Women Inventors in History

‘When we think about an inventor, we tell the names such as Edison, Graham Bell etc. What is their
common feature? They are all males. However, there are also successful women inventors. They have
invented very important devices that make our lives easier. Here are some of them:

hine Cook: e Didask
Josephine was arich / poor woman and liked inviting people for dinners. Her

housemaid continuously washed / broke the valuable porcelains. Therefore, she got || \oX

angry with her housemaid, then she decided to invent a machine to wash the dishes fast.

Moreover, it didn’t break the ins. She made / designed the first di:

Dr. Grace Hopper: IBM Harvard Mark 1 f

Dr. Grace Hopper is known / famous as “mother of computer”. After the World |
War II, she searched to develop the first well-equipped computer named
IBM Harvard Mark 1. She got several awards / prizes.

Rachel Zi h

Rachel invented the “Blissymbol Printer” in 1984 when she was only 12 / 20 years
old. “Blissymbol Printer” makes the technology / communication easy for users with
physical disabilities. The user chooses various Blissymbols to convey his or her thoughts,
then the printer translates those images into the written text.

Dr. Patricia Bath: Laserphaco Probe

Dr. Patricia Bath was the first Afri A ican female doct: iving a patent ey,
for amedical purpose. She invented a medical tool / device. It dissolves the cataract with
alaser quickly / slowly and nearly painlessly. It is used internatis / nati to )

cure the disease.

Figure 22. The reading activity examples of global citizens in unit 9.
The seventh most common cognitive objective is 2.2. (f=6) which is to develop an

understanding of how the individual or/and the community affect the global
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community. Table 54 shows that cognitive objective 2.2. is mostly detected in Unit 9

Science in the 8" grade book.

Table 54
Distribution of Cognitive Objective 2.2. in 8" Grade
Unit Number Unit Name f
9 Science 6
Total 6

Sample activity types are given in Table 55 regarding the cognitive objective
2.2. in the 8™ grade English book. The table shows the activity aims that are matched
with the GCE objective in the framed checklist. It has been found that 6 of the activities
in Unit 9 promote the relationship between the inventors and their global impact via
the contribution of their inventions. Table 55 represents a speaking activity aimed to

evaluate the scientific achievements who were likely to change the world.

Table 55
Samples of Cognitive Objective 2.2. in 8" Grade

Unit 9 Science

Activity Name and Skill Domain/Activity
Description Type Activity Aim Related Objective
Match the fields of Speaking/ Matching Learning about develop an
science with wellknown wellknown understanding of how
people. Share them with inventions and  the individual or/and
discoveries

the community affect
the global community

your classmates. SVE *
within their effects

Look at the inventions.  Speaking/ Questions &  Learning about

Share your ideas about ~ Answers Wellk?.own q develop an

these scientific g;::g;:r?:s an understanding of how
achievements. Which the individual or/and

one/ ones changed the

within their effects

the community affect

world the most the global community

The eighth cognitive objective detected in the 8™ grade English book is 1.1.
(f=5) which is develop an understanding of basic local, national and global

governance structures and systems and how these are interconnected and
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interdependent (trade, migration, environment, media, international organisations,
political and economic alliances, public and private sectors, civil society). Table 56
shows that this cognitive objective is mostly found in Unit 4 On the Phone (f=3).
Following this, there are also some examples that can be seen in Unit 6 Adventures
(f=2). As the examples of the objective 1.1. are mostly seen in Unit 4, samples from

this unit are given in this chapter.

Table 56
Distribution of Cognitive Objective 1.1. in 8" Grade
Unit Number Unit Name f
4 On the Phone 3
6 Adventure 2
Total 5

Table 57 represents the sample activity types of the objective 1.1. in Unit 4 in
the 8" grade book. The unit aims to introduce the emergency numbers and their
functions in Turkey. The sample below in Table 57 gives the examples of emergency
numbers such as /70, 112 and 155. The aim is to teach learners how to get in touch

with these governmental systems regarding emergent situations.

Table 57

Samples of Cognitive Objective 1.1. in 8" Grade
Unit 1 In the Kitchen

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Match the emergency Speaking/ Matching Learning develop an
numbers  with  the about understanding of
services. emergency numbers  basic local, national

and their functions and global
governance structures
and systems (public
sectors)

The ninth cognitive objective found in the 8" grade book is 1.2. (f=4) which is
“develop an understanding of the self, family, school, neighbourhood, community,
country, the world. Table 58 shows that 1.2. is mostly found in Unit 3 named as In the
Kitchen (f=3). The other unit in which this objective is detected is Unit 7 (f=1).
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As the examples of the objective 1.2. are mostly seen in Unit 1.

Table 58
Distribution of Cognitive Objective 1.2. in 8" Grade
Unit Number Unit Name f
1 In the Kitchen 3
7 Tourism 1
Total 4

Activity samples regarding the objective 1.2. in Unit 1 is given below in Table
59. There are activities in the unit which aims to introduce different cuisines. In a
matching activity, the learners are asked to match the cultural food with the countries
given. They learn about the world and different cultures of the world regarding
different cuisines which are unique to them. In another speaking, the learners are given
a question about their own preferences. They share their choices of cuisine types,

which enhances the understanding of another culture.

Table 59

Samples of Cognitive Objective 1.2. in 8" Grade
Unit 1 In the Kitchen

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Match the cuisine with  Speaking/ Matching Introducing different develop an
the pictures. Share cuisines understanding of the
them with your world
classmates.
Which cuisine do you Speaking/ Question & Introducing different develop an
prefer? Share your Answers cuisines understanding of the

world

answers by giving a
simple description.

