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Abstract

In order to improve the quality of education, there is a great concern for students’ learning methods. Students’
learning methods are basically divided into deep and surface methods. The deep approach is seen as the one that
is encouraged to be used. However, in the views of the researchers, students in Asian countries tend to prefer to
use surface methods of learning. Therefore, the authors would like to critically analyse an innovative teaching
activities in a Chinese primary school to investigate whether Chinese primary school English teachers might be
able to help their students achieve deep learning through changes in their classrooms.
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1. Introduction

In order to improve the quality of education, it is essential to understand the approaches students learn and the
reasons for their choices (Xie et al., 2022). Marton and Saljo (1976) first introduce deep and surface learning
methods through a study of student reading. Then, several study groups gradually develop and enrich this theory
(Pask, 1976; Entwistle, 1977; Biggs, 1978). However, some problems have emerged, such as treating the surface
approach as bad and discouraging students from using it (Scouler, 1998).

This mindset has led to problems such as the Chinese learner’s paradox because Chinese students and even Asian
students tend to use the surface approach due to cultural factors, whereas they do not seem to do worse than
Western students (Kember & Gow, 1991). However, they may also use a deep approach to learning if their
learning environment and motivation are moderated, as well as cultural factors, learning environment and
motivation affect students’ choice of learning approach (Entwistle, 1991; Kennedy, 2002; Dow, 2006). Group
work as an activity that might change the learning environment and increase students’ intrinsic motivation is an
effective way to achieve deep learning (Ramsden, 1992). However, group work has some disadvantages and is
resisted by some teachers and students, for instance, time may be wasted, or control of the classroom may be lost
(Plummer & Dudley, 1993).

Before studying for my Master of Education, | worked for one year as a primary school English teacher in a
Chinese primary school. This essay will later introduce the event which | tried to innovate, different from my
previous traditional classroom. In the previous class, | was the class owner, and the students only were the
recipients of my information. The students were not very engaged and not interested. Therefore, | tried to
innovate my classroom for the first time after seeing some exemplary classrooms. In this transformation, |
discovered that my students had moved from a tendency to learn by surface methods to becoming deep learners.

Therefore, this essay will discuss this lesson and provide thoughts for future lessons by analyzing the strengths
and weaknesses of this lesson. Firstly, this essay will introduce the development and issues concerning the
surface and deep approaches. This will be followed by an analysis of the factors that influence learning methods.
Finally, the learning event will be analyzed through the roles of teacher and students, peer support and reward
systems.

2. Literature Review

2.1 Deep Learning and Surface Learning

2.1.1 The Development Process of Learning Approach Theory

Learning methods have been categorized into deep learning and surface learning (Dinsmore & Alexander, 2012).
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Deep and surface learning approaches are first introduced by Marton and Saljo (1976). Their qualitative study of
students’ reading found that different students had different learning outcomes using different learning methods.
Students who used surface learning methods focused more on memorization. However, those who used deep
learning methods focused on exploring the meaning behind the reading and integrating what they read with what
they had learned.

After Marton and Saljo (1976), several research groups also focus on the learning approach, such as the Swedish
group led by Marton (Marton & Saljo, 1976); the Lancaster group led by Entwistle (Entwistle & Wilson, 1970);
the Australian group led by Biggs (Biggs,1978) and also the Richmond group (Pask, 1976). In their research,
deep learning is considered where students will attempt to understand the intention and key concepts of
learningthe task. Additionally, learners can apply what they have learned to new situations or integrate it with
their daily experiences. On the contrary, surface learning refers to the fact that students are generally not
interested in the task, and they may not understand the concepts of the task, relying only on memory of concepts
that are likely to appear on the test. In addition, knowledge memorized through deep learning may be retained
over time, whereas knowledge memorized through surface learning might be forgotten in a short period (Biggs,
1987; Entwiste & Ramsden, 1982; Entwistle, 1986; Kember, 2016).

Except for surface and deep approaches, two new approaches are proposed. Entwistle and Ramsden (1982) add
the concept of the strategic approach. Biggs (1979) add the concept of the achieving approach to the surface
approach and the deep approach. The strategic approach and the Achieving approach are seen as an approach
between the surface approach and the deep approach (Biggs, 1979; Entwistle & Ramsden, 1982). The difference
between the two approaches may depend on what the authors consider to be the factors influencing the learning
approach. The achieving approach is based on Biggs’ (1979) view that learning approaches are related to
motivation. The Strategic approach is based on Entwistle and Ramsden’s (1982) view that learning approaches
relate to learning intention.

