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Editorial

The Future of Curriculum
Donald G. Perrin

The June Editorial introduced the idea of a Divergent Curriculum. Many question its practicality.
It isdifficult to administer and theris no preexisting standards to compare results.

| previously challenged the relevance of standardized tests. Their thread of comparison belongs to
a world that is rapidly disappearing. Thes@a | | ed fechji evgtdoi barbtbl e has bur s
dot-com and stocknarket bubbles, resulting in entirely new tregdsto be defined.

Standardized test® notreflect the changing world in which we live. Whatever replaces
traditional curriculum and standazdd tests must be performance basadcomesnustbe
defined in measurable and observable tekmswledge and skills must pgoactiveto prepare
learnersfor the worldthey enter omgraduaiton. Curriculummustbe redefined tanticipate
changeHence, iwill foreverbefi u nd er ¢ o Mw&h of what s relevart to the past and
the present may not be relevant in the future.

The traditional convergent curriculutends tdimit studentiearring to what teachers, professors,
curriculum experts, and testakersknow and understan@ur studentdive in a world of
computerscell phones and social networdsd their future is not our futur€hey are eminently
capable obolvingtheir owntechnical problems arndarning needs. Thegangenerag progams

for their personal growth just as students did in German universities many years ago. Under the
German system, students travelled to learn under professors of their choice and returned to their
home university for final exams and graduation. Technotamy allows us to do this with global
reach from our campus, workplace home. Learners can customize programs of steldyant

to their worlds and their futurédnd digible students on any campus candy with top

professors in their field withutthe need tdravel

Today, dstance learning technologies have been integrated into regular clagsstamion and
distance learning coursgsalify for regular credit. Many institutions accept distance learning
courses from other universities part of their regular progra The next breakthrough will be
acceptance of entire programs from other institutions sethall and remote campaesscan offer
a full complement of courses and programs.

Tony Bateduturistic modelfito improve coseffectivenes®f the academy (1) alsoreported by
Stephen Downeis OLDaily (2), presents additionalptions arranged here as ABCs:

A Abolishthe semester system
A Build courses around learning outcomasd
assesoutcomeds hr ough o6proof of | earning'
A Createuniversily consortia to allow for automatic credit transfer
A Design and deliverarge undergraduatmursesisingtears,
break large lasses into groups of 28D studentsand
train Ph.D. students teaching and learning
A Emphasizecollaborative learning
A Focus on getting students to do the work: famdl organizenaterias and resources

Thelast poin suggestthat studentsoulddevelop their own program of studies. Also, consortia
may be an important first step to introduce programs from other institaaenable small
institutions to offer courses in disciplines they wereaibemwise equipped to teach.
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Vernon Andersomdvocated aore curriculum of common learnings from which students could
take divergent paths. Over the pasitoey, programshave grown thathe core curriculurrhas

become almost the entire graduate program. The core should be small, powerful, and flexible to
enable students to build effective programs respertsi their professional needs.

We need to involve owstudents. Mangtudentknow what they need for their professibn
developmengven better than we do. They have time for research, and intimate contact with the
realiies of their professiomndtheir daily lives. Professors and advisors should encourage
students to proposeprogram that is right for them and accept propaelsmeet or exceed the
academic standards of thdiscipline andheirinstitutionof higher learning

1. Tony Bateshttp://www.tonybates.ca/2009/10/10/usiteghnologyto-improvethe-cost
effectivenssof-the-academypart1/ October 10, 2009.

2. Stephen Downes, OLDaily. October 14, 2009

3. Vernon E Anderson Principles and procedures of curriculum improven®8hEdition,
Ronald Press, 1965
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Edi t or 6Ehis N adetiled study relating instructional design and preferred learning to effectiveness of
online learning. It specifically addresses the use of text, voice and animations on networks with limited
bandwidth, and benefits from student feedback through questionnaires and written statements on design
elements that contributed to effective learning.

Designing Online Learning Environments

for Distance Learning
T. A. Weerasinghe, R. Ramberg, K. P. Hewagamage

Sweden and Sri Lanka

Abstract:

The design of an online learning environment (OLE) and its content of a distance educational

programme can be considered as a major factor in success or failure of the learnomgremtir

and the respective learning programme. Therefore, the role of the instructional designers who

design online learning environments for distance learning programmes has become demanding.

To support instructional designersiteeffective, they are prided with instructional design

guidelines. However, most of these guidelines are not specifioaedsily applicable.

Therefore, we were motivated to create sets of icable instructional design guitteinesre

easy to followWe selected an OLE wtth was already reported as successful in achieving

|l earning effectiveness and student satisfaction.
for their studies and analysed the data to find what design components of the OLE led to learner
satisfactim, whatdesignstrategiesand features fdearning content led to the learning

effectivenessand whet her there was a relationship betwe
and learning design preferences. The findings of the data analysis weregur@s@nform of

instructional design guidelines for instructional designers designing online learning materials for

novice online learners following distance learning programmes on computer applications and

information technology.

Keywords: instructional @sign guidelines, online learning, distance learning programmes

Introduction

Instructional designers can design learning content with media elements likmégds, videos,

audio clips Animations and learning environments can be designed with compuetit as

interactive learning content, activities, discussion forums and quizzethdtistructional
designersé responsibility to design | earning cor
media elements to facilitate learning (Tess&drichey 1997). However, it is difficult to design

online learning materials for distance learners athaot have regular contacts with teachers.
Instructional designers need to design the learning material not only with target subject content to
be studied alom but also with appropriate guidance and support that learners require to do their
studies successfully. Also, some researchers claim that most efetwnimg programmes fail as

a result of their poorly designed learning materials (Bo®ritton Jr., D98 Ismail, 2002). This

implies that the design of an OLE and its content can result in success or failure of the learning
programme and the OLE through which the learning programme is delivered. Successfulness of
an OLE can be me a ssatisfacdonwti the OLE (lew 2007) andthen t s 0
effectiveness of the OLE for students to achieve their learning objectives by scoring high marks
at examinations. Therefore, it is important to study the design components and features of well
designed learnipmaterialsn distance learning programmes which lead to student satisfaction

and learning effectiveness.
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There are different findings reported in thiearning literature regarding components and
features of online learning environments which lea@&orier satisfaction and learning
effectiveness. For example, Rovai and Barnum (2003) report that student satisfaction and

studentsdé perceived | earning can be significant]|
active online interactions whereas Ecaffen and Ashill (2006) report that they could not find
any positive relationship between interactions &

Ot her than the course components and design feat
also have an impact ondlstudent satisfaction (Piccoli, Ahm&dves, 2001) and learning

effectiveness (Kin& Sonnenwald, 2002) in an online learning environment. Therefore, it is

i mportant to consider studentsd | earning style g
couses (Bostrom et al1990). Smith and Woody (2000) suggest that inconsistencies between

different reports in the-karning literature on effectiveness of multimedia instructions may

reflect the interaction between the teaching styles and learning $tes. students are not

taught but are supposed to learn by themselves, they have to learn with the media and instructions

on the distance learning material. Therefore, instructional designers need to know which design
components and media elements shoeldiésigned for learner satisfaction and learning

effectiveness of students having different learning style preferences. Also, instructional designers

will find it useful if findings of design experiments in online learning environments can

contribute to istructional guidelines to help the instructional designers.

Existing literature provides guidelines to desigieaning materialsg.g. Brownet al., 2002;
Goodyear, 2001Young, 2003). However, Grabinger (1993) reveals that there is a need for
empiricaly based set of instructional design guidelines to facilitate learning. Further, Grabinger

recommends three gener al gui delines; Oprovide me
el ements on the template), OusenétfuséeuaestpbucteE
arrange the |l earning content on thesenterface) ¢

guidelinedack specific information that an instructional designer can easily follow. Also, they do
not specifically target designing OLEsr learner satisfaction and learning effectiveness.
Therefore, a contribution to the field of instructional design would be to provide setdl pf eas
applicable instructional design guidelines with specific information for instructional designers
desgn OLEs for learner satisfaction and learning effectiveness.

In a previous paper we reported an OLE which was successful in achieving learner satisfaction
and learning effectiveness (Weerasinghe .e2aD8). In this paper we discuss the design
featurescomponents of the OLE and design strategies used to design the OLE which led to its
successfulness as perceived by the students. This paper attempts ®qmoyicehensive and

easy applicable sets of instructional design guidelines for instructionghdesdesigning online
learning materials for novice online learners following distance learning programmes on
computer applications and information technology.

Design of an Online Learning Environment

University of Colombo School of Computing (UCSC), Sainkg conducts an external degree

programme called Bachelor of Information Technol@@T). UCSC does not provide any face

to-face teaching to the BIT students amdorder to provide necessary guidance and support

UCSC introduced an OLE through.aaning Management System (LMS) at

http://Ims.bit.Ik/Ims/ UCSC needs to improve this OLE to provide the necessary support that the

BIT students require to complete their degrees successfully. Therefore, the goalrohdesig

OLE was to achieve learner satisfaction and learning effectiveness where learner satisfaction was
measured with | earnersdéo attitudes towards the Ol
with how well students could scom the examinationgy using only the OLE for their studies.
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The studentsd | earning experiences presented in
learning contents designed and developed for a practical subject of a courdéash Seenester

of the BIT programmeThe learning objectives targeted at the skills and the knowledge

enhancemertty usingthe Dreamweaver application to design and develop Web sites. For

example learning content on how to create a hyperlink using the Dreamweaver application

software targeted he st udent sdéo achieving necessary skills
available in the application. On the other hand to discuss the importance of creating light weight

content for web sites, students needed to acquire some knowledge using the OLE

Theoretical Perspectives for Designing the OnlineLearning Environment

The online learning materials were systematically designed and developed according to an e
learning content development process which was defined based on a well known instructional
system development (ISD) model, ADDIE (Analysis, Design, Development, Implementation and
Evaluation) (Weerasinghe et,#1007). The content development process affirms that online
learning content should be designed according to sets of design printiptepaper presents

those design principéeas design guidelines.

Design guidelines of the OLE were inspired by the principles of the three main directions of

learning theories; behaviourism, cognitivism and constructivism. Behaviourism and cognitivism

both support structuring of the learning content in small sections, preparing learning objectives

and measuring studentsd | earning achievements be
1998). If principles of only these two objectivist theories areidensd in designing of online

learning content, then the online learning content is assumed to perform as a teacher whose job is

to transfer the knowledge to the learners (Phillips, 1998). According to Phillips, the learners in an

objectivist learningenvion ment are considered as O6empty vesse
are not supposed to bring new ideas and construct knowledge by activeingotn the OLE.

Learning environments which actively involve learners in constructing their knowledgelthro

their own experienceare designed according to the principles of constructivist learning theories.

According to constructivism préefined learning objectives are not always predictable and

learning is more open to the students (Mergel, 1998). Therd&arning activities in a

constructivist OLE do not aim to achieve a predefined set of learning objectives and it is difficult

to design assessments and grade studentsd | earni

The design of our OLE was furthemrsp or t ed by Gagneds :guinnmge events of
attention informing the learner of the learning objectivesmulaing recall of prior knowledge
presening the stimulusmateriaj providing learning guidanceeliciting the performance

providing informative feedbaclkassedsg the performanceand enhariag retention and transfer
(Gagne et aJ 2005) Thesewere derived from principles tfie objectivist theories of learning
(Mergel, 1998). By referring to many learning and instructional desigmidse Merrill (2002)

has reported five fundamental prescriptions for effective instruction (Learning is promoted when
learners engage in a tas&ntred instructional strategy, observe a demonstration, apply new
knowledge, activate prior knowledge or expace and when learners integrate their new
knowledge into their everyday world.). We found that those prescriptions closely relate with our
reasoning of promoting learning in the OLE. Also, our design ideas were nourished by the
perspectives of problem ®ed learning and inquiry based learning activities implemented on
social constructivist learning settings. However, we didinot our researcto any particular
learning or instructional design theory and we did not use any particular instructiogal desi
model in degning the OLE and its content.
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Learning Styles

There can be learners with differentstypef | ear ni ng in an OLE. A studer

preference can be a significant factor contributing to his/her academic achievements &assidy
Eadus 2000). Therefore, understandingtb8earning style preferences of students kip

design courses to facilitate learning of individual students (Peng, 2002). There are different
models to characterise learning styles. Peter Honey and Alan Mungeetbded a learning style
model with four categories based on Kol bbés
categories of learning styles are activist, theorist, reflector and pragmatist. According to the
explanation done by Honey (2007);

A Activists like to learn by doing. They like to take challenges and experience new things.
They want to try out exercises or participate in activities without thinking of the
consequences.

A Reflectors learn by observing and thinking about what happened. Theyckstsully to
everyone, think over all ideas and repeat the learning when they get a chance to do it.

A Theorists like to see concepts, models and the overall image of the lesson. The content
needs to be presented in an order and explained from the sinimge to details.

A Pragmatists learn best when they are given a chance to practice what is immediately
demonstrated or explained. They enjoy experimenting with new ideas.

Learning Style Questionnaire (LSQ) is an instrument developed by Peter Honeyaand Al

Mumford to find the learning style preferences of the learners. It has been used and commented

as a valid and reliable learning style questionnaire by many researchefdlifesgn & Hayes,

1988; Fung et al., 1993; Owe&sBarnes, 1992). LSQ has twengions; one with 80 questions
and the other one with 40 questiqds-item LSQ). According to Honey (2007) 4@m LSQ is
designed for young learners who are not in managerial roles. The majority of the BIT students
who participated in this study belotmthe age group of 285 years. Therefore, we decided to

use Honeyds a-iteth L3Qutonidentify théstudedhtd | ear ni ng styl e

The online learning content was designed to support learners having any of the four different
types of leaning styles; activist, reflector, theorist and pragmatist. For example, note pages with
full textual descriptions were linked to the main interfaces to support the theorists and activity
pages having activities based on the learning content were linkegl taain interfaces to support
activists.

