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ARTICLE INFO ABSTRACT

Article History: Prior studies of discovery learning mainly report outcome gains in science and

) mathematics, while few explain how teacher guidance operates in Grade VII
Rec,elved :31/7/2026 Figh, where inquiry must remain consistent with religious sources. This
Revised :09/8/2026 qualitative descriptive field study examined the six discovery-learning phases,
Accepted  :10/8/2026 student responses, and implementation conditions at SMP NU Karangdadap,

Online +14/8/2026 Pekalongan Regency. Data came from classroom observation, semi-structured
Keywords: interviews with the principal and Figh teacher, and lesson documents. Evidence
Discovery Learning; was coded deductively by phase and then grouped into response, supporting,
Inquiry; and inhibiting themes through triangulation. All six phases—stimulation,
Scaffolding; problem statement, data collection, data processing, verification, and
Figh Instruction. generalization—were observed, but participation was uneven. The practice was

better characterized as guided discovery because the teacher framed problems,
selected core sources, monitored groups, verified accuracy, and modeled
conclusions. Teacher facilitation, varied media, facilities, collaboration, and
leadership support enabled implementation, whereas lecture dependence,
limited time, and resistance to independent learning constrained it. Figh
discovery learning therefore requires staged scaffolding, explicit task products,
selected sources, and realistic time allocation.
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A. INTRODUCTION

[slamic Jurisprudence (Figh) learning in junior high schools (Madrasah Tsanawiyah)
cannot simply be viewed as an activity that conveys the rules and regulations of worship.
Material such as the procedures for Friday prayers requires students to understand the
foundations, sequence, rationale, and application in religious life. National education
goals also prioritize student engagement, the development of potential, spiritual strength,
and skills as part of the educational process, not simply memorization (Law No. 20/2003;
Pristiwanti et al, 2022). Therefore, Islamic Jurisprudence (Figh) learning requires
learning experiences that provide space for students to ask questions, seek answers, test
their understanding, and connect concepts to practice.

Problems encountered in grade VII of SMP NU Karangdadap demonstrate a gap
between these goals and students' learning experiences. Initial observations showed that
some students viewed religious studies as easy and unnecessary to study seriously.
Unstructured lectures and discussions led to a decline in attention; some students were
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passive, easily bored, and lacked the drive to demonstrate their abilities. This situation is
not simply a matter of individual motivation. Classroom interaction patterns, assignment
formats, learning resources, and the way teachers provide opportunities for reflection all
determine whether students become recipients of information or agents of learning (Pane
& Dasopang, 2017; Wahidin et al., 2021).

Discovery learning offers a shift in these roles. Students do not immediately receive
concepts in their final form, but are guided to identify problems, gather information,
process findings, check the accuracy of answers, and draw conclusions. This model is
often understood as student-centered learning, but the emphasis on discovery does not
mean teachers let students work without direction. Studies of inquiry and discovery
learning models show that support, feedback, modeling, and guiding questions are
necessary to keep students' explorations connected to learning objectives (Dobber et al,,
2017; Lazonder & Harmsen, 2016; Roth, 2018). In classrooms with students of varying
readiness, the quality of guidance is the difference between meaningful inquiry and mere
idle activity.

The six stages used in this study—stimulation, problem statement, data collection,
data processing, verification, and generalization—are conceptually comparable to the
inquiry cycle of orientation, question formulation, investigation, interpretation, and
communication (Pedaste et al., 2015). However, the literature does not treat discovery as
a single, unassisted procedure. Roth (2018) questions simplistic claims that students
discover concepts independently, whereas Lazonder and Harmsen (2016), Dobber et al.
(2017), and van Uum et al. (2016) show that prompts, modeling, feedback, and task
structure are central to productive inquiry. The strength of this literature is its
explanation of guidance; its limitation for the present study is that it is dominated by
science-oriented contexts and does not fully address subjects in which conclusions must
also meet normative religious standards.