The tenth and the last cognitive objective seen in the 8" grade book is 1.5. (f=2) which

is to develop an understanding of similarities and differences in rights and
responsibilities, rules and decisions and how different societies uphold these
(including looking at history, geography, culture). Table 60 presents that the objective
1.5. is mostly found in Unit 8 named as Chores (f=2).
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Table 60
Distribution of Cognitive Objective 1.5. in 8" Grade

Unit Number Unit Name f
8 Chores 2
Total 2

Activity samples regarding the objective 1.5. in Unit 8 in the 8™ grade book is
given below in Table 61. The activities in the unit aims to introduce responsibilities at
school performed in different cultures. The reading activity presents a text in which
the learners talk about a traditional education system in which the students are to clean
their own classes. The text gives details about the education system in which students
are aimed to be responsible members of the society. This different education system is

compared with the Turkish education system.

Table 61

Samples of Cognitive Objective 1.5. in 8" Grade
Unit 8 Chores

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Read the journal entry. Reading/ Information Learning about develop an
Who cleans classrooms  Transfer responsibilities understanding of
in Japan? regarding school in similarities and
different cultures differences in

responsibilities and
how different
societies uphold these
(culture)

4.2.2 Socio-emotional objectives in the 8" grade book. The examples of all
cognitive objectives seen in the 8™ grade book are given above in the chapter. There
are also socio-emotional objectives found in the 8" grade English book. As given in
Table 62, when the activities in the 8™ grade book are examined, there are 18 activity
examples of the socio-emotional learning objectives in the 8" grade book in total.
These socio-emotional objectives are found under Topic 4 and Topic 5. It has been
detected that there are 4 different types of GCE socio-emotional learning objectives.
There are no examples of some of the socio-emotional objectives, which are all given

in Table 62. 12 of socio-emotional objectives are not found in the 8" grade book at all.
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The table shows that the activities in the 8" grade book mostly promote identity related

objectives under Topic 1. There is not much space for

As Table 62 represents, the most common socio-emotional objective is 4.1.
(f=12) which is to develop an understanding of self-identity, belonging and
relationships (self, family, friends, community, region, country). According to Table
62, the objective 4.1. (f=12) dominates (7,8%) over other socio-emotional objectives.
Each objective 4.2. (f=2), 4.3. (f=2) and finally 5.8. (f=2) follows it with 1,3 %
respectively. Each of the objectives found are explained below with the activity

samples provided for them.

Table 62

Distribution of Socio-Emotional Domain Learning Objectives in 8" Coursebook

f %
Topic 4: Different levels of identity
Develop an understanding of:
4.1. self-identity, belonging and relationships (self, family, friends, community,
12 78
region, country)
4.2. how the individual relates to the community (historically, geographically and
2 13
economically)
4.3. how we are connected to the wider world beyond our immediate community
2 13
and through different modalities (media, travel, music, sports, culture)
4.4. nation state, international organisations and bodies, multinational
0 0
corporations
4.5. empathy, solidarity, conflict management and resolution, preventing violence,
0 0
including gender-based violence, and bullying
4.6. negotiation, mediation, reconciliation, win-win solutions 0 0
4.7. regulating and managing strong emotions 0 0
4.8. resisting negative peer pressure 0 0 Topic 5: Different communities people
belong to and how these are connected Develop an understanding of:
Table 62 (cont’d)
5.1. different cultures and societies beyond own experience and the value of different
perspectives

5.2. similarities and differences within and between cultures and societies

5.3. rule-making and engagement in different parts of the world and among different
groups

5.4. connections between communities

5.5. notions of justice and access to justice

5.6. common basic needs and human rights

5.7. recognizing and respecting diversity

SO oo o o o
S oo O O o O
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5.8. develop an understanding of valuing and respecting all human and living beings, the
environment and things
Topic 6: Difference and respect for diversity

2 1,3

Develop an understanding of:

6.1. the similarities and differences between societies and cultures 0 0
6.2. what makes us similar and what makes us different from other people in the 0 0
community

6.3. learning to appreciate and respect diversity and interact with others in the community 0

and wider world 0
6.4. develop an understanding of importance of respect and good relationships for our 0 0
well-being

6.5. develop an understanding of developing values and skills that enable people to 0 0
live together peacefully

Total 18 117

Table 63 shows that the most common socio-emotional objective is 4.1. (f=12)
which is to develop an understanding of self-identity, belonging and relationships (self,
family, friends, community, region, country). The table below shows that the objective

4.1. are mostly found in Unit 8 named as Chores (f=2).

Table 63
Distribution of Socio-emotional Objective 4.1. in 8" Grade
Unit Number Unit Name f
7 Tourism 5
8 Chores 7
Total 12

Table 64 represents the activity type samples of the objective 4.1. found in Unit
8 Chorus. The activities in the unit promote the aim of introducing the housework
responsibilities from the learners’ perspectives. The table presents a speaking activity
promoting the concept of obligations in one’s daily life. The concept of sharing
responsibilities successfully is one of the aims of the unit. There are different contexts
promoting the idea of maintaining successful partnership skills such as at home
towards their family, in an apartment towards their flatmate, at school towards their

classmates and teachers.

Table 64

Samples of Socio-Emotional Objective 4.1. in 8" Grade
Unit 8 Chores
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Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
What are your Speaking/ Question & Learning develop an
obligations? = Which  Answers about understanding of
obligations do you housework relationships (self,
like/ dislike doing? responsibilities within family, friends,
Share them with your one’s perspective community)
classmates

Figure 23 is given as an example of the related objective 4.1. in Unit § in the
8" grade book. The activity aims to develop the understanding of sharing
responsibilities at home with a flatmate. The concept of partnership skills is enhanced
in the activity by promoting how to talk about the responsibilities they dislike most to

do at home.

= Activity 3
QADQ Suppose that you are going to live in a flat with one of your classmates. Share your responsibilities
by expressing your dislikes and feelings.