However, both approaches are similar. The strategic approach and achieving approach focus on how students
organize the learning process, whereas the initial deep and surface learning approaches focus on how students
approach the learning task (Volet & Chalmers, 1992; Biggs et al., 2001). Some scholars suggest that the third
approach could be incorporated into the deep learning approach (Zeegers, 2002; Entwistle & Mcune, 2004.)
Therefore, the two commonly mentioned learning approaches are surface and deep learning. The development of
the two methods has been accompanied by some controversy, which will be criticized in the following
paragraphs.

2.1.2 Critiques of Learning Methods Theory

The language of deep learning and surface learning is considered controversial (Howie and Bagnall, 2013). From
the wording, it might be rapidly perceivable that deep is good and the surface is terrible. Furthermore, the
meaning of the two words might be easily identified. However, few articles acknowledge this fact (Haggis,
2003). Therefore, it is probably implicit in this model that students who use surface learning methods will have
poor learning outcomes while students who use deep learning will get better results. Many scholars have
acknowledged this and support that deep methods are more effective and should be encouraged than surface
methods (Scouler, 1998; Biggs, 1999).

This inherent mindset has given rise to a kind of Chinese learner paradox. Some scholars firmly believe that
Asian students learn with a surface approach compared with Western students (Kember & Gow, 1991; Biggs,
1989; Ballard & Clanchy, 1984). However, this approach, which has been identified as discouraged, has led
many Asian students to achieve extraordinary academic results. In some cases, Asian students will even exceed
some western students, who are considered more proficient with the deep approach (Kember, 2000).

Chinese students are considered to rely significantly on rote memorization and lack critical thinking. They are
thus identified as surface learners (Cross & Hitchcock, 2007). However, Chinese students use an intermediate
approach rather than rote learning (Tang, 1991). Chinese or Asian students use an intermediate approach that
combines comprehension and memorization, and they regard memorization as a process of deduction and
comprehension (Marton, 1996; Kember, 2000; Mathias et al., 2013). Therefore, from this perspective, the surface
approach is not necessarily considered harmful. Because culture may influence the choice of learning approach
(Kennedy, 2002), this essay speculates that this paradox may have developed because the model of deep and
surface learning was worked out in Western culture. This model may not apply to all contexts.

The surface approach being perceived as bad may also lead to misunderstandings in terms of disciplines.
Different disciplines require different learning environments (Lucas & Meyer, 2005). The fundamentals may
need to be memorized before they can be understood through the deep approach. Therefore, different subject
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content may require different learning methods. It is hard to become proficient without remembering basic
vocabulary and grammatical principles when learning a language.

Similarly, when learning scientific content such as mathematics, it is hard to take the next step in calculations
without remembering the formulae (Kember, 2016). Kember (2016) claims that the process students use when
undertaking extensive memorization is probably a gradual transition from a surface approach to a deep approach.
This approach would help students to be able to understand the knowledge after constant repetition of
memorization. This essay supports the view that not all subjects need to be used a deep approach initially, as
different subjects require different approaches to learning. It may be better for students to use deep learning
approaches progressively.

2.2 Factors Influencing Learning Methods

The different cultural backgrounds mentioned above that lead to different approaches to learning reveal that
culture may influence learning approaches (Kennedy, 2002; King et al., 2018). In addition to this, the learning
environment and motivation may also influence students’ learning approaches (Biggs, 1988; Entwistle, 1991;
Ramsden, 1992; Dow, 2006).

Biggs (1989) identifies four characteristics of the learning environment that may be responsive to learning: 1)
students may need to be aware of and involved in the selection of content; 2) students may need to be active; 3)
students may need to interact with others; and 4) students may need to have a good knowledge base, and these
characteristics might help students to create a deeper approach. The four perspectives suggest that deep learning
is more likely to occur in student-centred learning environments (Hand et al., 1996). The importance of
student-centred environments has also been mentioned in studies of Chinese contexts. In a study of secondary
school students in Hong Kong, it was found that students preferred to learn in a friendly environment rather than
one with more teacher control (Yuen-Yee & Watkins, 1994), and this was supported by Tang (1996).

