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ABSTRACT

This study investigates teacher cognition and technology use within a context of
teaching Arabic to speakers of other languages. Specifically, teacher cognition is
examined in relation to earliearning experiences, teacher education, classroom
practice, and work environment. Following a case study approach, thseevioe
teachers have been selected to represent different perspectives on using Information
and Communications Technology (ICT) lmnguage instruction. Findings suggest

t hat teachersdé cognitions about teachin
Arabic language professionals, shape technology use, determine reactions to
perceived challenges, and illuminate differences betweentitpmaers working

within the same environment with regard to the integration of ICT into their practice.
The research suggests that despite the absence of thgiaing opportunities in

early schooling and teacher education, these experiencasfiiidncethe choice of
instructional strategies employed by teachers to support technology use. The study
accentuatethe role of context as a mediating force, supporting teacher cognition and
ICT use, but also creating dissonance between theacher cognibn determines

the weight that practitioners assign to different contextual factdfiile lack of

time is identified as the most significant barrier to adoption, peer collaboration is
recognized as the most effective enabler for technology integratiber Key factors
emerging in this study include institutional philosoplayd policy, learning
opportunities, and technical support. Conceptual, methodological, and professional

contributions are addressed, and potefiafurther researcrs identified.
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CHAPTER 1: INTRODUCTION

1.1 Rationale

As digital resourcegradually permeate Arabic language teaching settings, research
has identified support for teacheial-Sharari, 2008) and teacher educatofAl-
Kahtani, 2006)as essential for effective integration. Agentsfor change, teachers

play a pivotal role inte process of technology adopti¢Dexter, Anderson, &
Becker, 1999)At the heart of what they do lie their cognitions, the tacit elements of
their professional lives. It is, therefoimportantt o under st and @At he
- and their cognitionsp |l ay i n the i mpl ement at(Bomgn of
2006, p. 1)

This study explicates teacher cognition in relation to individual technology practices
within a context of teaching Arabio speakers obtherlanguages (TASD). Since
integratng information and communication technologies (ICT) into Arabic language
settings is a relatively new area of investigation, attention is given to exploring
aspects of teachersd ment al l'ives in |
emer gi Ingg Zea® & Frank, 2003)

1.2 Context of Study

The topic for investigation wasspired by my ten years of teaching experieate
the Arabic Language Institute (ALI) at the American University in Cairo (AUC),
Egypt. Since its foundation in 1921, the Ingti¢ has attracted thousands of learners
from various parts of the world, and is currently considered one of the leading
centers for Arabic language study in the region. The ALI also hosts the MA in
Teaching Arabic as a Foreign Language (TAFL) program,ethskith preparing

qualified Arabic language teachers and promoting research in the field.

15



ICT was first introduced to the Institute in the late eighties at the hands of Waheed
Samy, who, in addition to teaching Arabitook an activeinterest in educatiai
technologies. He set up a small compuassisted language learning (CALL) Unit
whose objective was to develop digital material, and provide basic training to
interested teachers. Over subsequent years, AUC took gradual steps toward
incorporating learmg technologies, and by the end of the nineties, every teacher in
the ALI had a desktop computer. Later, upon receipt of a generous grant, Arabic
language classrooms were refurbished to accommodate a wide array of educational
technologies (Z. Tah&irecta of the ALI, Interview,11.02.2008.

At the time of field investigatio(November 2007 July 2008), the Institute could be
considered a language learning environment of ubiquitous computing and
networking. Every Arabic language classroom was equippddR@ss for the teacher

and all learners, a smart board, a document camera, a satellite TV connection, in
addition to digital audio and video facilities. Classrooms were als&i\&upported

and the Institute operated its own server. In addition to thektajes teachers were

each entitled to a portable computer, and a secure space on the server. The ALI also
hosted a larger CALL Unit, supported by four ftithe personnel: the head of the

Unit, a lab specialist and programmer, a classroom technologisd, labdassistant.

Despite this pervasive technology, only a limited number of teachers chose to make
use of the new resources. This raised questions about factors for adoption of ICT,
and the role of teacher cognition for effective integration withis tteirticular

teaching environment.

1.3 Research Questions and Design

The research questions that have guided the investigation consist of one main
overarching one, and four sgjoestions.

What is the relationship between teacher cognition and the use of lmgphio

teaching Arabid¢o speakers of other languages

! All names stated in this study are real ones. The rationale behineanonymization will follown

Chapter 4Ethics and Culture

16



A Wh a't i s t he relationship bet ween tec

experiences as learners?
A What is the relationship between teacher cognition and teacher education?
A What is the relationship betemr teacher cognition and classroom practice?

A What is the relationship between teacher cognition, classroom practice, and

context?

A multiple case study design has been chosen for this study, whereby thezeide
teachers have been selected to reprediffierent perspectives on teacher cognition
in relation to ICT use. The approach allows for ardepth understanding of the
cases in question, and a comprehensive analysis of thexteal complexities
involved.

1.4 Definition of Terms

The following are defitions ofkey terms used in this research:

141 Teacher Cognition

Pajare1992)ar gues t hat one of the problematic
beliefs is the inconsistency in the terminology used to refer to this concept. He
explains that beliefs:

.. travel in disguise and often under aliagtitudes, values, judgments, axioms,
opinions, ideology, perceptions, conceptions, conceptual systems,
preconceptions, dispositions, implicit theories, explicit theories, personal
theories, internal mental proses, action strategies, rules of practice, practical
principles, perspectives, repertories of understanding, and social strategy, to

name but a few that can be falim the literature. (p. 309)

The same challenge is identified by B¢2§06)in his reviewof literature on teacher
cognition during the period 197&2006. He notes that diverse terms have been used

to refer to similar constructs, and similar terms are used to refer to diverse constructs.

17



He concludes that having a shared frame of referencée @mm d t o s ome HAun

coherenceo, which are vital for continue

Due to the difficulty of drawing clear lines between mental constructs such as
beliefs, attitudes, and knowledge, the teeacher cognitiorwill follow the work of
Calderhead1996) Borg (2003, 2006, 2009)Fang(1996) Kagan(1990) Johnson
(2006, 2009)and Wo0d$1996)

| use the term teacher cognition as an inclusive term to embrace the complexity

of teachersdé ment al | i v efgheifcérdersthinkat t e a
know, or believe in relation to any aspect of their work, and which, additionally

but not necessarily, also entail the study of actual classroom practices and of

the relationships between cognitions and these practi®egy, 2006 p. 50)

1.4.2 Technology

A wide range of definitions may be offered for the teéechnology However, in this
research, | limit my discussion to digital technologies, particularly those supported
by the ALI, and commonly recognized by members of that commursty a
technology For example, within the Institute, certain applications and facilities are
no longer consideredechnologyeither because they have become invisible or

i nor ma(Baxz2008,0p. 23)such as the word processor, or because they are
slowly syperseded by other tools, such as in the case of the cassette player, the over

head projector, and theaditionallanguage lab.