Instructional Design Guidelines used for Designing the OLE and its Content

The design of the OLE and its content was doreasingon three main aspects; structure of the
learning content, presentation of the féag content with multimedia, and design of learning

activities and evaluations. In order to help instructional designers in designing the online learning
contenf UCSC introduced a set of instructional design guidelines for each of those focal aspects.

The guidelines were formed based on the previous experience of the UCSC in designing online
courses and teaching for several years using OLEs.

Structuring Learning Content:

The learning content was analysed and the learning objectives were defined girthimpef
the instructional design process. The learning content was structured and constructively aligned
with the learning objectives according to the following set of guidelines.

A Display the learning outcomes of the course at the beginning of theecanal
display the learning objectives of each section at the beginning of its section .content
Learning outcomes of the course were shown to the learner on top of the menu page

earr

pref

which was named as O0Topic Outlineb6 (Figure 1
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course sections. A course section contained lot oksabons and the learning
objectives of a section were displayed on top of the list of itsseations.

A Order the learning content according to the syllablise students received the
syllabus onceheywereregisteredor the semester. Therefore in ordehtpthem

easily find the learning content that they wanted to study, the learning content in the
OLE was organized according to the order of lesson titles in the syllabus.

A Further divide the lgaing content into small units and place them on an appropriate
navigational systemUsually learners start learning with a widegle view of the

learning content that lacks detail information (Reigeluth efi880). Therefore we
organized the learningpntent from general to detail using hyperlinks. When a

student clicked on a stgection title on the Topic Outline page, it opened a window
with three frames showing a list of unit titles on the left frame, the learning content

of a unit on the right frme (Figure 2) and site name and main navigation on the top
frame.Eachunit contairsthemain page of interactive learning content (MIL page),

one or more activity pages, note pages and several other interactive learning content
pages (OIL) which containedailed descriptions of the content on the MIL page.

R O T oSy P W & =
T s
_______, :m VAPPLICATION PACKA'G/F.S’ j
5 ‘oo ¢ ot e e e ek - Themessage
— o e s s ki e s ot e O fromithe
R R I R facilitators
Leaming [ ::™ m—
Objectives | smmmmm—aas || o vima e s
A : s
Figure 1: Topic Outline page
e T p 0
o o A ot homandh. : “ s
EREsARAsEassassssssssssssapees] — NOtebutton
[ —— ‘-—-1"/

13 it titles o e~ =1 P - ivi
List unit titles Fom | — t|€¢——— Activity button

DL e g + Themainpage
i : . o k""""oftheleaming
content of a unit
(MILpage)

e _eer

ALAAASELSASANWEWENEOALLLALALAALAALLADL

- - —

Figure 2: User interface with interactive learning content
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A Add activities to each unit of the learning contéxtivities were designed for each
unit of the learning entent.Students access an activity page by clicking on the
activity button (Figure 2) on the appropriate MIL page

A Add at least one quiz to the end of each section of a co8rsdents evaluate their
learning achievements after completing a sectionetturse. There was a link on
the 6Topic Outlined page at the appropriate

A Add discussion forums and chat rooms where requBdients access forums and
the chat room of the course section from the hypeslon the Toje Outline page.
Presenting Learning Content with Multimedia:

The interactive learning content was designed with contexts having featuresiafttkea | wor | d o
settings (Jonassen et al., 1995) and they were built with different typesda like text,
graphics, audio and animations. ™eavere used to gaithe attention of learners, present learning

objectives and the | earning content as descri bec
demonstrations and simulatiottsengagestudents in taskented instructional strategies as

described in Merrill dés prescriptions for effecti
Text:

Stemler (1997) notes that in designing computer based learning content the designers should
consider that people read text on a computer screen 28% shamdhat on a paper. Therefore, if

we place lots of text on one page, the learners have to keep their eyes on one page for a long time
and that may strain their eyes. Also, normally learners tend to print out the lengthy text and read
them offline rathethan reading them online. Therefore, if we need to make learners study the
learning content online, we need to limit the amount of text that we place on one page and design
the text to make them easily readable. Following are the set of text desigingsideat we used

to design our text content.

A Limit the amountof text on one pageWe extracted the most important ®xhat were
needed to delivenformationto the learner from the student manual and used them to
design the text on the interactivataing page.

A Divide the text area into blocks of text as needidorder to make the text content
easily readable, we divided the text into blocks and kept space between blocks of text.

A Use lists to present text if possilieelse degin the text in sbrt paragraphdJsually
learners make short notes in lists and thatdtbkam to easily read and remember the
notes. Therefore, we preferred to design the text in lists. Hoywegarsed short
paragraphs in places like introductions where explanationgdshe included. We
defined a rule to design text in paragraptse not more than three lines of text in one
paragraph and use short sentences.

A Use simple English languagd he learning content was designed for Sri Lankan
students whose first languagenriot English. Therefore, we used simple English
language to design the instructions in the online learning content.

A Use a tool tip to explain the technical/scientific terms used in the text Reshnical
or scientific words or phrases on the onlirerténg content were explained in tool tips
(pop up text label) linked to the relevant words or phrases.

A Bold key words- We usedboldfacekey words in the text content to make them easily
identified and readable. Text on the online learning content warynd@signed in
black and different sizes of text were used to differentiate titles from normal text.
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Selecting or deciding media elements/clips:

The media elements should be carefully used in meeting the pedagogical requirements of the

course. Designe of online learning content add audio clips with narrations to lgegining
materials to support the learners varealready used to leamng by listening which is basically
practiced in schools. However, the results of a study conducted by Kim amahGR008) imply
that simply adding narrations in voice does not enhance learning from visuals. Also, adding audio

clips to content makes the learning material heavy and causes access problems. According to Nah

(2003) Web wusersbo

and according to Galletta (200)thed e si gner 6 s goal

studies in the OLE or revisit the OLE, then the download time should be kept below 4 seconds.

i's to

mot i

Thereforejt is important to design light weight content for Wedsed instructional material.
Berge (998 reports that text and graphics can be accessed easily over low bandwidth networks.
Our OLE was designegspeciallyfor students in Sri Lanka where studentsedfawercomputer
facilities and poor network bandwidth (Gunawardana, 200&) this reasqgrvoice narrations

were not added to the online learning content. The learning content was presented using text with
animations or graphics (Figure 3). In ordeatwid accessibility problems that can be caused by
having heavy files, we agreed upon a weight limit for all media elements selected or designed to
have in the online learning environment. Other than that the instructional media for the online
learning wee selected based on the following set of guidelines.

mYAgEoO! - .

‘ [} - » o
Cammer

2 T =4l
o T
Asimple__—+4+—" )
animation -

<

=
5

Design considerations for different Web Sites oy g

YY VYN

For Commaercial Web Sites you can use dan

"0

DUE 300 ROUCADoNS Web stes, you o use aght
colour Backgrounds w0 dark colour text ¢
NoAd 01 1Or tedching M0 learming.

gorrbs Seh

Buttonto
openthe

Notepage

Figure 3: a page with a simple animation

A Check whether a simple graphic can be usekidfy the meaning of the text
Graphics can be used to create interest in learninglarity meaning.

A If not add/design a Flash animation to simplify the meaning of the faxmations
for presenting learning content should be used only where animations are essential.

A Check the database for available media elements before designing a ndnine

Graphi

importan to maintain a repository of media content used to design learning content.
That helps the design team to share and reuse what they produce.

CS:

A Graphics were used to design the online learning content to create interest in learning
and also to snplify the meaning of text. Lee and Boling (1999) report that simple

and clear images are more effective for instruction and they can prevent loss of
learner motivation while studying with the computeraddition,we used the
following set of guidelineto design the graphics in our online learning content.

July 2009
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In order to make the information on graphics clearly identified by the students;
Use the example on the foreground and-examples on the background

Use bright colours to clearly show foregroundymie while keeping the background
in light colours

Use design effects to highlight the idea you want to transfer to the audience
Label the parts of the picture where necessary with clear text

Do not keep illegible or unnecessary text on graphiben resing images having

text, we need to remove the text if that text is not needed for the new learning
content. Text on some images may become illegible when we resize the images for
the new design work and we should remove them from the images or replace the
with readable text before inserting them to the learning material.

Sometimes we create or find graphics with text on the background and if we place them along
with the text content on the learning material, the leaner may find it difficult to reaekthe t

Also, Gestalt theorgtateghat text and graphics should have sufficient differetecenake them
easily identified separately (Leflore, 2000). Therefore, we have to,

A Add picture borders if a picture also contains some text or change its background
colour to a different colour which will not negatively influence the clarity of the text
on the image or on the text area of the learning material.

A Keep some space between graphics and the surrounding text

Animations:

Images can be used to design animatidiowever, that may exceed the weight limit of the file
that the students can access. Therefore, images which are used to design animations should be
carefully selected.

We used Flash animations to gain attention, demonstrate flows of informatior, sinealations
and to handle the learreontent interactions where animations were necessities to design the
learning context. They were desagtaccording to the following set of guidelines.

A Keep it as simple as possible
A Add user control buttons (Stop,aj| Replay, Pause, etc) where necessary

A Do not make your animation play in a loop. Add a replay button to the end of the
movie.

Interactivity handling:

Animations can be designed to handle interactivity and according to Dewald et al. (2000)
interactivityhandl|l i ng i s Akey t o actpi38).ddowewranimationg and r ei
can be heavy and may not bgaodselection for designing interactivity needed for some types

of learnercontent interactions. Therefore, we defined the following setiofetjines and

followed them in handling the learner contarteractions in the online learning material.

A Check whether a simple script can handle the interactivity
A If not add/design interactivity using Flash animations

A Check the database for availablediaeelements before designing a new one
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Designing Learning Activities and Evaluations:

The interactions on the OLE can be designed to make it highly stoeleineéd (Harasinl989).
Most of the interactions in our OLE were desigtebteassociated with krning activities,
quizzes and discussion forums.

Activities:

There were mainly two types of learning activities; activities designed on activity pages and
activities designed based on forums. A learning activity on an activity page was designed based
onthe learning content of the course unit to which it belonged. That type of activity provided an
opportunity for the learners to immediately apply new knowledge that they gained from the
learning. Activities designed based on the forums were designedlavaast some relevancy

to the content discussed in a sdztion of the learning content. The instructional design of those
activities was inspired by the problémased learning. They helped learners to apply or integrate
new knowledge into the contexdstside the OLE and also itteractwith other students and
teachers. The activities were designed according to the following set of guidelines.

A Check whether it helps students to achieve their learning objeeliveas important to
make sure it addssed one or more than one learning objectives of the lesson because we
designed the learning evaluations targeting at the learning objectives.

A Design different types of activitieDifferent types of interactive learning activities were
designed using F&n animations and JavaScript or forums in the LMS.

A Divide complex activities into small activities if possiblEomplex learning activities
were provided through scaffolding wheae the beginning of a lessaactivities were
provided witha guided or lelp text (Figured) and at the end of the lesson activities were
provided without guided or help text (Figuse These types of activities were given in
steps (set of small activities).

Nested OrderediUnordered Lists | S Y S S ©file:// - BIT @ UCSC - IT1303 - Web Design Applications - Mozilla Firefox
Create a Nested List Using the Properties Inspector
Let's start with an an Ordered List. Sometimes we want to
roe 5 B levels where we get ; = Use the Preperties Inspe
:ELISt of thmgs ULULL b table - Fallowing is an example g e 5 =
E iList of things on my table ® Create the following list usi
; 1. Books H
1 . Novels Vegetables q T Books 1. Books
1. Village in the Jungle 1. Beans : '\D‘iﬂs‘m o e e o Novels
: 2. Gamperaliva i - Vilage m e Jungle 1. vilage i
[ We are going : QOther ng};i ¢ Butter Bzang 5 2 Gamperaliya 2. Gamper:
i . B o Green Beang| =l You have ¢ Other Books i
to create this /5 gp.q =
= T - - 2. Carrots lo create 2. Files o Other Books
- w 3. Cabbages > gtlgr“tlitow_ . [ K% Q [100% 570 2. Files
4. Radish -+
Style | Nane b B 7 | style | Hore v B I =
size | Nane v E . ; Startthe ordered/unord 3 e e B D = d

yOoUu want to shift to the

Default » | W | 271 I‘Io'.'-'rapD Bg 7 [Default |»| W | 271| Mo wlapD Bg
on the “Text Indent]
@Oﬂomo J: Inspestor OOQO@O |J:
Copyright @ University of Colombo School of Computing
Copyrioht @ University of Colomba School of Computing =
Figure 4: Practice simulation with Figure 5: Activity simulation without
guided text guided text

A If onecompletingactivity leads to another activity, then place thHssthon an
internal navigational structure

A Give clear and appropriate instructidgn¥he students should be able to clearly
understand what is expectiedm them (what they should do as a whole and what
they should post to the LMS). However, if students had questions regarding the
activities they could discuss it with others using forums.
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A Add guided or help text where appropriaté a learning activiy was designed

based on a simulation, we added guided or help text to motivate the learners to
complete the activity. Activities which might need further clarifications for

individual students were designed based on forums (Figure 6) and students could ask
guestions and get help from other students and the teacher.