Students choose the deep learning approach because of the influence of intrinsic motivation (Biggs, 1987).
Intrinsic motivation generally refers to the willpower that comes from completing a task and can gain pleasure
from it. Furthermore, extrinsic motivation implies that the task is only a means to achieve an extrinsic goal
(Baker, 2004). Intrinsic motivation and extrinsic motivation generally reflect a person’s goals and interest in the
task (Everaert et al., 2017). The more intrinsic motivation a student has, the more that the student may adopt a
deep approach to learning (Saljo, 1979).

However, it is still controversial whether learning methods are changed by the above factors (Biggs, 1987;
Entwistle and Ramsden, 2015). In other words, perhaps students will choose the same learning methods in
different contexts (Biggs, 1987; Duff et al., 2004). Nevertheless, the present article speculates that learning
methods are subject to change in response to these changing factors. Because students will face different learning
tasks in different contexts, students may change their interest in the learning task. This change might alter the
student’s motivation to learn. Therefore, a change in one of these factors may cause changes. These changes may
lead to an unstable approach to learning for the student.

2.3 Group Work and Learning Methods

Some research has shown that implementing group work may contribute to students’ achievement of deep
learning (Ramsden, 1992; Hall et al., 2004; Gordon & Debus, 2002). Blatchford et al. (2003: 155) define group
work as the “number of students grouped and working together as a team. Although a teacher may be involved in
this type of learning, the balance of ownership and control is shifted towards the students themselves”.
According to Biggs (1989), the need for students to interact with others is one of the four features of the learning
environment that help develop a deep approach, as well as Moon (1999), who also identified the creation of
learning groups as a way to change the learning environment. Therefore, group work might create an
environment for students to help them learn with a deep approach.

Group work is a student-centred approach to teaching and learning (Johnson, 1991) and may help students to
become active participants in the classroom (Nichols and Miller, 1994). In this process, students gain more
ownership (Ames, 1992) and may be motivated to learn, which increases students’ intrinsic motivation to learn
(Deci and Ryan, 2000). Intrinsic motivation would drive students to learn with a deep approach (Biggs, 1987).
Therefore, in terms of this link between group work and the learning environment and intrinsic motivation,
group work would promote students’ use of deep learning methods.

Some studies contextualiz the group work in the Chinese context. Jin and Cortazzi’s (1998) research in Mainland
China show that although group work is used in Chinese classrooms, the format appears to be very different
from what is considered in Western. Group communication in Chinese classrooms is arranged in advance by the
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teacher. This may be related to the Chinese culture, as Chinese students are trained in the morality of respecting
their teachers, since they generally may not challenge or interrupt their teachers (Biggs, 1996; Watkins, 2000).
Tang (1996) also mention that Hong Kong students may be engaged in self-motivated group work to complete
assignments. Such self-motivated groups also promote students’ use of deep methods (Lau et al., 2008).
Therefore, this essay argues that group work also occurs in the Chinese context. However, perhaps group work
may take different forms due to cultural influences.

However, some research suggests that group work still has some limitations. Many teachers and students are
resistant to group work (Bennett & Dunne, 1992; Plummer & Dudley, 1993). Sources of resistance include the
fear of losing control in the classroom and wasting too much time on group work. Additionally, in the group
work, the more capable and less capable students might not be able to learn from each other, and it might turn
out that only the more capable students help the weaker ones (Cohen & Intilli, 1981; Lewis & Cowie, 1993;
Baines et al. 2015). Topping (2005) states that a situation of collective ignorance could occur. The discussion
could sometimes appear to be out of focus.

Despite these limitations, however, Blatchford et al., (2003) still consider group work an essential option for the
future of teaching and learning. This essay agrees with this view. Although there are some limitations to group
work, these may be avoided through the teacher’s curriculum. Therefore, group work may have more advantages
than disadvantages for students, but only if teachers receive some training in group work and use this teaching
method appropriately.

The literature review section presents the development of deep learning and surface learning methods and some
of the debates and the relationship between group work and deep learning. It also presents some research on both
placed in the Chinese context. However, the majority of the research and conclusions mentioned above are
presented in the context of higher education. Few relevant studies have been conducted on primary education in
China. Therefore, in the next section, this essay will present my teaching event in Chinese primary schools and
discuss this experience concerning several pieces of literature.