143 TASOL vs. TAFL

In this research, | have chosen to use the term TASOL rather than TAFL because it
avoids the whole foreign/secortichotomy and also shifts the focus of attention
from the language to the learnefite usage of the term TAFL will, therefore, be
restricted to the specific context of the MA in TAFL, as this is the officéahe of

the degree program.

18



1.5 Overview of Study

The study is organized intothree parts andnine chapters(including this

Introduction).The following presents an overview of the work as it will unfold.
Part I: Exploring Teacher Cognition andTechnology

Comprising three chapters, this section sitisatde research within the broader
landscape of teacher cognition and ICT, and presents a detailed analysis of the

process of investigation.

Chapter2 discusses factors for adoption of technology and identifies the essential
role of teacher cognition in iegration. It further presents the theoretical framework
chosen for this study, and discusses the relationship between teacher cognition on the
one hand, and early learning experiences, teacher education, classroom practice and

context, on the other.

Chapte 3 expands on the methodology employed in this investigation. It presents a
rationale for the choice of research design, followed by a discussion of the process of
selecting the three cases, the different data collection strategies, and the analytical
procedures used. The chapter then addresses measures of establishing trustworthiness

and maintaining rigor.

Chapter 4 presents a personal account of the lived experiences of a researcher
investigatingher own work site. It sheds light on the importance of #fective
elements of fieldwork methodology, specifically when examining familiar territory.
The value of personal relationships is discussed in relation to four main aspects of
insider research: researcher identity, access, advanced knowledge and
disenggement. The chapter goes on to highlight the significance of interpersonal
relationships in establishing academic rigor in qualitative research, and the need to
develop a deeper understanding of the methodological opportunities and limitations

of o nlawork enfironment.
Part Il: Articu lating Teacher Cognition and Technology

The emphasis here is on teacbegnition in relation taechnologyuse as expressed

by the three participant€hapter5, Chapter6, and Chapter7 represent the case
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profileswheret e a ¢ h e r s daboatdQyare discussedsin light dhe broader
researchareas of early learning experiences, teacher education, casgmactice,

andteachingcontext.
Part Ill: Underst anding Teacher Cognition and Technology

The insights gaineddrm exami ni ng the teachersd thou

the three case profiles, are the subject of Part Ill. It is divided into two chapters.

Chapter8 discusses the key findings that emanate from the three case profiles in
light of the research quisns that have guidettie process of investigation.

Chapter 9summarizeshe outcomesaddressesnplications,andelucidates areas for
further research.
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PART I: EXPLORING TE ACHER COGNITION AND TECHNOLOGY

This section familiarizes the readwith the investigation, its nature and direction.
Chapter2 presents a rationale for the study and situates it withiwither landscape

of language teacher cognition. A detailedhlysis of the literature e ads us t o B
Elements and processes anfjuage teacher cognitiofiBorg, 2006, p. 283)which
summarizes the main understandings in the field, and constitutes the theoretical
foundation for this project. Chapte3 addresses the methodological decisions
underpinning the investigatiomnd in partular, the research design usadd the
approaches tdata collection employed. Chaptguides the reader into a different
area of fieldwork methodologyServing as a window into insider research, it
addresses the importance of field relationeaturdistic inquiry, and emphasizeke

role of the cultural context in informing the course of shedy,as well aghe ethical

decisions made.

As both Chapte8 and Chapte# are methodological in nature, they complement one
anothey andmay overp in certan areas, as informian central to both chapters is
addressed from different perspectiviesfact, allthree chapters are closely linked as
Chapter2 focuses on the theoretical, Chap&remphasizes the procedural, and
Chapter4 addresses the culturathical. Combined, they represent the vehicle which

has carried this research forward.
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CHAPTER 2: TEACHER COGNITION AND TECHNOLOGY USE

2.1 Introduction

This chapter presents an analysis of the literature that has informed the development
of this study It sheds light on the current debates in the field, positibasstudyon
the broader researamap and presents a rationale for the theoretical framework

used.

This review of the literature mirrors the various stages of my thought processes as |
investigatedthis area of interest, mapping territory, recognizing gapgloring

conceptuamodesk, and situating the study.

As identified in Chapter J1the motivation fore x p | o r i n gogritiengabdute r s 0
ICT use inTASOL emerged fronpersonalobservations of ahreflections on the

state of minimal technology implementation in an Arabic language teaching context
despite ubiquitous computing.started lookingnto factors for adoption of ICT by
teachers in general, and language teacheparticular. The literate consulted was
broad in both scope armgtographical spread, agi/en my specific areafanterest,

relevant researchidm Arab countriesvasspecificallysought out.

My examination of the enablers and barriers frhhology integration revealed
teache cognitionto be one of the most influential factors for adoption, if not the
most influential. I, therefore, decided to follow this thread and exatheeature of
teacher cognitionin general, andognitionsabaut using technology in teaching in
particular. 1 delved intothe relationship between teacher cognitaord a) previous
schooling experience, keacher educationc) classroom practice, and d) work

environment

I n the pr oce q206)EBmems and Baresged ia language teacher
cogntion emerged as @&onceptual springboartbr the project. | recognized the
opportunities and challenges associated with the frankg\eod added a technology

elementto it.
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In a nutshell, his was my journeyoward situating the research within the wider
landscape of literature on teacher cognition. The following wés@nt the details of

this voyage of exploration.

2.2 Factors for Adoption of Technology

Different classifications have been used to refdatborsfor adoption of ICT such

as first order angecondorder (Ertmer, 1999) personal and contextu@Ruthven,
Hennessy, & Brindley, 2004jeacheilevel and schoelevel (Jones, 2004 )teacher

level, schoolevel, and systerevel (Balanskat, 2006)material and nomaterial
(Pelgrum, 2001)and interal and externa(Al-Ammari, 2003; Ertmer, 1999; Lam,
2000) Despite the wealth of classifications availaldeme researchers strebe
difficulty of dividing these factors into categories as they are highly interrelated and
interdependen(Bingimlas, 200; Zhao & Frank, 2003)For example, Zhao and
Frank (2003) explain that such elements have often been studied independently of
one another or of the environment in which they interact, and are seldom investigated
within a coherent structure so that theg arioritized in terms of their comparative
significance, and analyzeth relation to interactions between them. For these
reasonsanddue to overlap between the different categof@stors for adoption of
technologywill be approachedvithout any spedic categorization,althoughthe

various relationships between thevritl be highlighted.

2.2.1 Availability of Resources

It is unreasonable to expect teachers to integrate technology into their teaching if
there is not much technology to be integrated. Mumt200) reports that
availability of high standard technology resources is associated with successful
implementation of technologynd thatimited resources confine teachérs | CT us e
In the same vein, Cox et gR003) explain that the majority of teacheuse the
technological facilities that are available to them instead of purchasing the ones that
they really need. Consequently, their pedagogy becomes dependent on the

technologyrather than enhanced by it

So, how does availability of resources affecthtelogy integrationglobally?