Add rel evant ff eedback-Studentsihdn®©lLEntedtbent s6 i nt e
receive feedback to their responses. Therefore, we added automatic feedback to most

of the activitiesThe activties which led to learndearner interactions and learner

teacher interactions where students could receive feedback from the teacher and the

other students were designed based on forums in the LMS.

In addition toactivity forums we had discussion foms (Figure 7) which provided a discussion
topic. The students had to learn by expressing ideas, commenting her s 6 i deas, askin
guestions and replying to othersd questions witdt

* Nadeeka's Website

B e

Thushan Weerasingbe (Logout|

Figure 6: Activity forum Figure 7: Discussion forum

Evaluations (quizzes):

We attempted to constructively align interactive learning content on the course units, activities
and other components of the OLE with the relevant learning objectives. In order to determine
whether studds achieved the desired learning objectives, we created quizzes with a set of
multiple choice questions. Those quizzes provided an opportunity for the students to evaluate
their learning achievements by themselves.

Our instructional designers did not leawmuch to davith designing the quizzes. The subject

matter expert (course coordinator or the person responsible of providing teaching materials to the
instructional designers) provided the questions for quizzes and assignments. The instructional
designeradded them to the LMS. Howeyér designing a quiave needed to make suke:

> > >

Used only the questions given or accepted by the subject matter expert
Placal the quiz at the end of each course section

Added questions to the appropriate qiiize questionsn a quiz should be based
only on the course section where it is placed.

Student Experiences using the OLE

In a previous paper we reported that the students of our OLE were satisfied about the OLE and
they were managed to learn more efficiently ording the OLE once they got used to it
(Weerasinghe et al., 2008). Also, the results reported on in that paper implied that the OLE could
support learners having different learning style preferences. In this paper we report;
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(1) what design components letadthe student satisfaction towards the OLE and its content, (2)

what design features and strategies lead to the learning effectiveness as perceived by the students

and (3) whether there is a relationsghdesign bet ween
preferences

The student sd exper debriefmgs andouraypes of guedtidneartes d usi ng

1. LSQ: 40item Learning Style Questionnaire obtained from Peter Honey and
Mumford publicationsStudents rated a set of 40 statements. Eatdmstat asked
whether the student agreed or disagreed with it. (The same questionnaire and result
set werereported in our previous paper.)

2. LEEQ (Learning Environment Evaluation Questionnaire): A questionnaire
addressing student sthe faciitiescandffdataresavaitableéiru des t owa
the OLE in the LMS.

3. LCEQ (Learning Content Evaluation Questionnaire): A questionnaire targeting at
studentsd experience and attitudes towards e
such as graphics, animatiosnulations and activities.

LEEQ and LCEQ were developed by the authors of this paper and they consisted of questions on
a Likert Scale, dichotomous questions, filter or contingency questions and unstructured or open
ended questions whidht students wike their comments freely.

The studentsd | earning experiences reported on i
face meetings; two meetings during the semester and one after the final examination. The LSQ

was distributed among the students duthmfirst meeting which was reported on in a previous

paper (Weerasinghe et al., 2008). The students who expressed their willingness to participate in

future meetings were invited for tkecondand thethird meetings. Only 27 students patrticipated

in all three meetings. Among them, there were 9 females and 18 males and the majority of them

belonged to the 205 age group

The students answered the LEEQ and participated in the debriefing session at all three meetings.
At the third meeting students answeriég: LCEQ as well.

Thefirst author of this paper played multiple roles in the design experiment reported on in this
paper. She worked as the instructional designer, content developer, the author of the student
manual and the teacher of the course. Andtigtructional designer of the UCSC who was
officially responsible for the course development work helpedinsteauthor of this paper in
packaging and uploading the learning content to the LMS.

Design components that led to student satisfaction

Thestué nt s6 reports on the LCEQ and the debriefing
and features that led to the student satisfaction towards the OLE.

Student experiences reported on in debriefings:

At thefirst meeting the majority of the students agapated the OLE for delivering downloadable
student manuals and providing quizzes. However, when moving frofindh@eeting to the

third meeting, the students appreciated the interactive learning content and the forums as much as
the quizzes. At théhird meeting the students did not even talk about the student manuals instead
they expressed their satisfaction towards the components like interactive learning content, private
messaging, chat room, forums and quizzes on the OLE. They reported that thpsaes

were quite useful in their studies. However, they added that they would have liked to have more
scheduled chat sessions and awwlitzo content.
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Student experiences reported on in the LCEQ:
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Graph 1: Student satisfaction towards the components of the OLE

We drew a graph@Graphl) based on the student satisfaction towards the componeregsaifh

reported oninthe LCEQtSudent s6 appreciated interactive | ear
components on the OLE (Graph 1). The features of theatttee learning content were

appreciated especially for their helpfulness and usefulness for learning.

Design features and strategies that led to learning effectiveness
(as perceived by the students):

Structure of the learning content:

At thethird meeing the students reported on in the LEEQ that the available navigation structure
to access the learning content was quite appropriate andtieselty. More than 70 % of the
students commented that contents in OLE were properly organized on the Tojie Pagle

(menu page).

Design of the learning content:

About 60% of the students, who participated intthied meeting, reported on in the LCEQ that

online learning material had been very useful and altogether more than 96% of the students

replied that ithad been useful in their studies (TabjeOne student reportel St udyi ng mat er i
gavemea big help that | never expected. When there was a problem we received so many related

answers from our colleagues. | would like if this LMS will helpusinoturdur e st udi es t oo.
Another student noted that she could apply the knowledge she obtained from the OLE in her other

studies. Shereported The LMS content encourageldMSus t o do th
content was very usefto us. We learada lot from hem. | could use the knowledge | obtained

from BIT online | earning content in my other exeé
Table 1
Studentsé appreciation of design el ements of
Online learning content was useful for the studies 96.30%
Learning Objectivesvere clear and could achieve them 83.95%
Online learning content was useful for the studies 96.30%
Animations clarified the text content 92.59%

Animations with guided text explained the steps or procedu 85.19%

Simulations helped to study the lesso 92.59%

Graphics clarified the meaning of text 92.59%
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The students found that simulations, other animations and graphics were very helpfulito them
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P

student so

ratings

for

t

he design features o
student who did not attend any formal teaching sessions for BIT degree courses:répbrted s
was tle first time | experience such a learning method. As a studenivasiotally dependst on
the LMS content, | regard that everything in it is gassbecially the interactive learning content.
It was easy to memorize facts when they were presentedsimtidtwith interactive animatiogds

learring the lessons (Table 2). Following are three quotes taken from LCEQ.

1.
2.

3.

i

—

n

Sl ides wer

Ani mat ed
hrough no

Il nteractiywv

|
t

e very iunltdersetsutdiyn gwittoh osuete .g etot,i nwge

essons wer e

es. o

e |l earni

ng

\Y

coOo

ery good and easier

f

1

ntents wer e very us e’

The text on the online learning content was appteditor its simple language, font size and font

type (Table?2). Also, the presentation of text content in lists was appreciated by the students. For

exampl e; one

t o

student

earn without wast.i

ng

ti

me . 0O

About 56% of the students found that there wasadequate amount of text on a page and 52%
found that there was not enough white space between the blocks of text)T #bkhe

debriefing session students said that there were somep#lgéso much text. Their comments
relating to this problem refred to another course in the LMS but not to our online learning
content. However, we appreciated this comment because it helped us to improve our set of
instructional design guidelines presented in the next section of this paper.

Table 2
Design features of text
Simple Language 81.48%
Adequate amount of text on one page 44.44%

There was enough white space between the blocks of text| 48.15%

Size of the text is appropriate

81.48%

Font type is good to read the text for a long time

81.48%

Design of the Learning Activities:

The students of our OLE found that the learning activities on the OLE were quite helpful in their

studies (Tabl&) . Al s o
the OLE for an average of 2.5 hours peitviThat can be interpreted as that the students found
learning in the OLE interesting anghen the students were given autonomy for their own

learning they could learn for a longer duration of time.

accor di

ng

t o

our student soé

At the first meeting we found that there were oré§@seltstudying students who reported that
they did not get any formal teaching for BIT degree studies in our sample. Howevethatithe
meeting, more than 85% replied that they were already or could kstiiging students in the
OLE. Also, about 9% of the students reported that they could learn actively in the OLE. In
elaborating their own replies in the questionnaire, the students reported that OLE made them
actively involvel in learning with different types of learning activities and they could
collaboratively study with other students through forums and private messages in the LMS.
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Table 3
Impact of the learning activities of OLE for learning

Activities were helpful for learning 85.00%
Activities could be completed after studying the learmogtent 77.78%
Forums helped to discuss the learning activities 59.26%
Forums helped to discuss other learning problems 60.12%
Practice Quiz helped to evaluate learning achievements 92.59%
Could actively learn in the OLE 96.30%
Was or can be a sdiarner in the OLE 85.19%
Maximum duration of learning time per visit 2.5hrs

Even though we designed discussion and activity forums we did not design any group learning
activities due to administration and online facilitation problems in the BIT degogeapnme.
However, surprisingly more than half of our students found forums helpful for discussing the
learning activities with others in the LMS. Also, the students found the forums urseful

discusing their problems related to learning. Following are eahthe comments given by the
students regarding the helpfulness of forums.

1.ASubject Discussions were helpful to share o

i
more opinions from them. o
2 Al could ask questions from the teacher and

3. i Wh en tsherobiem weareceived so many related answers from our
coll eagues. 0

The students could evaluate their learning achievements by themselves using Practice Quizzes.
The students reported that quizzes helped them to study the important areas of therldssons a

face the exam confidently. One of the students c
based on the syllabus. When | completed a section | could go to the particular LMS quiz and
evaluate my knowledge. That was a huge benefit t
LSPsandtheir rel ationship to studentsd | earning desi
The LSQ (Learning Style Questionnaire) reported that there were 8 Activists, 12 Reflectors, 7

Theorists and 5 Pragmatists in our sample (Weerasingheet&@ 008) . The studentséb
fordesim components on the OLE (studentso6 | earning
LCEQ were analysed with the studentsé | earning ¢

that the students had appreciated the features of the learning content whatesLineir own
learning styles. For examplagtivistswere happy about the online learning content because they
could do the activities and discuss them in forums with the other students and the teacher
reflectorswere happy about the animated less@h&h helped them to remember the lessons
more easily than the text based notes (shaded area A indjablether, the students had
requested more features or facilities that would again support their own learning styles. For
example, pragmatists neededchave more support for the practical activities while theorists
requested the UCSC to provide them with a search facility to find text in the learning content
(The shaded area B in Tallg

July 2009 16 Vol. 6. No. 7.



International Journal of Instructional Technology and Distance Learning

Table 4
Rel ationship between the st sigrepnefeseibcest SPs
Activist Pragmatist Theorist Reflector
Content presented | Could discuss Could study the
in point form; could | subject problems | lessons with piures, | Lessons in
learn without with the teacher animations and summaries; could
wasting time and other students| activitiesof interest study quickly
Received hands on (A)
experience in using Animated lessons;
Interactive learning | software without Interactive learning easier to remembe
content; very useful| having it running in| content; could solve | than going through
in our studies the computer our problems notes
_ (A Could ask
| ||k_e Could do the Practice quiz and | The learning content; | questions from the
online activities and activities; very very clear and easy to teacher and
learning | discuss in forums | useful. understand students
material. Practice quizzes;
helped to study the
Interesting and key areas of the
could complete Encouraged us to lessons and
lessons without do the examination| Had all learning evaluate larning
getting bored. well. content achievements
Subject discussions;
Could use that useful to share my
Simulations knowledge in other| knowledge and get Had all learning
explaining how to | activities more ideas from content we need to
do the tasks /examinations others study
Add more
_ challenging Upload all content Upload all content
| like to activities, activities earlier so that we can| earlier so that we
have that lead to Provide more go through them can go through
some experiments and activities and several times befer | them several times
more group activities quizzes the exam before the exam
features (B) (B)
[facilities Give more support| Add search facility to | Add a help page

Provide more
quizzes

for practical
activities

find text in the
learning content

and a guid to use
the LMS

Improvements to instructional design guidelines
The student experiences reported on in this paper assert that we have used appropriate

instructional design guidelines to design our online learning content. Further they provided

implications to add a few more guidelines to enhance learner satisfaction and learning
effectiveness in the future design of the OLE.

Design components that lead to student satisfaction

The

resul

ts sh

own on

Graph 1

and

a n ddebridfimgs shawu d ent s 6

that student satisfaction towards the OLE was led by its interactive learning content and practice
quizzes and learning activities. Learnm@ntent interactions were a major factor in those

components. Therefore, our results can be indéed as that learneontent interactions lead to
student satisfaction in the OLEhis compliesvith resuls reported by Rovai and Barnum (2003).
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Design Features and Strategies that Lead to Learning Effectiveness

Structuring learning content:

Thestudes 6 experiences reported on in the LEEQ assu
well organized and placed on an appropriate navigational system. Also, the students of our OLE

reported that OLE helped them to learn without wasting time. Therefore, tleerstuds 8 c o mment s
reported on in this paper imply that the structure and organization of the learning content on an

appropriate navigational system enabled students to quickly select what they wanted to learn.

