INTERNATIONAL
JOURNAL

OF

INSTRUCTIONAL
TECHNOLOGY

DISTANCE LEARNING

January 2012

Volume 9 Number 1

Editorial Board

Donald G. Perrin Ph.D.
Executive Editor

Elizabeth Perrin Ph.D.
Editor-in-Chief

Brent Muirhead Ph.D.
Senior Editor

Muhammad Betz, Ph.D.
Editor

ISSN 1550-6908



January 2012

International Journal of Instructional Technology and Distance Learning

PUBLISHER'S DECLARATION

Research and innovation in teaching and learning are prime
topics for the  Journal of Instructional Technology and Distance
Learning (ISSN 1550 -6908 ). The Journal was initiated in
January 2004 to facilitate communication and collaboration
among researchers, innovators, practitioners, and

administrators of education and training involving innovative
technologies and/or distance learning.

The Journal is monthly, refereed, and global. Intellectual

property rights are retained by the author(s) and a Creative
Commons Copyright  permits replication of articles and eBooks
for education related purposes. Publication is managed by

DonEl Learning Inc. supported by a host of volunteer editors,
referees and production staff that cross national boundaries.

IJITDL is committed to publish significant writings of high
academic stat ure for worldwide distribution to stakeholders in
distance learning and technology.

Inits first  six years, the Journal logged over six million page
views and more than one million downloads of Acrobat files of
monthly journals and eBooks.

Donald G. Perrin, Executive Editor
Elizabeth Perrin, Editor in Chief
Brent Muirhead, Senior Editor
Muhammad Betz, Editor

Vol. 9. No. 1.


http://creativecommons.org/licenses/by-nc-sa/2.5/
http://creativecommons.org/licenses/by-nc-sa/2.5/

International Journal of Instructional Technology and Distance Learning

Winternational Journallof I ——
Instructional Technology & Distance Learning

Vol. 9. No. 1.
ISSN 1550-6908

Table of Contents i January 2012
Page

Editorial: Technological Revolution in Education i Part 5 1
Donald G. Perrin

Academic Help Seeking in Online and Face-to-Face Learning Environments 3
Randa A. Mahasneh, and Yahya, H. Nassar

Asynchronous Computer-Mediated Corrective Feedback and the Correct 21
Use of Definite/Indefinite Articles
Esmail Faghih, Seyyed Behrooz Hosseini

Information Literacy: A Step Towards Moving College Students 37
to the e-Learning Environment.
Zuhrieh Shana, Ahmed Dabbagh

Instructional Communication: Expansion in Communication Theory 49
Andrew A Nkom

The Effectiveness of using Educational Programming for Teaching the 63
students of Class Teachers some Scientific Concepts in Chemistry and

Physics at University of Jordan

Adnan Salem AL-Doulat

Faculty Staff Attitudes towards using Blended Learning in Architectural 71
Design Courses in Bahrain
Saad Fawzi Al-Nuaimi and Elsayed Abd-elMawla Aboukhatwa

Narrowing the 1-95 Corridor: Utilizing Distance Learning Technology to 85
Bring Classrooms Together
Scott P. Barnicle, Mary T. Orr, Anne L. Kern

Admi ni stratorso6é6 Perspective: An Exami 91
Student Retention in Distance Education
Shabana Figueroa

Eval uat éeSnerovfée cPer eTeachersé Véew on Ma 101
Uséng Techikducay éion
Bahri Aydén, S¢l eyman Doj an, H¢seyin Kéni

January 2012 iii Vol. 9. No. 1.



International Journal of Instructional Technology and Distance Learning

January 2012 Vol. 9. No. 1.



International Journal of Instructional Technology and Distance Learning

Editorial

Technol ogi cal RevoliuRamtn i n Ed.L
Donald G. Perrin

Technology is oftenlefined asequipment and machines, buaisoincludes tools, techniquges
systems, and methods of organization used to solve a problem, achieve a goal, or perform a
specific functionor set of functionsTechnology is also the making, modification, usage, and
knowledge of the tools and techniques listed ablive. much more than equipment and
machines, although equipment and machines may be a necessary parttetcbowlegies

Technologies significantly affethe human species' ability tdanagegontrol and adapt tibs

natural environmentsr leverageavailable opportunities for greater efficiency or g&éftena

new technology ishe result of a creative orglslem solving processr an innovation or

paradigm shift. It can combine insight with higher levels of thinking to provide a new and unique
solution to a problem.

Education as traditionally appliedjoes not adequately prepare people for the fukmmewledge,

skills and aptitudes are based pat history and solutionthat worked in the pasThisis a

useful starting point, buhay be less relevant when we apply it to the world of the present or the

future. We should continually f@ssess and {gefineour objectives and priorities to fit the

dynamically changing world we live in. Curriculum should focus on the present and the future,

and learners should have skills to expjaiefine, anccreate solutions tproblems and needs

they discover them irhe futureThi s requi res i magination, curi osi
boxd, the kind of higher level thinking that mac

For decadesducatordiave discussed the importance of left brain and right lactinitiesand
their relationship to learnind.eft-brain scholastic subjectscus on logical thinking, analysis,
and accuracyRight-brained subjecton the other hand, focus on aesthetics, feeling, and
creativity.

Left Brain Right Brain
Logical Intuitive
Sequential Less structured
Objective Subjective
Rational Creative
Analytical Synthesizing
Focus on components Holistic

K-12 schools, confronted with budget cuiés)d to eliminate creative activities such as art and
music, and activities for coordination of brain and body like physical education. Learners need to
be intellectually challenged to develop the whole baaid physical coordination and strength.

Time in school needs to be more productive. Time beyond school shlsalae intellectually

stimulating and fruitful. Television and entertainment media that lack physical exercise,

intellectual participation, and feedback are like tranquilizers, causing@a t i zi ng dysfuncti
of mind and memoryhatnegatively impacts learning.

It is encouraging that amy children now choose computers and interactive multimedia over
television, but there is still a lack of physical activity and creative opportunittes/gop
receptive minds and psychomotor skills, and relate what is learned in school to the world at large.

Return to Table of Contents
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Edi t or 6Aswslteahsiion courses from face-to-face to online learning environments, we need to
compare the various support systems available to enhance learning. Asking questions and seeking help are
essential to the learning process, but the context, mechanisms, and opportunities may be different. With this
in mind, the follow study was initiated.

Acadehetp SeekingnidnFaAd&lkicee

Learning Environments
Randa A. Mahasneh, and Yahya, H. Nassar

Jordan

Abstract

The current study compares actual help seeking frequencies across onfaecandace

learning environments. It algxamines strategies enactednoysingstudents when they faced
academic difficulties, reasons for help seeking avoidance, and the relationship between the
frequency of asking questions and achievement. Participants were nursing students enrolled in a
cousewith two sectionspnline (N=25) andaceto-face(N=31). It was hypothesized that,

students in the online section would ask more questionssbebncerned about social
embarrasment, and report the desire for autonomy as one of the main reasawsidanrg help
seeking. I't was al so expected that studentsd act
help seeking frequency. The results supported the above hypotheses except for the frequency of
help seeking in the online section compared tddbeto-faceone. Implications and directions

for future research are suggested.

Keywords: AcademicHelp seeking; Online learning Environment; Online Education; Nursing;
Communication Skills.

1. Introduction

Modern educational systems are becoming emsirgyly interested in providing technoleggh

learning environments. As a result, different academic institutions have established centers for

information and communication technology with necessary infrastructure and learning resources
toprovideandguport onl ine educat iTlegroWthoim utiligilgwdirent sé popu
education has encouraged researchers to compare the qualities of this pedagogical method with

those of traditional face-face delivery method (Campbell, Gibson, Hall, Riclsa& Callery,

2008; Jacobsen, 2006; Ryan, Cariton & Nagia, 1999; Leasure, Davis & Thievon, 2000). A

common goal among these studies was to answer the question of whether online education

supports studentsd | ea-tofacerome. beyond the traditior
Whereas studentsd interaction and participation
documented (Campbell, et al., 2008; Jacobsen, 2006; Lajoie & Azevedo, 2006; Ocker &

Yaver baum, 2001 ; Thornam & Phi l |iespghatrefleet0 0 1) , st uc

selfregulation, such as help seeking, is less clear (Kitsantas & Chow, 2007). Help seeking is a
strategy enacts by students when they encounter academic difficulties, andusimgitgthers as
resources to acquire the necessary helpalenick, 1998; Ryan, Gheen, & Midgley, 1998;

Ryan, Pintrich, & Midgley, 2001). Academic help seeking is an important learning strategy,
because in learning settings students may come across situations in which they need help or
advice in order to continute learning task. In such situations, students are required to take
responsibility in order to obtain the necessary help and to continue the learning process. Students,
therefore, must be aware that they need help, decide to seek help, and apprqawiopniate

source to obtain the required help (Karabenick, 2003; Ryan & Pintrich, 1997; Ryan, et al., 2001).
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I't is crucial to examine studentsd use of help ¢
given that this environment has consideralleagl i t i es whi ch may affect stu
help (Kitsantas & Chow, 2007)These include the availability of synchronous (chat sessions and

video conferencing) and asynchronous communication technicimesil&and discussion

forums) to enhance tieraction between students and their instructor and among students

themselves. These communication techniques permit students to seek help or post their questions
whenever they come to mind, and allow students to reflect on, compose and edit theirgjuestion

before sending them to others (Campbell, et al., 2008; Jacobsen, 2006). Another characteristic of

the online learning environment is the lack of social status cues such as sex, age, style and
appearance that might af fompatedts thestrdditionaléa€e- deci si on
face learning environment. When such differences vanished in online environments, more

students are expected to seek help with a lower level of perceived threat (Keefer & Karabenick,

1998). Furthermore, this environmeriiteos opportunities for discussion channels which affect

l earners6 comprehension monitoring processes. Sy
or posts they would revisit their level of understanding and decide if the material is adequately
compehended or help is needed (Dede, 1996; Karabenick, 1996).

The above theoretical accounts supported the hypothesis that students in an online environment
would use help seeking strategy more often than students in learning environments where a face
to-face contact is offered, such as traditionafameto-faceones. However, such assertion did

not receive adequate empirical support (Kitsantas & Chow, 2007). Therefore, the current study
compares actual help seeking instances across onlirffa@td-facelearning environments, and

also examines behaviors and strategies enacted by students when they faced academic difficulties
in these | earning environments. According to Kar
andhelp seekingtrategies can be d@sified as: 1) formal help seeking (seeking help from

instructor); 2) informal help seeking (seeking help from peers); 3) instrumental activities

(improving performance through extracting more effort); 4) and lowering performance aspiration
(accepting migag some information). The current study followed this classification, however

help seeking from formal resources was divided into two separate strategies: help seeking from
formal resources overtly (in front of peers), and covertly (in private). Thisidivivas made

because studentsd preference of one of these str
and intentions. While help seeking from the inst
threat and embarrassment from peers, seekigghdl r om t he i nstructor overt.|

intension to obtain the necessary help from trustable source without threat concerns. Altogether

the current study classified studentsd behavior s
difficultiesintohe above five categories, in addition to
as a sixth strategy.

Although help seeking is an important learning strategy that found to be positively related to

student sd achi ev e Kisantas & Ddlragha2002)ariverdity studeat® ae;

found to avoid using it in traditional fa¢e-face classrooms (Karabenick, 2003). During the last

decade, a fairly large number of studiesdiaeen conducted to examine different reasons for

help avoidance among unigity students (Alexitch, 2002; Karabenick, 1998; Karabenick, 2003;

Karabenick & Knapp, 1991; Karabenick, & Sharma, 1994; Schwalb & Sukemuni, 1998).
Researchers have identified several personal anc
reluctance to sedkelp. First, since help seeking could be perceived as a dependent strategy,

students might avoid help seeking as a desire for autonomy asdlsaite(Butler & Neuman,

1999 . Second, given that student s 0inaorepetdncef or hel p
or lack of ability, students might avoid help seeking as it threatens their compeetiey, (

1998 Karabenick, 2003; Karabenick & Knapp, 1991; Ryan & Pintrich, 1997; Ryan, et al., 2001).

Third, since help seeking includes social interactith others, it is likely that the social climate

of the |l earning environment influences student s¢
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learning environments where students feel uncomfortable to interact with other students and their
instrucors, they will be more likely to avoid help seeking because of social embarrassment
(Ryan, et al., 1998; Ryan & Pintrich, 1997). The current study examined reasons for help seeking
avoidance iffaceto-faceand online learning environments including: teside for autonomy

and selfreliance, perceived threat of competency and seailarrassmenMoreover, in the

current study the structure and presentation of the learning material, were also considered among
factors that might affect help seeking avoic&im both learning environments. Students in an

online learning environment are required to be held responsible for their learning (i.e., study time,
learn the material on their own), therefore it was hypothesized that students in the online session
wouldreport the desire for autonomy as one of the main reasons for avoiding help seeking.
Furthermorebecause of the particular characteristics of an online learning environment,

including the availability of synchronous and asynchronous communication teebr@igd the

lack of social cues, it was hypothesized that students in the online session would be less
concerned about sociembarrassmelih comparison with students in tfeceto-facesession,

where a fac¢o-face contact is dominant.

Most studies fogsed on examining the relationship between the above factors and help seeking in
traditional faceto-face learning environments. Although there are few studies that examined
studentsd use of help seeking st rhadmneBischei, n onl i ne
& Wallace, 2003; Melrose, 2006), only few of them compared help seekdifjarent

technologymediated learning environmefi€itsantas & Chow, 2007). In addition, most previous
studies collected dat a arbtegyusingselfapdrenmeasarésthats e of he
makes the verification of this data unattainable. The current study compares help seeking

behaviors among two groups of undergraduate nursing students who were enrolled in an online

and afaceto-facesection of a Cammmunication Skills course. In addition, the study obtained data

about actual help seeking events from both learning environments by using more objective
methods such as: observational method irfabeto-facee nvi r onment ; and
Blackh oard and content analysis of students
environmentMore specifically, the current study attempts to answer the following research
guestions:

tudent

S
6 poste

Is there a significant difference between the means of onlshéaeeto-facesections on
help seeking frequencies?

Il s there a significant relationship between st
andfaceto-face and strategies used by them when they encounter academic difficulties?
And what are the mosbmmon strategies used in each section?

Il s there a significant relationship between st
andfaceto-face and the reasons for help seeking avoidance?

To what extent help seeking avoidance subscales are abkdiotpphe number of
guestions asked by students in each section?

Is there a significant relationship between the number of questions asked by students in
both class sections and their academic achievements?

Method

Sample and Study Design

In the Fallof 2009/2010, a 1-8veek semester, the Communication Skills course was offered as
threesections atraditional faceto-face, a hybridand an onlineThis study compares the online
with the traditional facgo-face section that were taught by the sameuosir. Originally, the
number of nursing students who were enrolled in these sections wagldhts in théaceto-
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facesection and 32 in the online sectibtowever,5 of the online studentsansferedto the
faceto-face sectiorand 2dropped out thecourse, leaving therfal sampleas31 students in the
traditionalsectionand 25 in the onlinsection Studentstegistration in the two sections was

based on their schedule of other courses. Therefore, this study followed-axpeasinental

design gice random assignment of students to the two sections was not possible. Approval to
conduct the study was obtained from the Human Research Ethics Committee of the Hashemite
University. Students were informed about the study purpose at the end of theesbefese
collecting the data in order not to affect their help seeking behadarirgy the course

Voluntarily participation was emphasized.

Course Design

Communication Skills is a-2redit course offered for undergraduate nursing students usually in

the second year of the program. This course aims at providing students with knowledge and skills
to communicate effectively with clients, families, colleagues, health team members and others in
the daily life. Principles of intrapersonal, interpersonal, and group communication processes are
emphasized. The two sections of the course were taught by the same instructor,theddmd
contents, active learning exercises, assignments and exams.

Total grad€for each section of the course was divided as: 10% for participation, 10% for an
individual assignment, 10% for a group assignment, 20%hé&dfirst exam, 20% fothe second
exam, and 30% fdahefinal exam. Participation grade included: askamgl responding to the
instructor questions; reflecting on other studéqtsestions, comments or answemsdproviding
and discussing related materials to classrootheonline environment.

Online Course

Blackboard Learning Management Syst¥rfReleae 6)and Tegrity Distance Education System
(Tegrity Campus 2.0)ere the platforms used to create and structure the online course. Tegrity
system enables recording lectures by the instructor, captures all files displayed on the computer
screen, and facthtes capturing supplementary materials by the use of document camera.

Blackboard was the host system for the online course. The online course was designed as
modules that represent courseits. Each module contained: the learning objectives, introductio
about the unit topic, video session recorded using Tegrity system explaining the most important
points in each lecture, references, extra links, and discussion board questions. Different
synchronous and asynchronous communication techniques within Béadkivere utilized to
facilitate studenstudent and studeidristructor interactiopas well as collaboration among

students themselves. These include: a) weekly discussion board forums where students were
required to post answers to questions aboutsasearios; b) groups pagis studentgo
communicate via-enail, and post fileselated taheir group projects; c)-mails to communicate

with other students and the instructor; and d)-tikiat area. In addition, under the discussion

board forum,anaee was created and called fAiAsk Questionsa?o
about course contents or issues related to course enrollment.

Faceto-FaceCourse
The traditional course was taught as interactive-fadace lectures.

Procedure

Since this$ the first distance learning course offered at our school of nursing, at the beginning of
the semester students in the online cobestreceived hanan instructions in order to

effectively useall functions withinBlackboard This includethe use of sychronous and
asynchronous tools in order to communicate wWidhinstructor and other students in the class;
listening to Tegrity sessions; how to pdkeonline assignments; and how to open anaa!
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account and effectively ugemailsand other computiaed applications (PowerPoint, Word
documents) for educational purposiesaddition, the instructor recorded a tutorial on "Effective
System Use" using Tegrity system. This tutorial included (as mentioned above) all aspects of
Blackboard and Tegrity systes' use and was kept available within an introductory module as a

help resource for all students throughout the cold#gterent methods were utilized to facilitate

class participation and asking questionghmonline students about the course contents,
assignments, and exams. Students were encouraged to ask questions: a) at the end of each video
session about the contents; b) using exahgrweek posted announcements to remind students

to use the fAAsk Questions o0 fandiordosend-amailsutotideer di s c u s
instructor; c) during the livehat sessions; d) through the instructor feedback to discussion board
forums where students were encouraged to read pplestgrgs and to send comments and

guestions to their peers; and e) gsiheir group pages.

On the other hand, students in faeeto-facesection were also providedth handon

instructions o how to effectively use theraail for communicatiorand other computerized
applications necessary to complete their assignmsuth @dPowerPoinandWord documers).
Thesestudents were frequently encouraged to: a) ask questions either in the lecture or by sending
e-mails to the instructor, and to respond to questions in class; b) bring related materials to class
for discussiong) reflect on other studenemswers and provide comments; as well as by d)

showing upduringthe instructor office hours.

In thefaceto-facesection students received instant feedback to all their questions asked in class
and withintwo days to quesbins asked via-enails. Similarly, students in the onlisection
received feedback to their posted emailed questions also withtvo days.

At the end of the semester, questionnaires were distributed and collected from all students by an
instructorwho wasnot involved in teaching the course. Before collecting the data, students were
informed about the purpose of the study and voluntary participation was emphasized. In addition,
another facultyvas asked to rgradeall studentsassignments besides tbeurse instructor in

order to decrease biastimefinal course grade (student achievement).

Instrumentation

Main end points in this study included: 1) frequency of help seeking; 2) student help seeking
strategies towards academic difficultiagd3) rea®ns for help seeking avoidande addition,
the study examined the relationship between help seekirgnaest and student achievement.

Twoi nstr umentSed uldemdal ISed:at efji es t andiReasbrsfoAc ade mi ¢
Hel p Seeki ngeedeavaoped byrireehors after extensive review of the literature

and used for the purpose of the study. escales were mainly based on studies of help

seeking stratagssuch as Karabeniq2003, KarabenickandKnapp(1991) andKarabenickand

Sharma(1994). Thewo instruments went through two validation phases. The firstfavas

content validityconducted by a panel of four experts of educational psychology, nurse educators,
information technology and online education experts toalateems for clarity and

appropriateness, and to validate the comprehensiveness of the scales. The seafackwas

validity conducted using 30 students in educational science class for clarity of items. Items were

revised based on experts and students' comniergddition, hnternal consistency reliability tests

of the instruments were assessed using data of the 30 students from the educational science class.
Acceptable values of C(0.65mahda82 hedpectiely forihavo wer e obt ai
scaley. Cr o n b a ¢ hafssrevealeghigl internal consistency reliability for the 5 subscales

(discussed in the following sections) of fReasons for Blp Seeking Avoidanseale (ranged

from 0.750.88).
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Frequency of help seeking

Frequency of academic helpekéng was measured by the total numbecmftentrelated
guestions asked by students during the entire course. All other questions regarding details of
course assignments, dates of exams or general issues about course enrollment were not counted.

In theonline section participation events of help seeking were collected by: 1) analyzing log data
recorded via Blackboard about the number of
Questionso area within the di ostudentsgogsiswhed oar d
respon@dto questions owhencommening on other studentanswers under each discussion

board question; 3) counting questions posted durineclngs; 4) number of studehdsiestions

to each others in the group pages (if relatecourse contents); and &ntentrelatedquestions

sent to the instructaria e-mails. The rumber of help seeking events using the first four methods
that reflects studertstudent and studeiristructor interaction via Blackboard were counted by the
course instructor and verified by another instructor who taught the course in previous semesters.
Questions asked via direcheails totheinstructor were counted by the course instructor.

—+ O
o C

In thetraditionalsection in-classquestions were counted usiag observation technique; while
guestions asked during the office hours-onails were counted by the course instructor. A fourth
year nursing student and an instructor who taught the course in previous semesters attended all
lecturesand were trained tecord students' guestions. The agreement between the two data
collectors about the number of questions recorde@gehlecture was measured. Students in the
classroonwere not informed about the real reasothefobserversittendance.

StudenHelp Seekingtrategies towards Academic Difficulties

A 5-point Likert scale of six items was developed to measure strategies used by students when
facing academic difficulties or lack of understanding of the contents. The scale ranges from 1=
never, 3= smetimes, to 5= always. The items represent six different strategies including: 1)
seeking help fronaformal resource (i.e., instructor) covertly (in privacy, suckiasising e

mails); 2) seeking help froraformal resource overtly (in front of class3); seeking help from
informal resources (i.e., peers); 4) performing instrumental activities (e.g., improve performance
through extracting more effort); 5) lowering their performance aspiration (e.g., accept missing
some information); and 6) avoiding halpeking.

Reasons for Help Seeking Avoidance

A 5-point Likert scale of agreement where 1= strongly disagree, 3= neutral, and 5= strongly agree
was created to measure reasonhédp seeking avoidance. The scale consisted of 22 items that
represent 5 sideales as follows: Bttitudetowards asking questions (4items samplle it em,
consider the essence of participation as answering the instructor questions rather than asking
guestions ;)2) desire for autonomy and se#fliance (4 items s a mp | ®y toiuhderstand i |

the contentsnyself without asking questiotis3) the structure and presentation of the learning
material (3items s a mp |IEgplamatios ohmatefials was very clear in Blackboard

video/class so there was no need to ask questiphssocial climate of the learning environment

(6 items sample itemiil think the instructor does not prefer to be asked questijasd 5)

perceived threat and lack of ability (Brihs, samplé t e lrdg notfivant anyone to know that |

am having difficuty understanding the conteats

Data Analysis

Data were analyzed using SP%Sersion 16 (SPSS Inc., Chicago, IL). Descriptive statistics of
means and standard deviations were presented for each item and scale used in the study.
Independent samplegdd was usedd answe) the first research questidtne difference
between the means of number of questions askstubgnts in the two sections) and b) the third
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guestion which concerns differencer@asongor help seeking avoidandetween the two
sectionsForthe second research questiohi-square was used to examine the relationship
between the variable studesgction(online andaceto-face and the variable strategies used by
students when they encounter academic diffiesltiTo answer the fourth question, stepwise
regression was used to identify significant predictors for the nuafluprestions asked by

students, wherthe 5 subscales of reasons for help seeking avoidance were used as predictors.
P e a r swan Wsed torsswer thdifth research questionhich concernsherelationship

between help seeking eveiatsd studenachievement.

Since students in the tvgectionshad different sample sizes, the equivalence of variance
assumption was tested every tirtest was pplied using Levene's test. If results of Levene's test
were significant, the result oftést when "equal variances not assumed" was used. In addition,
since ttest was used more than once to test different research questions in this study, the alpha
levd was adjusted using Bonferroni correction procedure using the standard formula; alpha
adjusted= alpha/k (k= number of tests) (Tabachnick & Fidell, 2001). This adjust@mgnt

necessary to ensure that the risk for each given test remains at 0.05-t&hoeas used 6 times

in thisstudy, the adjusted alpha was @00

Results

Student Characteristics

Studentcharacteristics in the twddassesre shownn Tablel. Majority of students ithe two
classesvere males and all were in their second and third gketihe programNo differences in

mean age and accumulative grade point average (GPA) or proportions of gender and academic
year were found between studentshia two classe>.05). Out ofa 5-point Likerttype scale,

the mearscore ofcomputer skillgeported by students in the online section waf2% Out ofa
4-point Likerttype scale, self e p o r t e dmaififor sdeicatmrial parposes before this

c o ur ghe two é¢lassewas below average, and increafean 1.1 (0.3)to 2.30.7) after ths

course for the onlinelass The majority of students ithe online clashave no previous

experience in using Blackboard.