According toan international study by Pelgrum (2001), lack of resources emasged
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one of the most important barriets ICT implementationOn a regional levela
European study confirmed that although availability of resesi does not
necessarily guarantee technology adoption, lack of resources is a major obstacle to
technology uptake by teachgBalanskat, 2006)In the US, a study by Baylor and
Ritchie (2002) in 94 schools across the country found insufficient numbérs o
computers to be one of the barriers identified by the teacl@mnsilarly, the
importance of access to resources is emphasized in a Canadian study of 764
elementary and secondary school teacl@fszney, Venkatesh, & Abrami, 2006)
Focusing in on thérabic-speaking countriegesearchdentifiedlack of resources as

a major hindrance to ICT adoption. In their study on the Aegfion Loch, Straub

and Kamel (2003) explaired that whereas many private universities are well
supported with computers and netks, the majorityof public universities are not.
Zoomingin on particular Arab countries, we find thextcording to a Syrian study,

for example, 57% of the teachers had computers at home, aviyl83.4% of them

had access to machines at sch@dibirini, 2006b, p. 385)Within the Saudi Arabian
context, the absence of online wetks and computer hardware waported asa

barrier for technology integration in schoo{g\l-Alwani, 2003) Similarly, lack of

access to the Internet andadequate quality otonnection were identified as
hindrances to faculty technology use in Saudi institutions of higher edug¢aAlion
Asmari, 2005; AdFulih, 2002)

A related area of concern is thaithin educationalcontextsin the Arab world,

teachers may encounter a sasdack of language specific resourcesother words,

although teachers might have the technological equipment necessary to run their
classesjack of Arabic languageesourcescould stand in the way of usinthat
equipmenteffectively. According toThe Global Information Technology Report

20022 0 0 #e lack of local language content availability shuts out the Arab public
from (DUWA & Coury, 2003, p. 128)Similarly, Babler(2006) explains that

despite the availability of different educational tacn ol o gi e s At eacher
commonly taught languages often still struggle to find appropriate language teaching
resourceso (p. 275) . Al t hough Arabic is
United Nations, it is very undeepresented in terms of Inteat content and software

production(Albirini, 2006a) The development of IGbased material in Arabic is,
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therefore,emerging asn area of concern teducators in the field. For example, in

the context of teaching Arabic to speakers of other languagiigrsD(2006)

d e s cr ralbizeast i fioan 0 o-based eesonrce®d oFyecessaryo, ar
that considerable efforre beingmade in this directiop. 239) It is, therefore, not

surprising that therelationship betweerrabic and technology uptai& has been

identified as an important, yet undexplored, area of investigatiaiioch, et al.,

2003)

Related to language appropriatenesshis issue ofperceived cultural suitability.
Technology tools might be available but m&cessarilyappropriate @ the cultural

context. This applies specifically to software and web content. Studies frormgeach
contexts in the Arab world revetllat although language teachers might use different

forms of digital tools they prefer to keep away from the Interneé da the social

and moral values carried into classrooms through this me@r®teawi, 2002;

Albirini, 2006a, 2006b; Loch, et al., 200 referenceares t at ed -made & Ar at
software that addr esses tatepropbseddatelachars 6 n e
awareness program@lbirini, 2006a, p. 57) In a different language teaching

context, AFAsmari (2005) suggests allocating time for teachers to surf the Internet

and develop their own instructional material.

In addition to time, availability ofesources is closely linked tgher factors for ICT
adoption, such astechnical supportcomputer competenceonfidence, training,

school cultureand teacher cognition.

2.2.2 Computer Competence

Evidently, there is digh correlation between availability oksources and teacher
computer competence. In environments where teachers do not have access to
computerbased tools, itis unlikely that they will havethe opportunity or the

incentive to develop their ICT skills. It is, therefoumsurprising that in Pglr u mé s
(2001)international research, lack of computers and lack ®fd@mpetence emerge

as the main obstacles for adoption respectively. Hher-dependencebetween

resources and competence is corroborated by a study on foreign language teachers in
Malaysia(Md Yunus,2007) The aut hor suggests that | a

knowledge might be attributed to limited access to technology in their workspace.
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Research fronsome Arab countrieproposes the same causal associg#dhirini,
2006b)

The elationship between teacher computer skills and ICT adoption is supported by
the literature(Baylor & Ritchie, 2002 Gobbo & Girardi, 2001; Granger, Morbey,
Lotherington, Owston, & Wideman, 2002)s concluded byEgbert, Paulus, and
Nakamichi (2002) n f#hort, teachers cannot implement what they do not know
a b o (pt1d0) This relationship can also be illustrated with evidence from the Arab
world. For example, in a studgvolving 622 Omani teachers, insufficient computer

skills emerged as a barrier tifi@ent integration of ICT(Al-Rabaani, 2008)

It should be noted however, that teacher ICT competence does not necessarily lead to
improvedtechnology implementation, for there are additional factors trateanto

play, such as teacheognition opennes to change, and access to further training
(Granger, et al., 2002)

In addition, the literature does not suggest a consistent relationship between the level
of teacher computer skilland attitudes towartechnology. In two of the studies
coveed by thisreview, teachers dbw computercompetence held negative views of
ICT (Al-Oteawi, 2002; Summers, 199 owever, interestingly, inmore others,
teachers of no or low competence egsed positive attitudes towatechnology
(Al-Rabaani, 2008; Albirini, @Q06b; Md Yunus, 2007)Furthermore, Egbert et al.
(2002) revealedthat positive attitudes towarthnovations are no guarantee of
technology adoption. These ayeod exampleof how contextual barriers carause
dissonanc® e t we e n cobgeittoosabeuttte valueof technology use, and their
actual classroom practice. Researchersunh contexts, therefore, urge decision
makers in educational institutions bwild on these positive attitudes as essential
preconditions for successful technology integmat{Albirini, 2006b; Md Yunus,
2007)

2.2.3 Confidence

According to Ertmer and Ottenbraieftwich (2010), despite the importance of
computer competence, this remains insufficient if teachers do not have the

confidence to use these skills to achieve better ilegroutcomes. Stressing the
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significance of confidence for ICT integration, the researchers argue that,
Aunfortunatel vy, |l earning about technol og
moving objecto (p. 260) . T e adenteenecessaryt her e
for dealing with onstantly changing innovations.