However, during the debriefings the students ested adition of:

A student guides to use the Qldnd
A contact information of student support services like technical guidance to the Topic
Outline page.
Presenting learning content with media:
Selecting media for learning:
The student s 6overal famtonatitysof tlenntetadtive learning content were
mainly focused on features such as learner engagement, interactivity and accessibility of the

learning content. Therefore, in deciding what media is suitable for a learning content, the
instrudional designers should consider whether it;

A can motivate the learners

A can entice the learners

A is constructively aligned with the learning objectives

A can handle or support interactivity

A will not exceed the weight limit that the network can have
Text:

Textin blocks having short paragraphs or lists with bold key words helped the students to go
through the learning content easily and quickly. Further, the reports of our students implied that
they were motivated to go through the detailed information antdedadtivities placed on

hyperlinks. However, about half of the students of this study reported that they found too much
text and too little white space on the online learning content pages in the LMS ZYable
Therefore, we added two more guidelines ®ght of text design guidelines.

A Keep one line of white space between blocks of text to increase readability

A If main page is having text that cannot be easily accommodated in the available space on
the template then redesign the text (Identify the ketyaed place it on the main page
and add the other text to the links on the main page or place the text on consecutive main
pages.)
Graphics:

More than 90% of our students found the graphics on the learning content useful for
understanding the meaning bkttext content. This implies that we have designed the graphics on
the online learning material to support learning and it may agree with Carney and Levin (2002)
who concluded that carefully constructed graphics can enhance learning from text. However,
there wereafew students who reported access problenseme of the graphics. This comment
helped us to improve one of our design guidelines.

A Check the weight of the graphic before adding it to the online learning content. If it
exceeds 500KB then splitiitto two using graphiediting software and add them
close to one another on the online learning content.
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Animations:

Almost all the students who participated in this study replied that animations in the online

learning material helped them to understanrde concepts. Al so, according
comments the simulations on the online learning material enabled them to get the hands on

experience in using the Welesign application without even having it installed in their

computers. Therefore,thestutht s6 experiences reported on in thi
reasoning of SyrjakgBerdux &Szczerbickd2000) who noted that not only the quality but also

the efficiency of an-dearning material can be enhanced by using animations. However, the

debriefings reported that the students needed more time to read the text on animations. Also, our
studentsd suggested that i f an animation plays t
allow them to control the pace of it. Therefore, we addedtae guidelines to our set of

guidelines to design animations.

A Play the text more slowly in an animation which contains text and graphics

A Design the animation with steps and add control buttons to allow learners to control
the pace.

Audio:

There were only few audio files in our learning content. The rest of the audio files were not
added mainly to avoid the exceeding of weight limit of the animation file. However, at the
debriefing the students replied that they would have liked to have audio playirgmtations.
Therefore, we decided to improve the last guideline in our list as follows to design the animations
for online learning content.

A Add audio where necessary if it is not going to exceed the weight limit of the file
0 Add audio control buttons

0 Make sure that students without having audio playing facilities can also
receive the same message in text or in text and graphics

Designing activities and quizzes:

The results we reported on in a previous paper implied that our students could efficietitty use
OLE and its content in their studies (Weerasinghe, et al., 2008). Based on the analysis of student
experienceswve can conclude that most of the students found online learning activities 8 able

and learning content (Tablé useful in their studieand they could learn actively in the OLE.

This implies that our students could actively construct knowledge using the OLE. Even though
forum participation was not compulsdioyr doing the activities, more thehalf of our students

reported that discussiomgth other students and the teacher via forums were useful in their
studies. However, the studentso6é reports on debri
access the relevant forums from the interface of the interactive activity or thadeeontent.

This leads us to add the following guideline to our list of guidelines to design learning activities.

A Ifalesson activity leads to a forum discussion, timk discussion tthe activity.

A If there is an activity based on a lesson page obasction of a lesson which leads
to a forum, then give the link to access that forum within the learning content itself.

Studentsd |l earning styles and their | earning des
Consider the learning style preferences in designing online learoirignt- By analysing
the studentsdé experiences it became clear that ¢

OLE with respect to their own learning styles. However, according to Honey (2007) student
can have more than one learning style preferenddteeir learning style preferences can
change over the time. Therefore, it is important to consider the requirements of the learners
with different learning style preferences in designing distance OLEs.
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Conclusion

An OLE which was reported as successiuhchieving learner satisfaction and learning

effectiveness was further studied to determin&kvtesign components led to the learner

satisfaction and what design strategies and features led to the learning effectStedess.

learningexperiences ithe OLE were gathered using questionnaires and debriebiags was
analysed to find relationstsfpp et ween studentsdé | earning style pre
design preferences. We found that our students were satisfied with the design tef dotiie
learning content, learning activities and the evaluatibearning effectiveness wasluencedby

the structure of the learning contamddesign of the interactive learning content, activities and
quizzesWe found that there was arelationsh b et ween the studentsd
studentsdé | earning design preferences. The
design guidelines for novice online learners of distance learning programimgsomputer
applications and infonation technology.

| ear |
se fir
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Edi t or 0lsarming stydes continue to challenge researchers and those who design instruction.
Learning is more efficient and effective when presented in the preferred style of the learner; however, in the
real world, learners must be capable of working with all learning styles in order to be successful.

Informing the Design of Personalized Learning
Environments through Iterative Analysis of

Learner Interaction and Feedback

Mohammad Issack Santally
Mauritius

Abstract

Personalization in webased learning environments is receiving growing attention from
practitioners, educational researcherd technologists worldwide. One of the aspects that has
been heavily studiedvith varying levels of success and consistent resalfsersonalization
through adaptation with respect to learnirmpgnitive styles and preferencé&slucators and

researchex have mixed opinions on the impact of learning styles/cognitive styles on the learning

experience with particular reference to adult learners anebaséd learning environmenihe
validity of learning styles questionnaires denbeen put in questio This article describes a
method that can be followed to minimize inconsistencies and possible subjectivity of learner
responses iquestionnairethat will increas the validity of the learning style surveysidbaper
further describes aghased itative life-cycle modethat is inthe process of adaptation to
individual learning preferencesdlearning styles.

Keywords: Personalized instruction, learning styles, cognitive styles, instructional and pedagogical design,

web-based learning.

Introduction

Personalization in webased learning environments is receiving growing attention from

practitioners, educational researchers and technologists worldwide. The current belief is that the

6one size fits all é& phil os ochdsiylimitedin @edagogicab t e d

effectiveness. The web is no longer seen as an innovative delivery medium only but as a platform

where rich pedagogical scenarios, adapted to specific learning needs of Jeamérsdelivered
on a-indji metd blatlseicancept Bipersonalization inevitably results in adaptation to
specificlearnermpreferences, there are a variety of ways in which online educatopsovide the
socal l ed personalization. The fir steeds et
environment. In this case, he/she can select layout templates, colours, fonts adidpiter
attributes. He/she can also select the level of educational material he or she wants to access
depending on his or her educational nepdsvious eduation, and experiencd his kind of
personalization is achieved through featires f ¢ u ghe leaming esndgronment.

Another possibility is to have the system provide the learnerangtistomized learning scenario.
The systenis basel on prior recoded parameters such as performance assessment, prior skills
and prerequisites of the course. Personalization in this context is achieved in a somewhat
hegemonic way where the system (the teacher in a traditional environmentephogiddually
tailored content to the learndn the pastresearchers considerachumber of features that can be
used in the personalization of instructions in vealsed learning environments. One aspects that
has been heavily studigdith varying levels of success pasonalizatiorhat adapts teognitive
styles andearning stylepreferences.

Educators and researchers have mixed opiniorieewualue ofearning styles/cognitive styles on
the learning experience with particular reference to adult learners aroasetiearning
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environmentsThe validity of learning styles questionnaires bfisnbeen put in question. This
article describes a method that can minimize inconsistencidsamersubjectivity while filling
the questionnaire® improwve reliability andvalidity of learning style surveys.

The paper further describes gpHased iterative lifeycle model in the process of adaptation to

individual learning preferences of the learners according to their learning styles. The aim is to

have a learner profilhatis as accurate as possible and which evolves over ltinsdased on

the | earnerb6s interaction with theépelcepionafi ng envi
the learning materiahnd learneachievemenin terms of performance and undearging of the

content. Furthermore, by capturing learner feedlaatiperceptions, learning paths can be

establishedit will determine f adaptation to learning styles contribsito learning enhancement,

andimprovel learning outcomes in wellased learing environmers.

Personalization, Learning Styles and Web-based Learning Environments

Terrell and Dringus (2000) investigated the effects of learning styles on student success in an
online learning environment. They tracked 98 Masters level studemsdrifoamation science
programme usintheKolb Learning Style InventoryWhile they found that a majority of students

can succeed in an online learning environment regardless of learning styles, they also found that
there have been more dropts where thetudents learning style fell in tlecommodator

category.

A study from Ross and Schulz (1999) based on the Gregorc Style Delineator revealed that
learning styles significantly affected learning outcomes and that abstract random learners may do
poorly with some forms of computaided instruction (CAl). From definition within the Gregorc

Styl e Delineator, abst r alioear, mudidineersionall aedaprefere r s t end
active, free and colorful environments. They thrive on building relatipastith others and
di sli ke extremely structured assignments. 0

Underperformance in computer aided instruction environments can be expltieedthese
environments lack the collaborative, collective features ofwas®d learning environments.
Furthermoe, computeided instruction ofterotuseson highly structured assignments such as
fill -in-the-blanks and multiple choice questions while vixstsed learning environments can
provide lessstructured learning activities and scenat@ft learnempreferences.

Butler and PinteZipp (2005) conductedneexperimensimilarto Ross and Schulz (1999) with

mature learners in an online learning environngeather tharatraditional CAl settiny The

feedback from learners suggested tfmtmature students vehare practicing professionals

focused ortheir career goals, the real effect of learning styles cannot be estalitisheduse

and effect way. This is because their thrust to complete the delinfl@enced byntrinsic and/

or extrinsic motivation fetors. The study also revealdthta significant number of online

learners developed a dual learning style. Butlerand&iritopp ( 2005) further ar gut
learners are more flexible, stretch their learning styles to accommodate a varietyuofiorsit

methodsor simply transcend through preferred methods.

Luk (1998) studied differences in academic achievement with respect to cognitive styles of
nursing studentdde found that fieldindependent students performed better than theirfield
dependat peersn both traditional education and distarlearningsettings. The culprit factor in
distance education was attributed to the highly impersonal nature of the modality given that the
teacher and learner are not in a faeéace relationship on a ntinuous basiddowever, his
argument does not hold strong for two reasons. The first one is that evento-face

relationships, the interaction is not on a continuous basis. The second is tlzaidasivanced
communication technologies hdlprecreate the facéo-face setting in an improved wa&n
examples the promotion of greater number @neon-one interactions with the teacher.
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One interesting argument provided by Luk (1998) is the concept of structure-dirseted
instructional packges. It is argued that fieldependent and fielohdependent learners would
perform equally well if the instructional package is highly structured while-fiefgendent
learners would have difficulty in seratructured or unstructured learning contexts.

Ford (2000) argues that virtual environments enable a given information space to be traversed in
different ways by different individuals using different roots and tools. He argues that cognitive
styles are useful factors that can help in the personalisatiostruction in virtual environments.

He suggestshe need of more robust student models to achieve better learning systems design. He
proposes virtual environments that enable differential patterns and sequences of access to
information b suit the diferent types of students. Such access should be prescribed, autonomous
or recommended.

FurthermoreHall and Moseley (2005) argue thednslating specific ideas about learning styles
into teaching and learning strategies is critically dependent orxtiiet @0 which these learning
styles have been reliably and validly measured, rigorously tested in authentic situations, given
accurate labels and integrated into everyday practices of information gathering, understanding,
productive learning and strategind reflective thinking.

Critiques of learning - cognitive styles instruments

The model of Kolb (1984) has been critiedby different authors and theieneed for a more
reliable and valid instrument for measurement of learning styles (Kinshuk, 19@63omktruct

of theLearning Style InventondSI) wasfound to be unsatisfactory by different authors
(Freedman & Stumpf 1978; Wilson 1986) while the face validity, an important aspect of the LSI
was not wellaccepted by managers (Kinshuk 1996).

From a pdagogical perspective, Atherton (2002) writes that one of the strengths of the model is

t h a provides on@ of the most useful descriptive models of the adult learning process available.
The most direct application of the model is to use it to ensutéghehing and tutoring activities

give full value to each stage of the procéss

From a lifelong learning perspective, Reijo (2000) states that Kolb's learning cycle does not
illustrate the fact that empirical (i.e. experiential) thinking based on dwdistimitations such as:

A It may result in false conclusions.
A 1t may not help us understand and explain change and new experiences.
A It may cause mental laziness and dogmatic thinking.

Reijo (2000) also suggests that Kolb's experience and reflectionindsalation andt is
necesary for the individual to interact with other humans and the environment in order to
enhance the reasoning and conclusions drawn. This critique oaaivdg from a constructivist
point of view. However, from anlearning pespective, welbased learning does favor the
design of constructivist learning environments that can be combinethekolb learning
model to meet theritiqueabove.