Empirical studies in mathematics, science, and elementary education generally
associate discovery learning with achievement, active participation, problem-solving, or
critical and creative thinking (Fajri, 2019; Jana & Fahmawati, 2020; Kristin, 2016; Noer,
2018; Salo, 2016; Yuliana, 2018). These studies demonstrate the model’s potential, but
many rely on outcome comparisons and give limited attention to what teachers actually
do when students formulate weak questions, copy information, produce inaccurate
answers, or resist group work. Consequently, positive score or activity gains cannot by
themselves explain the quality of implementation at each phase or the boundary between
learner autonomy and necessary teacher intervention.

Research in religious education provides a closer comparison but remains incomplete.
Constructive simulation can improve the relevance of Christian Religious Education
(Mugo et al., 2024), disciplinary reading can help students take evidence-based positions
in religious education (Unstad & Fjgrtoft, 2021), and teacher competence is a prerequisite
for implementing innovative lesson frameworks (Saoke et al., 2022). Nevertheless, these
studies focus respectively on simulation outcomes, textual positioning, and teacher
awareness rather than the complete six-stage discovery process in a Figh classroom. Figh
also combines procedural learning with normative accuracy, so peer agreement alone
cannot validate conclusions about worship practices (Masykur, 2019). However, few
qualitative classroom studies explain how all six discovery-learning phases are enacted
in Grade VII Figh, what forms of scaffolding preserve source accuracy, and why
participation remains uneven during implementation.

To address this gap, the article analyzes three connected aspects: the enactment of
the six discovery-learning phases in seventh-grade Figh, the student-response patterns
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visible during the activities, and the supporting and inhibiting conditions surrounding
implementation. The study does not test causal effectiveness through score comparison.
Its contribution is an evidence-based account of classroom process that distinguishes
guided discovery from both unassisted exploration and lecture-dominated group work,
while showing why verification and staged scaffolding are especially important in
normative-procedural religious learning.

B. METHODS

This was a field-based qualitative descriptive study, not a systematic literature review.
The design was selected because the research question concerns how discovery learning
was enacted, how students responded during the process, and what contextual conditions
supported or constrained it, rather than the statistical effect of an intervention (Anggito
& Setiawan, 2018; Kaharuddin, 2021). The study was conducted at SMP NU Karangdadap,
Pekalongan Regency, a private junior high school implementing varied learning models
within the Independent Curriculum. A preliminary observation was conducted in
November 2025 to sharpen the field focus, and primary data collection was conducted in
January 2026.

Participants were selected purposively because of their direct roles in policy and
classroom implementation. The two key informants were the principal and the Islamic
Religious Education teacher responsible for Grade VII Figh. The principal provided
information on school policy, facilities, leadership support, and implementation
challenges; the teacher explained lesson planning, scaffolding at each phase, learning
resources, assessment, time management, and student responses. Student voices were
not collected through interviews; therefore, statements about students refer to observed
behavior and adult informant accounts rather than self-reported experience. The data
corpus also included lesson plans, student worksheets, Figh textbooks, photographs,
videos or images of activities, and relevant school documents.

Three qualitative guides were used. First, the observation guide operationalized the
six discovery-learning phases: the stimulus and initial response; student question
formulation; sources used during data collection; ways groups sorted and interpreted
information; teacher and peer verification; and student conclusion-making. Cross-cutting
indicators recorded teacher prompts, group participation, media use, time allocation, and
off-task or resistant behavior. Second, the semi-structured interview guide covered the
rationale for model selection, planning, forms of scaffolding, source selection, student
readiness, school support, and constraints. Illustrative prompts included, ‘How do you
guide students when they cannot formulate questions?’ and ‘Which stages are difficult to
complete within the available lesson time?’ Third, a documentation checklist examined
whether lesson plans, worksheets, textbooks, media, and activity records corresponded
with the observed phases. The guides were derived from the research questions and the
six-phase discovery-learning framework. Because they functioned as flexible qualitative
guides rather than standardized scales, no psychometric test was applied; content
adequacy was addressed through indicator-to-question alignment and refinement of the
field focus after the preliminary observation.