This factor for adoption is of particular import sirteaches of low confidence are

more likely to avoid using technology{Bingimlas, 2009; Demetriadis et al., 2003;
Jones, 2004)A review by Cox et al. (2003) suggests that a large numbeir
instructors still feausing some kind of ICT, which constitutes an obstacle to their
adoption of technologyThesefindings areechoedby both Jones(2004) and Al

Fulih (2002) A study by Lam(2000) also demonstratethhow second language
teachers might feel anxious about using technology, as exemplified in this statement

by ore of the teachers in the study:

|l f youbre a teacher, you doné6t war
you donodoti Kknowwr kew because you | ook |
stressful to use something in a cl assHt

i t ] , adtinganoré sdresgp. 405)

However, Lam(2000) makes a clear argument that, in reality, teaclases not
techhophobic; in facit is the educational institutions themselves that rush to install
new technologies without consideration for the teastor their learners. She adds
that avoidance oihnovationis not due to their feargut ratherto the fact that the
teachers might not be convinced of tedue of using it in their teachingn this

contextt v notice the influenti al rol e of t ea

Further a report by Jones(2004) asserts a mutual relationship between teacher
confidence ad otherindicators such as access to resources, computer skills,
technical support, and ICT training. The report shows how lack of resources or
access might deprive teachers of the opportunity to experiment with technological
tools and, therefore, shalteeir confidence in utilizing them. Also, teachers with low
confidence might be less inclined to look for ICT resources in their institutions or
request them. Likewise, teachers with low computer competence might fear using
technology in their classroomd-urthermore, the report asserts a reciprocal

relationship between confidence and teacher ICT training. Thus, teachers with little
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or no training might not know how to integrat€T into their work, and therefore,
avoid it altogether. Also, teachers witbw confidence might prefer not to attend

training courses so as not to appear less conipatéont of their ceworkers.

As this constitutes a significant predictor for integration, the literature has addressed
means of raising the level of teacher coefide. For example, Baylor and Ritchie

(2002) argue that enhancing teacher competence is likely to improve learning
outcomes, which, in turn, contribute to increased teacher morale. On the other hand,
Ertmer and Ottenbreiteftwich (2010) propose that suppiing teachers in gaining

positive technology el at ed experiences would be dAtt
261). This is echoed bylueller et al. (2008) wvno ar gue t hat it
experiences withcomut er s i n the classroom context
computer technology and confidence in i
1533). The researchers, therefore, accentuate the importance of providing
opportunities for experimentationitv technology in the classroom.

2.2.4 Technical Support

Technical problems plag key rolei n t e decidioes to asé digital resourcetn

analyzing barriers for uptake of ICT, Jor(@904)identified two kinds of technical

di fficulties:nghfwraan goof, tahnidn gfsl agcoki of t ec
16). As for the first, there is evidence that fear of damaging equip(Beadley &

Russell, 1997tan deter teachers from even experimenting with these tools in the

first place (Jones, 2004Arab Republicof Egypt Ministry of Education, National

strategic plan for preniversity education reform, 2007/2008011/2012.

With regards to the second sphere of probleRelgrum (2001) ranks lack of
technicalsupport among the ten most significant barriersdmpdion among primary
and secondary teacherEhe absence of regular maintenance increases the risk of
technical failures,and therefore of the equipment being out of service for a

considerable period of tim(@ones, 2004)

Naturally, both anxiety about deging machines and lack of technical support are
closely associated with the level of teacher trust in digital t@iban, Kirkpatrick,
and Peck(2001) assert thatonstant breakdownd o s h a k e confieeace me r s 6
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ICT, hencegducators who use tecHogy on a regular basis neegliable machines

to work with. Technical support is, therefore, essential to integrdiomer &
Hruskocy,1999) and fAcan be -pite@achedtireubleshdoters, pagh o n
time coordinators, parents or business mtdars, student assistants, online help, and

uni versity bEsmMem®Psp.5F)art ner so

2.25 Technology Training

Although developing teacher conter skills iscrucial for adoption, literature from

diverse international teaching settings has docurdeantearkedlack of ICT teacher

training. For example, research from Keirfyéabuyele, 2003)Malaysia(Md Yunus,

2007) United StategBaylor & Ritchie, 2002) Canada(Wozney, et al., 2006)
Greece(Demetriadis, et al., 2003Jurkey( G¢ v e n, ¢ a kkanr 20Q9)and, & AK
Cyprus (Charalambous & loannou, 2008pve all reported the need for teacher

training in technology as a necessary precondition for adoptf@same demand

identified in some Arab countriedor example, in a larggcale ICT language

teacher development project in Egypt, Warschg@é02) affirmed that although

there was a moderate number of computers in schools and universities, very little

was invested in professional development. This was expressed in a statement by one

of the Egyptan professors in his study: A We h
software, welack the humawar e 0 ( hikewisd 1n2 Qatar, a study on
elementary school teachers reported the same need for ICT professional
development. In Saudi Arabia, ®teawi(2002, p 278)reported that 93.3% of his

sample assertelneed for training. i8ilar findings were documented by-Alsmari

(2005l who described training as fonelnof t he
Morocco, a need for ICT training programs for languagehers was also identified

(Hassim, 2002)Further accordingto a study on Omani teachers, more resources
shouldbe allocated to teacher technology developnfaitRabaani, 2008)Iin the

context of thewidespread shortage in ICT teacher education, PelgR001) states

that the cost of training miglaiccount for this lack afiecessary attention.

It should be notechowever, thafor technology training to be effective, a number of
considerationgire to be taken into account, suchksst, training needt focus on

the pedagogical as well as technical aspects of ICTJdases, 2004)Second, it has
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to becontextembeddecand addr ess t he t e(Bghdrteatald 1 mme
2002; Vrasidas & Mclsaac, 2001)hird, it has to take the teachers currbalief

systems into accounfAntonietti & Giorgetti, 2006) an area that is still under
researched@Tondeur, Hermans, van Braak, & Valcke, 20@®)urth,teachers should

be given the opportunity to expaent with what they have learn¢t¥id Yunus,

2007)

In addition to being closely tied to teacher cognition, ICT training is intrinsically
related to other factors for technology integration: computer competence, confidence,

time, colleagues, and institutional culture.

2.2.6 Teacher Collaboration

Along with formal training, informal learning plays an influential role in adoptdn
innovations Teachers learn from each other as they exchange ideas and share
experiencesEgbert, et al(2002)identify teacher collaboration as the main source of

ICT learning outsidethe institutional training context. Underscoring the role of
colleagues, Granger, et #002)statethatit he | mport ance of col
be overestimated: teachers need each othdor team teaching and planning,
technical problem solving assience and | earningo (p. 486
add that there is no evidence to suggest that informal learning is more effective than
formal training. These findingstand in contrast téhose ofGobbo and Girardi

(2001) whose participants preferredfammal learning througltolleaguego formal

training. The teachers in this study found it more convenient to share their
weaknesses witbo-workers who wereénoreacquainted withtheir teaching realities.