Garner(2000) arguethe poortheoretical foundations of Kolb theory and questiong¢hiability

of the instrument. Despite acknowl edging a numbe
Garner argues thatfmisunderstanding is generated by the confusion around whether Kolb is

arguing for learning styles as traits (and so stable) otesdand so flexiblé)a clear answer to

this is needenl

In addition, Zwanenberg et al. (2000) investigated the psychometric properties of the different
learning styles instruments such as the ILS (Index of Learning Styles) and the LSQ (Learning
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Style Quesonnaire) He challengethe poor psychometric features of the instruments and
guestioned their reliabilityo obtainsatisfactory results in experiment

Veenman et al. (2003) demonstrated the limitations ofassiéssment reports in determination of
learning styles and proposed thiglloud techniques as a more reliable approach. However, it
must be pointed out that this technique of rabmid can pose some practical limitations when
the number of learners is elevated and if theyaadéspersed geogphic locations.

Improving reliability of data gathered from learning style instruments for
personalized web-based environments

This section presents a method to address the critics and issues raised by previous studies

concerning the validity of sessesment instruments to determine preferred learning styles as

well as critiegsms that some learning styles are a mere determination of personality preferences. If

we look at learning style questionnaires, students can answer up to 90 quexdibeslassfied

in one category onhEducational designers will then derive a set of guidelines to tell teachers

about the |l earning activities that will suit t he
some stage there is a grouping done with the éearat a particular granularity level which

cannot be broken down further. Analyzing individual answers will help to further understand the

|l earners6 preferences even if their profile is ¢
style instruments

An analysis of the Honey and Mumford (1986) LSQ, the Kolb LSQ and thed/questionnaire
(Barbe & Milone, 1980) reveals many similar questions to determine learner preferences.
Furthermore, with respect to the questionnaires studied, while there rmagnbeguestions that
are not relevant to an educational context, there are some statements which are direct

determinants of a | earnerb6s preferences.

Furthermore, it has been noted that some questions do in fact repeat themselves in a masked way.
While sone writers have criticized this approach, it is believed there can be a logical rationale
behind the inclusion of some redundancy. The reason is to minimize the subjectivity and
inconsistencies of the learners while filling the questionnaire. Such siméatigns can be

grouped together after the learner has filled in the questionnaire to see if the learner was
consistent in his choice or not. It might be assumed in a first instance that a learner who gives
contradictive answers for redundant questiortiser unsure of his preferences or is just filling

in the questionnaire in an-4mbc basis. Therefore, the researcher can be informed of this
inconsistency and decides to remedy the situation as he/she deems appropriate. For such cases, an
interview may le conducted with the learner to probe into his preferencespatadehis profile
accordingly.

An alternative solution to the fillingut aquestionnaire by learners is to have their navigational

patterns and online behavioral patterns analyzed in aféeedrd neural network (Lo & Shu

2005). The networkodés output then predicts the st
experimentthough limited to the VA-K instrument after trainingrothe networkproduced

satisfactoryoutputs However, ths network only predicts one learning style for the studased

ont he neuron that 6fireso. In this case, when t h
student, the system wil/ have to |l ook for conter
techniqie therefore, can be seen as an alternative automated technique for determining learning
preferences of a student. However, it does not address the issue of subjective answers by the

learners as the training set used is based on the answers the stuel@nigyaally. Training a

neur al net at this stage, even if the system pr e
predictinganinconsistenbutcome

A more conventional approach can help reveal the inconsistencies and subjectivity of the learner
while filling the original questionnaire. The approach used here can be both adaptive and
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adaptable. If the adaptable approach is selected, then the learner will not be given material
preselected by the system, but will in fact be given the freedom toech@swn set of learning
materiab. His/her navigation history will then be kept addpending on the learning path he/she
undertook, his/her preferred learning preferences will be revealed. This can also be seen as a
useful method to adjustielearnemprofile with respect tdis/heroriginal selection. However, for

every page navigated by the learner, feedback needs to be obtained on his/her perception of the

l earning content. This is because, a lihkear ner
which he/she does not really perceive as valuable and this link can be counted as forming part of

mi

his/her learning path. The idea of basing oneself poetyh e concept of o6visited

unvisited |linksé can be misleading.

In the case of thedaptive approach, the learners will be given the most appropriate content as

chosen by the system based on his initial profil

system applies the appropriate algorithm (Santally & Senteni 2005) to selgwighappropriate
content. However, what can be tnest appropriateontent for the system after applying the

algorithm or for a teacher after taking cognizar

what the learner feels like msost approprate. Therefore learner feedback is important in every
cycle of learning activity. Learner feedback will not only help to update his/her profile, but
grouped evaluation of learner feedback on the same content will also help in pointing where the
pedagogicatiesigners got it inaccurate with their perception of a particular content. Learner
feedback will also reveal any other factors other than learning/cognitive styles that might be
influencing the learning experience.

The Lifecycle of the Process: An Expansive and lterative Approach

The above discussion leads to the development of a structured approach that can be seen as a
lifecycle model for the development of personalized learning environments with respect to
learning preferences of the learners. An iteeapproach is proposed in phatestevolve
expansively in cycles for adjustment of the learners changing preferences over time. This model
assumes the pxistence and classification of learning content by the pedagogical designers.

Phase [1]: Data collection and analysis from learning - cognitive styles instruments

This phase relates to the learners filling out respective instruments that will classifiptiiem
different learning/cognitive styles thatirrentlyexist. This can be carried out throughbamased
guestionnaires administered as a@guisitebeforestaring thecourse. The information
collected is stored in a central learner profile repositGontradictive answers for redundant
guestions are identified and appropriate action (such lasvfolp interview) is taken to improve
accuracy of the information collected.

Phase [2]: Logging st u d e mavigdion history and feedback

Once student profiling is carried out, they can start navigating through the content (either in the
adaptable or adaptvconfiguration) and each of the link (content) they navigate and provide
feedback on, is recorded for form a documented learning path for each student. In the case of the
adaptable configuration, content on which learner do not provide feedback wiidaedgid from

the learning path of the student. It will be assunhed te learner visited that content either
Afaccidentall yd or fAby curiosityo. Even if a

configuration mode iscseddtlbedeniadagppatbhewi lahh

adaptive configuration which will be running as a hidden layer.

In the adaptive configuration, the learner will have to give his feedback before he moves on to the
next learning content. The feedback hefgives will be based on questions tletdevised after
careful analysis of the answers in the questionnaire he/she filled in phase 1.

July 2009 27 Vol. 6. No. 7.

ear

0 €



International Journal of Instructional Technology and Distance Learning

Phase [3]: Analysis of navigation history and Student feedback

Once the learner completes a learning unit/course, higatanal patterns are displayed. If

he/she was ianadaptable configuratiotheactual learning path will be compared with the one
predicted by the adaptive mode. His/her feedback on each learning content will be analyzed and
compared with hitieroriginal answers. On the other hand, group feedback will be used to

determine if itbés the student profiles need to
to be reviewed. This is where analysis of individual answers will help further the initial
c assification granularity where | earners are gr

O6pragmati stsd6 etc to provide a more accurate prc
Phase [4]: Evaluation of learners performance and learning outcomes

A variety of techniques carelhused to evaluate learner performances in the learning units/

activities and to check if they have met the learning objectives-wiga examinations, written

work assignments and examinations as well as the level of understanding géiaredid

indcat ors of the degree of successful adaptation t
cycle starts again with either the same batch of learners moving on to a higher level of education

or with new batches of learners joining the same programme.

Discussion

The issue of incorporating learning styles into the design of instruaticurrednitially in

traditional classroom settings. With the emergence othesed instructiora number of

researchers have focused on the possibility for extrapolafithe concept for learners engaged

in online learning. Most of the experiments were focused on one particular style and based on

ri gthenedisfed6 statements | imiting the flexibility
that has been establishiegl previous researchers that learning styles do change over time.

Thereal issue when it comes tesign of personalized learning environnsgatot about getting

the students preferred learning style on a perfectly accurate scale. The importasttthinef ian

initial profile of the learner as accurately as possible. The other important aspatgsgytoand

delivercontentin a format thatdappropriatdoeachh ear ner sd preferences. The
combination ottontentand methodologthatwill perfectly match any learner preferenead

there cannot be a student withly one learning preference who will not achieve the intended

learning outcomes solely because the learning content or teaching method did not meet his

preferences. The airhdrefore, is to enhance the students learning experience by tjiemgs

far as possiblecontentin a form that matches his/her learnprgferences.

The Aiterative analysis of | earner interaction &
learning styles as well as the one on subjective filling ofreplfrting instruments. This can help

improve learner profiling in online learning environments as well as provide adequate grounds to

determine any adjustments needed in learning contenlipgofThe method presented is an

important layer of instructional specification for the design of personalized learning

environments. Such an instructional specification is a Aayéred structure consisting of:

A A pedagogical framework for the designi@érning activities and scenarios. It also
provides information with respect to actors involved in the learning environment. Such a
framework follows an activiggheoretical approach for the learning activites
consitutes level 1 of the learning dgsi framework.

A A process model, as elaborated in this paper, consisting of appropriate mechanisms for
student and learning content profiling. It also consists of reajrstsident navigation
history, interactions with learning content and learner peraeptidthe content. This
constitutes level 2 of the learning design framework
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A An adaptation mechanism consisting of a fuzzy algorithm to match the most appropriate
contentand methodbased orthe learner profile stored in the system. It decides learning
object selectiorandsequencingand determines the proposed learning path for the
learnerfor a particular learning activity. This is level 3 of the learning design framework.

Personalization in webased learning environments using the learning styleoagipralso
impliesthata variety of content targeting similar learning outcomes should be available in a
variety of formats. However, witimcreasingavailability of webbased resources such as epen
educational resources and learning object repositoniee ts a possibility of having content with
multiple modalities. Furthermore, the lack of conformance to learning metadata standards and
high granularity level of some content can be a constraint for reuse, interoperability and
compatibility of the learmig content.

While the learners profile can be obtained through methods such-assetEment, readoud,
iterative interaction and feedbaak through automated techniques like féedvard neural
networks, it is a much more difficult process (in terofi practicalities) for pedagogical experts to
spend a significant amount of their time to initially evaluate content, and fill in content metadata
related to personalization factors. This alsdai#o implies that learning object design must be
very caefully looked (or rdooked) at to match a variety of learners. Learning activities must be
re-engineered to fjffor instancefield-dependent learners who as previously stated, often suffer
from the 06i masometypesaflearning&nvicomnes (Luk, 1998) and the extent

of structure in the instructional package.

Finally, as correctly argued by Hall and Moseley (2005), the outcome of engaging with style

should be strategy and ththefig o a | of dédpersonalized envbdetherati ond or
couched as learner agency or learner autonomy, is simply freedom, and descriptions of learning

style should be tools to break chains of habit and limitation

Styles, as described in this paper, can therefore be the starting point of an ipecathes that

will result in the identification of relevant teaching and learning stratégifecus and motivate

thelearner to achievestablished performance objectivesirthermore, the concept of selection

of dmost appr opr i atratedes talbea with thenidgasthat stedenitsaHouldsba d s
encouragegdespecially in online learning environmerits develop and adapt to other styles of

learning engagement.

Conclusion

It is clear that while a number of critiques are addressed to tluityalf learning style
instruments, therareno alternativecongructs to address theissues. On the other hand, the
trends in research suggest that learning and cognitive styles are getting the attention of
researchers with particular reference tormmliearning environments. This paper presented a
process model that allowis an iterative wayfor the learneto improvehis/herprofile and
preferences through his/her own interaction with the learning content and perception of the
learning experiencd.he process model fits in a wider context of an instructional design
specification for personalized wdiased learning.
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Edi t or 0Olsarming & second language provides challenges for teachers and instructional designers. It
also introduces factors of cultural and age differences that impact teaching methods and learning
environments. Computer assisted learning has much to offer because of its interactivity and ability to
accommodate learner differences. It also facilitates performance so that observable and measurable
evaluation can be easily accomplished.

Effects of CALL Method and Dyned Language Programme
on Studentsd Achievement Level s
Towards the Lesson in English Classes

G° k h an aBdrhan Kuzucu
Turkey

Abstract

The purpose of this study was to examine the effedtses@omputer Assisted Language
Learning(CALL) method supported witthe DynED language learning programme énisd e nt s 6
achievement levels aradtitudestowards the lessoninthe@hr ade st udentsd Engl i sh
research was carried outtlme 20087 2009 educatioiinstruction year in Karatli Sehit Sahin

Yilmaz ElementarySchool, Nigde, TurkeyA total of 60 students in two different classes in the

6™ grade of this school participated in the study. The prefesstontrol group research model

was used in this study. The data obtained in the stadamalysedisingthe SPSS 11.@tatistics
computer programme. The arithmetic means and standaiatides were calculated for each

group. In order to test the significance between the groupstdésewas used. The significance

level was taken as .05. The results of the research showed a significant difference between the
attitude scores of the exjfraent group and the control group. It was also found out that the

CALL method supported witthe DynED language learning programmasmore effective in

positive development afchievement levelsf studentsThe research revealed that the students
educatd bythe CALL method supported witthe DynED language learning programme are

more successfuhave a higher motivatioand better retentiotihan the students who are educated

by traditionalmethodsof instruction.

Keywords: Computer Assisted Language lbeimg, English Teaching, DynED language learning
programme, student achievement, students attitudes, online course, instruction method, English as a foreign
languageelementaryschool, & grade students

Introduction

The rapid growth of computers has aged interest in the area of education (Acikalin, 2006;
Baturay, 2007). Although the notion of fateface classroom instruction is still very prevalemt
many organisational and educational settimgth a steady increase rather than a decrease, there
is a rush and enthusiasm for compitased ventures. The global popularityttef computer over
the past decade has brought about innovativeafdbe computer in education and in foreign
language learning and teaching. Many studies affirm that leazoss&derthe computera useful

tool to discover and learn new vocabulary (Alshwairkh, 2004; Baturay, 2007; Johnson &
Heffernan, 2006; Kocak, 1997) and to supplememass instruction (Kung & Chuo, 2002).
Computer usés increasingly embedded in everyddg. It is not surprising to find a similar trend

in the academic world. In the last decade, research has illustrated how computer tezhnolog
suppors meaningful educational experiences (Belz & Kinginger, 2003; Blattner and Fiori, 2009).