I dont Like being in the
Kitchen. So, I want to do

Well, I Like cooking. So, I can
shopping instead of cooking. do it I prefer emplying the
Also, I hate vacuuming. I
prefer Loadu\% the dishwasher.

dishwasher and vacuuming the
floor. At the same time, you

What al can dust the furhiture,

oul y:u?

Figure 23. A speaking activity example of relationships

(friend and community) in unit 8.

There are 3 more socio-emotional objectives found in the book which are 4.2. (f=2),
4.3.(f=2) and 5.8. (f=2) Each objective has 2 different examples in the 8™ grade book.
The first objective 4.2. (f=2) which is to develop an understanding of how the
individual relates to the community (historically, geographically and economically is
given below in Table 65. The objective 4.2. is mostly detected in Unit 4 On the Phone
(f=1) and Unit 9 Science (f=1).

Table 65
Distribution of Socio-emotional Objective 4.2. in 8" Grade
Unit Number Unit Name f
4 On the Phone 1
9 Science 1
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Total 2

Table 66 represents the activity types sample of the objective 4.2. below in Unit
4 in the 8" grade book. In Unit 4, a speaking activity aims to introduce the functions
of a call centre which is given to the students to make them act out by calling a call
centre for different purposes including donating some clothes and helping the homeless
people. As the learners communicate to share their thoughts and solve the problems
occurring in the community, this activity leads to showing them how they are related

to the society they take part in.

Table 66

Samples of Socio-Emotional Objective 4.2. in 8" Grade
Unit 4 On the Phone

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Work in groups. Act out Speaking/ Role Play Learning about the develop an
a call centre drama, functions of a call understanding of how
choose a task from the centre the individual relates
role cards below. One to the community
by one call the call (geographically and
centre to share your economically
problems.

Table 67 shows the other socio-emotional objective 4.3. (f=2) “how we are connected
to the wider world beyond our immediate community and through different modalities
(media, travel, music, sports, culture)” is mostly seen in Unit 5 Internet (f=1) and

Unit 7 Tourism (f=1).

Table 67
Distribution of Socio-emotional Objective 4.3. in 8" Grade
Unit Number Unit Name f
5 Internet 1
7 Tourism 1
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Total 2

Activity type sample of the objective 4.3. is provided below in Table 68. in
which the learners walk around the class and carry out a questionnaire depending on
their classmates’ answers. The questions include information about travelling in which
the ways and types their classmates have travelled so far. Sharing their experiences

through travelling shapes learners’ connection to the wider world.

Table 68
Samples of Socio-Emotional Objective 4.3. in 8" Grade

Unit 7 Tourism

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective

Go around in the Speaking/Find Learning about develop an

classroom. Ask the Someone Who tourist attractions of  understanding of how

questions to two of your different cities We are connected to

friends. Tick their related to one’s own  the wider

answers in the chart. experience world beyond

our

immediate
community and

through different
modalities (travel and
culture)

The last socio-emotional objective seen in the 8" grade English coursebook is 5.8.
(f=2) which is to develop an understanding of valuing and respecting all human and
living beings, the environment and things. Table 69 shows that there are 2 different

examples of this objective detected in Unit 10 named as Natural Forces.

Table 69
Distribution of Socio-emotional Objective 5.8. in 8" Grade
Unit Number Unit Name f
10 Natural Forces 1
Total 2

Table 70 shows the last activity sample of the socio-emotional objectives which
is 5.8. The objective 5.8. is found in Unit 10 Natural Forces. In a speaking activity in

the unit, a questionnaire presents an example of valuing nature as how to be eco-
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friendly is enhanced in the activity. Eco-friendly solutions are suggested to protect

nature and the world with the efforts of one could show.

Table 70
Samples of Socio-Emotional Objective 5.8. in 8" Grade

Unit 7 Tourism

Activity Name Skill Domain/Activity — Activity Aim Related Objective
and Description ~ Type
Speaking/ Information ~ Protecting the develop an
How eco-friendly are Transfer environment  within understanding of
you? Tick the one’s efforts valuing and
questionnaire. respecting all human

and living beings, the
environment and
things

4.2.3 Behavioural learning objectives in the 8" grade book. The evaluation
of all cognitive and socio-emotional objectives seen in the 8" grade book are given
above in the chapter. Table 71 shows that only 3 behavioural objectives were found in
the whole 8™ grade book. The table also shows that behavioural learning objectives are
found under Topic 7 and Topic 9. 16 of GCE behavioural objectives in the checklist
are not found among the activity aims in the 8™ grade book. This shows that 8" grade
coursebook merely promotes behavioural learning objectives in the book. The

objectives regarding ethical behaviour under Topic 8 is not promoted at all.

As it is given in Table 71, there are 2 different types of behavioural objectives
(f=2) found in the 8" grade book. The most common behavioural objective is 7.1.
(f=2) which is to develop an understanding of how our choices and actions can make
our home, school community, country and planet a better place to live and can protect
our environment. The other behavioural objective 9.4 (f=1) follows it with 0,6%
respectively. Each of the objectives detected are given below with the samples

provided for them.