3. Learning Event

The teaching scenario took place in a Year 3 class of 40 students aged 8 in a Chinese primary school. | was their
English teacher in this class. The event was presented as an innovative attempt. Because in previous classes,
teachers taught in a very traditional way. | only stood at the front of the classroom to teach, and the students had
minimal opportunity to speak in class. The teaching style was similar to that of a cramming class, as there was
no interaction between the students and me, and the students were mechanically accepting what | taught.
However, English is a language subject, and this subject requires students to communicate. As a result of this
traditional form of teaching, students may only be able to grasp the ability to read and write English. Due to the
lack of communication, students may not be able to listen or speak very well. After watching some model
lessons from other sample schools, | wanted to try to change my teaching style. Therefore, | decided to modify a
vocabulary lesson.

In that session, students were given to review some of the store vocabulary, both verbs and nouns, such as ‘buy’,
‘trolley’, ‘market’, and “sell”. To make these words more vivid for the students, I made some cards with pictures
for them. Firstly, to remind them of the words, | read out the pronunciation and translation of the words.
Afterwards, | assigned group tasks, requiring two students to ask each other the meaning and pronunciation of
the words. If any of the words were not remembered to help each other write them down. During the first activity,
I went around the classroom to observe their understanding of the words. After the discussion, | gave them ten
minutes to memorize the words again. | reallocated the groups and put the better students in a group with the
worse students according to their mastery of the words.

After the allocation, | arranged a second task in which | asked them to simulate a supermarket scene, with one
student playing the role of a seller and the other as a buyer. They were asked to communicate using cards with
only pictures, but no word prompts. | told them that they would each have to act out a conversation of about six
sentences at the end of the task. Additionally, at the end of all the conversations, the students would have to vote
for all the groups that performed. The five groups with the highest number of votes would get a medal. Moreover,
I also mentioned that | would observe them if they were conversing fluently, helping each other in the group, and
responding positively to each other. | would put two candies on their desks.

After all the groups had finished their performances, | organized a word dictation test since the previous
activities had tested their listening, speaking, and reading skills. There was no test on writing skills yet. After the
first two discussions, they seemed to have become very familiar with the words, and the test’s accuracy rate was
a bit higher than the past. Even those students in the class who did not do well in English seemed to be more
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active in this lesson than before.
4, Discussion

The most significant difference between this class and my previous traditional classes is students’ participation
and their ability to grasp the content of the class. | would stand in front of the classroom in my previous classes
and teach the class while the students sat in their seats and listened. In the past, a few students even slept through
the lesson. | found that some students could not tell me what they had learnt from the lesson during a random
check at the end of the lessons. However, because of the change in my approach to the lesson, they could
combine the lesson’s content with previous content. For example, they could combine the words they learned in
the lesson with the sentences before and extend them into a conversation. It might be that the students used a
deep approach to learning (Marton & Saljo, 1976). The change in this lesson may have helped the students to
make the transition from surface to deep learning.

After the first group task, | left the students ten minutes to memorize the words. This is because the students
needed to memorize the words to be better prepared for the next task. When learning English, words need to be
remembered as the most fundamental part (Kember, 2016). They may use the surface approach to memorize.
However, there is nothing wrong with this because they need to be familiar with the basics in order to support,
they’re in deep learning.

The learning environment and motivation influence students’ choice of learning methods (Biggs, 1988; Entwistle,
1991; Ramsden, 1992; Dow, 2006). In this lesson, | was more of a listener than ever before, and the students
changed from listeners to participants compared to before. The model of the classroom was transformed from
teacher-centred to student-centred. During the group work and role-play sessions, students increased their
interaction with their peers and completed multiple tasks with the help and support of their peers. Furthermore, |
interspersed the tasks with a reward system that was not present before. Therefore, this essay will critique my
learning event in terms of the role of the teacher, peer support and the reward system.

4.1 The Role of Teacher and Student

A student-centred learning environment is more likely to help students achieve deep learning (Hand et al., 1996).
A student-centred classroom considers students as active participants in learning rather than passive recipients of
knowledge (De Corte, 2000). The learning environment that Biggs (1989) refers to as helping students use deep
methods suggests that students should be active participants in the classroom. In this class, | weakened my role
as a teacher and reinforced the role of the students. Such a change increased student engagement. The students
actively participated in their learning when they used what they had learned in the role-play session to engage in
conversation. Furthermore, the students did the scoring session after the performance. They could reflect on what
they had learned in class during the marking process. Such a learning environment helps students gradually
achieve a deeper approach to their learning.