Computers arbecoming important components of education and the number of computers used
at schools is increasing. They are utilised throughout the field of education and in language
learning and teaching (Baturay, 2007; Kocak, 1997; Makaraci, 2004; Tuzcuoglu, 2000).
Computer technology can be regarded as an educational tool supporting English Language
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teaching (Liang and Bonk, 2009). In fact, a wide range of electronic technologies have been
developed to supplement second language teaching and learning (Liang and®&nk

Warschauer, 1996). Although primarily used with adult language learners, these technologies
include hardware delivery methods such as audiotape recorders, videotape recorders, computers
and the Internet, combined with an educational approachdbitggother languages. In addition,
there are many innovative electronic tools oriented to language such as speech production and
recognition, text analysis, text translation, and software for visualisation and animation, electronic
mail, listserve discussn groups, streaming audio and video and-tiea¢ synchronous as well as
asynchronous communication opportunities that bring the target language environment to the
learner (LeLoup & Porterio, 1997). @recent educational technology for language teaching

more specifically English Language teaching, isGloenputer Assisted Language Learning

(CALL) method. In recent years, countries such as China, France, Malaysia, Korea, Miyanmar,
and Turkey are using an English Language teaching computer programmeDhar&&] which

stands foDynamic Educationin these countries, this programme is used in a way that assists
teachingenglish languag@ schools.

Computer Assisted Language Learning

Until quite recently, computeassisted language learning (CALL) wa®pit of relevance

mostly to those with a special interestomputersRecently, computers have become so
widespread in schools and homes and their uses have expanded so dramatically that the majority
of language teachers must now begin to think aboutrthkcations of computers for language
learning (Warschauer, 1996).

CALL (Computer Assisted Language Learniigthe term most commonly used by teachers and
students to describe the use of computers as part of a language course (KocakotSguer
assisted language learnirga form of computebased assisted learningth two important
features: (1pidirectional learningand (2)individualised learninglt is not a method. CALL
materials are tools for learning. The focus of CALL is learning, adeaching. CALL materials
are used in teaching to facilitate the language learning process. It is a-semtentdself-paced
learning materialwhich promotes accelerated learning (Alkan, 1997; Hardisty and Windeatt,
1989; Kocak, 1997; Levy, 1997)ACL originates from CAI (ComputeAssistednstruction), a
term that was first viewed as an aid for teachers. The philosophy of CALL puts a strong emphasis
on studententered lessons that allow learners to learn on their own using structured and/or
unstrictured interactive lessons. CALL can be used to reinforce what has been learned in the
classrooms. It can also be used as remedial to help learners with limited language proficiency
(Chapelle, 1990; Chapelle and Jamieson, 1986; Levy, 1997; Liddell, 1995).

The design of CALL lessons generally takes into consideration principles of language pedagogy,
which may be derived from learning theories (behaviourist, cognitive, and constructivist) and
second | anguage | earning s uc hmaddentfi®Allaasdne n' s
approach to teaching and learning foreign languages whereby the computer and ebageater
resources such as the Internet are used to present, reinforce and assess material to be learned.
CALL can be made independent of the In&rfliang and Bonk, 2009). It can stand alone for
example in a CEROM format. Depending on its design and objectives, it may include a
substantial interactive element especially when CALL is integratasveb-based format. It may
include the search fond the investigation of applications in language teaching and learning
(Warschauer, 1996). Except for ssttidy software, CALL is meant to supplement feméace
language instruction, not replace it (Pius, 2003). CALL has also been known by several other
terms such as technologynhanced language learning (TELL), compu#ssisted language

instruction (CALI) and computerided language learnif@AL) butall of these aressentially

similar (Ehsani and Knodt, 1998).
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A number of pedagogical approacheséhdeveloped in the computer age, including the

communicative and integrative/experimarepproaches. Others includenstructivismwhole
languageheoryandsociocultural theoralthough they are not exclusively theories of language

learning. Withconstrct i vi sm, students are active participa
new knowledge based on experience in order to incorporate new ideas into their already

established schema of knowledge (Brooks and Brooks, 1999). Whole language theory postulate

that language learning moves from the whole to the part rather than buildisgiksibike

grammar to lead toward higher abilities like reading comprehendibale language insists the

opposite is the way we really learn to use language (Alkan, 198i)ents learn grammar and

other subskills by making intelligent guesses bdsa the input they have experienced. It also

suggestshat the four skills (reading, writing, listening and speaking) are interrelated {Stepp

Greany, 2002). Social interactiomvolvessecond languagé?)l ear ner s6 i nteracti on
in social learning environmenitsspired by the concept of taene of proximal developmente.,

context of assisted learning and development, sadiwiral theory states that learning is a

process of becoming part of a desired community and learning that rules of befavibar

communiy (Vygotsky, 1978).

The reasons for using Computessisted Language Learning include: (a) experiential learning,
(b) motivation, (c) enhanogent ofstudent achievement, (d) authentic materials for study,

(e) greater interaction, (f) individualization, (g) independence from a single source of
information, and (h) global understanding. The barriers inhibiting the practice of Computer
assisted Language Ledng can be classified in the following common categories: (a) financial
barriers, (b) availability of computer hardware and software, (c) technical and theoretical
knowledge, and (d) acceptance of the technology (Chapelle, 1990; Hardisty and Win88att, 19
Levy, 1997; Liddell, 1995; Warschauer, 1996).

Using CALL, visual and auditory input delivered in a waltlered sequence can lead the learner

to understand the grammar, syntax and vocabulary of the target language with no need for text
support. Learnarcan interact with the presentation, and have their interactions recorded into their
study records and even influence the pace and level of the presentation. (Knowles, 2004).

DynED Language Learning Programme

DynEd was founded in 1987 by the former diog of the total immersion program at the

Language Institute of Japan and a team of engi ne
interactive multimedia language learning ®®M in 1988 and received a U.S. patent for this

invention in 1991 (Stark2004).

From its inception, DynEd has been dedicated to quality and integrity. With the improvement of
English language education as its mission, DynEd has teamed with leading authors and publishers
in the field ofEnglish Language Teachirand developa courseware in line with the leading

theories of language acquisition. Fundamentally, each DynEd course is based on sound, time
proven approaches to language teaching, curriculum design, and human interface design.
Evidence for the effectiveness of isurseware is based on over twefitye years of experience

in language programs from around the world and on recent findings in the neural sciences
(http://www.dyned.com/about/)

DynEd also has access to the +i@le study records of thousands of studéms around the
world. DynEd's researdbased courses cover all proficiency levels and include a range-of age
appropriate courses, from kids in school to adults in leading corporations. In addition, DynEd
courses are supported by an awardning Recorddlanagement System, Mastery and
placement tests, and extensive teachgport materials, including teackieaining and

mentoring bttp://www.dyned.com/aboyt/
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The program consists of ten increasingly advancéd.tudents click on the appropriate unit

and a screen appears with five choices for stwrmUp lessons, Schodlife lessonsSchool

Subject lessons, World Talk Cards and Language Extension lessons, and Speaking Up lessons.
There is constant audiooort and feedback which users can choose to replay (Stark, 2004: 2).

In the WarmUp Session, a narrator describes a scene, pausing about three seconds between
statements for student processing. "It's very hot. It's very hot. The sun is shining anttthe wa
clear." The next screen shows the same image with responses to an audio question. The student
clicks on an answer. If it is incorrect, the student will hear, "No, that's not correct. Please try
again.” When the answers are correct, an encouragiog will say, "That's right!" or another

will say, "Good!", then a new image appears and the process is repeated (Stark, 2004: 3).

SchoolSubject lessorfecus on math, English grammar, science, world history, and geography.

Key vocabulary and grammar fosnare recycled for each lesson, giving students exposure to the
material in different contexts. The basic explanations also provide background knowledge for
students whaeedit. Students learn the language of school instruction: explanations, giving
exampes, classification, comparisons, asking questions, and more. Lessons cover various areas of
a subjectFor nstancemathwill offer lessons on: geometric shapes, positive and negative

numbers, fractions, temperature, measuring, and others (Stark, 2004).

World Talk CardsandLanguage Extensiobesson®ffer general topics such as preferences,
weather, occupations, and places of business. The language is presented in a game format, usually
"Concentration" and, like all the lessons, has frequent checksriggrehension. After the game,

a grammar focus lesson explicitly addresses correct usage. Language Extension lessons and
speaking up lessesmllow students to profit from speech recognition technology to practice and
perfect their speaking fluency and aamy. It is not a pronunciation program, although students
can compare their speech to the narrator's. There are three levels of expertise: beginner,
intermediate, and expert. With each advancing level the feedback is more detailed and
demanding. There afeur mastery tests that assess two or three units at a time. The tests are
challenging and require somewlmagherlevel thinking-comprehensionand application as well

as recall of the target language structures and information. If students achievedtseafter the
stated units, they can pass to the next units (Stark, 2063: 4

DynED is a program designed to help English Language Learners (ELLs) aged betwin 11
acquire the language they need for success at school in their classes andrmigwthe
schoolmates. It is based on brain and language acquisition research, exploiting both to form a
blended model where multimedia activities and classroom interaction complement each other.
The language structures and vocabulary provided are specifftefgontent classes and for

social situations that normally occur in classroom situations. It is common for ELL students to
acquire basic English, but it is uncommon that thifyl their academic potential. This
comprehensive program addresses thetdrier a boost in academic and social language for
academic use as they move into an Enegigbaking education system (Stark, 2004).

Method

Research design

In this study, an experimental methaxda control group have been used in order to find the
difference between the students who were taughttivd@omputer Assisted Language Learning
(CALL) method supported with DynED education programme in the experiment group and the
students who were taught by traditional language teaching methods.

Both groups wre employed a priest prior to the experimental process. The subjects were given
an achievement test and an attitude scale test towards English lesson&sia pleanwhile, the
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same tests (achievement and the attitude scale tests) were employthdgrobyes after the
experimental process as a ptest.

Pretest / postest experimental design with a control group was used in the study. A small
number of homogenous subjects provided us with information over a period of five months. To
begin with, he subjects described what they actually did in the proce3sroputer Assisted
Language LearningCALL) method supported with DynED education programme.

Subjects of the study

Individual EFL / ESL learners are the main source of the data in the study rehigres the use
of the Computer Assisted Language Learn{@fLL) method supportety theDynED
education programme for data collection.

Two classroomsof 6th grade class students from Karatli Sehit Sahin Yilmaz Elementary School,
Nigde, Turkey formedhe sample of the study. The total number of the students participated in
the study was 6 hirty students fronthe 6-A class formed the experiment group andtttigy
students fronthe 6-B class formed the control groupthe study.

Inordertoinvestgat e studentsd achievement and attitudes

English lesson subjects inteementarxc ur r ci ul um such as fAschool subj
mathematical calculations, simple personel instructions (asking and answering questipns, e
weat her forecasts and occupations, vs. 0 which we

selected. These subjects were also includéldedBynED language learning programme.

The attitude scale test towards the English lesson considtB@jitems and the achievement test
containing 75 items were administrated to both groups in a single session dss. pnefour
weeks theexperiment group was given various strategiesifieComputer Assisted Language
Learning(CALL) method supported witBynED education programme in the teaching session,
but not the control group. Five months later, each of the students was administrated the
achievement test and attitude scale test towards the English lesson given as a post test. The
difference between &hpretest and postest results was accepted as an achievement.

Procedures of the study

In the experiment group, the following proceduneseapplied. In the control group, traditional
language teaching methods have been used in the process of thé&studsocedures in the
experiment group are as follows:

First, the students weggvenboththe pre-achievement test in English and attitude scale
towards the lesson.

The students weressigred to different computers to study the stated subjadtef the
necessary equipments such as microphones, headpbtmesre supplied to the students.

The students were educated on the usage and the bendfaOghED language learning
programme for a week. For example, the students were instructet hisien to tapescriptand
how totalk and recordheir speech on the programme.

The students were instructedthe stated subjects by some language teaching / learning methods
two hours a week. Target vocabulary and grammar patterns were introducedtiadmts in

these lessons. After that, the students were educated formerly two hours a week theusing
DynED language learning programme. In this phase, the studentsdppodunitiedo practise

their learning in English classes usihglanguagedarningprogramme after formal lessons.

The teacher visited all of the students using DynED language learning programme in the
classroom andfferedhelp whe students needed it. The teacher also helped the stuwdénts
techncal problems
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Students pracsied their learning (especiallhe vocabularyin the DynED language learning
programme both at home and school.

Students discugslwhat they learadin the lessons and in DynED language learning programme
atschool.

Students took short exams after eaclit andreceived feedback on their performangeidents
who passed these exams took the next iimbt, they hadpportunityto practise until they
passed to the next uni§tudents passd if they achieved0 pointson theexam.

The students wergivenboththe postachievement test in English atiek postattitude scale
towards the lesson.