Observation was used to record the lesson sequence, teacher-student interaction,
group work, presentation, media use, and visible engagement or resistance. Interviews
clarified the reasons behind actions observed in class and the institutional conditions that
could not be inferred from observation alone. Documentation was then compared with
the observation and interview records to determine whether planned activities, available
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resources, and enacted practices were consistent. This combination ensured that the
findings were grounded in field evidence rather than in a review of published studies.

Analysis proceeded iteratively through data reduction, display, and verification (Rijali,
2018; Sidiq & Choiri, 2019). In first-cycle coding, observation notes, interview records,
and documents were assigned deductive labels corresponding to stimulation, problem
statement, data collection, data processing, verification, and generalization. In second-
cycle pattern coding, repeated indicators were grouped into student-response themes
and into supporting or inhibiting conditions. A thematic matrix displayed the relationship
among teacher actions, student activities, evidence sources, and interpretive meanings.
Contrasting evidence—such as active group participation alongside sleepiness, off-task
behavior, or dependence on direct explanation—was retained as a negative case rather
than removed. Themes were checked through source, technique, and time triangulation,
and conclusions were revised when observation, interview, and documentation evidence
did not fully converge.

C. RESULT AND DISCUSSION

Learning Context and Forms of Discovery Learning Applied

Observation records, interviews with the principal and Figh teacher, and lesson
documentation showed that discovery learning was used selectively rather than as a
school-wide routine. In the observed Grade VII lesson on Friday prayer procedures, the
teacher attempted to shift a previously teacher-centered pattern by combining source
reading, group discussion, sequencing of worship procedures, presentation, and practice.
The teacher functioned as a facilitator but remained visibly involved by visiting groups,
clarifying tasks, checking the relevance of sources, and reviewing answers before
presentation. Thus, the field data concern an enacted classroom process, not a synthesis
of findings from the literature.

The observed autonomy was therefore bounded rather than unrestricted: students
developed answers, but the task, primary materials, worksheet prompts, and accuracy
checks were structured by the teacher. This finding agrees with Lazonder and Harmsen
(2016) and Dobber et al. (2017), who identify guidance as a condition for productive
inquiry, but it differs from outcome-oriented accounts that can make discovery appear
successful merely because activity or scores increase (Jana & Fahmawati, 2020; Salo,
2016). In this Figh class, teacher intervention was not an incidental addition: it was the
mechanism that kept questions answerable, sources relevant, and conclusions consistent
with worship provisions. The practice is therefore more accurately interpreted as guided
discovery.

The final coding matrix retained four category families: six implementation-phase
codes; four student-response codes (participation, curiosity, collaboration, and confident
or creative expression); five supporting-factor codes; and three inhibiting-factor codes.
These numbers summarize the breadth of qualitative categories in the dataset, not the
prevalence of attitudes among all students. Claims about participation were accepted only
as observed classroom patterns and were not treated as statistical generalizations.

Table 1. Discovery Learning Implementation Matrix

Steps Teacher Activity Student Activity Meaning of
Observation
. . Asking about readiness; Observllng, rlespondlng, 'll"hgre 1S asense Of.
Stimulation relating stimulus to curiosity and orientation

showin . )
& material to the topic
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Steps Teacher Activity Student Activity Meaning of
Observation

pictures/videos; asking
initial questions

Forming groups and

irecting th . .
. d e.cjc g‘.t € Ask questions and clarify ~ Problems become the
Problem identification of . .
. things that are not focus of work, not just
statement problems regarding . .
. understood reading assignments
Friday prayer
procedures
Directing the use of LKS,  Searching for relevant Source literacy and
Data . . .
collection textbooks, other books, information and independence are
and digital sources comparing sources beginning to emerge
Visiting groups; givin . There is an exchange of
Data [NE groups; sIVing Discuss, sort, and . 1ans
rocessin directions when OreAnize ANSWers ideas and negotiation of
p g students are stuck § understanding
Checking results before Presenting results, The accuracy of the
Verification = presentation; correcting giving feedback, answers is tested by
deviant answers answering questions teachers and peers
. Drawing up grou Understanding is
Give examples of how to g Ub group nding
o : conclusions and formulated in student
Generalization summarize and : .
. connecting them to language with teacher
emphasize concepts . .
practice reinforcement