Differences in Help Seeking Frequencies

During the entire semester, students in mialssesttended 13 lectures. The agreement between
the two observers who recorded help seeking frequenciestirattigonal faceto-faceclass

ranged from 95%4100%for all lectures. There was a total of 60 contesthted questions asked in

the onlineclass(mean= 2.4, SD= 2.5) and 2#0thetraditionalclass(mean=7.1, SD= 6.9).The
difference in mean number of questions asked between thelagsesvas statistically

significant (t= 3.06, p=001). Out of the 25 online students, 10 (40%) had never asked any
guestions during the entire course and the other 15 (60%) students asked befgparsfions

each. Out of the 31 fade-face students, 8 (26%) had never asked any questions during the entire
course while the other 23 (74%) students asked betwezhqliestions each.

In thetraditionalclass the majority of questions (211) were asked in class while there were only
3 questions asked by thevail and 6 during the office hours. In the onlatass email to

instructor was the most commonly method ueedhelp seeking (total of 20 questions), followed

by questions about other studeptssts under discussion board forums (15 questions), and
guestions asked unwithnrBlacki#oard (14Questisnsihecumber @ r e a
guestions asked via @hmethods was trivial (7 questions during the live chats and 4 using group

pages).
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Table 1
Student characteristics
Online (N= 25) Faceto-face (N=31)
Variables
Mean (SD) Mean (SD)

Age (Years) 20.9 (1.7) 21.2 (2.1)
GPA (out of 4) 2.7 (0.4) 2.8(0.5)
Computer skills (§point scale) 2.5(0.9) 2.3(0.7)
Email use for educational purposes in 1.1 (0.3) 1.0 (0.2)
previous courses {gdoint scale)
Email use for educational purposes aff 2.3 (0.7) 1.2(0.2)
this course (4$oint scale)
Variables Frequencies
Gender

Male 18 (72%) 22 (71%)

Female 7 (28%) 9 (29%)
Academic Year

Second 12 (48%) 14 (45%)

Third 13 (52%) 17 (55%)
Previous Use of Blackboard

Yes 7 (28%) 9 (29%)

No 18 (72%) 22 (71%)

Student Strategies towards Academic Difficulties
Table2 shows percentages of students in lotdesesyvh o answer ed fal wayso and

timeod to items that measured how students act wk
shown on théable,the most common strategies used by students in the atliegewe r e fAavoi d

help seek", and fAseek hel p hélpfroomaformal resounca | resour c
overtlyo, and fiseek help from informal resources

students in th&aditional class

The proportion of online students whaported usingvertly seelng help from the instructor

(32%)was significantly (g.05)lowerthan the proportion of students in tinaditional classvho

reported usinghe same sategy 61%). However, the proportion of online students wised

iseek hadlop mfarl o m e s ostrategyel8%8 veas fgnificanyy ¢g.05) higherthan

the proportion of students in thmditionalsection whaisedthe same strategy (9%).

Furthermorethere were no significant differencgs>(05) in the proportions of studentstive

two classesvhou s e doid fiedp seeking , e dils hel p fr om i n fpeaforrma l resour
instrument al a c tlly, the differensedbetweter ttee pprepgrtioassof studentira

the two groupswha s eadwd&id per f or mance amthéonliaegiooprsd str at egy
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6% in the traditional group) was significant()95), and in the favour ¢he online students
althoughvery small number of students reported the use of this strategy in the two.classes

Interestingly, almost half of tiaceto-facestudents and 64% of the online students reported that

they will avoid help seeking and will not ask questions even ththeghfeel a need to

understand the materi al. AfPeer sd wmosethan maj or s ol
half of students irthe two groupsand also almost 40% in eaclassreported that they would try

finding the answer to their questions beiiselves.

Table 2

Strategies used by online and face-to-face students
when they encounter academic difficulties

Strategy ltem Online Faceto-face Sig.
(N=25) (N=31)
Seek help frona Ask the question ttheinstructor 8 (32%) 19 (62%) p=. 03*
formal resource in front of <cl a
overtly Questionso area

online students or in the lecture f
faceto-facestudents)

Seek help frona Ask the question ttheinstructor 12 (48%) 3 (9%) p=. 001*
formal resource in privacy notin front of the peers
covertly (via email or office hours)

Avoid help seeking Decide not to ask even though | 16 (64%) 14 (45%) p=. 13
feel a need to understand the
material

Seek help from Ask one of my peers in class 16 (64%) 18(58%) p=. 39
informal resources

Lower performance | do not think it is important to 6 (24%) 2 (6%) p=. 04*
aspiration know everything in the material

Perform Try to study the contents in order 10 (40%) 13 (42%0) p=.51
instrumental to know the answer to all my

activities guestions

*: significant at U <0.065

Reasons for Help Seeking Avoidance

Figure 1shows the differences between the onlinetaaditional group®n the subscalesf

reasons for help seeking avoidance. The results of the subscales were ranked from highest to
lowest importance as rated by studehigsns related to student attituttevard asking questions

were the most important reasons deter students from seekmnig bige two classedollowed by

desire for autonomy and se#liance, social climate of the learning environment, structure and
presentation of the learning material, and lastly the perceived threat and lack of ability. Students
in the two sections havsimilar reason®r avoiding help seeking witho significant differences
found on theesubscals (t-test values = 0.15, 0.11, 1.5, 1.00, 0.60 respectipelyp09.
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Reasons for Help Seeking Avoidance
Subscales

3009
35 SD0a 5D 09 sp4 Sno07

= o =

B Online Mean

W Face-to-face Mean

8D Standard Deviation

Attitude towards asking  Desire for autonomy and Socialclimate of the  Structure and presentation Perceived threatand lack of
questions self-reliance learning environment of the learning material ability

Figure 1: difference in means of online and face-to-face classes on help seeking
avoidance subscales

Help Seeking Avoidance Subscales as Predictors of the Number of Questions
Asked by Students in the Online and Traditional Classes

In order to understand the importance offttie help seeking avoidance subscales in predicting
the nunber of questions asked by students, a stepwise regression test was used focldsséso
(Tables3 and4). For students inthe onlirdass st ep one of the analysis s

and presentation of | ear ntipradictorrofantnger ofguestisns b scal e 0
asked, accounted for 24% of the variance of number of questibzﬁ;zn, F=7.11, p<.05. Step 2
of the model indicated that fAattitude towards qt

number of questions,’Rhange=0.32, F=13.71, p<.001. The same step showed also that the

linear combination of the two variables accounted for 5685{$6) of the variance of the

number of questions asked by students. According to the results shown i3, Ttabl@rediction

equdion of number of questions asked by online students as a dependent variable and student
degrees on the variables (subscales) fistructure
fattitude towards questioni ngadahefalewing:r edi ct or var.i

Number of questions for students of the ontiiass= 2.59-1.81* (Structure and presentation of
learning material degree) + 1.89* (Attitude towards asking questions degree).

Table4 shows stepwise regression results for prediction of number of questions asked by students

in thetraditional clasaising the 5 help seeking avoidance subscales as predictors. As shown in

thetable, the only significant predictor tfenumber of questionmas A At ti tude t owards
guestionso accounted for 18% of the variance of
F=7.07, p=.01)According to these results the prediction equation of number of asking question

for students in the&raditional classsa predicted variable and student degrethe variable

( s u b s Attaubestgwards asking questians as a predi ct or vtheri abl e can
following:

Number of questions for students of tifzelitional class- 18.343.53* (Attitude towards askin
guestions degree)
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Table 3

Stepwise regression for prediction of number of questions in the online class
using 5 help seeking avoidance subscales as predictors (N= 60 questions)

Step

Variable R

R

Adjusted

Square R Square

Sig. F
Change model sig

Overall

Structure and

subscale

presentation of
learning material

0.49

Structure and
presentation of
learning material

2 subscaleAND

0.75

Attitude towards
asking questions

subscale

0.24

0.56

0.20 7.11

0.51 13.71

.001

.01 .014

.0001

Variable

Weight
(B)

P-value

(Constant)

2.59

Structure and

presentation of
learning material

subscale

-1.81

Attitude towards

asking questions

subscale

1.89

1.58

-4.58

3.97

14

.000

.001

The Relationship between Frequency of Help seeking and Achievement

In the two classes

Pear sonos

corr el

ation

coef fi

between the frequency of help seekinvgnts and studeathievement (r= 0.41, p82 in the
online, r= 0.42, p=01 in thetraditional class That is thehigher the number afontentrelated

guestions asked by students the higher the student achievement.

In addition to these results, we examined the difference in achievement between the online and
traditional sections. Although this was not part of theaesh questions in this study, we thought
that this extra analysis would help explain the unexpected results of the lower number of help
seeking events in the online group compared to the traditional group. Interestingly, student

achievement in the onlingass was significantly higher (808.2) than achievement of the
traditional class (7210.5), (p=01).
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Table 4

Stepwise regression for prediction of number of questions in the traditional class
using 5 help seeking avoidance subscales as predictors (N= 220 questions)

. . Overall
Step Variable R S Sare édéui[z?e Csr:gﬁFe Model
q q g significance
Attitude towards
1 asking questions 42 0.18 0.15 7.07 .01 .01
subscale
Variable Weight T P_value
(B)
(Constant) 18.34 3.94 .0001
Attitude towards
asking questions -3.53 -2.66 .01
subscale
Discussion

The increasese ofonline learning has led to a growing interest in providing a comparative

evaluation of online andtherlearning environment where face to face is dominéng¢ present

study sought to compare bet ween fasetodfadeanmdt s 6 acader
online learning environments. Specdlly, it explored and compared: the actual number of

conentrelated questions students askddstategies they enacted when faced by academic

difficulties; c) reasonghat deter them from seeking hedmdd) the relationship between help

seeking and students6é achievement.

The following section discussesstidts of the current study in light of the theoretical accounts and
relevant empirical research in the field of online education and academic help seekiglyas
highlights the major contributions of this study to the body of knowledge

Number of Questions Asked in the Online versus Face-to-face Sections of Course.

Research on traditional learning environments reported that university students avoid seeking
help in class because of the feeling of embarrassment and threat (Ryan & Pintrich, 1997;
Karabelick, 1998). However, it was hypothesized that students in the online section would be
more willing to ask for help than students in theeto-facesection, because they engage in a
dialog in the absence of social cues, and are allowed to contact sreictor at any time, and

have plenty of time to construct and revise their questions. Surprisingly, the actual number of
guestions asked in the online section is significantly fewer than that fiacm-facesection.
Although the current result is ionsistent with some research findings (Anderson & Lee, 1995;
Kitsantas & Chow, 2007) that support the above theoretical account, it is consistent with other
studies (Caspi, Chaju& Saporta, 208, Crombie, Pyke, Silverthorn, Jones, & Piccinin, 2003)
whichs howed that studentsd participation-ston an onl
face one. To clarify il result other factors such as the lack of sufficient skills required to work in
online learning environments (e.g., computer, use ofiBlaard, and writing skills) should be
considered. In the current study, for example, the majority of students have no previous
experience in using Blackboard, and reported having average computer skills and low-use of e
mail for educational purposes. Tlaek of the above skills might explain the low number of
guestions asked by students in the online section.
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Strategies Used by Students when they need Academic Help and their
Rel ationship with Studentso Section.

In the current study, students were presbiesix strategies that they may use when
facing academic difficulties or lack of understanding of the course contents, including help
seeking from formal resource covertly or overtly, help seeking from informal resources,
performing instrumental activis, lowering performance aspiration or avoiding help seeking. It
was hypothesized that students in the online section would not report help seeking avoidance,
because of availability of synchronous and asynchronous communication tools, and because they
will be less concerned about so@aibarrassmeriih comparison with students in tfeceto-face
section (Dede, 1996). The results revealed that the majority of students in the online section avoid
asking for help, and if help is necessary for them, theyicdvapproach their peers. In tfeceto-
facesection, majority of students reported they would seek help from their instructor overtly, or
approach their peers when they need help. Specifically, almost half of the studenfadetire
facesection and 64% of the students in the online section reported that they will avoid help
seeking; these results were verified by the actual number of questions asked by students in both
sections. It is worth noticing that although 40% of students inrtlieeosection, and 26% of the
students in théaceto-facesection had never asked any questions during the entire course, among
those who asked questions there were some who only participated in few quessions (1
guestions) during the entire semesteterEifiore, it seems that a larger majority of students in both
sections would most of the time avoid help seeking. This can be explained as despite the absence
of visual and the nemerbal communication in the online learning environment, the fact that this
environment keeps permanent records of all stude
covert help seeking; however, students may feel more privacy and security in their-tigls e
or contacts to other peers. It is also worth noticing that moretthi of the students in both
sections reported that they would approach their peers for help when needed. This result is
consistent with Melrose (2006) findings where Af
healthcare practitioners in an onlineagluate program.

On the other hand, in tliaceto-facesection, where fae®-face interaction is available, students

may easily express their questions with the help of instructor or peers. Whereas writing a question
in the online environment may require a deeper thinking of the question, writing it up and
confirming the question again before sending it. In addition to the need of accessible and fast
technology which might not be always available for participants of the current study.

Results from analyzing students actual help seeking events in both leamgirapments

revealed that the most commonly used method of help seekingfac#éte-facesection was

asking the instructor overtly in class, wheraagine students prefer seeking help using the e

mails (covertly) rather than in front of class andsthouse peers for hel@hese results provide

further veri f i creportswategies for dealing dith acaderdic difiedltiés. This

result is also consistent with previous research findings that studemsnalearning

environments pifer to ask for help usingma i | and dondét prefer to use s
communication tools to seek help from their instructor (Keefer & Karabeniek, 1998; Kitsantas, &

Chow, 2007)Seeking help from instructor covertly and not using synchronous communication
techniques reflects studentsd intention to obtai
instructor) without threat concern (i.e., the fact that their questions will be open to all students).

It is imperative to declare that in the current studgrimation about actual help seeking events

from peers was not availabl e, i nreporte¢édatabsence of
about seeking help from peers as one of the most commonly used strategy could not be verified

by actual help seeking ents.
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Reasons for Help Seeking Avoidance in both Learning Environments.

Findings of the current study supports that students were avoiding help seeking, therefore, it was
imperative to explore the reasons for this avoidance. It was hypothesized thatssiudee

online section would report the desire for autonomy as one of the main reasons for help seeking

avoidance. On the other hand, they would be less concerned abouéstraalassmeri

comparison with students in tfeceto-facesection. Interstingly, students in the two sections

reported having similar Beadenssbdoattbvbudesgt bweéd
g u e s t wasthesnost important reason behind help seeking avoidance in both sections,

f ol | o wdesire foryaytondinyred selfr el i anceo, fAstructure and pres
material 6, fAsoci al cl i ma taen do fieigarcatletithecaliondi ng envi r
| ack ofStaundielnittsydo.atti tudes towards hel p- seeking
reliance can be explained in terms of cultural norms. That is, different cultures may have different

views about the role of help seeking in the learning process. The Jordanian culture for example,

tends to emphasize se#liance and individual competigness; consequently, help seeking

might be viewed as a sign of incompetence, immaturity, anddem@¥ndency on others.

Therefore, students perceive participation in class as answering questions and not asking for help.
Moreover, students prefer to undersd the material on their own, and reported that they will

enjoy and learn more when they answer the question by themselves. It is worth noticing that this

argument is consistent with the current study result that almost 40% of students in both sections

reported using the strategy of fAperforming instru
di fficulty. This strategy includes activities s
answer to my questiono, autoriomyhandrselfélidneect s st udent s

Reasons for Help Seeking Avoidance as Predictors of the Number of Questions
Asked by Students.

The relationship between the above five reasons for help seeking avoidance and the number of

guestions asked by students in bothises were tested. The number of questions asked by

studentsin he online section was predicted by Athe st
material 6 and fAattitude towards questioningodo. Or
was the only gjnificant predictor of the numbef questions students asked in theeto-face

section. These results is consistent with our hypothesis that because students in the online section

were required to learn the material on their own, the structure ofatrérlg material and the way

it was presented would affect studentsdé decisior
students in théaceto-facesection who can receive further explanations and clarifications about

the contents during class time.

The Relationship between the Number of Questions Asked by Students in both
Learning Environments and their Academic Achievement.

Academic help seeking is viewed as an importaniregifilatory strategy that contribute to

student so | ear n;Kisgntag KRabbagh,0043eeking he2pna3orm of

asking questions is integral to a meaningful learning process that enhances knowledge

construction and reflects active role in learning. Therefore, it is expected that the number of

questions askedlyyt udent s woul d be positively correlated
Results from both sections revealed that student
number of help seeking events from the instructor. These findings are eohaigh other

research findings (Karabenick, 1998; Kitsantas, & Chow, 2007; Wood & Wood, 1999; Renkl,

2002) where help seeking is positively related to student academic achievement.
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Conclusion

In this study, nexpectedly, students in the online saetsmnificantly asked fewer questions than
students in théaceto-facesection. Ths finding wasexplained with reference to the lack of
computer skills required to interact in the online learning environmeig.fiflding provide
implications for univesitiesand instructors$o support further training on computer skills for their
students, especially for those who register in online courses.

Selfreport measures were the most common methods of collecting data in previous research in
the field. Selfreported measures have been criticized for a number of technical and

methodological issues, including that students are required to think about actions in retrospect and

are subject to memory decay and distortion. In the current,sindybservation methodif
counting the number of questions students asked was ufiizsttiition to automatically

recordedlogfiles Our results showed some-redortesicr epancy bet

strategies (i.e., strategies they used when they encountered academiltydifiind their actual

help seeking events. For example, students in the online section reported avoiding help seeking,
and approaching peers for help as the most commonly used strategy towards academic difficulty,

however, the actual help seeking eventsaled that asking questions to the instructor was the
most commonly used by students. These findings support the above criticisrarepedif
measures, and suggest that conflicting findings from previous research about the use of help

seeking strateages and its6 effect on studentsdé | earning

measuring help seeking. Our results provide vital implications for researchers to have other
methods of collecting data in order to verify their results and to capture the gaynpfe

studentsd |l earning activities.

Academic help seeking differs from most other learning strategies in that it is a social transaction
between a learner and another person (instructor or peer) within a particular sociocultural context

of learning. Preious research has accumulated significant information about reasons for help

seeking avoidance, including several personal factors, as well as, classroom structure and social

climate. The current study showed that students in both sections avoid héahg $ee&imilar
reasons. Specifically, the most i mportant
guestions (e.g., they consider the essence of participation as answering questions rather than

reasaor

asking questions), f oldnamyandselelance te.g.dreynwastdll desi r e

to know the answer by themselves), the way the content materials were presented (e.qg., clear,
stimulates asking questions), social climate of the learning environment (e.g., instructor/peers
would make fun of thejnand finally, perceived threat and lack of ability (e.g., fear of looking
stupid). Attitude towards asking guestions and presentation of the material were the only
significant reasons related to the number of questions in the online section, whereas only
studentsd attitude was found to be related
faceto-facesection. These findings provide a significant implication for the instructor and the
designer of the online couss@ hat is,1) course materialsh®uld be designed in a way to
chall enge student sdé t h,amdR)studentsashodld ke informedlalaout e
the importance of help seeking strategy in fostering a deeper learning in order to change their
negative attitudes about thisattgy

Furthermore, our research compiled evidence about the significance of asking questions towards

to tt

quest

studentsd |l earning. The current findings showed

higher number of questions asked by students. Thersfbex students do not ask for help when
they need it, they run the risk of undermining their learning and achievement. Thus, one way to
excel studentsdé | earning i s by eAlogether,thgi ng
current study contributes our understanding of learning that occurs in technefoggliated
environments.
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Finally, it is important to highlight some issues that might affect the interpretation and

generalization of this study. First, one of the researchers taught both seehimhsmight

introduce some bias. However another faculty DbIi
study instrument s, and verified the content anal
events. Second, sometimes during the semester thersewmegtechnological difficulties

accessing the course which may affect studentso
of posting questions. Thirthe majority of students lack previous experience with Blackboard.

Although research showed thaepious experience with internet tools did not affect the amount

of activities carried out by students, it affected the way students organized their online activities

( Shi h, 6 &\sa mcBea, 2006). Fourth, a though a convenience sampling approactewas us

to recruit study participants, the sample size in both sections was relativaly

Replication of the current study in other fields of study, with larger sample sizes, and considering
other factors contribute to most models of help seeking woulehjpertant contribution to the
field of online education, nursing education and educational psychology.
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Edi tor 6lIsn Nb9@006s research, fii mmedi ate knowl edge of resul t s«
reinforcement; extended response times were found to be less effective. In face-to-face learning, there is

limited time for interactive learning so that many questions remain unasked. Online learning provides

opportunity for extended dialog and some students report their online experiences are more interactive than

in the classroom. This study determines effectiveness of online learning for one aspect of English grammar.

Asynohous Coreutieart ed Corrective |

antthe Correct Use of Definitell
Esmail Faghih, Seyyed Behrooz Hosseini

USA and Iran
Abstract
This study investigates the probable effectiveness of asynchronous compdtated corrective
feedbackiexplicit/implicit, on increasi-ng the cc

five Iranian elementary EFL learners at the ILI in Tehran were randomly assigned to two
experimental groups, receiving explicit and implicit correctivelbeek respectively, and one

control group receiving no corrective feedback. Each group included fifteen participants. After
the treatment, a posttest was administered to assess the probable increase in the correct use of
definite/indefinitearticlesfor the experimental groups in comparison with the control group.
Analysis of the results through two separate ANOVAs revealed that the experimental group 1
who received explicit corrective feedback significantly outperformed the experimental group 2
and the cotmol group in terms of the correct use of indefinite articles. Contrary to previous
research, controversial results were found because neither of the experimental groups
significantly outperformed the control group regarding the correct use of defiiite.art

Keywords: computermediated communication, asynchronous CMC, synchronous CMC, the Internet,
corrective feedback-mail, chat, interlanguage, critical thinking, problem solving, Noticing Hypothesis.

Introduction

Since the introduction of the Inteat as a means of communication and prevalence of computers,
more and more people have been using electronic media, to cover hosts of purposes such as
interpersonal communications, sending/ receiving information, educational and language
learning/teachingerspectives, etc. The application of computers and the Internet as a medium
for communication can be expected to have a myriad of positive effects on language learning and
teaching. It has been proved that communication through the Internet will hgwvéfiaast
motivational effect on the students (e.g., Meunier, 1996; Warschauer, 1996) which further helps
them to improve their communicative skills both orally and in the written form. The introduction
of computer technologies such as the Internatad, chat, etc into educational environments has
made it possible for learners to communicate ideas, information, and their feelings without any
limit on time and space (Qudfasse et gl2005). Similarly, Zhao (200914) refers to the

application ofthelher net and says that AThe Internet is t1}
communication that allows people to establish new social contacts outside tieefia
context as well as to maintain existing ties for

staks that the emergence of faxesnail communications, and wofmtocessed texts has changed
the ways in which written language can be utilized to maintain interpersonal interaction among
different interlocutors within their social, cultural, and learniogtext.

Computer-Mediated Communication

Language educators and specialists have recently begun to discover the potentiality of computer
technologies and in particular compuieediated communication (CMC) for language teaching
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and learningThe term CMGQwas first coined and introduced by Hiltz and Turoff (1978) while
experimenting on computer conferencing as a means of communication on the.|Bumegt

(2002) defines CMC as a wide range of technologies that paves the way for human interaction

and commnication and sharing of information through interconnected networks of computers
including email, discussion groups, newsgroups, andtiea chat. December (1997 3) also

stat es t h-MediatBdCommuuicatemn is a process of human communiceizo

computers, involving people, situated in particular contexts, engaging in processes to shape media
for a variety of purposeso. Having been adopted
been proved to be more effective than clesdricted envisnment in that students no longer feel

bored and frustrated with monotonous materials, methods of teaching, and course presentation
and can learn new things in much more interesting and effective ways.

Fey (1998) maintai ns tadwiadsiudefitctotrapscehdeboundarmsoivor ks ar
classroonwal | s and t o [pe8&)rAccording to Warsehawea (20919, CMC or

fiolni ne communication refers to reading, writing
and comprises ofa) Synchronois computemediated communication, whereby people

communicate in real time via chat or discussion software, with all particigiatiitsir computers

at the same timéb) Asynchronous computenediated communication, whereby people

communicate in a delagidashion by computer, e.g. by email; 4opThe reading and writing of

ontline documents via the internet. (p. 2&8cently, pedagogical contributions of computer

technologies have been extensively researched and beneficial outcomes have beenGeforted.

can be greatly utilized in order to work on the writing improvement of English learners because

according to Goodman and Graddol (1996), computediated technologies are mostly

concerned with written texts through English language resulting int d@@cherstudent

interaction focusing on linguistic accuracy of the learners.

By making a comparison between CMC and faeéace communication, Bordia (1996) aptly
concludes that CMC i combination of written and oral styles of communicatign 150.

Maynor (1994) also maintains that@iling as one of the primary means of communication
regarding asynchronous CMC (ACMC), represents itself as a converging point for both oral and
written modalities in a twavay communicationThis means that, computerediated writing,

also exhibits characteristics of fateface communication. ACMC, as the name speaks for itself,
provides mediated media of communication whictvidesinterlocutorswith an opportunity to
deliberate, reviewevise or even cancel the flow of communication before sending the
information to the recipient (Heisler & Crabill, 2006). This valuable property of ACMC helps
learners learn how to reflect on the content of what they are going to convey and be critical of
what they have in mind before communicating it to others. Therefore, asynchronous
communication through computer can deeply involve learners in the processes of critical thinking
(Lee, 2004) and, according to Jonanssen and Kwon (2001), problem solviegpagding more
focused and purposeful communication. Warschauer (1995) also emphasizes the-nodél @i e
CMC and says thatmail is the most important application regarding the Internet. It has also
been suggested that using computer technologiesasuetmail and chat help learners increase
their opportunities to use target language (Barson, Frommer, & Schwartz, 1993).