Instruments

Achievement test

Themultiple-choice test inclueld 75 items (each item is 1 point; total score is. Raliability and
validity were verified before ivas givien to the studenfBhis testmeasudss t udent s 0
achievement levelsesulting from theCALL / DynED education programme.

The reliability of the achievement test was don¢h®KR-20 method (Yilmaz, 1998 he
reliability value of the test wasdimdto ber = .88which confirmedhat the test is reliahldt was
given tostudents irbothexperimerdl and control groups.

Attitude Scale test

The attitude scale test has been applied to measure the attitudes of the students towards the

English lessonThe scale test isthree-point Likert type scaléwhich was used to differentiate

orientations from 1 as low and 3 as high) reliability and validity of which have been made by t

test, including 30 items that sthelasson.fle st udent so
reliability value of the attitude scale test was found as r = .76 ar@rtimbachAlphavalue was

found asx = .83. In light of these data, it can be said that the attitude scale test is both reliable

and valid to be used in the curretidy.

Analysis of the data

In this study, the statistical techniquestsasMean(X), Standart Deviatiorf{Std. Dev.) and-
testwere used in the analysis of the d&aaluewas held as 0.05. The statistical analyses
accomplished using tH&PSS 10. statistical package programme for windows

Limitations of the study

A small sample size is one limitation of the study. The number of the participants in the study

was limited to the number of 6th grade class students (total 60 studefsath SehitSahin
YilmazElementarySchoo] Nigde, Turkey. Another limitation arises from the subject of English

course since Aschool subjects, simple mathematic
(asking and answering questions, etc.), weather forecastsanc cupati ons, Vvs. 0 were
experiment and the control groups. In the experiment gtheomputer Assisted Language

Learning(CALL) method supported witthe DynED education programme was used. In the

control group, traditional language teaahimethods were used. This stwelgsl i mi tRrsd t o @

English softwaré6 of DynED | anguage | earning programe in

Hypotheses

In order to identify the differences between the students of the experiment group and the students
of the contol group, following hypotheses were tried to be tested in the light of the acquired data
in the study:
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1. There is a significant difference between the achievement levels of the students in the
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experiment group and the students in the control group irstefthe usage d&€omputer
Assisted Language LearnifGALL) method supported with DynED language learning

programme.

2. There is a significant difference between the attitude levels of the students in the
experiment group and the students in the contamlgtowards the lesson in terms of the
usage ofComputer Assisted Language Learn{f@ALL) method supported with DynED
language learning programme.

Findings of the Study

The

resul ts

gi ven

n

t abl

es

wer e

0 Inttestiamde d

from

to the attitude scale test towards the English lesson. In this part of the study, the acquired data will
be presenteavith calculated analyses in tables below.

Analysis of Hypothesis #1

The fi

|l earni

rst

ng

hypot hesi s

programmeo.

o f anttdiffeeence betwdey thevazlseveindnh e r e i
levels of the students in the experiment group and the students in the control group in terms of the
usage ofComputer Assisted Language Learn{@ALL) supportedby theDynED language

Table 1
Comparison of pre-test achievement scores of students

in the experimental and control groups

Groups N X SS df t
Experiment 30 18.4 12.6
58 |-0.237| 0.81*
Control 30 19.2 12.5
*p > .05

Table 1compareshe pretest achievenm@ scores of the students in the experirakgrtoup and
the control group. The average score of students in the experimenwgas¥p= 18.4+12.6; and
the average prtest score of the students in the control greagX = 19.2+12.5. The difference
betwea students of these two groypsalysed independéytusing at-test wastsg) = -0.237.
According to these results, there is no statistically significant difference between-thstpre
scores of the students of these two graatpgke0.05 level (p =.8; p> .05).

Pre-learning levels in Englisfor both groupsvereequal.
Table 2

Comparison of post-test achievement scores of students
in the experimental and control groups

Groups N X SS df t
Experiment 30 59.8 11.7

58 | 4.01 | .0002*
Control 30 46.7 13.7
*p< .05

Posttest achievement scorfes students in experimeaitand the control groupsrecompared in
Table 2. The average pdsist scordor students in the experimathgroupwereX = 59.8+11.7,
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and the average petst score of the students in the control graugpeX = 46.7+13.7. The
difference between the two groypsialysedndependently using tatest wastsg) = 4.01.
Students in the experiment grouy £ 59.8) showed significant achievement compared to the
students in the control grouX(= 46.7).These resultshowed astatistically significant difference
between the podest scores of the two grougsthe0.05 level (p = 0.0002; p< .05).

Table 3

Comparison of achievement scores of students
in the experimental and control groups

_ PRE TEST | POST TEST ACHIEVEMENT

S| Groups — — —

GE) N X SS X SS X SS t p

>

%Experimen 30 | 184 | 126 | 598 | 11.7]| 414 | 3.97

<
Control 30 | 192 125 | 467 | 137 | 275 | 4.48 |4.670] -000
*p< .05

Table 3compareschievement scores and thealuesbased orthe pretest and the posest,The
distribution of the postest scores applied to both groups at the end of the research pideess
average score of the eeqiment groupvasX = 59.8+11.7; and the average score of the control
groupwasX = 46.7+13.7 Achievementvascalculatedusing the difference between the jest
and the postest of the students in the experinaind control groups. The average achiaent
of students in the experimahgroupwasX = 41.0£3.97; and the average achievement of the
students in the control grouyges X = 28.0+4.48. The-value between average achievement
scores of the two groupgas t = 4.670. This shows that the differermetween the two groups is
statisticallysignificant(p = .000; p<.05)Students in the experimaaltgroup reached a
significantlyhigher achievement level compared to those in the control gredighowed that the
Computer Assisted Language Learn{@fLL) method supported with DynED language
learning programmayas more effctive than the traditional language teaching methods in the
control groupThis finding supportérst hypothesis#l..

Analysis of the Hypothesis #2

The second hypothesis of the stwdy s i T dsignifieantidiference between the attitude

levels of the students in the experiment group and the students in the control group towards the
lesson in terms of the usage@dmputer Assisted Language Learn{@ALL) supported with
DynEDlamnguage | earning programmeo.

Table 4

Comparison of pre-test attitude scores of students
in the experimental and control groups

Groups N X SS df t p
Experiment 30 1.53 0.571
58 | 0.227| 0.82*
Control 30 1.57 0.568
*p > .05

Table 4showsthe pretest atitude scores of the students in the experietd control groups
The average preest attitude scorfor students in the experimetgroupwasX = 1.53+0.571;
the average prtest attitude scorfor students inte control groupvasX = 1.57+0.568. The t
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value between average scores of the two graussss) = 0.227. Tlis isnot statistically
significantat the0.05 level since preest attitude scores of these twogm are similar.
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Table 5

Comparison of post-test attitude scores of students
in the experimental and control groups

Groups N X SS df t p
Experiment 30 2.53 0.571

58 | 4.38 | .0001*
Control 30 1.90 0.548
*p< .05

Posttest attitude scores of students in the experiatemt! control grougare shown in Table.5
The average posést attitude scorr the experimeratl groupwasX = 2.53+0.571; the average
attitude postest score of the students in the control gnmagX = 1.90+£0.548. Thetest value
obtained from the avega scores of the two groups @s,t= 4.38 which shows a statistically
significant difference (p = .0001; p<.05). In light of data acquiredigrésearch, it can be said
that the students in the experiment grachievecdigher attitude scores compatedhose in the
control group. The experimaitmethod Computer Assisted Language Learngupported with
DynED language learning programme) enabled the students to devalpgficantly better
attitude towards the English lessamd supportthe corretness of the second hypothesis.

Discussion and Conclusion

The conclusions stated bel@re based on tHendings of thisresearch:

1. Therewas a significant difference between the achievement levels of students educated
usingComputer Assisted Language Leisig (CALL) andthe DynED programme and
studentsvho wereeducatedisingtraditional language teaching metho8sidents

educated by CALIwith DynED weremore successful than the students educated by
traditional language teaching methoiihis confirms thdindings of other researchers.

July 2009

Kocak (1997) investigated the effects@dmputer Assisted Language Learnory
vocabulary instructiofior Turkish EFL students. In his research, students wére w
educated by CALLhad higher achievement levels on Englisbalmulary than thoseho
learned usingraditional language teaching methods.

Cevik (2001) investigated the effects@dmputer Assisted Language Learnomy
foreign
studentdad sigificantly higherlevelsof achievement than the students educated by
traditional language teaching methods.

Studies by Kaplan (2002), Harmanci (2009), Yilmaz (2004), Inan (1997), Yarar (2005)
and Kilickaya (2005) found a significant differencekimowledgelearned byCALL
(experirmental group) and traditional language teaching (control group).

student soé

achi evement

n

| anguage

Makaraci (2004) investigated the effectGafmputer Assisted Language Learnfag
learninggrammar in English classestudents educated lije CALL method achiewe
higherthan students educated by traditional language teaching methods, but the result
was not significant at .05 level. Makaraci (2004) found a significant difference between
the retention levels of the students in the experiaiemd the control grogpStudents
educated byhe CALL method hadhigherretention levels than students educated by

traditional methods.
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Ygit (2007) researcheacademic success and retentionprimary school 2nd grade
mathematicsising educational computer gamé€smputeraided math gamesere
applied to the experimental growile the traditiomal (paper and penginethodsvere
used bythe control groupThere was no significant difference betweentrol and
experimental groups ithis study

2. Interms of attitude towardsnglish lessons, there is a significant difference between the
experimental group and the control group. Students educa@drbguter Assisted
Language LearninCALL) supported with the DynED programme have more positive
attitudesto Englishclasseshan those educated by traditional language teaching methods.

Kocakés (1997) study investigated the effect
learning. The hypothesis was that students are more positively motivated to use software

materials than the ual textbook and that vocabulary development would be significantly

better for the software (experimental) group than for the textbook (control) group. Both

groups were given pretest and posttest for 20 vocabulary items practised in isolation and

in contex over a two session, fomour treatment period. The experimental and control

groups were given a questionnaire to measure their attitudes towards using computers as

a part of their course. It was found out that students educated Gptheuter Assisted

Language Learninmethod developed more positive attitudes towards the lesson than the

students in the control group.

Pekel (2002) investigated students' attitudes towardshasbd independent learning at

Bilkent University School of English Language.Her study, fourteen volunteer upper

intermediate level prep students from different disciplines were the participants. A six

week webbased independent learning course was designed and implemented. The

teacher and students communicated througtaié only. The pre and postreatment

guestionnaires were analyzed quantitativ€lgmparison of the results of initial and final
guestionnaires reveal ed tbidsedtindependent&artingd att i t |
changed positivelyand in particular, their lawledge of how to learn on the internet

increased considerably as a result of the study.

Onsoy (2004), Yalcinalp (1993), Meyveci (1997) and Ayturk (1999) carried out studies

toexpl ore student 6s aGomputerAssisted Language tedi | essons
They found that there was a significant difference in attgugtedents who were

educated bYCALL developed more positive attitudes towards the lesson than students

who were educated by the tradital language teaching. These results correlatetidgth

results of the current study. It can be shabked on the findings abov@pmputer

Assisted Language Learninget hod was more effective on the
attitudes towards lesson than the traditional language teaching methods.

3. Other stidies measured teacher attitudest zcuogl u (2000) investigat e
attitudes towards usingomputer Assisted Language Learnindoreign language
classes. Tis study revealed that the teachers at Osmangazi University Department of
Foreign Langages, Eskisehir, Turkey had positive attitudes towards using CALL and
were willing to teach in the computer lab for a few hours a week. They agreed that using
CALL wouldincrease students' interest and language learning abilities. The teachers
wanted to us computers for both teaching and practising skills. Biaedthe most
important skills to be focused on are grammar, reading and vocabitayyindicated a
need forcomputettraining to be able to use CALL effectively.

Zereyalp (2009studiedteacheiattitudesto reveal barriers to irsg CALL or computer
technologies in their teaching in state universities in Turkey. This study was carried out
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with 80 teacher educators from English Languegehing departmenis 13 Turkish
State universities. Thetudy found strong positive attitudesnong teacher® use CALL
in their instruction anédentifiedbarrierssuchas lack of hardware, lack of timand
insufficienttechnical and administrative support

The findings of the current study, supportedhoyliterature,conclude thaComputer Assisted
Language Learningelpsto developpositiveattitudesamongstudens towardslanguage learning.
This method is supported by teachieesaus€Computer Assisted Language Learnivapsto
motivat studentsand incease their learning and achievement

In this studytheachievement levadf experimental group students wsagnificantlyhigher than

the grouptaught using traditional language teaching meth8uslents educated BYALL and
theDynED programme were meeager to learn English and actively participate in leariting
was observed thatudents in the experimexhgroup developdlistening and speaking skills
beyond those of theontrol group. The researcher did not find a significant difference in gritin
skills between théwo groups This may be because students educated@AthL. andDynED

did notneed tause pencilsBoth groupshad chance for writing in formal instruction processes in
class.Neither grougreceivedspecifictrainingto write bettethan theother.

In conclusion, on the basis fifidingsgathered in ti$ study; it can be said tha€omputer
Assisted Language Learni(GALL) supported with DynED cahe useddvantageouslin EFL
/ ESL classrooms. Researchars encouraged to conducttherstudies orComputer Assisted
Language Learningndthe DynED education programme in English classes and stiigects

Suggestions
As a result of this study, the following suggestians offered for additional research:

The teachers should usensder CALL and DynED to increase motivation and learning in
language Instruction.