Table 71

Distribution of Behavioural Domain Learning Objectives in 8" Coursebook

f %
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Topic 7: Discuss the importance of individual and collective action and engage in
community work

Develop an understanding of:

7.1. how our choices and actions can make our home, school community, country and

planet a better place to live and can protect our environment 2 1,3
7.2. connection between personal, local, national and global issues 0 0
7.3. types of civic engagement for personal and collective action in different cultures

and societies

0 0
7.4. roles played by voluntary groups, social movements and citizens in improving their
communities and in identifying solutions to global problems 0 0
7.5. examples of individuals and groups engaged in
civic action who have made a difference at local and global levels and their 0 0
perspectives, actions and social connectedness
7.6. examples of individuals and groups who made a difference at local and global levels
and their perspectives, actions and social connectedness 0 0
7.7. the fact that actions have consequences 0 0
Topic 8: Ethically responsible behaviour 0 0
Develop an understanding of: 0 0
8.1. what it means to be an ethically responsible and engaged global citizen 0 0
8.2. personal perspectives on fairness and issues of global concern 0 0
8.3. real life examples of global injustice 0 0
Topic 9: Getting engaged and taking action 0 0
Develop an understanding of: 0 0
9.1. how people are involved with the organisations and what knowledge, skills and
other attributes they bring 0 0
9.2. factors that can support or hinder change 0 0
9.3. the role of groups and organisations 0 0
9.4. engaging in projects and written work 1 ,6
9.5. forms of engagement at home, school, community as basic aspects of
citizenship 0
9.6. participating in community-based activities 0 0
9.7. participating in decision-making at school 0 0
Total 3 1,9

There are 3 examples of the behavioural objective throughout the 8" grade

English coursebook. The first behavioural objective found is 7.1. (f=2) which is

“develop an understanding of how our choices and actions can make our home, school

community, country and planet a better place to live and can protect our environment”.

Table 72 shows that there are 2 examples of this objective which are detected in Unit

9 Science (f=1). and Unit 10 Natural Forces (f=1).

Table 72
Distribution of Behavioural Objective 7.1. in 8" Grade
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Unit Number Unit Name f

9 Science 1
10 Natural Forces 1
Total 2

An activity type sample of the objective 7.1. is given below in Table 73. The
activity in Unit 10 Natural Forces asks learners to prepare a poster about scientific
inventions or discoveries. The learners are encouraged to come up with environment
friendly ideas to take action on the behalf of the planet. Some mottos are given as an

example for the students such as “Safer environment, cheaper energy resources.”

Table 73

Samples of Behavioural Objective 7.1. in 8" Grade
Unit 10 Natural Forces

Activity Name and Skill Domain/Activity

Description Type Activity Aim Related Objective
Read the brochure. Speaking/ Arts and Learning about develop an
Write a motto in the Crafts natural forces and understanding of how
brochure. environment to take  our choices and
an action actions can make our

planet a better place
to live and can protect
our environment

Figure 24 represents an example of the related objective 7.1. found in Unit 10
Natural Forces. The activity below asks learners to read a brochure about the droughts
that have been witnessed recently. The explanation carried by NASA is given to the
students showing the differences between man-made drought and natural drought. The
learners are expected to write a motto to get the attention of the audience about the

global problem given.
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Activity 5.2
@ Read the brochure. Write a motto in the brochure.

Save water

beiore The Worst
Drought of Past | g e

it’s too late.' " 900 Years in
= Turkey

NASA explained a new
study. According to it,
we witness the worst
drought of the past nine
centuries. The drought
began in 1998 and it
affects many countries
including Turkey. The
study also underlines
the difference between
natural drought and
man-made drought.
So NASA warns many
kg countries against a great
disaster. g

z
— B ;»'I

Figure 24. A writing activity example of how our actions can make our planet a

(O RN

better place to live and can protect our environment in unit 10.

The last behavioural domain objective example detected in the 8™ grade book
is 9.4. (f=1) which is to develop an understanding of engaging in projects and written

work. Table 74 shows the number of GCE activities found in Unit 5 named Internet.

Table 74
Distribution of Behavioural Objective 9.4. in 8" Grade
Unit Number Unit Name f
5 Internet 1
Total 1

Table 75 presents the last behavioural objective 9.4. with an activity sample.
The students are asked to prepare a poster about their own internet habits. For the
activity, a poster which has a slogan about internet addiction is given to students. The
learners learn how they are connected to a wider world via different media modalities
such as the internet with proper use. The activity promotes an engagement in a written
work by hanging the posters on the classroom walls and creating a gallery walk.
Table 75
Samples of Behavioural Objective 9.4. in 8" Grade
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Unit 5 Internet

Activity Name and Skill Domain/Activity

Description Activity Aim Related Objective
Type
Prepare a Speaking/ Arts and Learning about develop an
poster  to Crafts internet habits to call understanding of
illustrate your Internet attention to internet engaging in projects
habits and hang it on the addiction and written work

classroom walls.

To sum up, the results showed that the total number of activities evaluated under a
learning domain is 131. The number of activities related to cognitive domain of
learning in total is 98 in which there are 6 different types of cognitive objectives found
in the 7" grade English book. On the other hand, in the 8" grade English book, there
are 154 activities which are evaluated under a learning domain. 133 of these activities
are cognitive activities which have 10 different types of cognitive domain objectives.
While the most common cognitive objective in the 7" grade book is 1.2 (f=24), the
same objective has only 4 (f=4) examples in the 8" grade book. Moreover, the most
common objective 1.4 (f=29) in the 8" grade has only 4 (f=4) examples in the 7"
grade. The second most common cognitive objective in the 8" grade book which is
3.1. (f=23) has no examples in the 7" grade. In both of the books, some objectives are
never emphasized. These cognitive objectives that are never seen are 1.6, 1.8., 2.4, 3.3
and 3.4.

The number of activities related to the socio-emotional domain of learning in
total is 18 in which there are 3 different types of socio-emotional objectives seen in the
7th grade book. In addition to that, there are also 18 different examples in the 8" grade
book, which has 4 different types of socio-emotional objectives in total. 4.1 (f=12) is
the activity objective that is mostly seen in the 8" grade book, which is the same in the
7" grade book, too. However, the socio-emotional objective which is 5.8. (f=2) in the
8t grade book is not found in 7% grade. While the second most common objective 4.3.
(f=4) in the 7" grade book has 2 examples, the same objective has only 2 examples in
the 8" grade.