Discovery Learning Stages in Jurisprudence Learning

Stimulation. The teacher opens the lesson by asking about the students' condition and
readiness, then displays pictures related to the material. Videos, images, and initial
questions are used to create a need to know what will be discussed. At this stage, the
stimulus does not stop as a media sweetener. The teacher connects it with the task to be
done so that students gain orientation about the direction of the search. This action is in
line with the orientation function in inquiry, namely building context before students
formulate problems (Pedaste et al., 2015).

Problem statement. The teacher formed groups and directed students to identify
questions about Friday prayer procedures. The teacher summarized the expected shift in
role as follows: ‘Students should not just listen; they need to show thinking skills and the
courage to ask questions’ (teacher interview, January 2026). Observation nevertheless
showed that questions did not emerge equally from every group; some students required
examples and narrower prompts before they could formulate a workable problem. This
finding supports Dah et al. (2023) on the value of question-formulation protocols, while
also showing a limitation of simply instructing students to ask questions without staged
assistance.

Data collection. Students search for information through worksheets, textbooks,
other relevant books, and digital sources using cellphones. A variety of sources gives
students the opportunity not to rely on one explanation. In the study of Jurisprudence,
freedom of sources needs to be balanced with selection because the material is related to
the accuracy of the provisions of worship. The teacher still plays a role in determining the
main source and helping students distinguish information that is directly related to the
assignment. These findings confirm that source literacy in religious education requires



6 | Journal of Education, Learning Innovation and Transformation
| Vol 1, No. 1, June 2026, pp. 1-12

conceptual tools and disciplinary direction, not just the ability to find information (Unstad
& Fjgrtoft, 2021).

Data processing. After obtaining information, students discuss and revise their
answers. The teacher visits each group, checks progress, and provides solutions when the
group is unsure. This intervention demonstrates the scaffolding function, providing
assistance at points of difficulty, rather than providing complete answers. In discovery
learning, data processing is a stage prone to degenerating into copying sources. Group
discussions accompanied by teacher questions help students transform information into
arguments, sequences, and decisions (Dobber et al.,, 2017; Grofdmann & Wilde, 2019).

Verification. The teacher checks each group's answers before presentation. Answers
that are too far from the problem are corrected, while answers that are appropriate are
forwarded to the class forum. Groups present their results, and other groups provide
questions or feedback. Verification occurs through two channels: conceptual checking by
the teacher and social testing through peer feedback. The class becomes more interactive
because students have a reason to listen to other groups' presentations. Teachers report
that the classroom atmosphere is more active and students are less bored during this
stage.

Generalization. The teacher first models how to draw conclusions, then asks groups
to formulate their results in their own words. This sequence demonstrates that
generalization is not the teacher's activity of concluding the lesson with a lengthy
summary. Students remain the ones formulating conclusions, while the teacher maintains
conceptual accuracy. In the Friday prayer procedure, the conclusion focuses on the
relationship between the knowledge gained and its application. This type of closure is
crucial to ensure that the discussion activity remains oriented toward the goal of Islamic
jurisprudence, namely understanding and practicing sharia provisions (Masykur, 2019;
Prayogi et al.,, 2026).

Student Response: Uneven Activity, Collaboration, and Creativity

Classroom observation showed a visible shift in participation during group searching,
discussion, and presentation. Students asked task-related questions, compared
information, prepared explanations, and responded to other groups. In the Friday prayer
lesson, they had to arrange procedures and connect textual information with practice
rather than repeat a definition. This pattern is consistent with studies linking discovery
tasks to active participation and problem-solving (Jana & Fahmawati, 2020; Salo, 2016).
However, the present qualitative evidence does not establish that the model caused a
measurable increase in achievement or activity; it shows when and how participation
became visible within one classroom process.