A student-centred learning environment requires students to aim for comprehension (Mayer, 2004). Students’
gradual understanding of knowledge is a sign of deep learning (Kember, 2016). At the end of one group task,
students might not be able to fully comprehend the words. They had only memorized them. Afterwards, during
the second group task, the usage and meaning of the words were gradually understood through group
conversations and tests. In this way, they may have progressed from a surface approach to a deep approach.

In the traditional Chinese classroom context, the teacher is seen as the center of the classes and demands
compliance from the students due to the Confucian culture (Dennehy, 2015). In a student-centred learning
environment, the teacher’s role changes from a provider of information to a facilitator of learning (Beijiaard et
al., 2000; Huang, 2002). When students have to make sense of information independently, they spontaneously
adopt a deep learning approach to find connections and meaning between what they are learning (Biggs et al.,
2001). In my class, instead of treating the students as if they were only going to receive information, | used
classroom activities that made them have to use deep methods so that they could make connections to knowledge
on their own.

However, | consider that | did not fully achieve a student-centred classroom. | walked around the classroom
while the students were discussing. However, | found that my presence seemed to impact the students
significantly. As | stood next to them, trying to catch up on their progress, they seemed to shift their attention
from the discussion to me. It was not until I left that they were able to turn their attention back to the discussion
again entirely. Galton (2009) also mentions the low impact on the teacher’s students occupying a neutral space
when they are in conversation.

Therefore, in order to change the pedagogy of teachers, the first thing to do is to change the perceptions of
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teachers towards teaching and learning, so that it will be better able to create a student-centred learning
environment when they see teaching as helping students to develop (Trigwell et al., 1999). If a student-centred
classroom is to be achieved to promote them to use deep learning goals, teachers should realize that they should
not be the controller of the classroom. The teacher’s role should be to assist the students in their learning. It is
necessary to create a sense of student ownership and increase their interest in participating in class to increase
their intrinsic motivation (Everaert et al., 2017) and help students achieve deep learning.

4.2 Peer Support and Review

Appropriate group work and deep learning methods are related (Ramsden, 1992; Gordon & Debus, 2002). Biggs
(1989) mentions interaction with others as a feature of a deep learning environment. Working in small groups
encourages each student to be a facilitator in the learning process of the other students, and students reflect on
their learning as they act as facilitators. Students may act as both learners and facilitators during this process in
this school environment (Ashwin, 2003). I began by arranging for the students to test each other’s mastery of the
words in my classroom. As they were tested, they would recall the words from the classroom, and when they
tested each other, they would recall the words again at the same pace as each other, presumably reflecting on
them.

In the second group activity, | arranged for students to use what they had learnt in a virtual scenario to have a
conversation. | had not taught them how to combine sentences and words before. Therefore, in this learning
environment, students took more responsibility for their learning (Packham & Miller, 2000). They could review
the content repeatedly through discussion (Magolda, 1999). Students are more effectively engaged in deeper
learning through this process (Bold, 2008).

Students have more autonomy in group work than traditional classroom formats (Ames, 1992). This autonomy
may allow students to generate higher intrinsic motivation and productivity (Swezey et al., 2012). High intrinsic
motivation allows students to choose deep learning methods (Biggs, 1987). In the sessions | arranged for group
work, | only informed them what tasks they needed to complete, but I did not inform them exactly how to do it
and what kind of results they had to get. Thus, they were entirely on their own in deciding how to proceed during
the discussion. The active participation of the students in this lesson was something | had not expected before.
Most of the students were actively participating and interacting with their peers. This kind of class gave the
students more autonomy than before, and they could learn at their own pace, which might be why the students
were more active in this lesson.

However, learning together may not necessarily mean that the quality of learning will be improved because
participants may expect someone to take over from them in the team (Sears & Pai, 2012). This is the reason why
| arranged two-person groups. Because my students were being involved in group work for the first time, | was
concerned that if there were many people in a group, some students might be too lazy to speak up. However, if
two students were in a group, they had to interact with each other in such a situation. Nevertheless, there were
still some issues with my group arrangements.