The total number of activities for the behavioural domain is 15 which has 4
different types of behavioural objectives throughout the book. One of these objectives
found in the 7" grade book is a simplified activity which is 7.6. (f=5). On the other

hand, the total number of activities in the 8" grade book is 3 varying in 2 different
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types of behavioural objectives which are 7.1. (f=2) and 8.9. (f=1). The most common
behavioural objective in the 7" grade 7.1 (f=8) has only 2 examples in the 8™ grade.
The objectives detected in the 7™ grade book which are 7.2. (f=1), 7.4 (f=1) and 7.6
(f=5) are not found in the 8™ grade book whereas behavioural objective 9.4. (f=1) in

the 8™ grade is not seen in the 7 grade.
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Chapter 5

Discussion and Conclusion

This chapter provides a detailed interpretation of the findings presented in the
previous chapter. It was attempted to compare and contrast the results obtained in the
study with the existing literature. Following that, the findings are discussed which is

followed by the presentation of practical and theoretical implications.

5.1 Discussion of the Results for Research Questions

5.1.1 Discussion of the findings of RQ1: To what extent are the cognitive,
socio-emotional and behavioural learning domains of GCE represented in 7" and
8" grade Turkish MoNE Secondary Education English coursebooks? The first
research question aimed to reveal cognitive, socio-emotional and behavioural domains
of learning in the 7" and 8" grade English coursebooks designed by Turkish MoNE. It
was observed that GCE domains of learning are found in the secondary education
coursebooks varying in number and content. There are both similarities and differences
in the distribution of GCE learning domains between the coursebooks. The results
show connections with the related studies when it is compared with the data acquired
from the coursebooks which are evaluated in terms of their cognitive, socio-emotional

and behavioural domains of learning.

What has been found so far regarding the first research question is that it
can be clearly stated that among three GCE domains of learning, the most common
domain is the cognitive domain. When the activity is related to cognitive domain is
seen, they can be included in all skill domains such as reading, listening, speaking,
writing and vocabulary. Therefore, the cognitive domain of learning is promoted in a
good deal of number and distributed to all skill domains in the coursebooks. Together
with this, other domains of learning, which are socio-emotional and behavioural
domains, are limited in the 7" and 8" grade coursebooks. They are usually enhanced
in speaking, writing and project work activities and not included in listening and
reading activities much. Regarding these domains, the 7" and 8" grade coursebooks

have little concern about the socio-emotional and behavioural domains of learning.
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Lastly, the behavioural domain is the least one that is found in the coursebooks, which
concludes that the participatory action is not provided or suggested efficiently. The
connection between this recent study and the related literature is provided below in the
chapter.

Ait-Bouzid (2020), in his investigation of three Moroccan ELT textbooks,
discovered that there are a sufficient number of activities promoting features of global
citizenship, which are divided under different major lessons of reading, listening,
writing, speaking and project works. Besides, most global citizenship activities are
included within reading and listening. These activities seen within reading and
listening activities represent facts and opinions about the GCE themes. This is in line
with the findings of the recent study. The study revealed that the cognitive domain of
learning is mostly found in reading, listening and vocabulary activities, which are the
majority of the coursebooks. Moreover, these activities promote acquiring knowledge
about the activity contents given. Ait Bouzid (2020) also revealed in his study that
GCE related activities integrated with speaking and writing ask learners to organise or
recommend actions to be taken to enhance different aspects of GCE. In addition to that
project parts of the Moroccan coursebooks engage learners in immediate out-of-the-
classroom actions aiming to raise awareness in responsibility and belonging and civic
engagement, which is part of the learning aims of socio-emotional and behavioural
domains. These particular results are in accordance with the findings of this recent
study, in which socioemotional and behavioural domains of learning are usually
included within speaking and writing activities in 7" and 8" grade English
coursebooks. The speaking, writing and project activities in the coursebooks mostly
indicated under socio-emotional and behavioural domains.

A significant finding is that the number of learning domains of GCE are not
scattered equally in the book, which is in contrast to Ait- Bouzid’s (2020) study. The
majority of the activities in the 7% and 8" grade coursebooks consist of the cognitive
domain in the recent study. While cognitive domain outnumbers the other domains in
both of the books, another significant finding of the study is that behavioural domain
of learning is merely seen in both of the 7" and 8" grade books. Especially in the 8
grade book, although it has been expected that the number of behavioural activities
would be increased, it is discovered that the frequency of GCE activities relating to

behavioural domain has been detected too low. Therefore, one assumption can be
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drawn upon based on this finding, even though it is indicated in the MoNE curriculum
that the students are formed with the necessary foundation of literacy skills (MoNE,
2018), these skills are not combined or promoted with the activities leading students
to take part in participatory actions in both school and local institutions. The lack of
behavioural domain relating activities in the coursebooks, specifically in the 8" grade,
do not improve students’ active participation in the society. This similar result is also
highlighted in Collado and Atxurra (2006) study. It was concerned in the study that the
content relating to active participation which was part of the behavioural domain
decreased after in following years of primary education. Although it was seen in the
first years of primary education, this domain of learning vanished almost totally from
the content of the books later in the upcoming years. Another issue regarding the
behavioural domain is that it is mostly seen in the project work under speaking
activities. This particular finding was echoed in a study conducted by Chong (2015),
where project work or issue was considered as an essential part of GCE claiming that
these activities give learners a chance to take responsibility for their actions and
develop effective solutions as well as practical to take actions.