Thus, these opportunities result in the improvement of the quality of written and spoken language
(Sotillo, 2000) and negotiation afeaning (Blake, 2000). Satillo (2000) also maintains that
because of delayed nature efmail, learners have more opportunities to produce syntactically
complex language resulting in a significant change of attitude toward increasing accuracy
awareness dearners while writing in the target language.

Corrective Feedback and Learning

In the course of learning target languagfeis quite possible thaeéarners deviate from the target
like form of the language by making syntactic errors and mistakeswhicac cor di ng t o Schr
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(1990) Noticing Hypothesis, are indicative of di
interlanguage. licases like thisusuallyteachers resort to giving students appropriate feedback as

to guide them towards the targe@hguage. The mismatch between what the learners receive as

input and what they produce as output can be effectively dealt with by means of appropriate

corrective feedback provided by the teacher (Compillo, 2003) which helps learners integrate

correct langage. According to Lighbown and Spada @9@orrective feedback is any indication

to learners by teachers that their use of the target language is erroneous and needs to be modified.

As stated by.ong and Robinson (1998)hen learners interact with oaaother, they receive

feedback based on which, modified output is pr o\
interlanguage. Brown (1988) also states that feedback should be provided for learners as it helps

them experience the effect of what theyé produced as a guide to their future output. Having

identified an error in the process of interaction, teachers can resort to two types of negative

corrective feedback as a response to the mismexglicit andimplicit corrective feedback.

Accordingt o Compi ll o (2003), dAexplicit corrective fe
aspect after an error has been made. In turn, implicit corrective feedback refers to ways which
indicate that the | earnerdés outpotmubastemebogwper

Appendix A summarizes definitions and examples of corrective feedback strategies proposed by
Lyster and Ranta (1997) as cited in Sauro (2009, p. 99), regarding teagihant interaction.

Compillo (2003) also states that correetieedback is crucial to the development of second
language as it providekelearners with opportunities to contemplate on and take into account
other possibilities.

Compillo (2003) cites Carroll and Sakain (1993) ¢
applicable to the foreign language (FL) context, in the sense that it may trigger the cognitive
processes requir edlndconclusioajccgnibeagied that researdhpn 2 12) .
learning outcomes following computatediated corrective élback is still limited€.g.,Loewen

& Erlam, 2006; Sachs & Suh, 2007) and to the best of our knowladgetempt has ever been

made especiallyin Iran, to assess the effectiveness of asynchronous cormpetiéated

corrective f eed,biaenki anh@dorrect use of English airticlds.tTherefore,

the present research was undertaken with the hope that its findings might help to enhance the

practices of TEFL.

Theoretical Background

Corrective Feedback

Different studies have been cadieut which have investigated the effectiveness of both explicit

and implicitcorrectivef eedback on the grammatical and | ingui.
production. Campillo (2003) refers to some previous research on explicit/implicit feedback and

mentiors that Lightbown and Spada (1990) analyzed the effect of explicit corrective feedback in

an intensive communication classroom having English as the second language and found out that

teaching of formal aspects of language contributed positivelytotheéears 6 | i ngui sti ¢ an
grammatical accuracy. Campillo (2003) also states that implicit corrective feedback has been

thoroughly investigated and integrated into teaching environments in severavaayssitive

results have been reporté&tampillo (2003) redrs to Lyster and Ranta (1997) and says that they

carried out their study through different types of corrective feedback ranging from explicit to

i mplicit at primary |l evels. Accordingly, as stat
revealed thiarecasts were the most used technique by the teachers (55% of the cases), followed

by elicitation (14%), clarification requests (11%), metalinguistic feedback (8%), explicit
correction (7%),(p.alR)dintheesgme way,tZhuo (2010Q)doetdd a study
regarding corrective feedback examining fAthe rel
the acquisition of English noun plural by Chine:c

January 2012 23 Vol. 9. No. 1.



International Journal of Instructional Technology and Distance Learning

were randomly assigned to three grouhsfirst group received corrective feedback through

explicit recastthesecond group received implicit recaatdthelast group acted as the control

group receiving no f eedba dhleresulisalZH u stdgedg skoiveadh Co mpi |
thatrecag wer e more effective than other types of cc
attention to their erroneous language structures. Sheen (2004) also examined the role of corrective
feedback in increasing | earnercodtwexttake fAiFTr ecnarhmt
| mmer si on, Canada ESL, New Zeal and igsstidy and Kor ec
indicated fAthat recasts were the most frequent f
more frequent in the Korean EFL and New Zealand B&tscooms (83% and 68%, respectively)

than in the Canadian | mmer si on aBridfreldeésvlof cl assr oor
corrective feedback literature revealed that most studies have so far been done with respect to

recasts and a little, if anyyvestigation habeenconducted regarding other types of corrective

feedback such as explicit, repetition implicit, etc.

Synchronous and Asynchronous CMC and Corrective Feedback

According to Saur¢2009), as technology is making its way into language teaching and learning
environment, regarding interaction and corrective feedback, written CMC holds particular

promises for the learning of complex and low salience features and forms. Thus, syreharahou
asynchronous CME@nvironments are ideal contexts for the investigation of corrective feedback

during written communication as they provide stugdeacher interaction in a way that increases
student sb6 a sargedangeagestrudtuosaradeliohinates time and distance

limtations.Cor recti ve feedback in this sense can dr aw
between learner 6utput and targdike norm and facilitate the occurrence of noticing of the gap

which according to Schmidt (2005 i tfhier sfit st ep i n | a%agra@P® bui | d
al so states that according to Schmidt's (1990)
language learners must attend to and notice details and differences between the target language
and their interlanguage and its re®/f.esentation i

in
)

It should be mentioned that sostaidies have also investigated synchronous and asynchronous
computermediated corrective feedback in language learning and teaching environments in order

to substantiate the efficacy of corrective feedtlt
linguistic and grammatical abilities. Hans&mith (2001) cites Holliday (1999) for his

experiment with a mailsandmentiom phias difo |l dti Wdaeyn tiichéa se e s
that electronic communication provides a range and distributive frequeflioguwstic features

comparable to other genre of writing and speaking. He suggests that the repetitive nature of e

mai | € assists |l earners in understanding | ingui s
CMC can help learners improve grammaticadwacy of their writing due to the fact that they

use linguistic cues more frequently and therefore pay more attention to the accuracy of their
writings.Romm and Pliskin (1999) also support that ACMC throughading provides learners

with a friendly ewironment in which they no longer have the feeling of being isolated and

excluded Accordingly, they contribute more willingly to maintain the flow of communication,

pay more attention to the teachmpvided instructions with the result of more accuratt a

grammatically complex production, and participate in interpersonal interactions with others more

than before.

Few studiesd.g.L.ea, 2001) on ACMC and studentsdé academi:
students make use of online collaborative learomgext, reflect on their own learning, draw

upon their peets f e eirdthe @andtruction of their own knowledge, and thus beimetiiteir

own academic writing. lonestudy on ACMC, St. John and Cash (1995) found out that an adult

language learner dratically improved his German viamail exchanges with a native speaker,

because the learner systematically studied and reflected on the new vocabulary and grammatical
structures in his incomingmails and used this information to improve the contenisfuture
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|l etters with impressive results. This is indicat
more capable peer (Vygotsky, 1978) such as teachers, native speakers, etc resulting in receiving
appropriate feedback. Therefore, this can leeved as an undeniable fact that ACMC exaail
exchanges can be expected to improve | earnersb ¢
explicit/implicit feedback provided by a more capable peer. Similarly, most studies on the

efficacy of corrective feedls& through SCMC have so far been concerned with recasts and meta

linguistic types of feedback and promising results have been produced.

As opposed to-eail which is the most applicable tool regarding asynchronous studies,

application of chat, asnappropiatelearning/teachingnediumregarding SCMC, has been

gaining increasing popularity among scholars and researchers likdwésto the fact that it

resembles facto-face communication in its immediacy of interactibmally, in one study,

Razagifard ad Rahimpour (2010) investigated the effectiveness of corrective feedback through

chat on | earnersod gr ammar Hingusticcurective fedadbaekisd f ound
more effective than recasts in getting learners to both notice the gap amdedhbir ability to

correct ungrammatical structures.

The Present Study

The presenbrief survey ofrelatedliterature reveals that few researchers have so far embarked on
investigating the effects of explicit and implicit computeediated correctivieedback through

e-mail in Iran andeveninternationally. Moreover, most studim this field haveso far primarily

dealt with the impact of recasts and ralirtguistic types of corrective feedback via SCMC and

chat. Consequently, the aim of the prestaty was to investigate the extent to which

asynchronous computene di at ed corrective feedback might be
correct application of English articles and the following research questaneproposed:

Q1. Does asynchronous conmermediated corrective feedback have any significant effect on
the correct use afefinitearticle?Q2. Does asynchronous computeediated corrective
feedback have any significant effect on the correct ugaefinitearticles?

Method

Participants

Theparticipants of this study consisted of adult elementary EFL learners from the Iran Language
Institute(ILI) in Tehran aged 16 or more whose mean age Wabhe reason for selecting
elementary learners was that it was assumed that since they wemeehbgginey would not know
much about the details of EFLsyntaxn or der t o make sure of the | ea
homogeneity, Key English Test (KET, 2009) was administered prior to the treatrnent. T
participants were selected voluntarily awtording to their access to the Internet out of the class
sessions. Out of the subject pool, fefitye participants ll=45) were randomly identified as two
experimental groups and one control group, i.e. each group consisted of 15 participants. The
experimental group 1(N=15) received explicit corrective feedback, the experimental group 2
(N=15) received implicit repetition corrective feedback, and the control group (N=15) received
placebo feedback. Assignment of the participants to the experimental daral gosups were
randomas well

Target Structure

Definite and indefinite articles were chosen in this study as target forms for two reasons. First,
because as Faghih (1997) has shown, articles are among the most difficult and troublesome
features of EFlfor all learners including Iranian learners. Second, syntactically speaking, articles
are one of the most salient and frequent features of English language. So in this study, the
emphasis was put on increasing the awareness over the correct use efrathielethan on
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instructing the | earners how to use articles.

ability to correctly apply definite and indefinite articles through asynchronous conmpetiated
corrective feedback.

Instruments

Theparticipants of this study were presented with their regular coursebooks developed by the ILI.
Elementary coursebooks at the ILI comprise of ten units and each unit is further divided into two
sections, and every section is covered in one session lastiag haur and fortfive minutes.

Session one is devoted to conversation, grammar, and vocabulary. Session two covers reading,
grammar, and listening:lasses are held twice a week. The total of twenty sessions covers

the whole term for each of the tkrelementary levels at the ILI.

The participantsvere required to submit anameail andthe modifiedversion of the samemail

after receiving corrective feedback from the second session on as home assignment every week
after covering every unitising conputer or laptop out of the classroom. At the end of the
treatment, | earnersod grammar i mprovement on
following instruments atheir postest:

1. Definite/indefinite articlesl.1. Twentytwo independent sermeesto be filled with
appropriate articles including thirgix gaps forthe twenty gaps fom, and seven gaps fan
(Neylor & Murphy, 1996¥Vince & Emmerson, 2003lurphy, Altman, & Rutherford, 1989).

Procedure

Prior to the treatment, participants were told that they are required to write at least one paragraph
or maximum two consisting of 100 to 150 words every week. From the second sessli@y on,

were required to submit arnaail on a topic in line with theiregular courseboogontents

provided byone oftheresearcheras home assignment. All the participants in three groups
received the same topic every week. The total of eight writing topics was provided for the
participants during the experimeiihe expeimental group 1 received explicit corrective

feedback, i.e. the instructor indicated that an error had been made, identified the error and
provided the correction, to which repetition was required by the participants as modified output.

Example(l),asykt hr onous correctiive feedbackiexplicit

Mehran: | think bothof them are important but the conversation is more difficult than
the grammar because you can lgain classé .

I nstructor 6&s c olthinkbothof them ar€ immodant dut ¢onvetisa
(you shouldnét say *t he c on\vsenorsdifficilt¢than;, y o u

s
grammarf you shoul dnét say *t he decausemaurcan you s h
*

learnitintheclasst you shoul d say in the class not i

Modified ouput by Mehrani think bothof them are important but conversation is more
difficult than grammar because you can leiain theclassé .

The experimental group 2 received implicit repetition corrective feedback, i.e. the

i nstructor r epterancehihlighting thd eera Ibymeansiof emphatic

stress, bolded uppercase words, to which reformulation by the participants was required

as modified output. It is worth mentioning that the role of the emphatic stress was

thoroughly explained to thgarticipants because it required the participants to
grammatically correct the bolded uppercase
and modifying surrounding or within words. It was also emphasized that the bolded

uppercase words had nothing towdith spelling mistakes.
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Example( 2) , asynchronous corrective feedbackirepeti

Mohammad Amin: € And a subject like math mostly neg@acherand most of the
students cannot understand what the teacher of the math class says inéhe class

I nstructor s® c:orAncacstbjeact like niath endstlyanecBSACHER
and most of the students cannot understand what the teacher of the math class says in the
clas® .

Modified output by Mohammad Amin:  And a subject like math mostly needls
teachemnd most of the students cannot understand what the teacher of the math class
says in the class.

In order to make sure of noticing the teaepmvided corrective feedbadke participants of the

experimental groups were obliged to send theidiffed output agn independentmail prior to

receiving the next new topi¢he ontrol groupreceiép | acebo f eedback, i.e. dt
response that does not contain t hies ttuadregnett: flonr m |
Sweden the globalarming is a problem. Native speaker: Many peoplebe it's a problem

everywheré ( Saur o, t@whiéhho maodified dutput was requirdkachesprovided

corrective feedbactor the experimental groups mairftycusedon the correct use alefinite and

indefinite articlesOt her gr ammati cal deviations were correc
attention to themAt the end of the treatmerihe participants of théhree groupsverepresented

with the posttest assessing the extent to wtiieitreatment was successful in enhancing the
experimental groups6é ability definkeandibdefeitec ont r ol gr
articles.This studywasconducted within the period of 8 wedkshe summer of 1390 at the ILI,

Fadak branchi TehranDuring the experiment, one tife current researchers held all of the

three classes himself, taught the learners, distributedilewriting topics every week, provided

appropriate corrective feedback to all the groups, and gave the posttest.

Results and Discussion

Two separate onway ANOVAs were calculated regarding the correct use of definite and
indefinite articles and their means separately. Differences among the experimental and control
groups were considered significant at. e level.

Analysis of Results on Definite Article

In order to answer the first research question, descriptive statistics had to be calculated first. The
summary is shown in Table 1.

Table 1
Descriptive Statistics on Definite Article
N Mean S.td'. Minimum | Maximum
Deviation
Experimental Groug (Explicit) | 15 | 32.87 1.457 29 35
Experimental Grou (Implicit) | 15 | 31.13 3.441 24 36
Control Group 15 | 30.80 2.833 25 34

The minimum and maximum scores were 24 and 36 respectively and belonged to the
experimental group 2. As Table 1 shows, the experimental groups who received explicit and
implicit computermediated corrective feedback with the mean scores of 32.87 and 31.13
respectively slightly outperformed the control group with the mean score8ff. #xperimental
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group 1 also performed slightly better than experimental group 2. The differences between the
groupsod mean scores are represented in the folloc

In order to investigate the effect of asynchronous comymeésliated corrective febdck on
increasing the correct use of definite article, awag ANOVA was calculated. The results of
the oneway ANOVA showed no statistically significant difference atphe05 level of
significance for the three groups in this stud¥ (2, 42) = 25, p =. 09.

Definite Article

33
32.5 A
32
31.5 A
31
30.5 A
30 -

29.5 . . . .
Explicit Implicit Placebo
Repetition

Figure 1. Group Means on Definite Article

Analysis of Results on Indefinite Articles
In order to answer the second research question, descriptive statistics regarding the experimental
and control groups was calculated first. The summary is given in Table 2.
Table 2
Descriptive Statistics on Indefinite Articles

N | Mean De\?itz:t.ion Minimum | Maximum
Experimental Groupl (Explicit) | 15 | 24.67 1.447 22 27
Experimental Group2 (Implicit) | 15 | 22.47 1.598 20 25
Control Group 15 | 22.60 3.158 14 26

The minimum score was 14 belonging to the control group and the maximum score was 27

belonging tahe experimental group 1. As Table 2 shows, the experimental group 1 who received

explicit computeimediated corrective feedback with the mean scores of 24.67 significantly

outperformed the experimental group 2 and the control group with the mean s&@2es/and

22.60 respectively. The mean scores of the expe
di ffer significantly. The differences between t
following figure.

r
I,.
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Indefinite Articles
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Figure 2. Group Means on Indefinite Articles

In order to investigate the effect of asynchronous comymeésliated corrective feedback on
increasing the correct use of indefinite articles, awag ANOVA was calculated. The results of
ANOVA showed statistically significant difference at #hwe 05 level of significance for the three
groups in this studyF (2, 42) = 4.6p =. 015. Additionally, to find out where the difference(s) lie
regarding the mean scores of the three groups;heestomparisons through the Turkey HSD
test were carried ouFollowing table summarizes the results of gust tests.

Table 3
Results of Post-hoc Tests on Indefinite Articles

Corrective CorrectiveFeedback Mean Std. | Sig
Feedback Difference Error
Experimentall Experimental (Implicit) 2.200 .806 |.02
(Explicit) 5
Experimentall Control Group 2.067 .806 |.03
(Explicit) 7
Experimental 2 Experimentall (Explicit) -2.200 .806 |.02
(Implicit) 5
Experimental 2 Control Group -.133 .806 |.98
(Implicit) S
Control Group Experimentall (Explicit) -2.067 .806 |.03
Control Group 7
Experimental (Implicit) 133 .806 |.98
5

*, The mean difference is significant at the 0.05 level.
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Table 3 shows that the mean differences between the experimental ghdap4l§7,SD=1.447)
and the experimental group 2€22.47,SD=1.598), and the experimental groupM=4.67,
SD=1.447) and the control group€22.60,SD=3.158) were significant with the levels of
significance 0f025 and037 respectivelyThere was no significant difference between the
experimental group 2 and the control group because the level of significance was found to be
985.

One of the main goals of this study was to investigate the probable effectiveness of asynchronous
computerme di at ed corrective f eeendilm@onkrnhancingthe ci t/ i mpl i
correct use of definite and indefinite articles. Although previous research mostly supports the

efficacy of corrective feedback on improving grammar accuracy (e.g., Lystanga, 1997,

Compillo, 2003), the results of the present study both negate and support this tenet.

Research question 1 dealt with the investigation of whether asynchronous cemgditzied
corrective feedback could increase the correct use of defiritkeaie.the Results of the one
way ANOVA on the posttest revealed no statistically significant improvement for the
experimental groups over the control group.

Research question 2 dealt with the investigation of whether asynchronous cemgditsied
corrective feedback could increase the correct use of indefinite articlesanéan. Results of

the oneway ANOVA on the posttest revealed that the experimental group 1 who received
explicit corrective feedback significantly outperformed the experiahgnoup 2 who received
implicit repetition corrective feedback and the control group. But the experimental group 2 did
not show statistically significant improvement over the control group.

With respect to the first research question, the findings primvbd controversial compared to

the current view on the effectiveness of computediated corrective feedback as no statistically

significant results were found regarding increasing the correct use of definite article for the

experimental groups over tleentrol group. Apparently, the findings are in line with an earlier

view held by Truscott (1996) claiming that #Agrar
and should be abandonedo (p. 328). But by Il ookir
1997) and also the findings of the second research question, it would be wrong to generalize these

findings to all aspects of language learning and corrective feedback as there is ample evidence

confirming the applicability and efficacy of corrective feadk on grammar improvement.

Findings of the first research question can be accounted for if we look at Persian and English
contrastively. Generally, Iranian EFL learners are already familiar with indefinite articles. For
example:

Persian: /man yek ketab va yek sib daram. ketab ra doost daram. /
Transliteration: (I a book and an apple have. @ book like 1.)
English translation: (I have a book and an apple. | like the book.)

By looking at these examples, it becomppaent that indefinite articles are already present in

Iranian interlanguage and they can positively transfer them into their target language thus

benefiting from the corrective feedback explicitly provided by the teacher. Contrary to indefinite
articles,English definite article is not present in Persian, as it is shown in the aforementioned

example by the sign @. Thus, learners might have negatively transferred incorrect structures into

their target language. Accordingly, following reasons may as wedlLent for the controversial

results. First, definite article might require deeper levels of processing than indefinite articles as it
should be acquired after indefinite ones and i s
treatment that both @erimental groups received might have not been effective in enabling them

to apply the correct use of definite article in different testing instruments. Third, since by
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answering the items of indefinite articles, the definite article items automaticzeigieel

themselves, the control group might have successfully drawn on their previous knowledge on

indefinite articles to answer definite article instruments. Fourth, the participant of this study might

have had previous experiences in learning EFL affg¢hia testing results. Fifth, psychological

factors might have affected their performance on the test. It can be claimed that, reminding

learners of their mistakes might have acted as psychological barriers to their uptaking of teacher

provided feedback seilting in inefficacy of the treatment. On the other hand, the control group

mi ght have interpreted their writings as perfect

With respect tdhe second researajuestiongexplicit corrective feedback proved effective i

drawingl ear ner s6 att ent i o nheitoatputartd targehorh Thereferey c es bet we
findings of thesecondesearchyuestion, as far as explicit corrective feedback is concerned,
supportSchmidt's (1990) Noticing Hypothesis in enabling leesttie notice the gap resulting in

the improvement of grammar accurdmmcause indefinite articles are already present in Iranian

EFL learners interlanguagAccordingly,superiority of explicit corrective feedback in increasing

the correct use of indefidtarticles by Iranian EFL learners further supp8ttslohn and Cash
(1995)findingson the efficacy of corrective feedback vianailing on increasing structural

accuracy of written output. This superiority can be due to various factors. First, Ir&tian E

learners generally tend to rely on their teachers to provide them with correct structures when they
make a mistake because the main teaching method in this institute is still reminiscent of Audio
Lingual Method (ALM). In this sense, they are most respenwhen teachers locate the error,
correct it, and require them to modify their language. Second, they tend to overlook-teacher
provided corrective feedback, especially on their writings, when the incorrect structure is
indirectly brought to their atteion. Third, they tend to use erroneous structures less frequently

for which teachers provide some clues ang thd to apply them correctly.

Additionally, with respect to the aforementioned reasons, the experimental group 2 who received
implicit correctve feedback showed no significant improvement compared to the control group.
This could be due to a variety of reasons. First, the experimental group 2 simply failed to notice
theteachepr ovi ded corrective f eedbacikformasionbnitte parti ci
formal aspects. Second, the bolded uppercase words might have misled them into wrongly
correcting and changing the word itself or adding unnecessary words without realizing incorrect
parts. Third, due to the fact that the participantslbav proficiency, implicitly requiring them to
correct their errors might have demanded deeper levels of processing than correcting explicitly
which they might lack at this stage. Fourth, as indefinite articles should be mastered prior to
definite article the control group might have already been familiar with them and answered the
testing instruments by simply putting appropriate indefinite articles, thus, neutralizing the
efficacy of implicit corrective feedback.

Conclusion

In this study, we assesséduttimpact of asynchronous computeediated corrective feedback on
increasing the correct use of indefinite and definite articles. On the basis of the results, it became
evident that the explicit corrective feedback had significant effect on increasioorteet use of
indefinite articles but failed to increase the correct use of definite article. In the same sense,

i mplicit corrective feedback didnét have any sicg
definite and indefinite articles over botietexperimental group 1 and the control group. The
findings of the present study also provide further implications as to the efficacy of computer
mediated corrective feedback as a pristine searching medium on different aspects of language
grammar. Howeveisome limitations are attributed to this study. First, the level of proficiency

was elementary, and it is possible that more proficient learners would have performed differently.
Second, the overall teaching method at the ILI, i.e. a modified versionMf iay have

January 2012 31 Vol. 9. No. 1.



International Journal of Instructional Technology and Distance Learning

affected the results. Finally, it should be admitted that most previous research on the corrective
feedback and positive contributions to grammar accuracy improvement and in particular definite/
indefinite articles has been in the forms of terit, oral, and chatting. Thus, generalizations to
asynchronous computenediated via enail especially in EFL environments should be done with
great care.