Zhao and Frank (2003) also underline the importane of informal learning over

formal training, and argue that because learning takes place in social settings,
colleagues have the ability to influenoen e  a n lmeliets @and @tsitudes toward
technology use. They therefore suggest giving the teachers appatunity to

interact for better uptake OiCT. The authors, however, note that given their
profoundinfluence,pees can al socaal gHainstantegratiewd
innovations (p. 832 or example, this may be evident in teaching contekse an

individual use of technology might indicate ostentation or sigrakak away from

the community.
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In addition toits influence onteacher cognitionpeer collaboratioraffects and is
affected by otherfactors for adoption, such asinstitutional culture, computer

competenceconfidence and time

227 Time

Time repeatedly emerges as key f@T integration Teachers need time, among
other things, to interact with colleagues, attend training sesgoagice what they
have learneautside their classeons, prepare computdrased material, anaflect
on their progress. lis, therefore, nosurprising that a lge number of studies report
lack of time as a major hindrance technologyimplementation(Al-Asmari, 2005;
Granger, et al., 2002; Hermans,nbeur, van Braak, & Valcke, 2008; Lam, 2000;
Md Yunus, 2007; Wabuyele, 2003)

Given the significant role of this factor, timeirsvariably associated wittraining,
teacher collaboration, computer competence, confidence, and institutional culture.
We havealso seen how giving teachers time to search for culturally appropriate
material might reduz their apprehensiveness towadT tools, especially the
Internet(Al-Asmari, 2005)

Looking at time from a different angle, educators neduetr in mindhat dange in
practice forbetterintegration is by nature a gradual proceBaylor and Ritchie
(2002) for example, explain that teachers need to be exposed to novel ways of using
innovations for a relatively long period before they can realize its full paken
Similarly, Veen (1993) estimates that it can take tvloree years before technology

becomes part of a teacherés practice.

2.2.8 Institutional Culture

Institutional philosophieand policieshave a profounémpacton technology uptake.

For example, in hishteeyear teacher development program in Egypt, Warschauer
(2002) realized that teaching with ICT was impeded by such factors as large class
size, exarrbased curricula, anchore broadly, by unsupportive institutional policies.

In a later work, in additiorto the authoritarian political system, he identified the

hierarchal structure of educational dédishments as a main barrier ©©T adoption
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in Egypt(Warschauer, 2006)In a similar vein, AlAsmari(2005)reported that class

size and curriculum featuramong the hindrance® technology use by Saudi
language teachers. Similar obstacles to adoption were noted by A(BDD®D)in

his Syrian educational context. Likewjsm a Greek study, language instructors
identi fied i ting sybtemsi soan balriér tosICTh impldmentation
(Demetriadis, et al., 2003, p. 3dlennessy, Ruthven, and Brindl€2005) also
reported that centralized educational systems like the one in place in England as well
as other parts of the world, give teachers limitecepmhdence, which might stop
them from benefiting fully from the affordances pradd by educational

technologies.

Zhao and Frank2003)e x pl ai n t hat technology wuse t al
(p. 833),in which different factors interact. Consequenttyg ICT implementation
will occurwi t hout <consideration for the insti:Ht

external constraints they mapcounter

2.3 Teacher Cognition as a Central Factor for Adoption

Having explored the various factors for ICT implemeptatil now highlight the key

role of teacher cognition in technology integration. Research has demonstrated that
the meregpresence of opportunities fadoptionis no guarantethat it will take place,

for what makes the real difference are the teachensshe | ves, t he O6agent
(Dexter, et al., 1999)At the very heart of what teachers de their convictions,
knowledge, and attitudes their cognitions It is, therefore not surprising that
international research on enablérss andbarriers tolCT implementation identifies
teacher sod Ieliefs ast cendra s@adoptiorAlbirini, 2006b; Baylor &
Ritchie, 2002; Cox, et al., 2003; Demetriadis, et al., 2003; Ertmer, 2005; Ertmer &
OttenbreitLeftwich, 2010; Gobbo & Girardi, 2001; Jones, 2004am, 2000;
Mumtaz, 2000; Tondeur, et al., 2008; Veen, 1993)

Realizing the importance of teacher cognition in relation to other fadtonser
(2005)questions whethat is reallyiit he f i nal frontp.eémm for |
her investigationof the relationship between beliedsid other factors for adoption,

she draws oBr i ¢ k (1995) dassification ofbarriers to changefirst order

(extrinsic) and seconarder (intrinsic). Ertmer (1999) explains that firstorder
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barriers may include unavdidity of resources, lack of timeand insufficient
technical support, while secondrder barries would constituteelements such as
teachersdé attitudes, pedagogi cal beliefs
author, interactions between the twategoriesof barriers have ot yet been fully
investigated, nonetheless, based on her work, the relationship between these
categoriexan be synthesized into the following poirEast, dharges in firstorder

factors lead tadjustmentgrather than fundaental changes) in teaching, but do not

I mpact teacher sod f un Sezanddrder chdngeb, en theeothes an d
hand, target core beliefs ameédagogical theories, and propose différevays of
perceiving thingsSecondly, dspite the predictiothat highy competent technology
users may encountéwerfirstorder barriers than thewolleagues with who are less
competentthe more profound distinction between the two types of teachers is to be
found in the relative importance theyve to fird order barriers. Seond order
barriers shap¢he weight that teachers give to certdiinst order barriers, and thus
affect their practice. For example, different teachers might perceivsathe first

order barrier (e.g. lack of resources) as inconvénigroblematic or a stumbling
block. Thus, although firsorder barriers constitetobstacles to adoption, second
order barriers can amplify or diminish their impact. This may explain why teachers
working in the same environment under the same conditiagktrhe at different
stages of technology adoptios a central indicator for integration, teacher
cognition, therefore, merits further investigation.

2.4 The Scope of Teacher Cognition Research

Although the field of teacher cognition emerged over 30 yagusthe specific focus

on foreign/ second language teachers was established in tH©@tld, and haseen
increasingsteadily since the(Borg, 2009) However, the great majority of work in

this area still focuses on the US, United Kingdom, Australia,Hom Kong. There

is, thereforea need for research in other foreign/ second language teaching settings,
and caution has to be observed when extrapolating to other geographic locations
(Borg, 2006, 2009)The main areas of language covered in these stidiee been
grammar, reading, and writing, and more research is needetthenareas(Borg,

2006)
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As for foreign/ second language teachers and technology use(20@@) confirms

that this area of investigation remains untesearched. She adds thatnemilly

speaking, within thdield of computerassisted language learning, littlesearchas

been conducted from the perspective of the teaflbeem, 2000) Ertmer (2005)

supports this view, noting that whereas the field of inquiry into teacher bealiefs i
well-established one, that of teacher beliefs and technology is not. Similarly
Ruthven et al(2004)] a me n t t hat Airesearch on techn:
surprisingly Ilittle attention to teacher
partt hat t hey play i n c 2605 Suppstiogihesedirddings,ol ogy
Tondeuret al.(2008) also stress that studies on the relationship between educational

beliefs and technology implementation remain minimal.