It could be concluded from this finding that there is a limited space for
developing skills and values given under socio-emotional and behavioural domains of
learning among the activities in the 7" and 8" grade books. A similar finding is
emphasised in Calle Diaz’s (2017) study, where none behavioural domain is found
among EFL Colombian standards which means objectives were examined. When the
English objectives developed by the Ministry of Education were examined, although
it was claimed that there were behavioural objectives in the curriculum, it was seen
that there was a gap between the curriculum and the practice. This shows how action
that is considered as a vital concept for active global citizens could be neglected in the
curriculum. Another similar result about inefficient frequency of universal values is
concluded in the finding of Koroglu and Elban’s (2020) study, where they analysed
high school coursebooks prepared by the Ministry of National Education to be used in
English lessons. A content analysis based on identifying national and global identity
elements in the whole grades of high schools were conducted. The study showed that
there were limited number of activities promoting socio-emotional domain of learning
in the Turkish high school English coursebooks. However, there were still some rooms

in their study to promote some basic universal values such as respect for others,
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empathy, openness towards diversity etc. with national values, which is in line with
the recent study, where these basic skills could be still seen in the 7" and 8" grade

English coursebooks.

5.1.2 Discussion of the findings for RQ2: To what extent do 7" and 8
grade Turkish MoNE Secondary Education English coursebooks include learning
objectives related to the Global Citizenship Education framework that is defined
by UNESCO? Regarding the second research question, what has been found reveals
to what extent the 7" and 8" grade secondary school English coursebooks include
learning objectives defined by UNESCO’s framework. The study showed that the
coursebooks mostly include cognitive learning objectives compared to socio-
emotional and behavioural learning objectives. In terms of cognitive objectives, the
most commonly found in the 7" and 8" grade are under the topic relating to local,
national and global systems and structures. In both of the books, some cognitive
objectives are never emphasized. According to these cognitive objectives that are never
shown, the concept of citizenship and how they are described are never included in the
books; the style of good governance and examples of democracy processes are not
given. In addition to these two points, critical thinking processes in which students can
evaluate events from different points of views are never seen among the activity

objectives.

In addition to these findings, in terms of socio-emotional objectives, the
frequency of the activities is quite low. Besides, they are mostly under the topic relating
to identity. The concept of developing a connection within the community is not
included; diversity is not among the topics to be enhanced in the activities. Finally, the
behavioural objectives have the least frequency in the books. The activity objectives
only highlight the importance of individual or community work. They do not promote
ethical behaviour and get learners engage in the processes of taking action. These
findings and the related literature are discussed below in the chapter. Poursalim, Arefi
and Vajargah (2020) indicate that the GCE curriculum is evaluated between the ideals
and actual practice, in which a sufficient number of studies has been conducted in the
literature including international organisations like Oxfam, UNESCO and UNICEF
which support various institutions to contribute more in the field. This is also indicated

in UNESCO’s framework about GCE topics and learning objectives, where it is clearly
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stated how this framework aims to present a practical purpose to make use of GCE in
the local contexts with age-specific topics and learning objectives. In line with this, in
its broader terms, the curriculum of Turkish national education aims to offer an
understanding of gaining global awareness with a view of the world, sense of
responsibility towards society and concern about challenges and issues on a national
and global level Giinel & Pehlivan (2015). Therefore, what is aimed by Turkish
national education to raise globally competent Turkish citizens (MoNE, 2018) and how
it is given in the 7" and 8" grade English coursebooks regarding the learning objectives
of UNESCO has been explored by this research question.
An important result obtained from the findings is that GCE related keywords, which
are suggested as an indicative list to be used as a basis for analysing activities or
discussions about GCE learning objectives, are found in a limited number among the
activities in the coursebooks. Although the key words related to GCE are usually seen
under the topics of managing identities, relationships and respect for diversity, they do
not promote learning objectives of socio-emotional domain, they are limited to
knowledge level of understanding beneath these key words, which are detected among
the learning objectives of cognitive domain. This is aligned with Ait-Bouzid’s (2020)
study, where the popular GCE concepts which could be controversial such as
democracy, human rights, global health issues, and conflict resolution are addressed
almost none in the coursebooks. This confirms the case study conducted by
Symeonidis (2015), where a softer version of GCE is adopted in the study, in which
giving attention to topics such as environment, disasters etc. are highlighted. Similarly,
as well as arguing the importance of addressing the topics which could be evaluated as
a necessity, in their study, Poursalim et al. (2020) state that it could have more positive
outcomes if the GCE themes such as habitat destruction, the extinction of some animal
and species and deforestation are combined within the practices of the curriculum. In
a Turkish study, Giinel and Pehlivan (2015) states that even though the themes such as
global issues regarding war, peace, terror, immigration and natural disasters are
included in the Turkish curriculum and aimed to raise awareness on these subjects,
they are not added in the coursebook as activities with these specific aims.

With these in mind, although it could be concluded that the variety of different
key words in the activities representing the GCE themes as well as objectives in 7" and

8th grade English coursebooks are seen in a limited number, nevertheless, there are still

111



keywords which meet the needs of some controversial issues such as natural disasters,
environment protection and innovations are included among the activities. In contrast
to another Turkish study conducted by Tiirk and Atasoy (2020), where the Turkish
geography course were curriculum were evaluated in terms of global awareness and
found that there was no emphasis on teaching global issues, it can be concluded from
this recent study that 7" and 8" grade English coursebooks include global issues to
some extent. These results are compatible with Kéroglu and Elban’s (2020) study, in
which it is clearly given that as for the nature of foreign language coursebooks,
compared to other courses, English coursebooks tend to include themes related to
global identity more than other courses. This finding has several implications for the
future studies which will be discussed later. Andreotti (2006), from his post-colonial
GCE perspective, suggests that although it is more common to see a soft version of
GCE in teaching, what is needed is to include more critical approach in the teaching
programs, where it should be addressed analytical understanding of global power
dynamics as well as their historical origins. Regarding this specific point of view, in
which critical understanding is stressed, it can be assumed that this is in line with the
findings of this recent study. The findings revealed that the 7" and 8" grade
coursebooks include learning objectives in the activities relating to global issues,
nevertheless, these learning objectives are mostly based on developing an
understanding about the global issues, which means that the coursebooks do not offer
any opportunities of thinking critically. This lack of criticality has been supported by
other studies carried out in the field of GCE, where it has been spotted that teaching
programs do not contribute to develop critical thinking skills (Ait- Bouzid, 2020; Caba,
2013; Massey; 2014; Giinel & Pehlivan, 2015). As critical thinking is considered as
the ability to evaluate from different perspectives (Hanh, 1998 as cited in Chong,
2015), one assumption can be drawn upon from this is that the coursebooks do not
include the ability to examine global issues or their historical origins from different
perspectives.