Creativity was treated as an observed response, not as a tested learning outcome. Its
indicators were the willingness to propose questions, consult more than one source,
reorganize information into an understandable explanation, and demonstrate procedural
understanding without merely reproducing the teacher’s wording. This interpretation is
more cautious than studies that infer increased creative thinking from test-score
differences (Septiani et al., 2016): the current data support the claim that guided
discovery opened space for creative expression, but not a causal claim that students’
creativity increased. It also remains bounded by the normative character of Figh, because
creativity concerns explanation and problem-solving rather than inventing new worship
provisions (Katz-Buonincontro, 2020).

Group work becomes the primary channel for participation. Students share resources,
compare answers, listen to one another, and assign presentation tasks. The teacher not
only regulates group composition but also monitors to ensure discussions do not stray
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from the topic. This role aligns with findings that inquiry learning requires social
regulation, where teachers need to bridge differences in ability, maintain academic
conversation, and organize collaboration (Dobber et al, 2017). Without monitoring,
active groups risk being dominated by some students while others simply follow along.

The data also contained negative cases. Interview records described several students
as ‘playing alone,” ‘feeling sleepy,” or ‘waiting for direct explanations,” while observation
showed that participation was concentrated in students who understood the task and
group role. These findings contradict any assumption that student-centered syntax
automatically produces active learning for every student. Instead, they indicate a
transition problem: learners accustomed to receiving explanations may interpret loosely
structured discussion as unregulated time. This result is consistent with Aditomo and
Klieme (2020) and Lazonder and Harmsen (2016) regarding the need for guidance, but
extends their argument by showing that expected products, group roles, and staged
prompts are also behavioral supports for students with low readiness.

Supporting and Inhibiting Factors for Implementation
Table 2. Supporting and Inhibiting Factor Matrix

Category Field Evidence Implications of Implementation
Supporting Teachers actively monitor and Scaffolding keeps the search focused
Factor provide assistance
Supporting Positive attitudes and curiosity of Participation grows when problems
Factor some students are clear and challenging
Supporting LKS, textbooks, videos, pictures, Diverse sources enrich search and
Factor projectors, and mobile phones presentation
Supporting Classroom, computer room, prayer Facilities support discussion, media,
Factor room, projector, and laboratory and practice
Supporting Principal support and group work Innovation is easier to maintain as
Factor culture school policy
Inhibiting Teachers still rely on lectures and Training needs to focus on question
Factor are not consistent in managing the design and scaffolding
class.
Inhibiting Limited learning time The search, presentation, and
Factor generalization stages require realistic
allocation
Inhibiting Some students reject the new Transitions need to be gradual,
Factor learning pattern instructions explicit, and group roles
clear

At the factor level, five supporting categories and three inhibiting categories were
retained after comparing observation, interview, and documentary evidence. The coding
summary is presented in Table 2. The category counts are analytic descriptors, not
frequencies of students; their function is to show which conditions recurred across the
field record and how each condition affected implementation.

The first supporting factor was active teacher facilitation. The teacher guided each
phase, responded at points of difficulty, and checked whether group conclusions were
defensible. This finding agrees with Dobber et al. (2017) on the teacher’s conceptual,
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metacognitive, and social regulation, but it also challenges a common interpretation of
student-centered learning as reduced teacher involvement. In the observed Figh lesson,
less teacher control over student talk was accompanied by greater teacher responsibility
for task design, source accuracy, and timely feedback.

Media and facilities expand the choice of activities. Textbooks and worksheets
provide a controlled foundation; videos, images, projectors, and digital resources help
build context and enrich inquiry. A prayer room (musala) is also relevant for materials
requiring practice. The availability of tools does not automatically result in discovery
learning, but it reduces reliance on verbal explanations. The school supports the model
by providing resources and policies that create space for teachers to implement
practicum-based learning.

Opportunities for collaboration are a supporting factor because students do not have
to solve problems alone. Peers help explain terms, compare sequences, and correct
answers. Collaboration also provides space for students who lack confidence to
participate through group assignments before speaking in front of the class. However,
these benefits depend on the division of roles and oversight. Groups that lack a shared
goal can easily devolve into off-task conversations.