Given the scarcity of researchn ateacher cognition outside Englspeaking
contexts, the lack of research on teacher beliefs and ICT, and the meagre attention
given to foreign/ second language teacher cognitions and ICT, we recaleize
considerable gap in research on Arabic languagea c hediefs an@l technology

the necessity for much more investigation in this area, and the need for Arabic

teachingcontexts to make an impression.

2.5 The Nature of Teacher Cognition

Research on teacher cognition emerged as a result of an understahdhe
profoundi mpact teachersé thought(Bomr2006)&s ses h:
noted byKagan(1992a)

The more one reads studies of teacher belief, the more strongly one suspects
that this piebald of personal knowledge lies at the very luddagaching|...].

As we learn more about the forms and functions of teacher belief, we are likely
to come a great deal closer to understanding how good teachers are made. (p.
85)

Similarly, in the context of technology integration, Ertm@005) affirms the
necessityfor educators to extend their knowledgd oé a c bedagagibal belieffor
more effective ICT uptake.
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As a tacit el ement of teachersdé profess
readily understod. However, a number of generally acesptassumptions,
supported by the literature, can provide some insighttiremature of this construct

Examples of such assumptions are synthesized in the following points:

A Teacher pedagogicabeliefs dev el op over ti me t hr ouq
enculturatiom nd s oci al (Pajaes, 4992, p.816) o n o

A As beliefs are very personal and rarely revisited, they can become deeply
rooted, extremely static, and highly resistant to chg&gener, 2005; Kagan,
1992a; Nespor, 1987; Phipps & Borg, 2Q07)

A Change int eachersé cognitions, (Bargh®003gh di f
2006; Ertmer & Ottenbreiteftwich, 2010; Kagan, 1990; Nespor, 1987,
Pajares, 1992)

A New experiences (including the use of educational technologies) are
constantly fil t ediet siystem$fbrtroen, @005; Johnsom,h er s 6
1994; Nespor, 1987; Phipps & Borg, 2007)

A Teachersbd cognitions devel op t hough
experiences, where earlier events can have a powerful role in shaping later
ones(Ertmer, 2005; Nespof,987)

A Early experiences as learners have a major effect on teacher cognition
(Belland, 2009; Borg, 2003, 2009; Ertmer & Ottenbtasftwich, 2010;
Lortie, 1975; Nespor, 1987; Pajares, 1992; Phipps & Borg, 2007)

A Early experiences as learners can actualljweigh the impact of teacher
education (Belland, 2009; Johnson, 1994; Lortie, 1975; Nespor, 1987;
Pajares, 1992; Phipps & Borg, 2007)

A Teachersd cogni t heginternalizeeirdormeatioe in tedther wa y
education programgBorg, 2003, 2009; Freean, 2002; Johnson, 1994;
Kagan, 1992a; Pajares, 1992; Phipps & Borg, 2007; Slaouti & Motteram,
2006) On the other hand, such progranas @lso have eemarkable@mpact
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on teacher cognitioErtmer & OttenbreH_eftwich, 2010; Freeman, 1991,
1993; Slaout& Motteram, 2006)

A There is a close Hiirectiond r el ati onshi mogitensenden t e
their classroom rctice, where the first form and are informmdthe latter
(Borg, 2006, 2009; Phipps & Borg, 2007)

A There can be a mismatch between teacléer cogni ti ons and t
Beliefs are sometimes not reflected in practice, and practice might not always
reflect beliefs(Ar g y& B s h,°1874; Borg, 2006; Calderhead, 1996;

Ertmer, 2005; Fang, 1996; Phipps & Borg, 2009)

A Contextual factors hava stronginfluence on both teacheragnition and
classroom practicéBorg, 2003, 2006; Granger, et al., 2002; Olson, 2000;
Windschitl & Sahl, 2002; Zhao, Pugh, Sheldon, & Byers, 2002)

A Cognitions are mediated by the socidtural settings in which teactsework
(Johnson, 2006, 2009l is, therefore, important to examine these cognitions
within their pdzhaoi&drahnka2003)and toadcagmnjze e s 0
the relatioship between teacher cognitiomand institutional culture
(Churchill, 2006; Windschii & Sahl, 2002)

A It is also important to understand the relationship between teacher cognition,

classroom practice, and learner outcoliiBasg, 2006; Pajares, 1992)
Borg (2006)sumsup these features of teacher cognition in the following:

Teacher cognitin can thus be characterized as an often tacit, persdeddly
practical system of mental constructs held by teachers and which are dynamic
i.e. defined and redefined on the basis of educational and professional

experiences thro@®3¥out teachersd | ives

As noted, teacher cognition affects and
former experiences as language learners, their professional preparation, their
classroom practice, and the actual contexts in which dpeyate In Figure 2.1,

(Borg, 2006) identifies these relationships within the area of language teacher

cognitionand encompasses complexities therein.
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Personal history and specific
experience of classrooms which
define preconception of education
(i.e. teachers, teaching)

May impact on existing
cognitions though, especially
when uracknowledged, these

may limit its impact

A A
] 1
Schooling Professional Coursework
theories, att.tltudes, LANGUAGE subject’ e ,
assumptions, . 2!
concer?tions TEACHER curricula, materials,
L i activities, self,
prc'féi'ii'ii?;ﬁ]héﬂikégg’ COGNITION colleagues,
assessment, context

!

f Contextual l Factors \

Classroom Practice
Including practice teaching

N L
1 1
y \J
Around and inside the classroom, Defined by the interaction of
context mediates cognitioresnd cognitions and contextual factors. In
practice. May lead to changes in turn, classroom experience
cognitions or create tension betweel influences cognitions unconsciously
cognitons and classroom practices and/or through conscious reflection

Figure 2.1Elements and processedamguage teacher cognitiaiBorg, 2006, p.
283)

Grounded in prior research intanguage teacher cognition, the diagram provides a
conceptual framework for this study. It forms a basis for this exploration of teacher

cognition and technology use, as will be detailed in subsequent chapters.