In conclusion, despite these limitations, it is believed that the findings of this study are
encouraing as technology has been finding its way into pedagogical environments. Additionally
and with respect to the controversial results of the present study, it stands to reason that there is
still plenty of room for further research in this field.
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Appendi X

A

Lyster & Ranta's (1997) Categories of Corrective Feedback

Corrective Nature of Targetlike Elicited Output
Feedback Definition Example(s) Error Reformulation
Type Indicated Provided
Explicit Error  Explicit provision of You should say  Yes Provided directly None
Correction the targetlike visited. or
reformulation repetition
Metalinguistic = Comments, There's a No No Identification of
Feedback mformation or mistake. error and/or
questions (that may reformulation
or may not contain
metalanguage but It's past tense. Yes Provided indirectly Reformulation
do not include the through
reformulation) metalinguistic hint
related to the 1ll- at correct
formedness of the reformulation
utterance
Did you use the  Yes Provided indirectly Metalinguistic
past tense? through response, yes/no
metalinguistic fesponse, or
question reformulation
concernmg rule
governing
reformulation
Elicitations A prompt for the Try that again. No No Reformulation
learner to
reformulate How dowesay  Yes No Reformulation
that m the past
tense?
Yesterday we ... Sometimes No Reformulation
Repetitions Repetitton of all or ~ Yesterday we Sometimes  No None
part of the utterance  visit my aunt. or
containing the error, Tepetition
often accompanied
by a change in
ntonation
Recasts Implicit Yesterday we Yes Reformulation Repetition
reformulation of all  visited my avnt. provided
or part of the
learner's utterance I visited my aunt ~ Yes Reformulation Repetition
last week. provided
Translations Target language haE Yes Reformulation Repetition
translation of provided
unsolicited use of
the L1.
Clarification An utterance Pardon? No No Repetition.
Requests indicating a problem reformulation, or
in comprehension, meaning
accuracy or both. elaboration
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Edi t or 6Adophom bfe-learning requires information age skills. This study is to determine if formal
instruction in Information literacy and digital skills are required to optimize learning.

| nf or mattiearAStyefowarMsvi 6gl | ege

St udent s -ltecartntEenvger on me nt

Zuhrieh Shana, Ahmed Dabbagh
United Arab Emirates

Abstract

In recent years, there has been a growing advocacy for information literacy (IL) and digital
literacy in higher education in general, and in deagning environment in partiar. In order to
support the adoption oflearning at Ajman University of Science and Technology (AUST), the
goal of the study was to measure the level of information/digital literacy skills of new education
major students, at, before, and after theillitdl training sessions. Accumulated grade point
averages (AGPA) for both groups were compared after graduation.

Scores were compared; the results of these treatments confirmadtieshotsessiorof
information/digital literacy training is insufficig to make a significant difference and students
who had more than one session gained nadormed better on assignmeatslthe posttest
and achieved a higher accumulative grade point average (AGPA).

The results of this study are expected to prodithasis for designing and delivering an online
tutorial or a regular course on information/digital literacy. An introductory information literacy
courseis described angrinciples behind the preparation of the cownsdiscussed.

Keywords: Information Iteracy, digital literacy, 4earning, elearner, library instruction, library skills,
electronic research, Internet research skills, research skills, higher education.
Introduction and Background

In this era of speedy change students are required tddomation literate and need considerable
amounts of information in order to survive. As a current UNESCO document (2008) affirms,

Afiincreasingly, the concept of information I|iter
people to deal with the clenge of making good use of information and communication
technologyo(Horton, 2008: 3). Generally, this
Thus, the fact that todayés students hatve gr own
they are skilled information hunters and users.

College education is the mostinformatioi ch experi ence in a student 6s
|l iteracy researcher has observed, AWithin today
learning outcome forllestudents is their being able to function as independent lifelong learners.

The essential enabler to reaching that goal is

spite of this fact, researchers such as Bailey et al. (2004) confirmed tloatiaggnumber of
high school graduates are entering higher education institutions unprepared academically for
collegelevel work (Foster, 2006).

Furthermore, the changing economy makes it more of a requirement that our students can use
IL/digital literacyskills to solve problems, collaborate, and create. To prepare our students to be
more skilled, better informed and well equipped for the realities of their professional and personal
lives, we must teach them the needed IL/digital literacy skills.

Consequetly, the 21st century challenges educators to prepare learners to survive information
overload. Murray (2008) acknowl edged this fact
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able to purposefully access information from a variety of sources, aratgkevaluate the

information and then integrate it to construct a personal knowledge base from which to make
intelligent deci si aevaoping(informatiéonenvirddreemtademands he ever
school IL/digital literacy curriculum.

Digital literacyis defined by Glister (1997) as "a set of skills to access the Internet; find, manage
and edit digital information; join in communications; and otherwise engage with an online
information and communication network. In simple terms, digital literacy ialhigy to

properly use and evaluate digital resources, tools and services and apply it to their lifelong
learning process."(p. 290)

On the other hand, information |iteracy has beer
of attitudes towards andiis in information, as a major determinant of the way in which people

exploit reality, develop, live, work and communicate in an information society" (Marais, 1992:

75) . It can also be defined as a g@gewtlugnd of abi | i
to take advantage of, the unprecedented amount of information which surrawsih our daily

life and work" (Candy, 1994: 284); these skills and abilities formulate the foundation of lifelong

learning. Thus, Ajman University of Science drethnology has become more aware of the

urgency tdulfill this identified need and the increasing importance of IL/digital literacy skills.

While a considerable amount of research has been done on integrating IL/digital literacy into

classrooms in diffeent parts of the world, very little research has been done in the Arab region.

Thus, in an effort to integrate | L/digital i ter
institutional research intended to provide the foundation for an IL/digital litetdlty course.

This course can be integrated into curriculum, especially into the general education or university
requirements.

Goals of the study

The goal of this study is to compile and verify data on the IL/digital literacy skills of
undergraduate stedts entering AUST and declaring Education as a major, in order to grant more
appropriate services, in addition to providing AUST University with reliable data to support
recommendations for the integration of IL/digital literacy into the university ciunc.

Objectives of the study

1. To determine the levels of IL/digital literacy of the fiyggar undergraduate Education
students.

2. To explore the effectiveness of IL/digital literacy training in helping freshmen education
students to achieve basic IL/d#gjiliteracy level that will ensure a stable foundation for
optimal learning conditions.

3. Enhance and promote the IL/digital literacy skills of both staff and students and raise
awareness of electronic resources.

Research Questions

This study seeks tmeasure, compare and analyze the level of IL/digital literacy of first
year students enrolled in the college of education before and after taking the training
sessions. More specifically, the following research questions are addressed:

Wh at ar e ntdes in thfermdtien @&nd eigital skills upon admission to the college
of education at AUST?

What IL/digital literacy training do we need and how can faculty of education at AUST
contribute to that?

Does 1L/ digital | i t er aacgdenmcasiceessanddetehtibn®r ence t o
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Research Design

According to Patten (1997), the current study of information/digital session(s) development may
be classified as evaluation research. This instructional program is seen as a research treatment
with independenand dependent variables. The independent variable for this study is the
IL/digital literacy curriculum while the dependent variable is the student achievement: measured
by learner involvement in and completion of the IL/digital literacy curriculum, aligeporting

of skills level and attitude.

Research Hypothesis

If an IL/digital literacy curriculum is established to teach AUST students, then they will be
prepared to search for and analytically evaluate information, as well as eventually incorporating
these resources into their coursework. In addition, they will be able to create, present, share and
reflect on various types of information in masterful, meaningful and personal ways.

Literature Review

Corporations and academic institutions worldwideluding the Middle East, have adopted e
learning and implemented learning management systems (Lasrado, 2009). This fact is especially
true for the Gulf countries. Gulf Cooperation Council (GCC) countries are facing the challenge of
creating sustainable moaézing plans in the education sector (Robinson and Ally, 2009).

Moreover, tracking the impact of the emerging global information and computer technology in

developing countries, UNESCO (2007) reinforced that Higher education in the Arab States is

presehn |l y undergoing rapid refor ms. It stated that
change and transformation due to the forces of globalization and the dynamics of thditatenty

century. Perhaps the most urgent area besides funding is the qliblgper education (HE) and
teaching methodso. Ar ab atready made @ gopad startirkee t he UAE t

l earning. Guessoum conf i-ofthead digitd iaftastrbbcyure,she at i ng A\
UAE has set the stage for rapid adsesiindd ear ni ng whil e ot hers remain
(2006).

In spite of all the enthusiasm for the effectivenesslefening, online learners remain reluctant
and limited. The individuals that are most likely to benefit frol@agning arg¢hose with igh
information and communication technology (ICT) skipersonswith lower levels of ICT hava
lower chance of being an efficierdearner. Therefore, there is a clear need for a preparatory
training and ICT skill upgrading to prepare tlow-skilled students for the-learning
environment (Kember et al., 2001)

This emphasizes the importance of IL/digital literacy as a predquisite for dearning

environment. Therefore, it is highlyntorecommenderc
freshmanffirsy ear student 6s knowl edge base to the bridg
and Arequired skillsodo. Consecutively to help the
semester one, year one of their study program. This alsbekil enhancing their readiness for

online Il earning and fAmeet [the] challenges and ¢
entire |l earning experienceo (Nelson et al., p. 3

So, the need to study how the issue of IL/digital literacy is dealtiw®UST is vital given the
nature of its mission. This paper proposes the design and development of IL/digital literacy
course and resources that meet the uniqgue needs
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Methodology

Participants

Two groups of AUSTdtheir gstlyear @ $study weredrainedite upgragle i
their information skills. The first training intervention, group one, were exposed to a four hour
training session, while the second training intervention, group two, were taught
information/digital literay as a practical application of a lower level of an educational
technology course (15 two hesessions). Students took an identicatpst and postest.

Scores were compared; the results of these treatments confirmed that one information literacy
training session is insufficient to make a significant difference and students who had more than
one session gained more and performed better on assignments and-tastpost

AUST

The Boyer Commission on Educating Undergraduates in the Research Uniadisityfor a
firsty ear experience to provide stimulation for @dir
inqury-b ased | earningo (2001, p. 12) . I nformation | |

As the first private university in UAE, AUST facits share of challenges and therefore, has to

emphasize the importance of IL/digital literacy to promekeaening as an essential element of

its educational system. AUST's vision of learning through technology also emphasizes the great

urgency given toricorporating IL/digital literacy into university requirements. Consequently,

causes an increase in the AUST institutionsd pr e
implementation of a learning management system (LMS).

One of the basic challenges withkiray elearning successful is managing the courses. Thus, the
ultimate goal of implementing a course management system (CMS) such as Moodle is to help
AUST promotes efficiency while moving towards innovativie@&ning mode. This goal can be
achieved by gpporting instructional innovation with learning technology progress. Additionally,
due to the fact that Moodle is based on the constructivist theory, it emphasizes the significance of
AUSTOd& s easeddearnirg approach. Moodle also enables the detifeducational
contents/resources to students at anytime, anywhere (24/7 timeframe) and to increase the
interactivity of students through engaging them with their classmates and instructors in a more
two-way, remote dialog via internet and thus becoffiedolng learner.

According to its vision/mission statement, AUST operates on the principle that well effective
educational institutions generate results that completely overcome the effect of learner traditional
backgrounds ( AUST 6 gefoeefthisipaperaresentse preliminaryeyperienceT h e
of actively seeking to equip students with additional IL/digital literacy skills to help them access,
assess and employ different information from different resources.

Instrument

A survey in the form ba pretest and postest was designed and administered to incoming
freshmen at the AUST Fujairah Campus. The survey was based on ACRL Information literacy
Competency Standards for Higher Education. Its main aim was to be used -#ssh {reneasure
levels of IL/digital literacy of students entering their fiygtar undergraduate program in
Education. It also aims to help faculty of education at AUST document IL/digital literacy skills
level for first year students and to pinpoint areas for improvement

This survey was developed by the researcher andtpted by a group of professionals.

Revisions to the instrument were made, based on thetgdbitesults, followed by a distribution

of 100 pretests to randombgelected education major firgear stdents. The survey was

administered at the end of the first semester of the 2005/2006 school year. 69 usable instruments
were returned for a response rate of 69%. They were divided into two groups group one (31) and
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group two (39). Group one had one sessibimformation/digital literacy while group two had a
semester long of training. 2 hours per week for 15 weeks training

The pre/postest was intended to indicate the usefulness of the session/course. The students had
to score their ability on a range gffecific tasks in the following areas:

A Definition and expression of information need.
Location and access of information

Acquaintance: Available Resourceatdrials and Services

Differentiation: Booksfrom periodicalsandprint from nonrprint sourcecitations.

Utilization & Interpretationjibrary catalogueandelectronic databas@sformation.

Comprehension: Library of Congressbject headinggall numbers and shelving.
Usage:Boolean OperatorAND," "OR," and "NOT."

Knowledge: Bsic types of information sources

> > > > > >

>\

Familiarity: Glossary ofibrary andInternet terms

Assessment of information

> > >

Analysis, synthesis, organization andleasion of information

>\

Use of information ethically
A Communication and presentation of information

Students scored fiyeso if they had the skill|,
were uncertain whether they had the skill and, if theshwieave a comment on items. The
measurement is for learning gain from start to finish of the IL/digital literacy material, not the

total course "achievement” at the end of a course.

For participant unfamiliar with college and inexperienced in dealitiy kasige amounts of
information, information overload can be frustrating and aggravating. Therefore, in a structured
manner, participants were guided through this process which ultimately leads to increasing skills
in locating, evaluating and handling olexds of information and its incorporation in educational
settings.

Data Analysis and Finding

This study examines the current situation concerning the level of information skill of first year
AUST students in the United Arab Emirates. The study invessighesfactors affecting the
demand for and provision of IL/digital literacy training and the potential for IL/digital literacy
curriculum to cover most of the training provided. Statistical analysis was performed using
Minitab version 14. The hypothesgsthat the means are equal; the alternative hypothesis is that
they are unequal.

The first step was to determine the IL/digital literacy knowledge and skills level before starting
our interventions. So, it was very important to assess whether the meansgodups (G1 and

G2) are statistically different from each other in the intpst score. For finding out the

difference between the two groups (G1 and G2) meateptescores, a Ongay Analysis of
Variance was used. The measure used in this analgsishe raw score of the IL/digital literacy
survey (pretest). Analysis of the mean scores shows that results were statistically equivalent.
Therefore, there were no significant differences at the starting point of the SallgX).
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Table 1

Pre test scores for G1 & G2
Analysis of Variance:
Source DF SS MS F P
Factor 1 0.091 0.091 0.12 0.734
Error 144 113.744 0.790
Total 145 113.836
Individual 95% Cls For Mean Based on Pooled StDev

Level N Mean  StDev --+ + + R
Pre6 69 12.232 0.957 ( O )
Pre7 77 12182 0.823 ( % -)

-+ --+ + S —
Pooled StDev = 0.889 12.00 12.15 12.30 12.45

With a significance level of 95% (1 = 0.05), the calculated value of F (0.12) is less than the
critical value of F(3.84), so the hypothesis that there is no difference between the groups (G1 &
G2) pretest scores is accepted.

The next step was to decide whether there is
the traning. This can be done by determining whether there was a statistically significant

difference between the ptest and postest scores for students in the treatment group (G1) and

the in the control group (G2).

For this, a onavay ANOVA on the differencbetween the mean ptest and postest scores for

both groups was used. Analysis of the mean raw scores shows that, students in the group 1, which
were exposed to a four hour training session showed moderate (not significant) improvement in
overall testscores from the prest to the podtest, while students group 2 that had semdetay

training in the IL/digital literacy curriculum showed significant difference in overall test scores

from the pretest to the podiest. These differences are statwtic significant at the 95% level of
confidence Tables 2 & 3).

Table 2
Pre and posttest for G1

Oneway Analysis of Variance:

Source DF SS MS F P
Factor 1 2.666 2.666 3.02 0.087
Error 68 59.977 0.882
Total 69 62.643
Individual 95% Cls For Mean Based on Pooled StDev
Level N Mean StDev ----+ + + +--
Prel2 31 12.290 0.938 ¢ ---* -)
Postl2 39 11.897 0.940 ¢------- L )
— -+ + +--
Pooled StDev = 0.939 11.70 12.0r2.30 12.60

With a significance level of 95% ([ = 0.05), the calculated value of F (3.02) is less than the
critical value of F (3.92), so the decision is to accept the null hypothesis.
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Table 3
Pre and posttest for G2
Oneway Analysis of Variance:
Analysis of Variance
Source DF SS MS F P
Factor 1 3920.63 3920.63 3802.60 0.000

Error 76  78.36 1.03

Total 77 3998.99

Individual 95% ClIs For ManBased on Pooled StDev

Level N Mean StDev + + -+

Pre2 39 11.897 0.940 (*

Post2 39 26.077 1.085 *)
-+ + +

Pooled StDev = 1.015 150 20.0 250

With a significance level of 95% (I = 0.05), the calculated value of F (3802.60) is more than the
critical value of F (3.92), so the decision is to refhetnull hypothesis.

In addition, it was crucial to compare the achievement improvement in both groups to validate the
efficacy of the treatment by verifying if there is a significant difference between the control (G1)
and treatment group (G2) on the ptesit. For this, a or@ay analysis of variance on the

difference between the mean ptesit scores for both groups was used. This analysis shows that
the overall mean posést scores for the treatment and control group are significantly different

(4).
Table 4
(G1) and (G2) on the post-test

Analysis of Variance

Source DF SS MS F P

Factor 1 1064.61 1064.61 1061.67 0.000

Error 68 68.19 1.00

Total 69 1132.80

Individual 95% ClIs For Mean Based on Pooled StDev

Level N Mean StDev + + +

Gl 31 18.226 0.884 ¢)

G2 39 26.077 1.085 -I*
--------- R — +

Pooled StDev = 1.001 2000 225 250

With a significance level of 95% ([ = 0.05), the calculated value of F (1061.67) is more than the
critical value of F (3.92), so the decision is to reject the null hypothesis

It was also imperative to check the effect of the IL/digital literacy skills gained on achieving a
higher accumulated grade point average (AGPA). Treedtep was to determine whether there

was a statistically significant difference between the G1 and G2 in their overall accumulative
grade point average score (AGPA) before starting our interventions. The rationale of this analysis
was to exclude thelkGPA from being a factor causative to their overall final AGPA scores.
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Given that the participants were in the first semester, their high school scores were gathered from
Record and Admission Department and compared. An@yeanalysis of variance was uded

the analysis. The result shows that the mean scores were statistically equivalent. Therefore, there
were no significant differences at the starting point of the stldlylé5).

The second step was to compare the achievement improvement in bothtgrealfmiate the

efficacy of the IL/digital literacy training (treatment). The two groups were followed until

graduation and their AGPA were compared. Results also showed that IL/digital literacy has a

significant effect on students AGPA. For this, a-arays ANOVA on the difference between the

AGPAG6s mean of the two groups (G1 & G2) was uUsec
a significant effect on students AGPA and that t
means a graduatiof &ble6).

Table 5
AGPA of (G1 and G2) before the treatment

Oneway ANOVA: G1, G2
Source DF SS MS F P

Factor 1 5.89 5.89 0.83 0.367
Error 58 413.96 7.14
Total 59 19.85

S=2672 RSq=1.40% FRSqg(adj) =0.00%
Individual 95% Cls For Mean Based on Pooled StDev

Level N Mean  StDey------- + + + +
Gl 30 72.383 1.981 { * )
G2 30 71757  3.21%- * )

71.40 7210 72.80 73.50
Pooled StDev = 2.672

With a significancedvel of 95% (/1= 0.05), the calculated value of F (0.83) is less than the
critical value of F (4.00), so the decision is to accept the null hypothesis.

Table 6
AGPA of (G1 and G2) at the end of their study program
Oneway ANOVA: G1, G2

Source DF SS MS F P
Factor 1 12996 12.996 66.03 0.000
Error 55 10.826 0.197

Total 56 23.822

S =0.4437 RS5q=54.56% F5q(adj)=53.73%
Individual 95% Cls For Mean Bad on Pooled StDev

Level N Mean  StDev + + + —
G1 28 2.7607 0.3838-{----)
G2 29 3.7159 0.4946 )]

+ + + -+

280 315 350 3.85
Pooled StDev = 0.4437
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With a significance level of 95% ([1[1= 0.05), the calculated value of F (66.03) is more than the
critical value of F (4.0)) so the decision is to reject the null hypothesis.

Discussion of Results

Integrating an IL/digital literacy curriculum is in the hub of this research paper. The main focus is
on equipping learners for success during college experience and preparirigrthaynpath after
graduation. The result of this study supports the importance of information literacy investments in
schools and has clear suggestions for educatiegraers about information/digital literacy.

This result confirms the internationaldigration of information/digital literacy skills as vital

component of todayodéds world that needs to be addr
for Al Programmed (UNESCO, 2005), and ATowards
Prague Declaratig 2003).

The results of the st udshddinformaia/digtel litaragy conf i r med
training session is insufficient to make a significant difference and students who had more than

one session gained more and performed better on es=igs), the podest and achieved a higher
accumulative grade point average (AGPA).

Consequently, an introductory information literacy course has been described and principles
behind the preparation of the course have been explained.

IL/Digital Literacy Course

General Purpose

The main suggestion of the research result is to add IL/digital literacy course to AUST
undergraduate curriculum. An IL/digital literacy course and recourses is developed to include the
identified IL/digital literacy skills and concepthich are tailored to the research target population
Course Description

The course wil/l address helping AUST students ne
environment with the vital skills to create new knowledge, to develop critical thinking skills, and
to formulate decisions that will facilitate the transition to stainable future. Course activities

are based on ACRL Information literacy Competency Standards for Higher Education.
Challenges & Questions to Address:

The course is designed to address the following questions:

A What are the key skills of IL/digital litacy that AUST students need to develop in the
Information Age?

A What are the best methods to help them develop and deliver these IL/digital literacy
skills? Who? Where? How?

A What effect does the IL/digital literacy curriculum have on the performance titndes
of the participants?
Suggested Curriculum Model:

Students are expected to develop IL/digital literacy skills through a core course on IL/digital
literacy which provides a base of knowledge and skills. The information predaling and
help-seekng models will be used in planning curriculum course activities.

Expected Outcomes:
The proposed IL/digital literacy curriculum will produce the following benefits:
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Help AUST students become more critical users of the Internet, Libraries and Databases
andLearning management syste(oodle)

Engage AUST students in the critical use of the resodrased dearning environment,
so they will be able to:

Navigate through the vast quantity of information resources,
Discover a range of 'tools' to reinforce timurse content,
Move towards dearning for lifelong learning and education,
Become better prepared for college, work, life and success.

Recommendation/Implication for Implementations

The Results of this study confirmed that students are expected togafelonation literacy
skills through a core course on information literacy which provides a base of knowledge and
skills. The information researdiased, problemsolving and helgeeking models proved to be
effective in planning curriculum units and adirs.

Nevertheless, IL/digital literacy cannot be the formation of a particular course (Bundy, 2004);
progress in studentsd | earning of information |
learning activities in other courses. These activitiesd to be integrated into the content,

structure, and sequence of the discipbpecific curriculum.

Consequently, the results also support other investments in teacher professional growth,

curriculum, and evaluation. Teacher training and educatiomaaigehneed to be in harmony with

curriculum and assessment reform. In addition, the researchers are also hopeful that more
research and devel opment wil|l be done in the are
attained from this research studigmands a largecale collaborative project.
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Edi t or 6Fhis N auseful expansion of communication models of the twentieth century to incorporate
individualized learning, interactive multimedia, and social media.

l nstructional Communi cati or

Expandimmonommuni cati on Theory

Andrew A Nkom
Nigeria

Abstract

Personal experience in classroom teaching as welsaaneh in communication, had
revealed that the communication models, particularly the Kemp model, used to indicate
communication process in instruction, were inappropriate. Based on lapses as well as
positive attributes of such models and on key concegsiscbon systems approach to
instruction and having identified specialization as the best approach to training
professional teachers, a new communication malelnstructional Communication
Concept (TCC) model was developed.

Both the communication modahd the specialization approach formed the contents of an
Instructional Communication Programme (TCP) which was-tiedded in Instructional
Communication Workshops (TCWSs), covering the Nigerian education ladder. Findings
from reaction questionnaires segizly applied based on this ladder, confirmed the
efficacy of both the communication model for instruction and the specialization approach
to teacher education.

Based on these confirmations, the Professional Diploma in Education (PDE) programme
was develped with eight specialization areas. Both its professional and academic status
were confirmed by its approvals for national application, by the Nigerian teaching
regulatory body, Teachers Registration Council of Nigeria (TRCN) and Senate of
Ahmadu Bello Uiversity, Zaria respectively, in 2005.

The model, which proved its difference from mass communication models, provided the
theoretical framework for developing the PDE programme. The model has therefore,
given birth to a new type of communication such thatructional Communication has
gualified to be recognized as the fourth process type of communication. Process types of
communication now include; Intrapersonal Communication, Interpersonal
Communication, Mass Communication and Instructional Commuaicatthich is

specific to instruction. Its efficacy as a theoretical framework for training teachers has
been confirmed by the PDE programme.

Introduction

The formal link between communication in the use of the term as a process and
instruction, can be trad to World War 1l. The mass media having been used to support

the war effort, communications media technology came into classroom use, along with
nonteacher media specialists. Starting with the technical engineering model,
communication models were deopéd to try and explain the process involved in
communication. These were mass communication process models, but they set a standard
for developing communication models, with their visual illustrations of the process.
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Communication as a process

Communicaton is therefore, recognized as a process in the exchange or delivery of ideas
or of information. On that basis, Bittner (1989) has identified three types of
communication to include: intrapersonal communication; the exchange of information
between human ssory organs and the brain, interpersonal communication; the
interactive exchange of information between two or more persons and mass
communication; the impersonal exchange or delivery of information to mass of people
widely dispersed, at the same time.

Review of communication models
As earlier observed, the engineering communication model as shown below, set off the

effort leading to the three identified process models.
Engineering communication model
TRANSMITTER ———  SIGNAL —— > RECEIVER

Theengineering communication model showed the process of communication in its
technical form. A transmitter sends out information as a signal, which is received by a
radio or television set.

One of the earliest communication models developed in 1949, w&hammon
communication model (Anaeto, Onabajo and Osifeso: 2008)

Shannon communication model

Information R Transmitter Receiver Destination
Source g "
Message Signal Received Signal Message
Noise

The communication process in this model, starts with a message from an information
source. The message is then transmitted as a signal and is received by a receiver such as a
radio or telewsion set at its destination. Of significance to instruction in this model, is the
noise factor.

The SMCR communication model, developed by Merlo in 1960 (AECT:1977) based on
the Shannon model, separated source and message and replaced destination with a
receiver component.