The central obstacle was incomplete implementation skill. The teacher acknowledged
continued dependence on lecture and difficulty maintaining consistent classroom
management. Short explanation can provide orientation or correct a misconception, but
it contradicts the intended model when it replaces student searching, processing, or
verification. This finding supports Saoke et al. (2022) on the importance of teacher
competence, while adding a more specific implication: training should not stop at naming
the model or memorizing its syntax. It should rehearse stimulus design, workable
problem formulation, source selection, guiding questions, negative-case management,
and process assessment.

Time constraints impact the completeness of syntax. Discovery learning requires time
to search, discuss, verify, present, and conclude. If all activities are compressed into one
meeting without prioritization, teachers tend to rush the processing phase or take over
the conclusion. A more realistic solution is to limit the focus to one core problem, provide
selected initial sources, set a time limit for each stage, and move the search for supporting
materials to a pre-meeting task.

Student resistance suggests that changing the model requires the development of
learning habits. Students accustomed to receiving explanations need examples of how to
ask questions, how to use sources, and how to present results. Assistance can be gradually
reduced once students understand the working pattern. Gradual support is more
beneficial for students with low prior knowledge than letting them make discoveries
without assistance (Grofdmann & Wilde, 2019).

Discovery Learning as Guided Discovery in Jurisprudence Learning

Taken together, the field evidence indicates that discovery learning in Grade VII Figh
is more appropriately designed as guided discovery. This interpretation agrees with
research showing that inquiry benefits from scaffolding, yet it differs from contexts in
which guidance may be withdrawn once students begin exploring. In normative-
procedural Figh, some form of teacher verification remains necessary through the final
stage because an attractive group explanation can still be religiously inaccurate. The
teacher therefore structures the stimulus, narrows the problem space, identifies primary
sources, monitors processing, verifies accuracy, and models generalization, while
students retain the main intellectual work of questioning, comparing evidence, explaining,
and concluding.
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Four principles can be derived from the research findings. First, the stimulus needs
to be directly related to observable worship experiences or situations, not stand-alone
images. Second, the problem must be open-ended enough to raise questions but limited
enough to be resolved within class time. Third, learning resources need to be tiered:
worksheets and textbooks as a foundation, followed by additional sources to enrich the
explanations. Fourth, verification must combine peer dialogue and teacher reinforcement
because the accuracy of Islamic jurisprudence material cannot be left to group consensus
alone.

Student creativity also needs to be placed in a balanced way. Student creativity is not
the freedom to generate new religious provisions, but rather the ability to formulate
questions, seek reasons, explain in understandable ways, connect concepts and practices,
and offer problem-solving strategies that remain relevant to the sources. This
interpretation maintains pedagogical openness without obscuring the normative
character of the subject.

D. CONCLUSION AND SUGGESTIONS

Discovery learning in seventh-grade Islamicjurisprudence (Figh) at NU Karangdadap
Middle School is implemented through six stages: stimulation, problem statement, data
collection, data processing, verification, and generalization. In the Friday prayer
procedure, students observe stimuli, formulate questions, seek information from
worksheets, books, and digital sources, process answers in groups, present results,
receive feedback, and draw conclusions. This practice is better understood as guided
discovery because the teacher continuously provides structure, monitors groups, checks
the accuracy of answers, and models how to draw conclusions. The process creates space
for student participation, curiosity, collaboration, self-confidence, and the emergence of
ideas, but responses are not uniform.

The implementation of the model is supported by teacher facilitation, positive student
attitudes, varied media, school facilities, group work, and the support of the principal.
Barriers include inconsistent teacher skills, limited time, and student resistance to new
learning patterns. Teachers are advised to limit problems to a single, solvable focus,
prepare tiered resources, divide time by stage, provide guiding questions, and gradually
reduce support. Schools need to provide training based on classroom practice, not just
syntax socialization. Further research needs to involve student voice and use learning
outcome data to test the impact of the model without compromising the quality of the
process.
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