Drawing on this diagraml examinethe litemture documentinghe relationship
between teacher cognition and a) early learning experiences (schooling), b) teacher
education (professional coursework), c) classroom practice, and d) context, with

specific reference to technology implementatibo.conwey an accurate sense of the
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scope of this research, some of the labels will be slightly modified. According to

Borg (2006) schoolingc ompr i ses cognitions about | e
relationships with i nfl uent ihave, therefarel t s , ¢
replaced this label withearly experiences as learnerSimilarly, for greater
terminological accuracyprofessional courseworkas been replaced witteacher

education

2.6 Teacher Cognition and Early Experiences as Learners

Evidence fom the literaturs uggest s t hat teacherso6é6 cogni
own experiences as learnéBorg, 2003, 2006, 2009; Ertmer & Ottenbreéftwich,

2010; Farrell, 2009; Graves, 2009; Johnson, 1994; Lortie, 1975; Pajares, 1992; J. C.
Richards &Lockhart, 1996; Windschitl, 2002) ortie (1975) introduced the term
AApprenticeship of Observationo to refer
years on teacher gp06l)pHedxplgitedthat laarersdospdnd e f s
thousands of hours iglassrooms iteracting with teachersand those whdater

decide to become teachers themselves enter the profession with the perception that
Awhat constituted good teaching ®6&8).en <cor
Windschitl (2002) arguest h a ts pdist fornishes them with mental models of
instructonir model s that shape behavior i n power
these early years should be accentugtadicularly in relation to introducing new

methods of teaching or incorporating inatiens. For example, as the majority of
teachers have gone through traditional educational systems, persistent images from
the past can make it difficult for them to adopt constructivist approaches to teaching,
should they wish to do @Windschitl, 2002) By the same token, since the majority

of teachers nowadays did not work with computers throughout their schooling years,

their wellestablished images of good teaching would probably not include such
technologies. Based on their study on school teache®&nigapore, Lim and Chai

(2007) r epor t t hat since t e a c heagrased duripge d a g o g
appreniceship of observation, thoseho are products of traditional schooling may

stick to traditional beliefs, and their use of ICT tools will reflactcsh bel i ef s.
teachers may either not see the affordances of computers beyond those that are

already afforded by existing tools in the classrooms or may take up only the
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affordances that are cons(Lim&€mi 200ipt h t he
4).

The influence of apprenticeship of observati®ifurther evident in astudy by Lam

(20000on second |l anguage teachersoé use of
participantsoffers the following justification for usingassette playeréi b e c ayys e m
teachers used [them] wittoh fmmd ,| owo tihtads | n a
(p. 403). Although nonefahe other respondents refers their history as second

language learners, theesearchersuggests that their use of cassette players and
videos might be attributed to their p&stperiences, aall of them were taught with

the help of these media, as indicated by the questionnaire Ebgbarience of

computer use was less common, howe@nly two out of the ten teachers were

exposed to sth tools in their second language learning, and five of them never used
computers in their teachin@he influence of apprenticeship of observatisralso
recognized in a study on teacherso6 belie
teaching contes. The research suggedtsh at t eachersd for mer e
learners and teachersagnbe associated with their pedagogical beliefs as well as their
knowledge of computer$obbo & Girardi, 2001)

The influence of apprenticeship of observation®@atc her s6 cogni ti ons
is of particular significance, as many teachers nowadays did not use computers in
their early learning years. The challenge faced by ICT teacher educators is, therefore,
to prepare teachers and teaeb@ndidates for teclmogy-supported educational
settings that are different from the ones they were familiar with, and to do so without
having experienced such educational settings themgévieser, 2005)

2.7 Teacher Cognition andTeacher Education

Pajareq1992)confirmsthatit her e are good reasons why
the beliefsof prs er vi ce teachers is essenti al t o
foll owi ng, I wi | | det ai | some of t hese

relationship between teacher cogmtand professional practicum.
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2.7.1 The Impact of Teacher Cognition onTeacher Education

Various studies on teacher educataecumentthe influence of apprenticeship of
observation on studet¢acher8 ¢ o g r(Borig,i 2008,52006, 2009; Ertmer &
OttenbreitLeftwich, 2010; Farrell, 2009; Johnson, 1994; Kagan, 1992a, 1992b;
Legutke & Ditfurth, 2009; Pajares, 1992)eacher candidates come to their courses
carrying entrenched perceptions and deepted beliefs about teaching and learning

that have been imprirdeover years oprior schooling. Through analymy narraive

data of teachecandidates Johnson(1994) confirms that pres er vi c e t each
pedagogical betifs are heavily influenced by representationsfrom former
experiences as second language learShesconcludes

Probably the most striking pattern that emerged from these data is the apparent
power that images from prior experiences within formal language classrooms
had on thes¢ e a ¢ hmages di themselves as teachers, teaching, and their

own instuctional practices. (p. 449)

Kagan (1992b) also affirms that preservice teachers come to their courses with

established cognitions that affect the way they internalize information.

The personal beliefs and images thatgegevice candidates bring to progrs

of teacher education usually remain inflexible. Candidates tend to use
information provided in course work to confirm rather than to confront and
correct their pre x i sting beliefs. Thus, a canc
images determine how much knedge the candidate acquires from a-pre

service program andolw it is interpreted. (p. 154)

While teacher cognition is a waedkstablished field of inquityfew studies have
examined the influence of trai nkRekasd cogn
2009; Kay, 2006) One reason might be that resda on teacher educatiomn
technologyis itself still in the early stagg®&einders, 2009)and studies on teacher
educationn CALL, in particularareslowly emerging(e.g., Hong, 2010; Hubbard &

Levy, 2006; Kassen, Lavine, Murphjudy, & Peters, 2007)

The evidence available to us suggests a close relationship between teacher cognition

on the one handndthe role of ICT inteacher educatioan the otherFor example
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Belland (2009) remarks that since jor learning experiences affect the way
information is internalized, the absence of a technology element in schooling years

mi ght influence teacher salucgtienarnd egqudethem s o f
not to use it in their subsequent teaching.adeds that if teacher educators, as role

models for studerteachers, use very little or no technology in their courses
themselves, they indirectly convey the message that ICT is not a significant element

of teaching or learning. Bellan@009) further aserts that many teacher education
programs lack a technology component and even if one exists, it is introduced in the

form of a selfcontained course, independent of others in the program. As a result,

I CT is not i ncor por at emy expeatiendehMourduredamdn er s 6
Bi el ef el d(l999 sudportrihtsiline @fsargument. In a national study, they
surveyed 416 educational institutions in the US to obtain a clearer idea of how
student teachers were being trained to use technology in thevo r k . AThe 1
i mportant findingo i n t heir reslenar ch W
technology courses and the inability to integrate ICT in practice (p. 10). In terms of

field experiences, Bellan@009) Ertmer and Ottenbrelteftwich (2010), asvell as

Moursund and Bielefeldt1999) affirm that teachecandidates need to be placed in
authentic educational settings where they witness technology being used, and get the
chance teemploy it inteachng. I n other words, tdniegy need

with technology in real contexter more efficient teksnology integration afterwards.