SMCR communication model

Source Message Channel Receiver
S M C R
Communication Skills Content Seeing Communication Skills
Attitudes Components Hearing Attitudes
Knowledge Treatment Touching Knowledge
Social System Structure Smelling Social System
Culture Code Tasting Culture
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By this model, what is transmitted at source is what is received at the destination of the
message. Source reflects the different content areas which are received as sent while
message reflects how those contents are to be handledn@itance to instruction is

that, the model identified the use of all human senses as channels for communication.

The Schramm model developed in 1954, has encoder, interpreter and decoder on the one
side and the reverse on the other (Anaeto, Onabaj@sifeso: 2008).

Schramm communication model

Decoder
Interpreter
Encoder

Encoder
Interpreter
Decoder

Fessage e ———

Message links both sides, representing the sender and the receiver as in earlier models.
The model, in reversing the order at the receiver end, suggested an interface in the
communication process in interpersonal communication. Botls Hee represent fields

of experience which could be interpreted to refer to teacher and learner respectively. The
aspects of interface and fields of experience are of significance to instruction.

The early systems or black box concept model, develop&ihnyin 1961 (AECT:1977)
is more directly related to instruction.

Early systems or black box concept model

(| Mass Data Presentation N Lecture, Film, Television, Tape etc
Individual and Group Self — Instructional Devices, Teaching
Automated Teaching Machine, Viewers Listening Units etc

]

Human Interaction Teacher — Student Group

] Socio — Drama etc

~—tIndividual Study Study Periods, Library etc
Creative Periods _/ Painting, Composing

Problem — Solving etc.

The model restricted itself to presentation. Modes of instruction include: the lecture;
teacherstudent small group instruction or teaching; andissliruction or individual

study. SeHinstructional devices, teaching machines, viewers and listening units are
linked to study periods and library and with such activities as painting, composing and
problemsolving in the selinstruction mode. The lecture for mass data presentation for
largegroup instruction is supported by film, television, tapes and so on.

The Shannon communication model was modified in the Kemp (1975) communication
model to replace information source with more specific source of message, replace
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transmitter with messagmncoded and to balance this with decoded and also more
specific destination of message. The model is more specific about noise, as occurring at
the transmission channel and has added a feedback component.

Kemp communication model

Feedback
h 4
Source of Message| | Message Encoded Transmission Message Received| | Destination of
Channel "| and Decoded Message
Noise

This model is impersonal, one way in communicaioth delayed feedback and with
noise restricted to the transmission channel.

Technology in Instruction

Technology had come into the classroom as audiaal equipment when technology

was seen simply as equipment or gadgets. The work in communicaay ted to a
change in perspective with technology being seen as a process, especially because
instruction had already been identified as a science. Judd 1918 (in Brauner:1964) had
observed that pedagogy as the science of teaching, relied upon realllssigihces

whose facts had significance for education but from the point of view of education. This
led to the development of the systems or scientific approach to instruction such that
regardless of subject matter or age, instruction can be successflitated.

Instruction in our context

Instruction as a process of exchange of meaning between teacher and learner, is an
umbrella concept that covers the three main modes of instruction as already identified in
the early systems or black box concepghamunication model. The lecture for mass data
presentation in large groups, which originated from medieval universities, is still the
mode of instruction used in university education. Teaching, for small group instruction
which originated from GreeRoman éucation and which has become the generic name
for all those involved in instruction, is used at the lower levels of education where
teaching should be interactive. Seistruction or individual instruction for developing
skills and for interaction withleeady prepared materials, which originated from the
monitorial system of education in the 18th Century (Novak:1977), is used in learning
situations, where the individual learns by himself/herself at her/his own pace.

Inter-relatedness in instructiontise link of four aspects, which also dictate modes of
instruction and the related support media, as shown b&lwsvlines linking objectives in
domains and contact or group size, show the longest distances as being between cognitive
and psychomotor domanmeaning that teaching should be carried out such that

cognitive material should not be taught in individual settings in the sense that the lecture
cannot be used to teach skills or that skills cannot be taught in large groups.
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Objectives Cognitive Affective Psychomotor
Knowledge Attitudes Performance
Information Feelings skill
Groups Large Small Individual
Extra_large Medium
Modes Lecture Teaching Individual
General, Theoretical, Intimate, Interaction, Self-Paced
Prescriptive, Fast-paced, Dynamic, Individual Modular
Impersonal Attention
Media Media Intensive Media Optional Media Intensive

Electronic Sometimes Print, Electronic
Mediated Equipment
Nkom 2000

This interrelatedness the instructionasettingindicates the choices that are available to
the teacher. The perception of technology as a process and of instruction as a science
gave birth to the systematic approach of instructional technology

Systematic approach of instructional technology

The model has specified four components.

A. GOALS B. CONDITIONS
1. Objectives and 2. Learning Experiences
Content 3. Teaching — learning Modes

Under what conditions will students
seek to achieve goals?

What goals are to be achieved?

QENTS

4. Personnel
5. Equipment and materials
6. Physical Facilities

7. Evaluation and
Improvement

What resources are required for
necessary learning experience?

How well are goals achieved and
what needs to be changed?

D. OUTCOMES C. RESOURCES

Brown, Lewis and Harcleroad (1977)
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The model is a planning guide for instruction in the systematic or scientific approach such that
when properly carried out, instruction would be successful. In the fact that this systematic or
scientific approach covers all subjects, this is why the tastnuctional technology is often used
interchangeably with general methods, as separate from subject methods.

Key Concepts in Instruction

The discussed communication models such as the Kemp model, as mass communication models,
are unsuited to providing étrequired theoretical framework for training teachers because they
omitted key instructional concepts and practices. There was thus a need to develop a suitable
process communication model that would cover the whole process of instruction, based on key
instructional concepts. Literature has for instance, identified two vital concepts in instruction;
perception and interaction. Emphasis is placed on perception because classroom communication
is between two human minds; that of the teacher and that of ed@very learner in the

classroom. Sotto (1994) in confirmation, has observed that classroom communication involves an
interface between schema or mental pictures; those of teacher and of each learner in the
classroom.

The interactional nature of classrocemmunication has been captured by Eble (1976) who has
observed that the centre of all teaching and learning is the interaction between teacher and

l earner . In its generic context, Curzon (1990: 11
process in Wich meaning is simulated through the sending and receiving of verbal and non
ver bal messages. 0 These concepts are basic ingre

Development of Communication Model

Research carried out and experience over the cenpuddaced a considerable amount of

literature which, provided guidance for the development of a suitable communication model to
also serve as theoretical framework for instruction, specifically for training teachers. As a starting
point, Peters (1977) havgerved, in recognition of the role of theory, that no teacher, even the
most practically minded one, approaches his task without theory. However, according to him, the
only real question is whether the assumptions upon which his practice is basedrdreatled

or muddleheaded based on evidence or on prejudice. In other words, practice in teaching must
have a theoretical base which in turn, must be based on something tangible or evident; theory and
practice are thereby mutually related.

Teacher educatig according to the Jesuits in the 16th Century AD (Curtis and Boultwood:
1965), should be anchored on the assumptions or principles that, to achieve thoroughness of
learning, care must be taken in the preparation of the teacher and by methods actiagdemp
in the classroom. Jesuit colleges proved the efficacy of this approach.

Contributions such as those by Kemp (1975), Novak (1977), Peters (1977), Bittner (1989),

Curzon (1990) and Sotto (1994) among others, assisted in this process. Sotto (19€éylident

interface as a component of this type of communication in the interaction necessary for learning

to occur. He also identified perception as another component which personalized the

communication process. Curzon (1990:109) provided emphasis fanténiadtion when he

described this type of communication as fAthe exc
without which there can be no effective teachi ng

The SMCR communication model had identified all the human senses as colléctors o
information. The Schramm communication model had recognized and demarcated the fields of
experience of teacher and learner and the Shannon and Kemp communication models had
identified the noise factor in the communication process. Along with all thesgbeions, the
systems or scientific approach had identified the components of that system. These were the
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contributions that combined to form the new communication model because they in turn form the
essential principles and practices in classroomuogtn.

Identified as the Instructional Communication Concept (TCC) communication model, in
recognition of its classroom relevance and of the fact that the communication process is distinct
and different from that in mass communication, the model is maaé five components

including; communication flow, communication approach, communication model, the noise
factor and the span of control. TCC has included the implementation component which the
systems approach had omitted.

Components of TCC
The componets of TCC communicatiomodelare discussed below.

Communication flow

The communication flow component provides an exiew of this communication process which

starts from the teacheroés perception and ends wi
communication is between two minds; that of the teacher and that of each and every learner in

his/her classroom.

As is evident, the process covers instructional design, implementation and outcomes or
evaluation as should be expected. All components bjectives to outcomes, if

properly carried out, should result in effective communication, which then activates the
learning process.

Communication flow

Objectives
Content
Perception » Resources +—»| Effective » Perception
Implementation Communication
Outcomes
Starting from teacherdds perception, objectiyv

the systems ascientific approach. In determining how well all other components operate,
objectives are used in this presentation to also include the other components. When this
process is properly carried out, this gives assurance of effective communication leading
to perception in the learner, thereby activating the necessary learning processes which
every normal child has.

Communication approach

The communication approach component has sixcsatponents, including perception

on the part of the teacher which setstbé process. Composed of nineteen items, these
serve to provide more detail on the systems or scientific approach. Having included the
implementation component, the approach provides details to serve as guidance to the
teacher as to expectations for eaab.component. These expectations also serve to alert
the teacher on factors that could constitute or be sources of noise.

The fourth item in objectives; that of usefildjectiveshas often been ignored. Objectives
are useful, especially on the sideloé teacher, when they specify not only performance
expected but also the condition in which it will be carried out, as well as the criterion or
level of perfection required, which can be in terms of accuracy, speed, precision and so
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on. Objectives providmore focused guidance for the learner and thereby assist the
teacher in the evaluation process. The aspect of criterion is particularly important in skill
learning in the psychomotor domain, when the teacher at training, should demand much
higher standa] so as to get learners perform as expected in normal circumstances.

The following diagram expresses the communication process as an approach, where all
sub-components act as collective contributors, to attain effective communication.

Communication approach

Perception
1. Experience

Qutcomes oo
1. Measurement 2 Tralnlng
2. Evaluatio

= 3. Curriculum

EFFECTIVR

Perception

Implementation
1. Introduction

2. Body

3. Conclusion

4, Personality

Objective

1.  Cognitive
Affective
Psychomotor

2
3.
4. Useful objective

Communication

content

Conditions
1. Learning Experience
2. TeachinglLeamign Modes

T ll}lIlIES o

Resources
1. Physical Facilities
2. Equipment/Materials
3. Personnel

It is to be noted for instance in the communication approach, that the Resources sub
component in view of developments already discussed, involves much more than
equipment, since it is made up of physical facilities, equipment and materials and
persmnel.

Communication model

The communication model component shows as is to be exptdweadtual process of

this communication covering instructional design, implementation and evaluation. The

distinct pattern of classroom communication as is evja&vers unigue communication

aspects as reflected in the model, including for instance, experience, which Peters
(1977:12) has described as Al earningés chief

The model shows relationships in the process and efipeb@maspects of experience,
interaction or interface and interference or noise as this affects the process.
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Communication model

Interface
v v
Perception—»objectives —»Implementation——» Experience —»  Perception
Channel

Noise Factor

Novak (1977) has also shown that the most important single thettnfluences
learning is what the learner already kndiu®ughexperience. Sotto (1994) has,
similarly, observed that the human brain processes information on the basis of
information already available to it.

A second aspect is that of interface showing that congation can originate from both
teacher and learner, thus making it tway. The teacher provides information to which

the learner can respond by comment or question in the attempt, as Sotto (ibid) has shown,
to compare or align mental pictures.

The thirdaspect is the noise factor or interference, which is shown to be capable of
occurring at each and every one of the steps in the communication process. In this case,
objectives also, as already shown, cover all the other components which they activate,
indicating that noise could occur in objectives as well as in content, resources,
implementation and outcomes.

Noise factor

In the fact that the noise factor and span of control components are part of the
communication process as shown in the communicatiotel, the communication
model has been used to highlight them.

The noise factor component elaborates and provides examples of what could constitute
noise in the communication process and the diagram provides details as contained in the
communication model

Interface
v v
Perception—»objectives —»Implementation————» Experience —» Perception
Channel
4 4 4 4 4
Experience  Cognitive Content Sight Senses
Training Affective Resources Hearing Maturation
Curriculum  Psychomotor Language Touch Environment
Useful objective Pace Taste

Personality Smell

Noise would act to prevent the attainment of the appropriate perception by the learner. As
an example, from the teacher, perception depends on; prior general experience including
basic education, quality of professional training and the specific asipbet curriculum
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to be taught. Noise could occur in each one of these that would affect the quality of
teacher perception. In particular, noise could result from challenges in the sense organs of
learners, as receptors of information.

Span of control

Thespan of control component emphasizes the facilitating role of the teacher in her/his
ability to control those processes involved in instruction. Bigge (1976) has observed that
because a teacher is the manager of instruction, it is her/his job to [igm, delect and
supervise the arrangement of these external events, with the aim of activating the
necessary learning processes.

Curzon (1990:18) has also observed in terms of this facilitating role, that teaching is the
system of activities intended iieduce learning, comprising the deliberate control of

those processes in which learning does occur. Teaching therefore, involves taking charge
of the already identified set of events that affect learners in such a way that learning is
facilitated.

Span ofcontrol is indication of the facilitating role of the teacher in managing the
substance of instruction as advanced in the components of the systems approach as
shown in the communication flow component and as edgzhim the communication
approach compome. The role of the teacher as a facilitator is crucial to learning since it
makes teaching learneentred. The diagram expresses the process of control to confirm
the role of the teacher as a facilitator.

Span of control
Span of control

L J

Transmission

e A

¢

Perception —» Objectives » Experieice —p Perception

I I

! Channel !

i i

i 4 4 %

Noise factor

The span of control startsfrome ac her 6 s perception. A good kn
is necessary for the appropriate perception in terms of the specific curriculum content to
be taught. Similarly, a teacher has some con

them, through gevious knowledge or entry behaviour for any new material to be taught.
As already shown, span of control covers all components as activated by objectives
including the choice of sensory channels as related to the kind of information involved. If
it is important, for instance, for learners to distinguish texture, taste or smell, a teacher
should provide them the means for doing so.

Field-test of TCC

It was necessary to test the efficacy of this new communication theoretical framework
with teachers. An Ingfictional Communication Programme (TCP), was therefore,
developed and applied separately in Instructional Communication Workshops (TCWs)

January 2012 58 Vol. 9. No. 1.



International Journal of Instructional Technology and Distance Learning

whose key concept was effective communication, with relevant content covering
primary/preprimary, secondary and techaithigher education, in line with the division
of instruction into these age groupings in the Nigerian system of education.

Reaction questionnaires were also separately applied to evaluate the core course units
both individually and collectively includingspeciallythe InstructionaCommunication
course unit, which presented the Instructional Communication Concept (TCC)
communication model. Evaluation was concerned to discover level of acceptance of the
core course units in terms of; usefulness, relexaeitectiveness, quality and potential,
using a 4level scale. Since there were only two groupings of possible outcomes;
acceptance or rejection, responses were analyzed on that basis, using frequency
distribution and calculated in percentages. Mean sagege calculated across the groups
based on the course units they had in common. Ten (10) evaluative statements were
provided, which respondents were required to select truthfully as they applied to the
TCWs.

Findings from field-test

Findings showed a na@ score of 83.0 percent in the evaluation of course units
individually and also 83.0 percent in evaluating them collectively for primary/pre
primary education based on usefulness, relevance, effectiveness, quality and potential.
For secondary educationgan scores were 75.4 and 76.3 percent respectively, while for
technical/higher education, mean scores were 93.4 and 76.3 percent respectively. The
Instructional Communication course unit had a mean score of 95.0 percent across all
groups. The mean scordsosved levels of acceptance.

The 95.0 percent score in the course unit which presented the communication theoretical
framework, was indication of overwhelming acceptance and was therefore indicative of
its efficacy for the training of teachers across thedlage groupings of the Nigerian

system of education. That all mean scores were above 75 percent in the core course unit
evaluations was indicative of high acceptance of the core course units as applied
separately across the three age groupings and madfithe efficacy of the specialization
approach to teacher education.

The evaluative statements also in mean scores across the three groups, which further
confirmed the efficacy of both the theoretical framework and the specialization approach,
showed thathe TCWs were very informative (88.1%), were to be highly recommended
(84.1%), were highly useful (81.1%) and were very motivating (72.3%). Additionally, the
TCWs constituted an eyapener (60.7%). These statements confirmed acceptance
accorded the TCWacross the three groups, to the effect that the TCWs were very
informative, were to be highly recommended for training teachers, had highly useful
content and were very motivating.

These comments and the fact that contents of the TCWs constituted @reage for

over 60 percent of the respondents the majority of whom were trained teachers,
confirmed the absence of these essential contents in the programmes with which the
respondents had been trained. The implication for all teachers that had beerirtrdiaed
same manner as thespondents obvious.
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Development of Professional Diploma in Education (PDE)

The core course units based on the groups, formeatuttieus fordeveloping the
Professional Diploma in Education (PDE) programme. Starting with the groupings of the
field-test, these core course units were then replicated to create eight areas of
specialization, with a rraining component in view of the implicatimoted, to cover the
Nigerian system of education. Areas of specialization include; early childhood, primary,
secondary, technical, nursing, nomadic, adult andfaonal and university education.

The Professional Diploma in Education (PDE) programmeapasoved by both the
Nigerian teaching regulatory body, Teachers Registration Council of Nigeria (TRCN)
and by Senate of Ahmadu Bello University, Zaria in 2005 indicating its professional and
academic acceptance. Teacher education institutions to impl&Déninclude; colleges

of education, schools of education and similar units in polytechnics and institutes and
faculties of education

New type of communication.

The acceptance of the Instructional Communication Concept (TCC) communication
model in the fial-tests and especially its practical application in developing the PDE
programme, has global applications as a type of communication. Bittner (1989) has
shown the characteristics that distinguish mass communication, including; that it is
limited to only tre two sensory channels of sight and sound, is impersonal, is without
interaction and with delayed feedback. In addition, noise is restricted to the transmission
channel which again uses only these two sensory channels. These are characteristics
which the mw model removed, with suitable concepts injected, thereby creating a model
that is different from mass communication models.

The Instructional Communication Concept (TCC) communication model, which has
graphically explained instructional communicatienaaprocess, has shown it to be
distinct from mass communication. This type of communication, which specifically
applies to teacher education, has global applications in the fact that the tdaahimp
activity in facilitating learning, is the same. Aglistinct type of communication, types of
communication therefore, now include; intrapersonal communication, interpersonal
communication, mass communication and instructional communication.

Conclusion

The development of instructional communication agwa type of communication, has
confirmed the difference between communication in mass media and instruction. As
already shown, communication theories exemplified by the models developed from the
1940s, were inappropriately used as the theoretical comatiomdramework for

instruction. A major consequence became the undue emphasis placed on technology or
gadgets in instruction, which has had the effect of holding instruction captive to
developments in technology.

The major beneficiary of the new commuations technology in formal education, is the
self or individual instruction mode offered in Open and Distance Learning (ODL), rather
than regular classroom instruction. Indeed, self or individual instruction has gained
prominence, as is also evident ie gthenomenal growth of the open university system
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and in individual use of mass media. The grip of technology in regular classroom
instruction has been loosened by the systems approach to instruction where even more
important resources required includendocive physical environments and weedined
support personnel. However, with the new technologies, the mass media have acquired
new prominence in providing instruction througtearning.
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Edi t or 6Bhis N antexeriment to determine the effectiveness of a computer program to teach
scientific concepts to classroom teachers.

The Effectiveness of wusing Educa
for Teaclkti ndgenthe of Cl ass Teache
Scientific Concepts ina€Chemistr

Uni versity of Jordan

Adnan Salem AL-Doulat
Jordan

Abstract

This study aimed at investigating tafectiveness in using the Educational Programming for
teaching the students of ClassmTeachers somgcientificconcepts in Chemistry and Physics

at University of Jordan. The study sample consisted of (57) female students who were distributed
randomly nto two groups; one ixperimental and the otherdsntrol. The experimental group

was taught on using the educational program whiledmérolgroup was taught on using the

normal method.

In order to achieve the study goals, a readymade relevanttiedat@rogram was used. It

included scientific concepts in the curricula of the classroom teacher specialization. Moreover, a
test for cognitive achievement was developed. After collecting and analyzing data, the study
showedsome statistical differencésthe experimental group in the cognitive achievement test.

Keywords: educational programming, scientific concepts, cognitive achievement, and students of
classoomteachers.

Introduction

The last decade of the twentieth century and the first few pé#ing twenty first century has
witnessed a tremendous advancement in technology in general and in telecommunication and IT
in particular. This advancement is still growing rapidly and producing many knowledge building
mechanisms as well as more recenhh@togical means. Thus, the world has developed very fast,
whereas all the strategies and tools have increased in order to improve the students' participation
in the educational activities within variant educational environments (Hutinger et al, 1996).

Whereas, the rapid development in telecommunication and IT and their applications has provided
new opportunities and a new trend towards "information highway" as well as economic, social
and educational effects related to it. Timapid change can also leamgreat changes in aspects

of control, creativity, cooperation, participation and knowledigean also lead to wider

participation and application on international, regional and national levels at international
organizations and institutions (Mohammauti athers, 2004).

In order to benefit from technological advancements in education, UNESCO held a conference in

1996 entitled "the new technological and educational policiéss. discussed many topics such

as |l earnersd®6 new r ade andousidedhe mgtitutions m additiootothee ar n i ns
current applications of the new technologies and training during or before service in addition to

the teachersdé new rol es.

It is noticed that technology has provided education with several recent methmds,inication
systems, information transference, video and visual systems, and multimedia syisiemevail
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great opportunity for teachers and students to achieve a tangible professional advancement in the
educational field.

Within these huge and aceehting developments in technological matrix, it is worth identifying

its role with the selected people to teach the elementary classes (first, second and third classes).
Thus, to what exterttanthis accelerated technology respond to the needs of thegke e the
educational process?

Technology succeeded in opening the door for this categahpsewho would become

producers for technology generations in the coming days. If you used these tools correctly and
provided their services, then these indivals will be developed in presenting knowledge and
their selfconfidence will be enhanced (Skylar, 2006).

The omputer is considered one of the most prominent current technological revolution
achievements. This technology was invested in different vitasis used in developing many of
educational and scientific aspects as well as in facilitating many of their tasks especially in
educational curricula and units. This harmonizes with changes was witnessed by the scientific
community due to the era of taailogy and communication revolutievhich requires

development in educational institutions' programs in order to keep up with these changes.
Therefore, many has requested reconsidering the educational process content, goals, and methods
to avail studentsi benefiting from the technical means and tools in scholastic achievement as

well as to acquire knowledge, concepts, and tasks that correspond to thisvagd we live

(Roddy, 2004).

Study problem

Education is affected by the astounding acceler@i@ommunication and information
technology, which requires reconsidering scientific concepts teaching methods at universities and
schools.

Development in both the technological and educational fields led to the increase of interest in
presenting the pgyams that suit students' capabilities through using supportive technology in

their learning. This technology is represented by the computerized educational programs whereas
scientific concepts especially the abstract science need tangible figuresttretgtlpdents in
representing the concepts. Therefore, they can form conceptual knowledge to help them
understand these concepts, form cognitive structure for application, and benefit from them in
solving daily problems. Accordingly, this study was an aptetm go along with recent trends in
teaching sciences that make students' learning meaningful.

The study problem lies in the attempt of revealing the affects of using educational programs to
teach some scientific concepts in Chemistry and Physics ragardgnitive achievement as well
as teaching abstract concepts for classroom teacher students.

Study guestion:

1. Is there any effectiveness in the methods of teaching by using computerized educational
program on cognitive achievement of classroom teastioelents?

Importance of the study:
The importance of this study is derived from the following:

- Using a program that facilitates the learning process as soon as possible for classroom
teacher students. This process is represented by using supfemtinelogical tools.
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- Helping classroom teacher students in using the educational programs that depend on
supportive technological tools and treating conceptual errors in less time and effort.

Previous studies

There are many local, Arabic, and globaldies in this field. The following is a presentation of
some of these relevant studies.

The study oUnal, Okur & Kapucu (2010) titled "the effect of animation technique on the
learning of properties of electromagnetic waves forgamice science tehers". This study

has been carried out with experimental and control groups consisted of 70 students in total.
34 students were randomly assigned to experimental group and control group respectively.
Significant difference has been found between the axpeeatial group and control group
(?<0.05).

Furthermore, Bozkurta and Ilik2010) performed a study entitled "The effect of computer
simulations over students' beliefs on physics and physics success". The purpose of this study
is to measure the impact of teachthgtis carried out with interactive computer simulations

on studaets' beliefs about physics and achievement of physics. The result was seen that the
courses with interactive simulations have appositive effect on students' beliefs about physics
and physics achievement.

The study of Al Bashayrah & AlFutainat (2009) titd "The Effect of Using a Computerized
Educational Program in Performing Chemical Experiments on the Scholastic Achievement of
Nine Graders in Chemistry and Geology". This study aimed at investigating a computerized
educational program in performing chealiexperiments compared to traditional program.

The study sample consisted of 116 students; the results showed statistical differences in
students' scholastic achievements due to the method of teaching (a=0.05) (using computers in
performing chemical expinents). It was in favor of the experimental group.