The reason why many teachers or students are reluctant to work in groups is that students of widely different
abilities would be unable to learn from each other, it may be that only the less able students could learn from the
more capable ones, yet there is no way for the more able ones to improve (Cohen & Intilli, 1981). This was one
of the same concerns when organizing group work, which happened in this event. In the role play group work
session, | placed the students with high grades in groups with those with low grades. | found that the students
with low grades in the three groups could not respond to the other students’ questions because they did not have
a good grasp of knowledge. The more impatient students would even drop the conversation. This was not fair to
the other student. A group of students seemed to have had previous conflicts, thus making their interactions rigid.
In contrast to this group, a group of students were so close that they would spend part of their discussion on their
after-school activities. Their discussions were out of focus (Topping, 2005).

These groups may not have achieved deeper learning through group work, as their interaction was weak or
unfocused. This did not create a learning environment for deeper learning and did not increase their intrinsic
motivation to learn (Biggs, 1989; Deci & Ryan, 2000). These would be points that | did not consider when
assigning groups. | grouped them according to their grades and did not note their personalities. Therefore, if |
have the opportunity to arrange group activities again in the future, 1 will choose to arrange each group of
students from multiple perspectives, such as personality, grades, and relationships between classmates.

4.3 Reward System
Rewards are recommended as one of the group work components (Sears & Pai, 2012). The quality and
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effectiveness of group work depending on the learning task and the reward structure (Vedder & Veendrick, 2003).
In group work, extrinsic rewards may create shared goals and positive interdependence in teams (Johnson et al.,
2013). Deci and Ryan (2008) indicate that extrinsic motivation may be transformed into intrinsic motivation
when rewards may satisfy students’ basic psychological needs, thus facilitating deep learning methods (Biggs,
1989). Therefore, students may be tempted by rewards to achieve deep learning when the rewards meet their
expectations.

I gave rewards twice during the whole class, firstly during their role play communication, | gave them candies if
they were actively helping each other. The second time was when the group that finished in the top five in the
final grading would receive a medal. Because my students generally love sweets, sweets are a great temptation
for my students. The medals are also an excellent incentive for the students as they can take them home and
show them to their parents. This might give them more motivation to participate in the activity.

When | gave groups sweets as a reward, | found that if | gave sweets to any group, the students around that
group behaved more positively. Hence, | was worried if they were trying to win sweets rather than interested in
what the group was working on. As Cameron and Pierce (1994) suggest, extrinsic rewards might undermine
intrinsic motivation. This is because intrinsic motivation arises from engaging in an activity because of it rather
than for the reward (Deci & Ryan, 1985).

Additionally, | also found that many students who were not previously interested in my lessons tried to
participate as actively as possible for the sweets and medals. For some students who lack intrinsic motivation
and find it difficult to find personal meaning in their learning, extrinsic motivation may help them in this
situation (Vedder & Veendrick, 2003). Furthermore, when rewards are associated with personal progress and
performance, they do not affect students’ intrinsic motivation because people attribute the cause of their
behaviour to themselves (Ryan and Deci, 2000). Just as my rewards are given out because of their performance,
even though my students are motivated to participate in classroom activities for medals and candy, they may be
intrinsically motivated to achieve deep learning.

5. Conclusion

This essay has introduced the development and critique of the theory of deep and surface learning methods,
which was first proposed by Marton and Saljo (1976), followed by an analysis of the factors that influence
students’ learning methods, namely the learning environment and motivation. Group work is also a way of
promoting a deep approach to learning, as it creates a learning environment that promotes deep learning and
increases students’ intrinsic motivation (Ramsden, 1992; Biggs, 1989). These theories were then used to analyze
an innovative lesson from my previous experience as a teacher. | have observed that most of the students began
to learn using the deep approach through the change in the learning environment and increased intrinsic
motivation compared to the previous classroom.

However, | have found that there are still shortcomings in the class. For example, although | tended to create a
student-centered classroom, | was still concerned about losing control of the classroom, and there was a problem
with the allocation of groups being too narrowly based. Through the discussion, | would like to think that my
desire to control the classroom will be removed because only in a student-centered learning environment will
students have the opportunity to use a deep approach. The classroom should be owned by the students and not
the teacher. Moreover, If | have the chance to implement group work activities again. In that case, | will consider
it more comprehensively, and I will select suitable group members from the students’ point of view and help
them achieve deep method learning through group learning.
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