Lack of critical thinking in the coursebooks are evaluated by Massey (2014), in
his study, where it was concluded that secondary students’ developments on gaining
complex social justice initiatives or having the ability to participate in changing
structures, assumptions and power relations are to be analysed and recognized

according to their age and lack of autonomy. Unlike what is stated in Turkish
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curriculums (Aytan, 2016; Karadiiz, 2010; Soyugok & Oztiirk, 2021), even though it
is not clearly stated in the English curriculum, it could be seen that there are
implications of critical thinking in the latest English curriculum, where appropriateness
of speech, awareness on non-threatening cultural attitudes, abilities for literacy are
aimed to be given in the English curriculum in an embedded way (MoNE, 2018).
Nevertheless, Soyucok and Oztiirk’s (2021) comparison study about Turkish
curriculum and English curriculum reveals that EC does not put an emphasis on critical
thinking and information literacy skills. Besides, expressing skills are highlighted more
than thinking skills, where what is aimed is only to set goals for reading for
information, not to develop skills on information literacy. With this in mind, what is
discovered as a significant finding of the current study contributes to the existing
literature, in which the gap between the designed curriculum and coursebooks are
confirmed. Even though the learner profile in the secondary school especially in the 7%
and 8™ grade is assumed to be learners formed with necessary foundation for literacy
skills with a theme-based approach, it was seen that the GCE learning objectives are
partly fulfilled by the activities in the coursebooks, in which they were only mostly on
an information providing level.

An important finding revealed from the recent study is that while the activities were
evaluated according to their learning objectives, it was seen that they were mostly the
ones with the content which are among the learning objectives of pre-primary & lower
primary or upper primary in the GCE framework of UNESCO. It could be clearly
assumed from the results of the current study that lower secondary (12-15 years) aims
are not fully compatible with the 7" and 8" grade books as it should be according to
UNESCO’s framework. This is aligned with the Ait-Bouzid’s (2020) study, where the
themes provided in the Moroccan English secondary school coursebooks did not meet
the learning objectives for upper-secondary level by UNESCO. That is to say, although
the learning objectives developed for the upper secondary level, which is the
appropriate level for the coursebooks of this study, it was observed that they did not
mostly match with the aims of the activities in the study.

When the learning objectives related to GCE in the 7" grade coursebooks were
evaluated, what was obtained from the results is that the most common objective
among the pre-primary objectives was about developing an understanding for the self,

family, school, neighbourhood, community, country, the world, where focusing on the

113



individuals and the community one by one is encouraged. On the other hand, the results
revealed from 8™ grade coursebook showed that the most common objective tends to
develop an understanding based on relationships, membership, rule-making and
engagement (family, friends, school, community, country, the world), which is more
related to teaching how to be part of society starting from the smallest unit as the
family. This finding is compatible with competences and aims of the English
curriculum in Turkey, where one of the main aims of the education system is to create
individuals with communication skills who also have the ability of negotiation and
appropriate manners of talking (MoNE, 2018). As it is stated in the Ates and Aytekin’s
study (2020), the importance of communication and interaction on a transnational basis
has been reflected in education policies. Regarding this reflection on education, it was
also seen that the definition of communication skills changed the way global
citizenship was evaluated. Noddings (2005) defines a global citizen as the individual
who is capable of living and working anywhere in the world. As the learners follow
each year one by one and the suggested teaching strategy is to teach from familiar to
unfamiliar (MoNE, 2018), one could imply from this that there is balance between the
coursebooks in terms of the frequency of learning objectives as for the fact that the
most common objective among pre-primary objectives was about developing an
understanding for the self, family, school, neighbourhood, community, country, the
world seen in the 7™ grade lead learners to learn about familiar concepts that are closest
to them whereas the most common objective, which is also a pre-primary objective
tends to develop an understanding based on relationships, membership, rule-making
and engagement (family, friends, school, community, country, the world) in the 8%
grade book promotes more unfamiliar perspectives and how to provide them.
Therefore, although the books include pre-primary or upper primary objectives and do
not meet most of the learning objectives relating to students’ real levels, they still
follow a logical order of setting goals.

The findings obtained from the 8" grade coursebook indicated that there are examples
of global citizens included in the activities. Oxfam (2006) explains the features of
global citizens as individuals who are able to participate in the community at a range
of levels. Another similar explanation about the global citizen is provided by Larsen’s
(2014) study, where she defines the global citizen as someone who promotes