Al- Mutairy (2009) performed a study entitled "the Effectiveness of Using an Educational
Program on 12th Graders in Mathematics". The study sample consisted of 60 students divided
into two equal groupm terms of number, age, and scholastic achievement. The researcher
realized that there are statistical differences between students' achieveanaotdnd

experimental groups) on the post achievement test. The result was in the favor of
experimental grup and this was due to the experimental treatment (teaching by using
educational programming).

Furthermore, Al Huzaify (2008) performed a study entitled "the Effect of Usingdarning
on the Level of Scholastic Achievement, Mental Abilities, and Teog&wards science of
medium stage students". The researcher used the esgmerimental method and found
statistical difference between the average of experimentalaritbl students' marks
regarding the post application of the achievement test. Tddsisnthat using-kearning is far
more effective in enhancing the achievementllévan the traditional method.

The study of (2005) entitled "the Effect of Science, Technology, Society and Environment
curve (STSE) on Eighth Graders' Science culture amdirtowards learning them" aimed at
investigating the effect of STSE curve on Eighth graders' scientific culture and trends towards
learning science in Jordan. The researcher found out statistical differences at the significant
level (a= 0.05) of marks ra@as of applying scientific knowledge in making daily decisions as
well as understanding science nature by eighth graders who learned according to STSE
(experimental group) and students who learned according to the traditional neethivdl (

group). The rsults were in the favasf the experimental group.
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Method and Procedures

Research methodology: the researcher used the semi experimental methodologygfor bei
appropriate for this study.

Study sample

The study was performed on students who are registessientific concepts and methods of
teaching material at the University of Jordan for the second semester 2010/2011. They amounted
to 57 female students whereas study sample randomly consistetiaiand experimental

groups; 27 female students inpeximental group and 30 female studentsdntrolgroup.

Study tools
First: the computerized educational program

- In order to achieve the goals of this study, a computerized educational program to teach some
chemical and physical concepts and methaideaching them in the course of scientific
concepts for classroom teacher specialization and computerized educational program (Falcon,
Version, 2012). It is a program designed to teach such concepts through a presentation of
experiments using the Dath@&v and includes a number of questions at the end of each
experiment regarding concepts to be taught. After that, the students can get the right concepts
through new relevant experiments by the program.

- This program was presented to a number of atbisdo ensure its appropriateness in
teaching the investigated concepts. It was accredited without any modification according to
the arbitrators' comments. This educational program sought to make the students acquire
cognitive information and skills reked to the use of laboratory tools relevant to the teaching
of assigned scientific concepts. It also sought the identification of the new science and
classroom teachers' roles during the program application. The computerized program was
applied on the expinental group while theontrolgroup was taught using the traditional
method for 4 weeks.

Second: cognitive achievement test

- Atest was prepared to measure the achievement of classroom teacher students in the assigned
educational material. For the salKeeasuring the test validity, it was presented to a group of
arbitrators and experts in science teaching methods and curricula. After viewing their
opinions, the necessary modifications were made. Afterwards, a surveying experiment of
cognitive test was piormed on a group of classroom teacher students to identify the test
period as well as its statistical analysis in order to calculate difficulty, significance, and
reliability coefficients.

Psychometric characteristics of cognitive achievement test paragraphs

In order to verify psychometric characteristics of the test paragraphs, it was applied on a
surveying sample consisted of fourteen students and then difficulty and significance coefficients
were calculated in the test's prototype which consiste@ phfagraphs. Paragraphs in which
difficulty coefficient amounted to 0.20.8 and significance coefficient to more than 0.20 were
kept. 26 paragraphs achieved this criterion forming the final edition of the test used in this study;
the significance coeffient means amounted to 0.41 while that of the difficulty coefficient
amounted to 0.61. The talidelowshows difficulty and significance confidents of the test
paragraphs.

Study terms

Supportive technology: the tools or programs that work to enhancedears 6 per f or manc e
(classroom teacher students).
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Cognitive achievement: knowledge (facts, concepts, laws, principles, and theories) that are learnt
by classroom teacher students from scientific concepts curricula and the methods of teaching
them. It is meaged by the mark of the learner gets in the achievement test prepared by the
researcher.

Traditional method of teaching: several procedures done by the faculty member to explain
scientific knowledge contents in the course of scientific concepts and raethtaéching them.
He/she uses the assigned curriculum and the traditional tools.

Classroom teacher: each individual who studies this specialization and is registered in scientific
concepts and methods of teaching them course.

Table 1
Difficulty and significance coefficients of the test paragraphs

Paragraph Significance Difficulty Paragraph Significance Difficulty
no. coefficient coefficient no. coefficient coefficient
0.21 0.47 26 0.27 0.73
2 -0.44 0.27 27 0.36 0.83
3 0.11 0.87 28 0.63 0.83
4 0.24 0.60 29 0.58 0.70
5 0.56 0.63 30 0.43 0.93
6 0.21 0.87 31 0.15 0.013
7 -0.13 0.87 32 0.49 0.57
8 0.28 0.93 33 0.31 0.80
9 0.16 0.43 34 0.12 0.57
10 0.32 0.57 35 0.05 0.13
11 0.43 0.20 36 0.34 0.63
12 -0.14 0.63 37 0.43 0.47
13 0.34 0.80 38 0.57 0.67
14 0.31 0.87 39 0.42 0.67
15 0.26 0.73 40 0.53 0.67
16 -0.21 0.13 41 0.36 0.50
17 -0.21 0.10 42 0.19 0.17
18 0.29 0.43 43 0.43 0.60
19 0.36 0.73 44 0.61 0.63
20 0.27 0.63 45 0.46 0.57
21 0.12 0.23 46 0.57 0.57
22 0.38 0.93 47 0.55 0.67
23 0.31 0.90 48 0.54 0.67
24 0.09 0.30 49 0.02 0.20
25 -0.25 0.27 50 0.06 0.37
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Study limitations
The results of this study can be generalized in the light of the following limitations:

- The study was only about physical and chemical concepts assigned in scientific concepts and
methods of teaching them course.

-The application of the study was only confined
specialization who are registered in scigmtoncepts and methods of teaching them course
in the second semester 2010/2011.

-The
Jordan.
Reliability
Reliability coefficients of internal consistend@¢ onbachés al pha) of the
0.83. It is considered high for this type of tests and acceptable for study purposes.

sampl e was intentionally selected from fcl

test

Study implementation procedures

- Educational programming was selected for being available in the Dry Lap of the edalcation
sciences faculty at the University of Jordan.

- The study was performed after the first half of the second semester 2010/2011. It took 4
weeks to teach the assigned scientific subject; 3 lectures a week and each lecture took 50
minutes. The experimentgtoup was taught using the computerized educational
programming while theontrolgroup was taught in the traditional method (explaining and
using traditional tools) with the same numbers of lectures and by the same researcher.

- The computerized educatial program was applied on experimental group students; they
watched the assigned scientific concepts through the data show inside the dry lap. Students
were discussing these concepts and relevant comparisons.

- After finishing the teaching process, ajodive achievement test was applied on the students
of both, experimental arzbntrolgroups.

- After applying the study tools, data was collected and statistically analyzed in order to answer
the study question and reach results.

Results

Jointanalyjs s results were extracted to examine the di

controland experimental groups. Taldashows that.
Table 2

Joint variation analysis for examining stud
in control and experimental groups

Variation Total Freedom Squares F value Significance

source squares degrees mean level
Pre 2749 1 2749 24,50 0,00
Group 64,2 1 64,2 5,72 0,02
Error 606,2 54 11,2
Total 926,1 56
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Results inTable 2 showed a statistical difference at less than 0.05 in the achievement degrees
betweercontroland experimental groups; F value amounted to 5.72. Post meBaisl&3

showed that this difference was in the favor of experimental group studentgottainean
amounted to 19.47 whileontrolgr oup studentsdé amounted to 17. 33.

experimental groupdés members have i mproved by (2
Table 3
Post means for studentsé marks according t
Group Mean Standard error
Control 17.33 0.63
Experimental 1947 0.61

Results Discussion

Results that are related to the study question showed thi@idh?2 statistical differences at the
significance level of 0.05 between pre and post measures of experimental group members. This
difference is attributed to the educational program and in the favor of the post test.

The researcher attributed this developterthe computerized program which was applied on

the sample. It helped enhancing the achievement of the experimental group students. This

corresponds to the study (MBashayre and AlFutainat 2009; AlMutairy 2009; and Anel,

Awker, and cabico 2010) aht a relationship between using computerized educational system

and the enhancement in studentsdé achievements. T
means of both groups in the favor of the experimental group; the post mean of experimental

group amouted to 19.47 while it amounted to 17.33 for doatrolgroup.

This result reinforces the researcherds expl an
program increased studentsd interaction with t
scientfic experiments shown in the class. This facilitated the understanding of scientific concepts

and therefore it affected the cognitive achievement of experimental group students.

Recommendations
The study recommended:

1. Using computers in teaching scidiaticoncepts for classroom teacher students in all
science courses in order to deepen their understanding through relevant comparisons and
experiments.

2. Increasing the classroom teaclsaudents understanding for scientific concepts through
increasing theipractices for the directive relation between understanding and cognitive
achievement.
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Edi t or 6Blending keaning combines relevant aspects of face-to-face instruction and e-Learning to
achieve educational objectives. It is accepted favorably by teachers and students as a way to improve
teaching and learning.

FacubttayAtft i t udes towards using

i n Ar chiDReesdtGmmunakiens Bahr ain
Saad Fawzi Al-Nuaimi and Elsayed Abd-elMawla Aboukhatwa

Egypt
Abstract

ArchitecturalDesign isa core course in the study pléor the architecture degree. The aintlué
study isto determire faculty attitudes towards using blended learning in architectural design
coursesncludingthe useof drawings and presentation programs instrumentgcalg was
designed to evaluafaculty attitudesand34 concepts. This scale wiagplemened toa sampleof
21 facultymembersn architecture departmerttsatteach architectural desigm different
universities in Bahrain. The results show positive attitdidegaculty toward using blended
learning in teaching architectural design cour§éemean rate was 77.5% and the ressittigw
that 80.96 of the samplaiseAuto CAD and Photo ShofResults confirm naignificant
differencein the scaldetween the male and fem&eulty members

Keywords: attitudes blendedlearning architectural, design courses

Introduction

Teaching architectural desigiowadayslepend on technology such as computer programs to
designa project easily and quickly-Learning can solve some of the course problémtsome
aspects of theubjectrequirephysical contadbetween students and the instructorgmject
designandcriticism; Thereforeblended learning is one of the learning ways for this course.

Blendeal learning appears to offer a great deal when tesedhane teacher education
programmesilt can bring together students from all locations and a range of backgrounds and can
provide a mediaich, collaborative, personalized and interactive learning environment. Its
affordances remain possibilities until given substance within the confireepasticular
programmgSimpson& Anderson,2009)
Study Objectives
The following objectives were developed in order to accomplish this study:
1. To determine which technology used by the faculty staff

A Electronic mail, Chat rooms
Searching the Internet
Architectural prog ams ( Aut o cad, 3Ds max éetc)
Materials design, Web page design
Typing and maintaining lesson plans
Office work: student records
Assigning and checkingeports (e.g., word, excel)

> > > > > > >

Homework via email
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2. To determine the using of any drawing piangs and Architectural used programs fsuc
us: Auto cad, 3Ds max éetc)

3. To determine the teachers attitudes toward the used Blended Learning in Architectural
design courses.

4. To determine the relationship between Male and Female attitude toward used Blended
Learning in Architectural design courses.

5. To determine faculty staff need for blended learning concept.

Framework

Blended learning means using morartione tool to reach learning goals, which blend traditional
learning and the tools oflearning.

The tem blended learning is used to describe a solution that combines several different delivery
methods, such as collaboration software, Wabed courses, EPSS, and knowledge management
practices (Valiathan, 2002)

Blended learning is the most logical and natewolution of our learning agenda. It suggests an
elegant solution to the challenges of tailoring learning and development to the needs of
individuals. It represents an opportunity to integrate the innovative and technological advances
offered by onlindearning with the interaction and participation offered in the best of traditional
learning. It can be supported and enhanced by using the wisdom atwdasreecontact of

personal coacheSliorne, 2003, |2)

Some studies define blended learning prograsnsisesof various evenbased activities,
including faceto-face classrooms, livelearning, and sefpaced learning. This often is a mix of
traditional instructotted training; synchronous online conferencing or training, asynchronous
selfpaced studyand structured othe-job training from an experienced worker or mentor
(Thorne, 2003).

Blended Learning Models
There are three models of the blended learning (ValiaG0R):

A Skill-driven learning, which combines s@iiced learning with instructor or
facilitator support to develop specific knowledge and skills

A Attitude-driven learning, which mixes various events and delivery media to develop
specific behaviors

A Competencydriven learning, which blends performance support tools with
knowledge managemergsources and mentoring to develop workplace
competencies.

Among the previous models the current study is interested in the second model, which explain the
technology used in thEablel.
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Table 1
Attitude-Driven Blended Learning Plan
Technology-based Non-technology based
techniques techniques

Announcement LMS or email push flyer, email, or phone
Overview session email , Webinar traditional classroom and studios
Self-paced learning Web-based tutorial ,e-books articles, magazines, books,

simulations workbooks with decision tables
Query resolution email ,instant messenger face-to-face meeting with expert
Assessment simulations print test
Collaborative session Webinar ,chat role-playing with peers
Practice simulations role-playing with peers
Feedback and closing Email, Webinar traditional classroom

session

The architectural design courses are the most important practical courses in the department of
architecture and architectural engineering, and i€areuse this type of learning in these courses,
that means we solve the most important node in the using of this type of learning in such courses
and departments.

Types of blended learning levels

There are many types of blended learning levels whichfstantthe simplest level to the best
one; these levels can be shown as (Singh, ,2003):

1. Blending Offline and online Learning:
2. Blending SelfPaced and Live, Collaborative Learning:
3. Blending Structured and Unstructured Learning:
4. Blending Custom Content withfOthe-Shelf Content
5. Blending Learning, Practice, and Performance Support
Using of the blended learning is not depend one of the previous levels; it can mix between more

than one | evel; that wil.l be dependetiic on the cour !
approach and the learning environments.
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Dimensions of Blended Learning Environments

There are seven dimensions of blended learning environments found across the dikecases:
teacher, online, fae®-face and selftudy dimensionghe resourcebased learning dimension,
the institutional support dimension and the organizational context dimg@ivar, 2002

,p.249

Latchem and Jung (2010) explain the benefits that can be reached by blended learning according
to the learning purpose, as showTable2.

Table 2
Purposes and benefits of various blended learning approaches:
Purposes Benefits
Providing multimedia Students use the computer software wherever and whatever. They
content and learning submit further requirementiformation and links Students develop
resources their skills and understandings in uses of ICT
Providing asynchronous ol Tutors and students alike can debate issues and share ideas, draw
Synchronous online their own experience, viewpoints and readings Students with each
interaction and their tutors

Providing opportunities for Students can develop undarstings, gain confidence and form bond:

faceto-face teaching and with their classmates and tutors Students can better identify with th

interaction providing institution or ormgpar
learning activities

Providing tutoring and Support can beneon one or growocused Students feel encouragec
mentoring and supported in their learning Students are shown that their teach
are interested in them and ready to help them in their learning

Assessing student progres Combining these ffierent modalities achieves efficiency and

and learning outcomes effectiveness in delivering and receiving student assignments and
tracking and assessing pattern
attitudes Students receive timely Feedback -128

Khine and Lourdusamy ( 2003) On the whole the attempt to combine fagdace instruction,
multimedia viewing and online discussion to deliver a module in the teacher education
programme received positive feedback from the trainee teachers. It was found that this approach
is beneficial when:

A Faceto-face tutorials are activitpased.
A Materials given in the CIROM are authentic and contextually relevant; and

A Marks are allocated to encourage optimum online participation.

Previous Studies

According to the previous studies which approved the effective of the blended learning to achieve
the different learning outputs:
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1. Ch ar l&iPlatredus (2005)reach to many results; first result. All the students adopt a
deep learning approach. They focus on understanding and on relations with their own
practices and projects. The second main result is that the students developed their
teaching competencies. islresearch shows the effectiveness of certain choices that are
characteristic of the hybrid environments for the training of the teachers. It allows the
establishment of precise relations between a whole of conditions of formation, the
individual charactestics of the teachers and some effects on the learning.

2. The study of Yusha(R006)examines the influence of blendedearning on students'
attitude towards mathematics and computers. The result indicates that the subjects have
positive attitude towardsiathematics and computer (Yushau, 2006).

3. Adriadurai & Manohanthan (2008commendationare given to improve the overall
effectiveness of the engineering courses. It is anticipated the adoption of these
recommendations will result in greater student cetepcy and lower dreput rates.

Architecture and Learning

In architecture, as in other applied disciplines (engineering, medicine, chemistry, experimental
physics, etc.) the learning process mainly focuses on continues interaction between theoretical
knowledge, notions that are acquired through example, through advice of the most capable ones
and, above all, practice in the discipline itself. In consequence we have lower possibilities of a
collective use and difficult sedimentation of the experience asdjtirough the design process
(Spigai., 2004).

Learning as an interactive process is an important issue in architectural design education; so some
studies found that there were statistically significant differences between the performance scores

of studens having diverse learning styles at various stages of design process. Also, it was found

that performance scores of all students having different learning styles had increased at the end of

the design process where the progress of assimilating learnerthwdrighest and
accommodating |l earners the | owest (Demirbaxk and

Architectural Design Studio

Many studies described design studios as places where real cities, buildings etc., are designed,
improved and transformed. The architectural destgdio should function both as a learning
centre and a complex social organization like other learning environments.

Design studio process is quite important in design education and all the courses taught in design

education are related to the design &tull is concerned with the definition of design education,

itsd probl ems, relations and contents at soci ol c
epi stemol ogi cal l evel (Demirbak and Demirkan, 20C

The concept of integrating the teachofgdesign computing into the design studio is not new,
this research studying the mixing of teaching we
to face) design studios.

Teaching methods must also be taken into consideration. An increasing erhphdseen placed

on desigroriented teaching approaches in the last twenty years. By this we mean teaching
methods aiming the application area in which computers are to be used, rather than the systems.
The results are mostly courses within programmes adpgesigroriented teaching methods.

However, the growing interest in using of computer skills in the learning approach has rarely
affected CAAD teaching programs as a whole. Some studies describegagugtte programme
that has been structured undetesignoriented approach through a set of courses in which the
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emphasis falls on the application in the architectural design process rather them on the software
paradigms or categori€Silva, 2000).

Learning the principles of architectural design process

There are all kinds of definitions on offer in architecture field, from the formal French model of
JeaaNi col as Durand to the interdisciplinary model
O6paperless studiod at Col umbi a.

According to the National Arctectural Accrediting Board (NAAB) of the US, architectural
education is at its best when it demonstrates 0z¢
structured around the values of optimism, respec

At The Univasity of Newcastle the School of Architecture and Built Environment strongly

believe in the potential of the studio model. They regard design as the central activity of
architectur al education, and t he s.tThedtadiot s6 exper
is a 24/ 7 educational communi ty, an o6intell ectuec
mutual critique, events, inspiration, sdlfected peer learning, creative energy, coffee drinking,

and much more (Lehman2007).

Design Studio Teaching Practices

Between traditional, revolutionary, and virtual models

Literature on architectural education corroborates that there are some fundamental disagreements
over what is meant by architecture and design. This in essence conveys that teachéujuaeat

design means different things to different people; each educator teaches according to his/her own
set of ideologies and beliefs and in a manner that is distinct from others. Concomitantly, there is a
tremendous diversity of contents, areas opleasis, and methods of teaching in different schools

and even within one school.

The virtual design studio represents the recent advances in CAD and visualization, combined with
technologies to communicate images, data, and simulated live actions tiimggresone of the

models has replaced another; the three models coexist now in most schools of architecture around
the world either as distinct unique models or integrated to form new models (Salama, 2006).

The computer and architecture design studio

Thecomputersupported communication and collaboration among partners in the building design
and construction process are no longer mere possibilities, but, given thd&noef the
participants, a reality.

There is a research documents an experimenpabaph to design collaboration, tested in an
intensive, one week long Virtual Design Studio (VDS) exercise, World Wide Web, and video
conferencing (Branko, 1999).

Some studies analyze the pedagogical use ofdmighcomputer graphics and lamd high

bandwdth Internet technology for international architectural education among numerous
universities in the Americas. The research applied to any discipline that involves a large number
of participants within a design setting. The experiments have allowed d&sitips from seven
schools of architecture in the U.S. and South America to work in a semester long design studio.
Most of the collaboration was accomplished by using low bandwidth Internet communication
such as web publishing, chat, computer assistadrdsesftware and other technologies such as
ISDN broadcasting (Andi&002).
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Procedures for the preparation of a trend towards using blended learning in the
teaching of architectural design decisions:

Target scale identification of trends for faculty béended learning in the teaching of

architectural design, and the researchers had access to the literature on integrated learning and
measurement trends, this scale has been prepared using "Likert, identified a number of
alternatives as Quintet, before gvphrase group responses : strongly agree, agree undecided,
disagree, disagree strongly, and the faculty member must respond to every phrase of words mark
indicating a preference for an alternative, to reach the final image of the scale was done the
following.

Review some educational literature on measuring trends.

The number of benchmarks trends towards themes relateltaonéing technology, with a view
to identifying major themes underlying those metrics.

A Having taken formulating expressions scalepicity and clarity in construction terms
and do not use vague words, unusual or scientific terminology fespegialists, and the
phrase can be interpreted in more ways, excluding the phrase that everyone is expected to
approve or reject them, and uke phrase denied exile.

A The primary scale contains (37) term, distributed on three axes head are:
0 Axis I: enjoy using the blended learning.

0 Auxis ll: the sense of the importance of using blended learning.
0 Axis lll: ensure use blended learning.

A To checkthe veracity of content scale, the primary scale was viewed by the number of
arbitrators on technology education and the teaching of architectural design decisions to
ensure clarity of language standard, and how each is to link from, and add or delete what
they consider appropriate and necessary.

A Arbitrators have shown a series of observations as delete some repeated and unclear
words, taking into account the observations of others recommended by arbitrators in
areas that they sincerely, became standard.

A A hierarchy of five degrees in this scale assessed, positive words for the response (agree
strongly, agree, undecided, disagree, disagree strongly) ratings (5, 4, 3, 2, 1) respectively,
for negative phrases were given to the same previous responses @,3), 3,
Respectively, according to the degree estimation system calculates the average of each
measure's words, as a whole, if the average is greater than (3) the trend is positive, while
averaging less than (3) the negative trend.

Calculation of reliability scale

By applying equivalent (Coronbach's Alpha (@) using statistical software package (SPSS) the
reliability coefficient for scale reached (0.81), this indicator of the scale is an acceptable degree of
consistency.

Preparation of the final image to &an the light of the above steps, the scale is applicable,
where included (34) terms for a standard distribution of faculty members, and sent via email to
another group, and were retrieving (21) which analyzed as follows:
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Results

Characteristics of the study sample
Table3 demonstrates the characteristics of the sample:

Table 3
Characteristics of the participants

Characteristics F P
Gender

Male 11 47.6%

Female 10 52.4%
Ages:

20-25 1 4.5%

26-30 2 9.5%

3135 4 19%

36-40 5 23.8%

41-45 4 19%

45and above 5 23.8%
Years of teaching experience:

Less than 1 yea 1 4.5%

1-5 2 9.5%

6-10 7 33.3%

11-15 5 23.8%

16-20 3 14.3%

21 or more 3 14.3%
Currently teaching at:

Under graduate level 14 66.7 %

Post graduate level 0 0%

Under and Post graduate 7 33.3%
Times of computer use:

less than once a week 0 0 %

1-2 times a week 0 0%

3-4 times a week 0 0 %

5 or more times a week 21 100 %
using any drawing programs:

yes 17 80.9 %

No 4 19.1%

Auto CAD 17 80.9 %

Archi-CAD 7 33.3%

3Ds MAX 15 71.4 %

Photo Shop 17 80.9 %

Revit 8 38%
completed any training courses:

yes 8 38%

No 13 61.9%

& E-learning: 6 28.6%

b- Blended learning 2 9.5%

The table indicates that all respondents teach undergraduate students and graduate students, and
use the computenore than five times a week, and 80.9% of them use drawing program Such as:
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Auto CAD, Photo Shop, and some have suggested using other softwaresliRd rendering,
paint and Rhino 3D.

Table 4 shows; at any stage allows your students to use the copnogterms in architectural
design course?

Table 4
the using of computer programs in architectural design courses
First stage Second stage  Third stage Fourth stage Fifth stage Post graduate
F P F P F P F P F P F P
9 42.9% 15 71.4% 12 57.4% 8 38% 5 238% 7 33.3%

Section Two

General Attitudes

This section is to find out about your general attitudes towards Blended learning in general, and
towards using computer technology in language instruction. As sholabie5 A and B.