Seminarscoursesand inservice workshopshould be organiseadbgrade computer skills and to
trainteachers to useALL and DynEDmethod effectively in their classrooms

ElementaryEnglish School curriculum in Turkey does not correlate @itmputer Assisted
Language Learningupportedy theDynED programmeTheelementaryenglish curriculum
shouldbe integrated witlthe DynED language teaching programfoe schools.

English teaching classes are very limited (4 hours a week) at national schools in Turkey Duration
of English lessons should be increased to better applomputer Assisted Language Learning
method and DynED language teaching programme.

Students should laught computer skills so they can effectively asenputerdor learning.
Opportunities shoulte created for students to diss reflecton, and sharef what they leared.

Teacher education programmes should be reorganised to contain both the ustige)(aral the
theoretical knowledge/framework Gomputer Assisted Language Learnmgthodand the
DynED language teaching programme.

Most schoolsn Turkeyare in need of computeasidcomputer labs. The Ministry of National
Education of Turkey, knownsaMEB, should develop the technological infrastructare
implementComputer Assisted Language LearnamgiDynED language teaching methods
CALL andDynED language teaching progranmsséould be mandatory for all schools

July 2009 a1 Vol. 6. No. 7.



International Journal of Instructional Technology and Distance Learning

References
Aci kal i n, Thellnfluén@e®OCéMputeBiipported Instruction (CSI) on the Principles
of ConstructivistPedagogy in the Soci al Studies Curric

University Graduate School. (Unpublished PhD Dissertation).

Al kan, B. (1997) . eCompaesion oh Computdssitad Engtish Laaguage h
Learning andTeacheiCent red Engl i sh Language Teachingo.
Uni versitesi Sosyal Bilimler Enstitusu. (Unp

Al shwai r kh, $earniAg Voddhulary tBr@irmternet Réading: Approaches and
Attitudes of ERBdianaviBdlana®hiverdsity of Pendgsylvania Graduate
School. (Unpublished PhD Dissertation).

Aytur k, N. (1999). NnABilgisayar Destekl v Ogreti mi
Bilgisayara Yoneli k Tutumlarina Ol an Etkisio
Bilimler Enstitusu. (Unpublished Masterdds Th

M.

Baturay, H. ( BésédMultimedisBAhrfotatedtVecabaldry Ldsening in
Context Model on Foreign Langge Vocabulary Retention of Intermediate Level
English Language Learnerso. Ankar a: Mi ddl e E.
of Natural and Applied Sciences. (Unpublished PhD Dissertation).

Bel z, J. A. & Kinginger 6 th€Devefopnt8fPragmatiDbi scour se (
Competence by Classroom Lear ner stangdageGer man:
Learning, 584), 591 647.

Bl attner, G. and Fiori, M. (2009) . AfFacebook in
P o s i b ildternational darml of Instructional Technology and Distance Learning
6(1),171 28.

Brooks, J. G. and Brooks, M. G. (1998).Search of Understanding: The Case for Constructivist
Classrooms(Revised Edition). Alexandria, VA: Association for Supervision and
Curriculum Development.

Cevik, A. (2001). dAYabanci Di | Ogretiminde Bilgi
Basarisina Etkisio. Eskisehir: Anadolu Uni ve
(Unpublished Masterds Thesis).

Chapell e, C. and Jputerdsaisted basguage Ledrring & & Predictor@fo m
Success in Acquiring ENEpOLQudrterlg2d, 2846.Second Lan:

Chapelle, C. (1990) . -Assiftbddanfuiage tearnimgsTewamha Comput er
Context for De sTESOLQuarterly 242RE92% r c h 0 .

About DynED: English Language Learning Solutions {e]. (2009). Available:
http://www.dyned.com/about/

Ehsani, F. and Knodt, E. ( 1Qided JangudgSleareng:h Tec hnol
Strenghts and Limitationsef New CAL L LBnguagedeamingtand
Technology2(1), 45i 60.

Hardisty D. & Windeatt S. (1989}ALL Oxford: Oxford University Press.

Har manci , F. K. (2009) . inThe Effects of CALL on
Pri mary &wpygahSelouk Oniverdftesi Sosyal Bilimler Enstitusu. (Unpublished
Masterés Thesis).

July 2009 42 Vol. 6. No. 7.



International Journal of Instructional Technology and Distance Learning

Il nan, N. Uu. (1997). nABilgisayar Destekl:i Ogretir
Kstanbul: Marmara Universitesi Soéssyal Bil i ml.
Thesis).

Johnson, AL, & Hef fernan, N . (2006) . fThe Short
Utilizing VocaGomputerAgsistBde anguade iLaarpidfl), 63 77.

Kapl an, U. (200 2) ComputemAssisted Languagedrnving(GA ) o f
Grammar I nstruction to Vocational Hi gh School
Uni versitesi Sosyal Bilimler Enstitusu. (Unp

Kocak, N. C. (199 7QomputerPssistedEdnfjuage teami{@file)ins o f
Vocabulary I nstruction to Turkish EFL Studen:
Economics and Soci al Sciences. (Unpublished |

Knowl es, Q@n t(R&®0@yYyspi New Devel opES8eMagazinei n Langua
Issue 40, Jly/August.

Kung, S.C & Chuo, T.W (2002). fAStudentsd Percept
We b s i Tleaching English as a Second or Foreign Langué{fe?).

LeLoup, J. W., & Porterio, R. (1997nternet Technologies for Authentic Language bbazy
ExperiencesWashington, DC: ERIC Clearinghouse on Languages and Linguistics.

Levy, M. (1997. ComputerAssisted Language Learning: Context and Conceptualization
Oxford: Clarendon Press.

Liang, M. and Bonk, C. J. Léanh@ Principlesiahdht er acti on i
P r a c tintematianal Journal of Instructional Technology and Distance Leatning

6(1), 31 15.

Liddell, P. (Ed.) (1995 ALL: Theory and ApplicationVictoria, BC: University of Victoria
Press.

Makaraci , M. (2 Rabdeing Ingilifcé Deksiodg Gramer @gretiminin Bilgisayar
Destekli Ogretimle Yapilmasinin Akademi k Bas:
Cukurova Universitesi Sosyal Bilimler Enstit!

Meyveci, N. (1 9tekl Fizik OgreBimihingAgrereiyBasarisiia&esOgrencinin
Bilgisayara Yoneli k Ttumuna Etkisio. Ankar a:
Enstitusu. (Unpublished Masterds Thesis).

Onsoy, S. (2004). AStudentsd andputérassistdier s6 At t it
Language Learning at the Preparatory School |
Bil kent University Insttitute of Social Scie

Pekel, N. (2002). A0St uBdseditdspéndehtLearningiitkens Towar ds \
University School of English Languageo. Anka:
Economics and Social Sciences. (Unpublished

Pius, T. H. (Azdsted3Language Ceamipguahdahre Revolution in Computational
Linguistics d.inguistik Online May, 17.

Star k, K. (2004) . fAENJgEI:BIhSeptember, §2).c cess Cour sewart

StepGr eany, J. (2002). AStudentsdéd Perceptions on |
Environment : | mpl i cat iLangusgeéaoninganche New Mi |l | en
Technology6(1), 165" 180.

July 2009 43 Vol. 6. No. 7.



International Journal of Instructional Technology and Distance Learning

Tuzcuoglu, U. (2000). i T €ampuiee Assisted langtiaige udes Towar
Learningl CALL) in the Foreign Languages Depart mer
Ankara: Bilkent University Institute of Economiasd Social Sciences. (Unpublished
Masterébés Thesis).

Vygotsky, L. S. (1978Mind in SocietyCambridge, MA: Harvard University Press.

War schauer, M. -Asls9i9s6t)e d filCoomgpwagee Learning: An I n
(Ed.).Multimadia Language Taxhing Tokyo: Logos International.

Yal cinalp, S. (1993). AEffects of Computer Assi s
Achievement, Attitude Toward CAIl and Chemistry and Their Perception About the CAl
Environment at t he Se c: MiddleEasyTeRlunaldoiersiy evel 0. .
Graduate School of Natwural and Applied Scien:

Yarar, G. (2005). dAlngilizce Gramer Ogretiminde
Ogrenci Basarisina Ol asitesESogyal Biimier Enditusu.s a: Ul ud.
(Unpublished Masterbs Thesis).

Yigit, A. (2007). #All kogretim 2. Sinif Seviyesirt

Oyunl arinin Basariya ve Kaliciliga Etkisio.
Bilimler Enstitusu.npubl i shed Masterodés Thesis).

Yil maz, O. (2004). AYabanci Dilde Kullanilan Bil
Uzerine Etkilerinin Arastiril masi 0. Sakarya:
Enstitusu. (Unpublished Masterds Thesis).

Yilmaz, H. (1998).Egitimde Olcme ve Degerlendirmeonya: Mikro Yayinlari.

Zereyalp, S. A. (2009). AEFL Teacher Educatorso
State Universitieso. Adana: Cukurova Univer s

(Unpubl i s hleedis)Ma st er 6s

About the Authors

G° k h a n isBrAERglish Language Teacher in Nigde city, Turkey. He has a BA in English
Language Teaching from Anadolu University, Eskisehir, Turkey. He has taught English in
various schools in Konya and Nigde cities. He hold an MSc degree in EducatitaredeS from
Selcuk University, Konya. He has had articles published in national and international journals.
He is studying multiple intelligences, cooperative learnBmmputer Assisted Language

Learning projectbased learning, teachifigarning proceses, statictisc, Instructional Leadership
and the Turkish Educational System. He is still teaching English in Karatli Sehit Sahin Yilmaz
ElementarySchool, Nigde, Turkey.

E-Mail: gokhan51bas@gmail.com

Orhan Kuzucu is an English Language Teacher in Nevsehir city, Turkey. He has a BA in
English Language Teaching from Cukurova University, Adana, Turkey. He has taught English in
various schools of Nevsehir and Van cities of Turkey. He is interested in foreigndangua

learning and teaching, computased learning, vs. He is still teaching English in 30 Agustos
ElementarySchool, Nevsehir, Turkey.

E-Mail: orhan51kuzucu@hotmail.com

July 2009 44 Vol. 6. No. 7.


mailto:gokhan51bas@gmail.com
mailto:orhan51kuzucu@hotmail.com

International Journal of Instructional Technology and Distance Learning

Edi t or 6 shnoMatioh is necessary to upgrade our educational systems, but change is a complex
process that requires imagination, creative planning, and constant feedback to improve on the original
design. Introduction of ICT technologies in Andalusia is typical of innovative projects in having unanticipated
problems. The feedback from year one shows how changeover to a new system requires enough time for
buy-in, training, and orderly integration of technology into the curriculum. The key players are teachers and
students and administrators and those appointed to manage the integration project. The outcomes are
improvement of teaching and learning.

The ICT Centre Model in Andalusia (Spain):

Results of a Resolute Educational Policy

J. Ignacio Aguaded, M. Fandos & M. Amor Pérez
Spain

Abstract

This paper displays some results from research carried out in Andalusia (Spain) to evaluate the
impact of the educational innovation policy developed by the regional government through
widely introducing Information and Communication Technologies (I@Trimary and

secondary schools (ICT Centres). Specificatignalysedhe effect of the measures used to
integrate ICTs on the educational administration and education centres. This integration is
analysed not only at an institutional level, concertirgorganization of the centres, but also
regarding the classrooand its repercussions in teachie@rning processes.

Keywords: Technology planning, technology integration, ICT use.

1. Introduction

Our study stems from the rigorous analysis of the integraf computers as a common resource
for teaching and learning. This process started to be developed some years ago, all over the
world. Not long agpcomputers were only occasionally found in schools or only in specific
classroomsWe arenow witnessinga huge political and economic effort working towards
universalization ofnformation anccommunication technologi€gCT). This is made evident by
convocations, projects and programmes supported in most cases by international, national or even
regional andocal education administrations and institutions. This investment in facilities and
maintenance of IT equipmentsoftware and hardwaiemay not haveadequate policie®
supportefficientand coherentise of these resourcessichools. Problemisicludedistribution,
implementation andhaintenance of thesesources, ICT traininfpr teachersand evaluation of
the impact otechnologyon theteachinglearning process.

In the last few decades, experiments and studies on iritegodinformation and comunication

technologies (ICT) at different levels of education haseurred throughout the worldrea

(2005) points out the abundant dAempirical i nforr
studies on quantitative indicators that describe and meastnaduction and use of computers in

school systemddealsolistsst udi es on the effects of computers

! Area (2005) has carried out an interesting revision of the main research areas in integrating technologies in the school
system. Some examples, which frame more specifically every perspective, are underlined: quantitative indicators which
descrbe the introduction and use (Euridyce 2001; Cattagni and Farris 2001; Twining 2002; OCDE 2003); effects of
computers on performance and learning (Kulik 1994; Reeves 1998; Parr 2000; Block et al. 2002); perspectives,
opinions and attitudes of educationaéats and teachers towards use and integration of technologies (Escudero 1989;

De Pablos and Colas 1998; NCES 2000; Cabero, 2000; Solmon and Wiederhorn 2000; Cope and Ward 2002); practice
of use of computers in schools and classes which are developetidamets (Gallego 1994; Alonso 1993; Bosco

2000; Zhao et al. 2002; Martinez 2002). For further information, read the whole article in this website:
www.uv.es/RELIEVE/VIInRELIEVEv11nl_1.htm

July 2009 45 Vol. 6. No. 7.


http://www.uv.es/RELIEVE/v11n1/RELIEVEv11n1_1.htm