participation in society with Civic Action, which leads to an exchange among the power
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dynamics with an ultimate aim of offering a change. In addition to this perspective of
defining the global citizens, Parekh (2003) presents the global citizen with a sense of
responsibility who aims to bring a good life for every person first in their national
borders and secondly in the global level. This is aligned with the examples provided
within the 8" grade book, where different individuals who contributed to the field of
science were elaborated both from the national and global level. However, what is
observed is that even though there are examples of global citizens which fulfil some
definitions of global citizen in the literature, one of the ultimate steps of many of the
frameworks have not been included in the coursebook, which is working on social
Jjustice. As mentioned earlier, lack of critical thinking relating to GCE is seen as one
of the reasons why lack of social justice is seen in the coursebooks. Wright’s (2011)
post-colonial perspective about the critical pedagogy related to GCE suggests that the
main reason of critical pedagogy is to cause social change while prioritising human
rights and helping the others in order to reduce the ignorance. Therefore, as a last point,
what could be concluded from here is that lack of criticality in the 7" and 8%
coursebooks has prevented achieving one of the ultimate aims of GCE, which is
creating a social change as being a global citizen. To conclude, what has been revealed
from the data is that the coursebooks include global issues regarding the environment,
nevertheless, they do not promote a variety of these global issues. Besides, what is
observed is that the coursebooks do not include any provocative content, which can
lead students to understand topics from different perspectives. One of the reasons why
it was not included in the coursebooks was their lack of critical thinking. Another
finding indicated that there is a gap between the English coursebook and objectives
determined according to learners’ age level given in UNESCO’s framework.
Comprehensive implications of the findings will be provided in the following sub-

chapter.

5.2 Conclusion

The aim of the study was to analyse the learning objectives of the activities in
the 7" and 8" grade secondary course books published by MoNE. As mentioned
earlier, although there are studies about GCE in Turkey, they are mostly on perception
analysis or classroom practice in either social science or language education. However,

there is no study to explore the coursebook content of the English language up to our
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knowledge. Therefore, as coursebooks have an important role in education as
materials, it was aimed to explore to what extent the secondary school coursebooks
include GCE learning objectives defined by UNESCO (2018). The GCE learning
domains and objectives proposed by UNESCO (2018) were analysed in the secondary
school coursebooks. To answer the research questions, content analysis, a qualitative
method of gathering data was conducted. The frequencies of types of GCE learning
objectives and their distribution among the cognitive, socio-emotional and behavioural
domains were found by coding the content of 7" and 8" grade coursebooks manually.

It was seen in the study that all the learning domains defined by UNESCO
appear in both of the secondary coursebooks. Besides, the cognitive domain has the
highest frequencies among the activities. In the following, in both of the coursebooks,
socio-emotional domain follows the cognitive domain as being the second highest
learning domain found. The behavioural domain is the third and least common domain
in both of the coursebooks. In terms of learning objectives, it was revealed that
although the cognitive domain, under which learning objectives are taken, outnumbers
in the coursebooks, the learning objectives are gathered around the knowledge level of
understanding basic themes mostly without much criticality. It is observed that the
most provocative and controversial topics regarding the global issues in the activities
of the coursebooks are about environmental problems such as climate change, natural
forces and deforestation. The other global issues such as equality, poverty, conflict and
crime, human rights were not found at all in the coursebooks. One conclusion drawn
upon this finding, as it is stated in the English curriculum, this lack of global issues
might be derived from giving the content in a non-threatening way to avoid creating
prejudice and forming citizens with good communication skills. That is to say, keeping
the activities away from these provocative contents could be aimed intentionally in
order not to demotivate students towards the world and the societies.

The results also revealed that the activity aims in the coursebooks do not mostly
fulfil the learning objectives defined for lower-secondary level of learners,
nevertheless, with the simplified learning objectives, which are under pre-primary &
lower primary or upper primary level in the GCE framework of UNESCO, it was seen
that the activities of coursebooks had a better match with these lower levels than the
students’ actual levels. That is to say, the fulfilment based on lower-secondary level is

mostly missing, which means that the aims which were supposed to lead students more
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into developing understanding on taking actions for social justice with critical thinking
skills are not included in the coursebooks. Lastly, the present study provided an
exploratory picture of the GCE education provided by MoNE according to the
UNESCO’s framework. Based on the findings, implications and recommendations can

be made for the stake-holders who are interested.

5.3 Recommendations for Future Research

The present study aimed to explore the learning objectives of the secondary
school coursebooks published by MoNE in terms of the global citizenship education
framework developed by UNESCO. The study contributed to the related literature by
analysing the content of the secondary school activities in terms of GCE about which
there are only a few studies carried out. Although the study provided fruitful data, there
can be a couple of recommendations for future research to expand on the issue. In the
light of findings of this research study, the following implications can be drawn.

The findings of this research spotted a problem in terms of the gap between the
curriculum and the content of the activities in the 7" and 8" grade coursebooks. It was
stated in the English curriculum that as it covers a wide age period, there are markedly
different cognitive and social development processes defined for each age level.
However, in the study, when the activities are examined, the balance between the
domains of learning according to GCE is scarcely seen. Therefore, the study can help
the curriculum planners to integrate GCE content to the coursebooks in a balanced way
in the planning process, where socio-emotional and behavioural domains of learning
can be highlighted more. In this sense, the study could be helpful for the panellists
deciding on the coursebooks to benefit from the results of the study. The need for
coursebooks which are beyond knowledge level can be chosen to be used in the
classroom practice.

Furthermore, another implication of this study is that providing a detailed analysis of
the objectives, the study shows the most common GCE objectives found in the
coursebooks do not promote different varieties of global issues rather than
environmental issues. Besides, critical thinking even regarding the environmental
issues is scarcely detected. With this in mind, nevertheless, future studies which focus
solely on how to improve global issues within a critical approach could be conducted

to improve the quality of GCE given by secondary school coursebooks. This current
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study solely focuses on 7" and 8" grade secondary coursebooks, which could also
generalise the other secondary level coursebooks, but still, a study in which higher
level coursebooks such as the state school high school coursebooks can be examined
in terms of their content relating to GCE learning objectives. A further study can also
analyse the coursebooks used in private schools in order to compare and contrast them
with the state school books. In addition to these recommendations, a research based on
students’ and teachers’ views of using these coursebooks in terms of GCE can be
examined.
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