Table 5
the purpose do you use computers
) rarely Some times often
items
F P F P F P
1. Electronic mail 2 9.5% 1 4.5 18 86%
2. Chatrooms 8 38% 9 42.9% 4 19%
3. surfing the Internet 2 9.5% 8 38% 11 52.4%
4.  Architectural programs (Auto cad, 3Ds 2 9.5% 6 28.6% 13 61.9%
max éetc)
5. Materials design 6 28.6% 11 52.4% 4 19%
6. Web page design 10 47.6% 8 38% 3 14.3%
7. Typing and maintaining lesson plans 4 19% 7 33.3% 10 47.6%
8. Office work: student records 3 14.3% 6 28.6% 12 57.4%
9. Assigning and checking reports (e.g., 3 14.3% 5 23.8% 13 61.9%
word, excel)
10. Homework via email 5 23.8% 9 42.9% 7 33.3%

According to the previous table; many of the instructors are using the followings: Electronic mail
Architectural programsAssigning and checking reports (e.g., word, excel), Office work: student
records, that s refer to the i mportance of
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Table 6
Faculty staff attitudes towards using of Blended Learning in Architectural design
courses
# Items Mean Rel_ative
weights
1. |like using elearning technology in teaching architectural design ~ 3.80 75.0%
2. Using elearning technology makes me more efficient in my life 3.43 68.0%
3. Using elearning technology with tradition&arning makes me morc  3.95  79.0%
efficient at my work
4. Using computers and internet generally makes completing tasks 4.43  88.9%
easier.
5. llike using computers and internet for teaching purposes in my 4.0 85.%0
classes.
6. |like searching the internébr teaching resources. 4.10 81.9%
7. The use of the computer in architectural design will limited me on 4.14  82.9%
follow-up student.
8. Ithink that my use to architectural design software will grow up tt  4.33  86.6%
creative design of students.
9. | Usethe software of architectural design in the studio in front of  4.20 83.8%
students.
10. | encourage my students to use computers in completing the 4.0 85.706
architectural projects
11. Ifeel that if my students are using the programs of architectural 447 89.9%
drawing;them architectural creativity will not be developed.
12. If I have time, | would like to try out instructional computer 3.86 77.0%
technology innovations in my teaching.
13. | believe I can take risks in teaching with computer technology 271  54.3%
14. Computers can be a good supplement to support teaching and 4.60 91.%%
learning
15. 1think that blended learning not develop the basic skills of 415 81.0%
architectural design students.
16. |think if my students use the blended learning provides theitintee  4.20 81.9%
and effort.
17. 1 want constantly develop my skills in blended learning. 415 810%
18. | am not benefit from the use of software architectural design in 470  93.3¢
teaching.
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# ltems Mean  Relative
weights

19. 1think that the blended learning does not providat- 4.3 85.7%6
communication between teacher and student.

20. | feel satisfied when integration kearning in my lecture. 4.15 80.9%

21. 1think that my students were more satisfied when we use techno 4.3 85.%%0
in education.

22. Blended learning helps nte interact with my students in different 4.3 85.%%
ways.

23. Difficult to join the training programs in blended learning for lack « 2.71 54.3%
time.

24. Blended learning can employ in the subject of architectural desig 3.81 76.%%
achieve the educational goals.

25. | think that blended learning is suitable for teaching architectural 3.52 70.5%
design of the 4earning only or traditional learning only.

26. | do not have the incentives to participate in the workshops in the 3.3 65.70
hiring of blended learning iteaching.

27. Blended learning does not help students in their projects prelimin 4.33 86.7%0
design submission.

28. | think that blended learning will help students in the evaluation o 4.2 84.0%
more than one method.

29. I think the blended learningill make the Day sketch easier for my 3.81 76.26
students and me.

30. |think that there is no difference between using and neglecting  3.43 68.6%
blended learning and in teaching and learning.

31. I think that my use to blended learning will weakensrétationship  4.24 84.8%
between my students and me.

32. | have difficulty in teaching architectural design by using the blen: 3.76 75.0%
learning method.

33. | feel that the blended learning is not efficient method in teaching 4.15 81.0%
architectural design.

34. | f eel t hat the blended | ear ndédz2 83.8%
35. total 3.8 77.%%

The table shows that trends in faculty use blended learning in the teaching of architectural design
positively, bringing the overall average 3.8 is than average neutral (3) and this underscores the
importance of using blended learning in the teachingaifitactural design, and then there is
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great importance to preparing faculty and from using blended learning in teaching decisions for
architectural design because there is a great interest to the instructors and students.

In terms of the differences betere men and women; the following table shows the trend,
indicative of the differences between men and women

Table 7
Statistically function differences between men and women
VAR N Mean Rank Sum of Ranks Mann-Whitney U p-val
Male 11 9.36 103.00 37.000 0.205
Female 10 12.80 128.00

The tableshows no statistically function differences between men and women but positive
attitudes towards the blended learning in teaching architectural design.

Conclusion

The results of the study show that the trends of fataltyse the blended learning in teaching
architectural design is positive, and this confirms the importance of blended learning for both
instructors and students, so they must be trained faculty members to use the blended learning
strategies in teachingditectural design, and to use various software that can be useful in this
area. Because the blended learning:

A Combirese-learning advantages attie benefits of traditional education.

A Enhancstraditional teaching methods used by faculty members of \&riou
technological means.

A Promotes ase of communication between instructors and students, and between
students and each oth#hrough continuous interactive environmettist
provide students with cleaxampledhrough various applications, and enable
them to express their ideas apdrticipat activdy in class discussions
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Edi t or 6Bornaoytadult learners, distance education is the only option that fits with the demands of
the workplace, home and family. This study determines how to build a community of practice to optimize
learning environments to make online teaching and learning more effective. It also recognizes potential
problems and ways to overcome them.

Narrowi ngd ter rli dor : Utilizing Di
Technol ogy to Bring Classr ooms

Scott P. Barnicle, Mary T. Orr, Anne L. Kern
USA

Abstract

It began witha quesbn: how could an effective class presentafi@me that facilitates group
discussions and actively engages studéntse given when students can only see each other on
an LCD screen® ended with a round of applause, praise from our professors, andstreetde
share our story of success. In recent years the University of Idaho has stragltedmany

other universities around the countiy effectively manage distance educatiiopfer,

Osterweil, & Haas, 2009A small group of doctoral studentsthe education program at this
university endeavored to build a community of practice (Wegner, 1998) using a hybrid delivery
platform By anticipating potential problems, they were able to overcome the barren environment
of ontline learning to meet the itractors' challenge of bridging the distance between the two
campusedacilitating group discussionandcollecing datag while fulfilling the course objective

to understand and use qualitative research. This case study can help students and faculty
trarsition to newer classroom modalities, utilizing technology to improve distance learning
education.

Keywords: distance, learning, technology, smaldssrooms, media, onlirgasses, graduate, student,
modern, blackboard.

Use of Technology in Universities

Like many institutions of higher learning around the country, in order to be compg@Ritussey,

2012)the University of Idaho has explored numerous ways to extend its classrooms beyond the

walls of the main campus, and in that, has succeeded. Thegityivexrs created two higluality

interactive technology sites around the state, and a third is being considered. This commitment

was in response to a need to connect the univer ¢
importantly as an effort to méthe needs of its nemaditional students entering the college

experiencéHenrich & Kenyon, 2011)

The university has invested a large portion of its classroom enhancement funds and manpower in
ismarto classrooms and tner]26800)pintluding ®ftware suchaxs apabi | i
Blackboard and WebCT. While this investment capital and some impromptu training have been

available to instructors, it has not been enough to ensure student success when engaging in these

new technologies. The deficiey of instruction towards achieving effective pedagogical

strategies has been an issue at the university. The lack of identifiable student successes and

guidelines for instruction has frustrated both investors and acadghies & Bryant, 2006)

around tle country, and a viable solution has yet to be found. This in turn has increased the

pressure and anxiety for implementing this type of novel learning environment to its full potential
(MacPherson, 2000)

This is not to say instructors and students atd¢euhnologically savvy: many facets of
technology are requirements for a twefitgt century collegiate education (Goldin & Katz,
2009). However, it is the lack of acculturation to the modern classroom that has frustrated those
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involved(Carlson, 2002)Our group may not have solved this issue; we simply think we took a
big step in the right direction.

The two professors who g¢aught this research class at different sites utilized the hybrid model of
teaching to extend the reach of the course. In rgesns, the hybrid model of teaching has been
implemented with a wide range of technological tools such ascensieras, recorded lectures
posted online, and interactive whiteards to connect nemaditional and distance students to the
location of the inguctor (Skill & Young, 2002) Research has shown certain populations respond
better to this model, for example younger female students in accounting d@oadiag,

Godfrey, & Gyles, 2003), yet these results have not been shown consistent acrosdatibpsp

and fields. The Hybrid model is consistently evolving (Tuckman, 2002) to meet the needs of the
particular populatiorfReasons, Valadares, & Slavkin, 2005), and aside from mixed reviews from
students, continues to be a powerful tool in the evaiwind transformation of the modern
classroom (Koohang & Durante, 2003).

Utilization of The Hybrid Model

In order to understand and use the hybrid model more appropriately, the instructors put the
teaching into the hands of the doctoral students. The stutdking the course were all

experienced educators familiar with various modes of inquiry instruction, which can be through

of asinvolving students in a form of active learning that emphasizes questioning, data analysis,
and critical thinkingBell, Smeana, & Binns, 2005)Students were instructed to form individual
groups, preferably at either end of the camera, and to implement qualitative research
methodology. Our group, comprised of primarily sport and exercise psychology doctoral students,
decided ¢ focus on effective pedagogical strategies through the implementation of a case study as
a qualitative research paradigm. This research paradigm had the explicit goal of effectively
implementing and utilizing the recently installed hig/hd technology ahe university. A second

but equally important goal was to provide an engaging, fun, and compelling learning experience
for our peers.

One major advantage our group had in preparing for this project was that we were familiar with

many of the products uséal engage the technologpprn generation. Some group members could

not remember a time without the Internet, let alone cell phones, text messaging, video chat, and
teleconferencing: these are common in our everyday lingo and technology use. Thus the idea o
using the Universityds new technology to engage
experience was second nature. Even though most of us were comfortable withegthigh

learning environment, none of us knew exactly how to build this aoritynof learners between

the sites in an authentic manner similar to the student engagement seen inthésieee

classroom. We however, prepared and eager to use the classroom technology available to support

our vision of constructivist learning (Jas&n, Peck, & Wilson, 1999).

A Case Study Example

Learning While Doing

During the development and planning of our project, it was clear that in order for the presentation

to be effective in reaching our learning objective and deem successful, each gnologrinad to

have a clearly defined role in order to keep cor
presentation. As our group was the first to present, we had minimal time to plan; roughly three

weeks. Due to the nature of the assignment, we geuped with members participating at each

course site, over ninety miles away. We knew we needed to manage our time, define our scope of
presentation, and attempt to close the distance between our colleagues through implementation of
technology. As outimetable was short, we knew that much our presentation was going to emerge

while we taught our lesson. Since our prior knowledge and use of technology was strong, none of
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us felt troubled by the emergent nature of the teaching presentation activities/édoour

confidence came to a screeching halt days before we were scheduled to present. There was
rumbling among the group members of being completely unprepared, with concerns about talking
over each other, delays in audio and video communicationthfgaour class peers would lose
interest, and we would run out of time to complete our lesson and activities. It was not until the
day before we were to present, that we actually felt we comfortable with how we would enact our
presentation and felt a sensf comfort to what we were about to do the following day. This

sense of emerging confidence through deliberate collaboration among our team ensured that we
actually felt a sense of success...or at least a confidence that would carry us through the event.

Phase One
Once the project set in motion, phase one of our teaching presentation consisted of three group
memberdt wo i n Moscow and o ndeleadiny sn@ibgeoup disaissidns e n e I da

with roughly five classmates per group. The fourth group memhbsrdesignated as the "roamer"

who virtually roamed between the twliscussiorgroups through the technology. |, the first

author of this article was the roamer. My responsibility was to encourage my fellow classmates in
discussion by lowering the defensive walls among them by asking specific probing question. |

virtually mingle betveen the two distant classrooms using the LCD screen and audio transmission

between the two classroom sites. With an eye on each classroom, | was able to interject anecdotes
whenever there was a need to easentotehgagethi scussi or
our activity.

My other group members facilitated the individual classroom group discussions on the selected
topic, while collecting data to through fietwbtes for use as work product for our lesson

objectives. We were also assisted by'gikent" classroom members at each site; the computer
technologists. These individuals were vital in helping assist us in maintaining the community of
learning by immediately responding to any technological "glitch" that occurred during the lesson
activitie s . During these figlitchesd | noticed that my
across video and with technology. It could have also been a combination of being forced to
engage wii the technology, and even the presence of our instructors tis# oar classroom

peers appeared hesitant at first to share their true feelings and experiences about our lesson.
However, through humor and patience, our group was able to overcome the resident voices and
stirred discussions, lightened the mood, and miigid any fear and frustration during the

"glitches". Ultimately, we were able increase in participation among the class across site and
increase the enthusiasm around the room for the lesson activities and move forward to meet the
objectives for our lesson

Phase Two

In phase two of our lesson, we had the groups come together as one class to share and facilitated
an analysis of the data we collected on the topic of our group lesson: the pros and cons of distance
education. As a whole group, with our instars placed back in their traditional roles, we saw

our classmate discussed their personal experiences of online/hybrid learning at the university.
Themes emerged that were discussed, such as the pros and cons of the financial, logistical, and
educationatamifications and supports from the institution. While this debate was heated,
informational, and at times entertaining, it was the use of the classroom technology, the group's
quiet partner, which allowed the debate to occur at and among the two sitesNaosl Coeur

d6oAl ene. The class was able to use the full ranc
microphones, monitors, webcams, large LCD screens and even the presentation podium. It was as
if we were all in the same single classroom.

Unbeknownst taus, our professors shared our findings to the college administration. The
administration was engaged in restructuring the
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were thrilled by the student led evaluation process of the project. Furthermavereve
encouraged to dig a bit deeper into the topics that we had focused; use of technology in the
classroom, distance learning group presentations, and group cohesion during presenting. Thus
encouraged, we reconvened our classmate groups at the enderitster, and revisited the
original question on technology. In the end, the group discussions elicited data that was
informative and provocative. By effectively using the technology provided and structuring our
group lesson and ensuring classmate disoassvith a roamer, we were able to effectively teach

a qualitative paradigm, collect useful data to engage our classmate in an authentic qualitative
research activity, which ultimately, has resulted in this little manuscript. Our group envisioned
that weneed to create a community of learning kilstance learning environment via
teleconferencing and computeased presentation tools to engage our classroom peers in learning
about research through doing.

What Was Learned?

We found our studefyieers, in gneral, have positive views of online classes. Many stated they
could not have pursued furthering their education without the online distance delivery
environment. The positive thing our peers said about online courses and learning, they are easy to
managework great for flexible schedules, and when structured well allows for full participation

and engagement in learning. However, there were some negative reviews as well, which are
consistent with previous research, such as; the diminished capacitylfentutlassroom

discussion(Tu & Mclsaac, 2002)a loss identity in the clagSullivan, 2002)the loss of

academic rigo(Dutton, Dutton, & Perry, 2002and the lack of clear instruction and facilitation

that some instructors demonstrate when teaahitige classes.

In addition to these themes from our entire class, our peer from the satellite campus/center (off
the main campus) identified the inability to engage and experience the personalities of their
professors though online delivery. They alsipex to online delivery as being an interpersonal
method of communication; however they reiterated that they would not be able to complete or
even consider an advanced level of study without the ability to do it from a distance. Overall,
however reflectias from our classmates note the most common responses to online classes were;
the removal of social fear of a classroom, the ease of use of an online learning environment, but
the | ack of O6deepd | earning fr om nathatitomadall ne c | as s
about financial gain for the institutions since more students could enrolled in online classes
without considering room capacity, however disregarding what allowed for the most effective
student learning.

Patience showed itself to be eykelement. There were times the technological issues (i.e.
glitches) went beyond the knowledge of the group presenters, at times completely shutting off in
the middle of a class. For example during one such moment our group was engaged in
transferring dat between the two sites using a whiteboard system. The system suddenly became
unresponsive, leaving my peers and myself at a momentary loss for words, ideas, and
understanding of how to fix it. However, we had planned and prepared for such events, thus we
calmly deferred to the technologist and made light of the situation, which put the class further at
ease with our lesson and the newness of the delivery situation. There were other technological
problems with both the audio between the sites, and othes iwhen our old Blackboasstyle
discussion tool failed, lucky thing we quickly adapted our lesson timeline by engaging in site
specific discussions keeping continued interest and forward movement in our lesson objectives.

We were ecstatic that the pressign went so smoothly and could even be deemed a success!

The most essential skill we needed was patience. We knew from observing similar presentations

in other classes that the most common problem and source of distraction is the interruptions and

delayi n audi o and video technology from remote | oc
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speed connection and the older technology on the satellite campus is a barrier that must be
overcome for facilitate effective learning in the manner we describe. Retapttiz potential

for delay in the audio and video from remote location can effectively be managed by
consideration for presentation communication, in our case no one spoke over or ahead of each
other, which is facilitated by advanced preparation and glgnin the end, we felt, as was
confirmed by our peers and professors, this project was ultimately successful in our lesson
presentation objective because we were able to plan and assign clear atefined roles for

our group members, as well as ohility to anticipate and navigate possible technological issues.

Future Considerations

It is c¢clear higher education is shifting away fr
towards handheld technologies and virtual classr@®oussey, 2012howeer the downsides of

this new age of education must be acknowledged and attended to. When implemented and used

correctly, such as in our project, distashearning classroom technology can be a useful and an

extraordinary tool to connect students in différelassroom, states, and countries. It is when

these technologies are used improperly or ineffectively that leads to frustration and

inattentiveness in the classroom.

OQur group was able to utilize our generationds
information, lead smaljroup discussions, and engage in a research study with two classrooms

situated roughly a hundred miles apart. We were able to harness the power of these smart

classrooms in ways previously unseen at The University of Idaho, all ofiwilgs intentional.

Careful planning, preparation, and heightened levels of patience allowed us to turn-a ninety

minute group project into a research study, which virtually connected generations.
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Edi t or 6Recritmg, ®lecting and admitting students is a significant cost to a university. Retention is
also important, because when a student withdraws from a program, it represents a significant loss of time
and money invested by the University and by the student. This paper examines factors that are important to
retain students and prevent this loss of human capital.
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An Examination of Factors that Influence Student Retention
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Abstract
While there has been research on student retention in colleges and universities, little attention has
been paid to the topic as it relates tdraninstitutionse s peci al l'y from t he admin

of view. The purpose of this study is to examine factors that relate to student retention in distance
education. A survey was constructed to test institutional interventions and student deticacter

that influence student retention. Participants for the study included 65 institutions accredited by
anlnstitutional Agency: Distance Education and Training Council, Accrediting Commission

(DETC). In this study 25 respondents were asked to ratecddéhitems according to a 3 level

response scale: 1 (major factor), 2 (moderate factor), and 3 (not a factor). Results indicated that
institutional factors significantly contribute t
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Introduction

I f the Universities and colleges fully wunderstar
institutiont hey can plan and i mplement strategies for
there has been research on shtdetention in colleges and universities, little attention has been

paid to the topic as it relates to online institutiens peci al |y from t he admini st
Vi ew. Student retention includes ntolment,st udent so
completion of their degrees, and dropout ratastitutional administrators, faculty, and students

are key players in improving the current status of student retention at their institution.

Student retention is affected by the gratratate e x ami nati on patterns, st ui
towards attrition, learning environment, and past tremdsitlitional administrators can help

students stay in school by creating and maintaining a positive learning environment (Lau, 2003).

Students are exptal be selfegulated, motivated and demonstrate a sense of responsibility

towards their own learning process. This warrants a discussion on student d&gnuait.

students leave because of external factors such as lack of finance, and change in acaliemic g

Lau (2003) highlighted three factors to consider, first, the failure of an academic institution to

provide students with an environment both in and out of the classroom that fosters learning.

Secondly, change in the student educational needs alyd tlas inability of the student to

manage his or her school workload. This has the
frustration and lead to their withdrawal from an academic program and institution. Effective

measures that can be takerimhprove student retention include the role of administrators, faculty

and students. Institutional administrators must help students adjust to their new learning

environment. Funding, academic support, management of multiculturalism and diversity, and

physical facilities are factors that frame proper and effective college administration.
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Literature Review

The role of the faculty is crucial in this entire process because they have the ability to create and
maintain a positive learning environment; therebmtributing to the overall institutional effort of
providing a positive learning experience for the student. An instructor can contribute to the
experience by placing emphasis on teaching and learning, encouraging cooperative and
collaborative learningral by integrating academic advising into their teaching and

communication with their student©n the other hand, the institution can contribute to process

by providing access to academic computing labs, technical support, and instructional technology.
It would be impossible to increase student retention without student involvement in the process.
A strategy often deployed to increase student retention is the control of the quality online
educatiorprograms. Many are of the impression that the quality of education in a distance
education environment is not as good as the convention means afideandi teaching in a

traditional environment (Davies, Doube, Lawreffaavler, & Shaffer, 2001). Davies, Doube,
LawrenceFowler, and Shaffer (2001) describe distance education as a combination of student
support and material production. The efficiencyhia two will result in a higher quality of

education. Lawereneéower(cited byDavies, Doube, LavenceFowler, & Shaffer, 2001)

discusses quality control in three aspects: the quality of the course materials, the quality of
presentation, and the qualitythie services the students receive at the institutitmClenney and
Waiwaiole (2005) suggess$sx strategiescreatingstudent succesurses (courses that introduce

the students to the campus environmdagrning communities, effectivacademiadvising,

institutional (includes all campus constituents) acceptance ofrésgionsibilityin the process,

learning suppd, and hiring the right people for the jdbis important that colleges provide
appropriate support and guidartodts students fromhe very start. It is vital that colleges

encourage students to connect with their teackefsf ect i ve Advi sing is an i nt
into the mix0 because it becomes a resource for
little improvement ifthe right people are not hirereating a student centered environment
requires a plaand theappropriateveaponof enforcement that is one that is beffective and
consistent

It is important that institutions make visible their commitment to argaind maintaining a

positive learning experience for their sophomore students. This can be established is by providing
mandatory advising sessions towards the end of the freshmen year, sending end and start of year
letters to the new sophomore studentsting a welcome back event at the beginning of the

second year, ad by inviting sophomores to participate in freshmen seminars (NeelyN2eg5)

(2005) emphasized thay helping firstyear students, sophomores are likely to fesénse of

belonging tlereby providing a sense of community and a desired commitment to stagirgg

attrition createsomberconsequences for both students tredacademimstitutions. For

institutions high dropout rates reduce tuition and fees revenues that are ssggdoot current

and new eademic programs

In Habley and McClanahan 2004 study, 1@&titutions (tweyear public and private, and feur
year public and private) were asked to identify three campus retention practices that had the
greatest impact on studkeretention. The survey respondents identified, freshman seminar
(13.1%), tutoring program (13.1%), advising interventions with selected student populations
(12.6%), mandated course placement testing program (1an#gompreherige learning
assistancé€l0.4%). The results indicated ttHt. 7 percent of campuses have an individual
responsible for coordinating and implementing retention strategiele, 47 percent of campuses
have establishegoalsfor retention of studentsdm the first to the secongar and33.1 percent
of campuses have established a goal for improved degree complEti@mesults indicate that
institutions are more likely to attribute retention rates to student characteristics tteaaréhe
institutional characteristics. Reton practices are responsible for the greatest contribution to
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retention in all survey collegek.would be worthwhile for institutions to selecviaible
individual to organize campus wide planning tsaand activitiesconduct astematic analysis
of studentsfocusing on student and institutional characterigti@sd establishealistic short and
long term retentiostrategiegHabley & McClanahan 2004)

Research Design

The purpose of this study is to examine factors that relate to student retention in distance

educationThe research was guided by tvesearch question$he first question, tat factors

i nfl uence a st ude n tthe sollededuniversy? Tthe sedord questianyhovo r | eav e
these factors contribute to st uThisstudyusedtthee ci si on t
Association for Educational Communications and Techno{8&CT) organization definition of

distance education. AECT (2008¢finesd i st an c e éndtitutoabased forma s A

education where the learning group is separated, and where interactive telecommunications
systems are used to connect | earners, resources,

The population sample included 65 degree gngrand postsecondary institutions accredited by
the Distance Education Training Council (DETC) in the United Stdites respondents consisted
of school administrators identified by the Chief Information Officer or Academic Dean of the
institution. The DETC Accrediting Commission identifies and accredits distance education and
training institutions that have attained and maintained the established standards. The DETC is
recognized by the U.®epartment of Education asationally recognized accreditirgency

and by the Council for Higher Education Accreditation (DETC, 2006 average age of the
students is 34, 4% of the students are male and 53% are female. Inehed granting
institutionsthe average age of students attending j$3% of thestudents are male and 45% are
female.

The survey instrument was created using the constructed talkdenandified version othe

survey instrument developed by the ACT and the National Center for Higher Education
Management Systems (NCHEM®cClanahan2004. The surveysed in the studgonsisted of

43 questions with a 3 level response scale (1= Not a factor; 2lenslie® Factor; 3= Major

Factor) The survey was divided into three sections,
and institutonal programs ancesvices. In thenstitutional factorsection respondents were

asked to identify the degree to which they contribute to student retention. In the second section,
the participants were asked to do the same with student characteridtibgiacontribution to

retention. In the last section, the participants were presented with a series of institutional

programs and services that contribute to student retention and were asked to identify the programs
and services offered by their institit. In addition to identifying the factors, they were then

asked to select the degree to which the program or service contribute to student retention.

First, apre-surveyletter was sent to the Chief Academic Officer of each of the 65 institutions to
annaunce the survey and request the name of the relevant personneldortiehsurvey should

be mailed Three weeks after, a survey letter containing the link to the survey was emailed to the
person recommended by the academic officer. A total of 9 (1388¢¢ys were completed.

Data Analysis

The data from the 25 survey responses geeredand inputtedanalyzed vieSPSS where

frequency reports were generated to compute percentages, means and the standard deviation. The
frequency reports were used t@pent an overall impression of the data. Next, the results were
categorized into two categories, institutional factors and student factors. Institutional factors
contained the sub category of institutional programs and services. Each category was tmalyzed
identify the majors that contribute to retention using a 3 level response scale (1= Not a factor,
2=Moderate factor, 3= Major factor). Institutional factors were expanded to show selected
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intervention programs and services and the degree to whichellagg to student retention. Once
this was achieved, the results were compared to statements made in the literature review.

Findings

Of the 25 institutions that responded to the survey, 9 factors were identified as major factors that
contribute to studemetention Quality of teaching80%), Course desigf80%), Attitude of

Campus Administratio(60%), Academic Support servicés0%) and the Use of Technology

(60%), Attitude of the Campus Facul{$6%), Application of Learning Modules (52%)
AdmissionRequirement$48%),and the Variety of Courses OfferétB%). Table 1below

indicates the major institutional factors that relate to student retention as identified by the
participants.

Relationship between Major-ll-r?ls)tliiultional Factors and Retention
Factors Frequency Percent Mean De\?itzgtion
Quality of teaching 20 80.0 2.80 .408
Course design 20 80.0 2.80 .408
Attitude of campus administration 15 60.0 2.56 .583
Academic support services 15 60.0 2.60 .500
Use of technology 15 60.0 2.56 .583
Attitude of campus faculty 14 56.0 2.32 .852
Application of learning modules 13 52.0 2.20 913
Admission requirements 12 48.0 2.22 .866
Variety of courses offered 12 48.0 2.46 .588

N=25

The participants identified two factors that were considered as moderate factors affecting student
retention in distance educatiofhe Number of Courses Offered (68&&6)d Academic Advising

(60%). They also identified several factors that they believeewet contributing to student
retention:Extracurricular programs/activiti€80%),Campus Lifg84%),Social Environment

(76%), Admission Test§68%), Amount of Financial Aid€56%), Cultural Environmen{56%),

and Student Employme(B2%)as factors thado not relate to student retentiprable 2)

When respondents were asked to identify campus retention practices at their institaten
than half of the participants identified these practiGssnpus program@8%), Learning
Support Center§/6%), Intervention Program@&0%)such as Early WarningBirst year
programg56%) andCareer planning and placement progrgb@9). Several other practices
were also identified as factors have moderate effects on student retdsseasment programs
(48%), Faculty program$40%), Mentoring program§&0%)and Academic advising programs
(8.3%)(Table 4) Over 50 percent of the survey responses show that Academic advising
programs, Faculty programs and Assessment programs were not ¢fieiésl 5)
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Table 2
Relationship between Major Institutional Factors and Retention
Factors Frequency Percent Mean De\?it;t.ion
Extracurricular programs/activities| 22 88.0 1.12 .332
Campus life 21 84.0 1.24 597
Social environment 19 76.0 1.24 436
Admission tests 17 68.0 1.40 .645
Amount of financial aid offered 14 56.0 1.64 .810
Cultural environment 14 56.0 1.56 712
Student employment opportunities| 13 52.0 1.64 757
Available financial aide 11 44.0 1.76 779
N=25
Table 3
Institutional Programs and Services Offered
Programs and Services Frequency Percent Mean
Campus programs 22 88.0 2.88
Learning support centers 19 76.0 2.76
Intervention programs 15 60.0 2.24
First year programs 14 56.0 2.56
Career planning and placement programs 14 56.0 2.56
Assessmenprograms 12 48.0 2.48
Faculty programs 10 40.0 2.40
Mentoring programs 5 20.0 2.20
Academic advising programs 2 8.3 2.08
N=25

Of the programs and services selec#19% of the participaniadicated that Learning Support
centers are major factors that relate to retenfitrof the 15 survey responses show that
Intervention programs, Assessment programs and Mentoring programs are cited as moderate
factors, whereas Campus programs, First year progi@anser planning and placement
programs and Faculty programs are identified as factors that ddatetteestudent retention.
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Table 4
Institutional Programs and Services Not Offered
Programs and Services Frequency Percent
Academic advising programs 22 88.0
Faculty programs 15 60.0
Assessment programs 13 52.0
N=25
Table 5
Institutional Programs and Services: Degree of contribution
Programs and # Frequency/Percent: Frequency/Percent: Frequency/Percent:
Services Major Factor Moderate Factor Not a Factor
Campus programs | 22 0 (0) 1 (4.%%) 14 (63.6%0
Learning support | 44 15 (78.96) 6 () 9 (47.4%)
centers
Intervention 15 4 (26.6%) 11 3(20.0%)
programs
First year programs| 14 5 (35.®0) 59 7 (50.0%)
Career planning ang , , 2 (14.3%) 6 () 10 (71.4%)
placement programg
Assessment 12 5 (8.3%6) 9 () 4(75.0%)
programs
Faculty programs 10 2 (20%) 9 () 11 (90.96)
Mentoring programsg 5 3 (60%0) 7 () 5 (100%)
Table 6
Student Factors that Do Not Relate to Student Retention
Student Std.
Characteristics Frequency Percent Mean Deviation
Housing Arrangements 23 92.0 1.12 440
Indecision about major 14 56.0 1.52 .653
Physical/or Mental issues 13 52.0 1.60 707
Lack of preparation for college 10 40.0 1.88 .833

Table6 provides an overview of the number of institutions that selected programs and services
offered by their institution, along with the degree to which the factors were deemed as major,
moderate and insignificant.
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Student Characteristics

Of the 25 survey rgmnses, 44% choose factor 1 as a major faatat52% choose factor 2 as a

moderate factorHousing arrangements, indecision about major, Physical and mental issues, and Lack
of preparation for collegerere selected as factors that do not relate to studeention The Tables

provides an overview of factors that do not relate to student retention.

Discussion

The data analysis findings answered the two research questions. The first question is from the
admi ni str at o hatfactop mfluenpae csttiuvdee,ntww s decthesi on to st a
college/universit® The survey respondents included degree granting institutions and
postsecondary schoolBhe survey results demonstrated tingtitutions are far more likely to
contribute to student retentioo institutional factors than they are to student characteristics. Of
the 19 institutional characteristics contributing to student reterttienespondents identified five
major factors that made major contributors, quality of teaching (80%), courge &3%0),
application of learning modules (72%), admission Requirements (48%) and academic Advising
(20%). Of the 5 student characteristics lack of educational goals and objectives (28%), and lack
of financial resources (48%) were cited as major contrisuf®etention practices responsible for
the greatest contribution to retention fall into three main categoriesyEasprograms.

The second question is that how these factors coc
in school? Theasponénts identified, firsyyear programs (24%), academic advising programs
(56%), assessment programs (20%), learning support services (24%), intervention programs
(60%), mentoring programs (12%), and the remaining institutional programs sitgsevere

cited by less than 8%n the review of the literaturéau (2003) makes three arguments,
institutional administrators, faculty and students play a vital role in student retention. The
findings of the survey shows that institutional administration and faatiltydes influence

student retention, however, student factors were not identified as strong factors, in fact the only
major factor selected was Lack of financial resources. Lau (2003) indicated that studeotst drop
of college because of their inability manage normal school work. The survey showed that
52.0% of the@espondents felt that students Lack of educational goals and objectives were
moderate factors. It was unexpected to find that the Lack of preparation for college was
considered as a non atbd factor byt0.0% of the respondentdealy (2005) highlighted that
institutions should implement advising sessions, and offer motivation to first, and second year
students. The study findings showed thé% of the surveyed institutiodfer First yea

programs and Campus prograwlsile 88%do not offer Academic Advisement Programs.

Limitation and Suggestions

The main limitation of the research study is it include 65 accredited institutions by one accredited
agency, and does not include a larger list of all the colleges and universities that offer online
degrees and programs that are accredited by any ofuheefmgnized accrediting agencikiss
recommended for researchers who have similar interests to conduct a separate study and include
students in the survey design. Further, the survey instrument was modified to include a three level
response scale. Thmight have forced individuals to make a choice thereby causing the data to

be skewed. It is recommended that this study be repeated using a four level response skill.

Recommendations to Administrators

Providing the support for faculty is crucial wheradimes to ensuring quality assurance. One way
this can be achieved is to create a faculty development center that would assist instructors with
the course design, development and implementation phases as well as provide technical support.
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There are many dleges and universities that have faculty development centers that assist with

the conversion of classroom based courses to the Course Management System, organize course
websites, course design and integration into the Course Management System. Otfser cente
develop a task force to support the development of online and other distance media instructional
materials. It is further recommended that institutions create a system to assess online courses and
programs to ensure the quality of courses designedaagtitt These centers should consult with
academic units in supporting the educational needs of distance learners.

To guarantee quality, standards and guidelines have to be created for instructors to follow in the
course design and development processsd& kecuments provide the medium for colleges and
universities to announce their expectations. Next, institutions should create an evaluation system
to determine student experience to allow for future improvements. Formative and Summative
evaluations shoultde used. Formative evaluation may be conducted throughout a course/program
to provide feedback to students, instructors and departments and summative evaluations may be
conducted at the end of a course/program. There are various instruments that eaniméhiss

type of evaluation. Examples include questionnaires, surveys, interviews, blackboard log files/
course statistics, electronic portfolios, course assessments (exams, self tests, and pre/post test).

Create technical support for distance educatadents, perhaps a separate learning center for

such students. Develop a comprehensive orientation course for online students (similar to the
freshman seminar course). This approach will better equip students to micro manage their time,
and effectively wek in an online environment. In addition, institutions should provide technical
support to students to facilitate the technology component of the learning forum. This can be
enhanced by providing training live training sessions. Lastly, it would be necéssall

distance education institutions to review, and revised the advisement programs to facilitate online
students.

Conclusion

The research findings in this study adhere to the much of what was said in the literature. It an
examination of institutiodand student factors, it was clear that institutional practices have a

direct relationship with students decision to doaj or remain at the institution. The lack of

financial resources on the part of the student was identified by the respondeni&jas a m

contributor to student retention. This is a factor that is not attributed to online learning

environment but to the learning environment as a whole. The decision tourigominimally

based on the studentds <cirlpractices.ance but mor e
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Edi t or 6Bhisdwlyleoksatpre-ser vi ce teachersé attitudes and proficien
skills and ability to use instructional technologies to support teaching and learning.
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Mat eréal Deségn Skélls and Uséng T
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Abstract

Teachers shoulde able to introduce and identify factors that contribute to the learning and
teaching process. Teachers are expected to gain these competencies and performance indicators
as preservice teachers. This research is intended to determine the practiceuctio sl
technology and the abilitp design materials by students who are enratigtie pedagogical
formation certification program. To achieve this purpose, data will be collected by means of
"Application Based Instructional Technologies and Matdedign Skills Scale" developed by
Varank & Ergun (2008) anbly the"Determining the status of Educational Technology Scale"
developed by Dogaf2010) These instrumentsill be sent via email to 206 students who are
enrolled at Fatih University Pedagoajé¢ormation Certification Program. The data collected
from the participants will be calculated with the help of SFEEOVA, t-test and regression
analysis will be used to analyze data and suggestions will be offased orthe results.

Keywords: Material design, pedagogic formation, instructional technology, using technology

Introduction

Education, when dealt with in terms of the system, is an institution that has inputs such as teacher,
student, regulation, administrator, program, building, money and has output of educated human
power. Educational systems aim at students gaining thendésijgoals. Hence, all other

elements of the system are instruments. Teacher is one of the crucial elements in having students
acquire specific goals.

This crucial role of a teacher originates from the fact that these acquisitions are effectuated by the
teachers in classrooms. No matter how sufficient and competent are the programs, buildings, and
administrators, desired results are not obtained if the teachers do not have required qualifications.
Hence, classrooms are the places where theory turngratbcalapplications.

Eligibility of teachers would result in the qualification of the students to be trained. It is through
the preservice and irservice teacher trainings that the qualifications of teachers can be
improved. The undergraduate courest teachers receive before the service must be given
appropriately.

General frame of the knowledge in 6general cul tu
Education Ministry, General Directorate of Teacher Training and Education and their pogficien

intrainingt eaching has designated. In the report, dpl
production of wvarious instruction material so ar ¢

teachelMinistry of Education 2002)

Teachers must have somaatjfications as they have crucial roles in having students achieve
certain goals. Efficiency of teacher is the qualifications that teachers must have when they
conduct their profession. £ Education Council of the Ministry of Education designated new
areas of qualifications in addition to general culture, field knowledge and teaching profession
knowledge. The teaching profession field knowledge covers introduction of the foundations of
education, introduction of Turkish educational system, ability tofestrschoolcommunity

January 2012 101 Vol. 9. No. 1.



International Journal of Instructional Technology and Distance Learning

relationship, introduction of teaching profession, drawing attraction to the development of the
individual, ability to explain of learning, ability to introduce factors affecting the process of
learning.

One of the competencies et competence field of ability to introduce factors affecting the
process of teaching is the ability to manifest effect of the use of technology and materials on

| earning. The followings are stated asththe perfc
the i mportance of the use of technology and mat e
attention to in selection and usage of technol oc
activities that provide chances for the usage of variousdtru onal t echnol ogi es an:

Hence, teachers are supposed to design and use technology in their classrooms.

The course of Alnstructional Technol ogies and Me
candidates improve their computer skills, leabout the characteristics of various instructional

technologies, their significance in the process of teaching and usage, develop teaching materials

through teaching technologies (worksheets, transparencies, slides, video, cdrapetecourse

materials &.) and evaluate materials of various characteristics (Higher Education Council, 1998).

I ncredi ble devel opments in computer technol ogy,
and restructure these new technologies for creative and productivemee t hods o ( Kel |l ner
p. 107) . It is because such a development has pe¢
societyo. Although the concept of Al nformation s

distinct feature is its intensive useaaimputers and newly produced devices.

Feeling the responsibility to learn, students may benefit from technology in order to support their
ideas. In parallel to the developing technology, many techniques about learning and teaching have
been put forward. @e of them is computer assisted teaching (Girdal and others, 2001, p. 105).

Computer technology provides teachers with a huge number of opportunities in preparing

teaching materials (Yalén, 2001). When the pict.:!
succeshillly, it has been observed that in comparison to traditional methods more positive

learning atmospheres are built in maintaining the participants of the students and revivifying their

rejoices. Through course programs, which are especially preparedifatied, lessons can be

offered more effectively, moreover by using characteristics such as text, sound and motion, the

course can be made audioa sual (ki mkek, 1997).

It is stated that complex graphics, animations, sound and video in computer envirarenent
importantfor interaction. Hence, in interactive teaching technologies, individualistic differences
and learning styles are considered, it is emphasized that learners can achieve their goals (Tezci
and Giirol, 2001). Akkoyunlu (2002) alstated thatedchnology, which has a significant role in
maintaining the development in education, is required to be integrated with their field of teaching
by the educationists.

When the works in this field are looked at; Hu, Clark and Ma (2003), owing to the reasons
originating from preservice training of teachers, state that teachers in schools resist to the use of
instructional technology. During their education, teachers are usually taught about the
characteristics of instructional technologies, their place amidfisiance in teaching process,

however, their usages are not taught. On account of various reasons, many problems are faced in
having prospective teachers acquire ability to learn the use of instru¢gohablogies (Gundlz
andOdabaxke, 2004) .
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The Aim of the Research

The aim of this study is to analyze the opinions of prospective teachers about teaching
technologies and material designing skills, and use of technology in education. Accordingly the
following questions were attempted to be responded.

Whatare the opinions of prospective teachers on the use of instructional technologies and
material design skills?

Do the opinions of teachers candidates on instructional technologies and material design skills
show differences according to the following védas:

Gender

Marital status

Field of teaching
What are the relationships between the opinions of teachers on the skills of instructional
technologies and material design, and use of technology in teaching?
Significance of the Research

One of the compences that teachers must acquire and use is the competence of using
instructional technologie3.his competence must be acquired before the service and improved

with in-service trainings. The research is also significant for the fact that it sets fohittions

of teachers on whether they acquire teaching technology competences in certain levels before the

service. Since assessment of the relationship of
and teaching technologies with use of technpiogeaching may measure the effect of the use of
technology in designing materials, it has a func

technology and skills of material design have become poriiant daily issue for them to teach

effectively and cop with the educational system of today. It has been observed that previous

researches (Varank and Ergiin, 2008) that assess the material design skills of the prospective

teachers have not measured technology usage skill of the teacher candidates. Wwekes are
(Kabadayeée, 2006 ; Demirer and ot her s, 20009; Bekci
education faculties as teacher candidates. This research is considered to contribute to the field on
account of the fact that it was carried out on the stisdef pedagogical formation program.

Method

In this research, which aims at measuring the relationships between the skills of prospective
teachers about teaching technologies and material designing and use of technology in education,
scan type reseeln method was used.

2.1. Population and Sampling

The target population of the study is consisted of 250 students at Pedagogical Formation
Certificate Program of Fatiiniversity. The students were sent scales through mail and 206 of

the students filled the form up. Characteristics of the participants in respect to demographic
variations are illustrated in Table 1. As seen in Table 1, 39.8 % of the participants study at
Turkish Language and Literature, 10.7 % at History, 5.8 % at Physics, 3.9 % at Chemistry, 6.8 %
at Biology, 7.8 % Philosophy Group, 5.8 % Geography, 4.9 % Foreign Language, 14.6 %
Mathematics. 20.9 % of the participants are male while 79.1 % are fermadegithe

participants, 74.3 % are single and 25.7 % married.
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Table 1
Demographic features of the participants
Personal Information F %
Department Turkish Language andterature 82 39.8
History 22 10.7
Physics 12 5.8
Chemistry 8 3.9
Biology 14 6.8
Philosophy Group 16 7.8
Geography 12 5.8
Foreign Language 10 4.9
Maths 30 14.6
Gender Male 43 20.9
Female 163 79.1
Marital status Married 53 25.7
Single 153 74.3

2.2. Data Collection Tool, Process and Analysis

In order to measure instructional technologies and material design skills of the teacher candidates,
nScale ofBappti Taaatbhnhng Technol ogies and Materi e
Varank and Erg¢n (2008) andpplitdienaflEducatidn Desi gnat i r
Technol ogyoDdegael ¢R6dO0by we r-rail and the datboplleacteemns of e
thisway.Infn Scal e of-BAppti Tabcbnng Technol ogies and Ms
there are ratings osfurfel whoe trheetr Hhavheadv,e folr anno tnoo t
AfAbsolutely | haveo. s for fAiScale of Designatir
Technol ogyo, there are ratings of Al strongly di
agreeodo and fA.l TBhea ongdrye aigmteerov al-Based Teadhihnge fiScal e
Technol ogies and Materi al D ©6iil.gdnfor® &m niotlswed |, are foc
whether | have or notl.757 249, f or 207 3Bdawnad f or AAbS383-ut el y | he
4. 00. On the other hand, for fAScale of Designat:i
Technol ogyo, the score i ntler8BWagl s fidr-&6Dfsla ggteremn dll.
Al have no-3opli0ni dnedaBOoelBd d3diddesd.0Thgydatpg a

collected were interpreted in SPSS 15.0 progratesT, ANOVA and Pearson CGeelation

techniques were used in analyzing data.

n
8
0
a
fe
A

Findings

In this part of the research, findings related to the responses of the teacher candidates to t
survey questions are discussed.
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The opinions of the prospective teachers about instructional technologies and material design and
use of technology in teaching are illustrated in Table 2.
Table 2

Opinions of Prospective Teachers about Instructional Technologies
and Material Design Skills and Use of Technology in Teaching

N o
Instructional Technologies and Material Design Skills 206 1343
Use of Technology in Teaching 206 1028
As seen in Table 2, prospective teachers state t
materi al design skills. They fAStrongly agreeo wi

The results of-test, which was conducted for the significance of tfferdince of the skills of
prospective teachers in instruction technologies and material design in respect to gender are
illustrated inTable 3.

Table 3

T-test Results of Instructional Technologies and Material Design Scores
in respect to gender

Gender N ® S sd t p
Male 43 134.81 20.66 204 0.188 0.851
Female 163 134.17 19.96

T-test results of instructional technologies and material design scores of the teachers in respect to
gender do not show meaningful differences, t1(204)=0.188, p>0.05.

Results of fest, which was conducted for the significance of the difference in respect to use of
technology in teaching according to gender, are shown in Table 4.

Table 4
T-test results of use of technology in teaching in respect to gender
Gender N A S sd t p
Male 43 93.74 9.147 204 0.289 0.773
Female 163 93.3 8.915
Prospective Teachersd use of technology in teact

significant difference, t(204)=0.188, p>0.05.

Results of Ftest,which was conducted for ttsgnificance of the difference in respect to use of
technology in teaching according to marital statue shown in Tabié.
Table 5

T-test results of use of Teaching technologies and Material Design Skill Scores in
respect to marital status

Marital Staus N ) S sd t p
Single 153 132.56 19.58 204 2.140 0.034
Married 53 139.34 20.75
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Pr ospect i sceredfthase tf echsofbgy in teaching accordingrtarital status
showssignificant difference, t(204)=2.140, p<0.05. Arithmetic averagbasge who are married

(0>=139.34), is higher than those who are sinGte132.56).
Results of ftest,which was conducted for the significance of the difference in respect to use of
technology in teaching according to marital statwe shown in Tabié.

Table 6

T-Test Results of the Use of Technology in Teaching
in respect to Marital Status

Marital Status N A S sd t p

Singe 153 10153 9.167 204 2.080 0.040

Married 53 10657 9.595

Prospective Teacher s o uss@nifioahtdiffeecnch in @dpecgiy 1 n

gendert(204)=2.080, p<0.05. Arithmetic averagéxt10657) of those who have marital status as
married is higher than thos&$10153) who have status of single.

Results ofANOVA, which was conducted for the sigiince of the difference in respectiie

t eact

prospective teachersd scores o €Ecording tothelirfiedg t ec hnol

of teaching are shown in Tabi&.

Table 7

ANOVA results of teaching technologies and material designh scores
in respect to the field of teaching

Field of teaching Total i Q Average F P
Between Groups 3909.26 8 488.658 1.225 0.286
Within the groups 78614.077 197 399.056

Total 82523.340 205

Teaching technologies and material design scorpsogpective teachers does not show
significant difference in respect to the field of teaching, F(8,197)=1245b05.

Results of ANOVAwhich was conducted for the significance of the difference in respect to the
prospective t eac htechnsldgy accomlingdostheiofield df teachjrages e o
shown in Tables.

Table 8

ANOVA results of Use of technology in teaching
in respect to the field of teaching

Field of teaching Total i Q Average F P
Inter-groups 964.713 8 120.589 1.350 0.221
Within groups 17592996 197 89.305

Total 18557.709 205

Prospective Teachersé use of technology does not

field of teaching, R§,197)=1350p>0.05.
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Test Results of Pearson Correlation, which was condtategtasure relationship between
Teaching technologies and material design skill and use of technology in teaching, are given in
Table 9.

Table 9

Test Results of Pearson Correlation, which was conducted to measure
relationship between Teaching technologies and material design skill
and use of technology in teaching

Use of
Material Technology in
Design SkKill teaching

Material design Pearson Correlation 1 0.544(*)
Sig. (2tailed) 0.000
N 206 206
iZiﬁL;echnology in  PearsorCorrelation 0.544+%) 1
Sig. (2tailed) 0.000
N 206 206

** Correlation is significant at the 0.01 level-{&@iled).

There is medium level, positive and significant difference between teaching technologies and
material design skills and usetethnology in teaching, r=844,p<0.05.

Simple Linear Regression Analysis
Coefficients(a)

Standardized
Unstandardized Coefficients Coefficients t Sig.
Model B Std. Error Beta B Std. Error
1 (Constant) 16.365 12794 1279 0.202
Technology Usén 1.147 0124 0544 9.258 000

Education

a Dependent Variabl&aterial Design Skills

A positive linear relationship has been found between material design skills and technology use in
education. The effect size is moderate. The relationship between using technology in education
and material design skills is significgtt9,25, p=0,00Q)As the points of technology use grows

the material design skills also develop. This model can be used in predicting material design skills
according to the technology use of the teachers in education.

Y; = (bo + bi1X) + 0= 16365 + 1147 Technology Usén Education
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Results and Suggestions

When we look at the findings of the research, it is found out that teacher candidates see
themselves as competent in use of technology and that they are in favor of the necessity of the use
of technology in teachingnirespect to their gender, there is no difference in teacher candidates
material design skills and use of technology in teaching. Male teacher candidates and female
teacher candidates have the same level of material skills. Moreover, status of their use of
technology in teaching is also not differeviaterial design skills of teacher candidates and their
use of technology in teaching have not shown any difference in respect to their field of teaching.
Teacher candidates in every field of teaching havedhee level of material skills and their state

of the use of technology is not different. However, there has been a difference according to their
marital status. Married teacher candidates have more material skills and use of technology in
teaching than unarried teacher candidates.

According to the results of a research conducted on Biology teachers, 38.9 % of them never use
computers, and 32.4 % do not use projector, 68.1 % the boa8& éducational CDs, 36.2 %

internet, and 48.8 % computer laboratffya Kk - € and @dcdrdingt® asindldr10) .
research, science teachers use course book and additional question book most. Whiteboard,
figures and tables are among the most widely used materials. Notice board and three dimensional
models are used leaStelevision, video, film, cd, radio tape, and overhead projector are among

the rarely used materiad/e can draw a conclusion from these results that there is a difference
between the idea of the necessity of the use of teaching technologies ancase of t

A medium level correlation was designated between teaching technologies and material design
skills and use of technology in teaching. This indicates that there is a positive correlation between
material design skill and technology. Teacher candideagieg technologies lva more material

design skills.

This research is limited to 206 teacher candidates at pedagogical formation certificate program. It
is thought that different results may be obtained from the researches depending on the experience,
field of specialty, and whether the materiasigin course was taken or not.
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