Preservice teachersd cognitions act as a
teacher education experienceand without recognition of these established
cognitions very little technology integration will take pla@&rtmer, 2005; Inan,
Lowther, Ross, & Strahl, 2010; Tondeur, et al., 200Bye assume that learning

occurs through constant interaction between established knowledge and new
experiences, theaddressing former beliefs and unpacking prior experiences become

a priority for teacher educatofBorg, 2009)

Having addressed the impact of teacher cognitiorteacher educatiorwe now

examine whether or not teacher education programs mediate pedddpadjefs.
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2.7.2 The Impact of Teacher Educationon Teacher Cognition

As expl ained earl i er, t e deadher redubatiormo gni t i
affecting what teachers actually do in their practice. However, this does not mean
that professionalraining dos not impacton cognition Although there is some
evidence to suggest that teacher education has a minimal impact on teacher cognition
and classroom practicéKagan, 1992a, 1992b)the majority of studies have
demonstrated the transformative effect of hesceducation(Borg, 2003) In their

work, Cabarogluand Roberts(2000)q u e st i o n(19%h) giewnttiatsteacher

bel i efs arTeydolowdd|2@ RGCE teacl@er traindbsough a teacher
education program, and noted changes in the cognitioral eéachers, with the
exception of one. The researchers dithhat the preexisting beliefs that the
participantscame with developed gradually, and that there were differences among

the teachers in the way their beliefs evolved.

Another examplethat confirms the impact of professional training on teacher
cognition is a piece of longitudinal research by Free(d@93) Working with four
in-service teachers for 18 months, he documented how teacher education helped
them to develop their awareness of piiefessional discourse used in their field, and

to use itin sharing their pedagogical beliefs and reconstructing their practice.

Similarly, in the context of an MA program Educational Technology and TESOL,

Slaouti and Motteam (2006) explained how thecourse helped the learners
reconstruct their practice through metacognitive processes that encouraged
Arefl ection, recogni ti on,90). aAdditionatllyp the ci ou s
program enabled teacher educatéo reconstruct their own practice, wihiwas

facilitated mainly through close collaboration between the tutors and the learners.

Furthermore, in their researchon{r&er vi ce t eachersodo cogniti
Ertmer and Ottenbreiteftwich (2010), affirmed that teacher training cosrsman
affectpreser vi ce teachers6 beliefs and practi

in which ICT is fully integrated for better learning outcomes.

From the accounts explored above, uwelerstandhat teacher education can play a

significantr ol e i n shaping t (2806)concuded that magstnof t i o n ¢
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the studies that have suggested a minimal impact of the practcurstudent
teacher séhaowaeg rfiotciucresd on the fAcontentso o
research investigatig t he AfAprocesseso and the Astru
change has shown that de@ments in cognitions do occas a result of teacher
preparation programs. There is, therefore, a need for longitudinal studies on such
processes and structureshich would enable us to gain a broader grasp of the

relationship between teacher cognition and the pract{@arg, 2006, 2009)

2.8 Teacher Cognition and Classroom Practice

A myriad of research studies have investigated the relationship between teacher
cogntion and classroom practi¢e.g., Borg, 2003, 2006; Burns, 1992; Calderhead,
1996; Ertmer, Gopalakrishnan, & Ross, 2001; Fang, 1996; Garton, 2008; Lam, 2000;
Lim & Chai, 2007; Niederhauser & Stoddart, 2001; Pajares, 1992; Webb & Cox,
2004) Others have geifically highlighted the bdirectional nature of this
relationship(Foss & Kleinsasser, 1996; Haney, Lumpe, Czerniak, & Egan, 2002;
Tondeur, et al., 2008)

Among the prime influences on teachersbod
Through hours binteraction within educational contexts, teachers build images of

what constitutes best practice, and develop their own understandings of different
aspects of their world. C. Richards & Lockhart, 19968pn theotherh and, t eache
cognitions are the dst predictorof instructional decisiongPajares, 1992)and
subsequent ICT implementati¢@hurchill, 2006)

An issue of bourgeoning interetd educators in the area of CALL is whether
introducing computers into educational settings affects teachgnitom and
practice. A question that is often posed is: Does technology shape pedagogy, or does
pedagogy shape technology?

2.8.1 The Impact of Teacher Cognition on TechnologyPractice

A number of researchers have argued that there is nothing inherent indggtthat
leads to reform in pedagogy, and that as a tool, its value lies in howsidsby the
teachers themselve$-erdig, 2006; Vrasidas & Mclsaac, 200Maddux (1993)
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affirms that Anothing miracul ous hiidappens
and a computer in the same roomo (p. 14)
(2002)states:

Unfortunately, new technologies are no panacea for problems in education and
by themselves they at most enable, rather than create, change. It is iabnic th
the research showing how powerful computers can be ultimately brings us back

to the idea that it is the teachers who make the difference. (p. 17)

Research from different educational settings across the world supports this argument.
It suggests that ICTHoes not embody any specific pedagogy, and that teachers use
technology in accordance with their cognitioAsnumber of examples are outlined

below.

Niederhauser & StoddafR001) conducted a Udased study on the relationship

between teacheddeliefs aml their use of educational software. The researchers
concluded that ICT itself doesot represent a specific educational approach as
teachers used computeased material to support their own pedagogical beliefs,

which were reflected in a wide array of edtional approaches.

Similarly, a stugt in a secondargchool settingn Greecedemonstrated that teachers
integrated technological tools to support their traditional approaches of teaching,
which placed great emphasis on the central role of the teantetha testriven

curriculum(Demetriadis, et al., 2003)

In the same vein, Zhong and SH@002)examined two technologlyased secondary

EFL classrooms in China. Their study revealed that innovations hacymidicant

effect on the dynamics of teanh and learning. The teachers remained the center of
interaction within traditional settings. As ICT was used to support centldes
educational practices, it only changede physical lookof classrooms. The
researchers underscored the importancerofgt& t i ng t eachersé peda

a necessary precondition for effective technology integration.

The vital rol e pl ayed by teachersbo cog
emphasized by Veefl1993) He conducted longitudinalcase study of four Gtch

teachers with the aim of understanding and explicating why and how they use
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technology in their teaching. The findings indicated that teachers used computers in
accordance with their established practice, and tiey were willing to give up

using tehnology altogether if its use implied a remarkeafleak away from their
customaryways of teaching. Veefi993) thereforei dent i fi ed teachers

beliefs as the central factor for adoption.

Lam (2000)also emphasized teacheleliefs as keyo integration. In her study of
Canadian second language teachers, she demonstrated that those teachers who
avoided using innovations, did so not becaaséechnophobia, but because they

were not convinced of the educational value of technology.

Finally, based on research into the use of technology in Italian schools, Gobbo and
Girardi (2001) stipulated that although most of the teacheskl positive attitudes

toward ICT, they were unwilling to replace their traditional teaching routines. The
researcher explained that the findings of their study do not supportctdmemon

view t h at introducing technology into <cl as

approaches to teaching.

As indicated, mmplementation of educational innovations is highly mediated by
teachersdé cognitions. However, research
technology by teachermay affect their cognittn, as detded in the following

section.

2.8.2 The Impact of TechnologyPractice on Teacher Cognition

Al t h o u g h beties are degyrestrénched, this does not mean that they do not
change. Teachetognitonsand practice interact wi t hin
(Foss & Kleinsasser, 1996, p. 44%p that ognitions affect practice, which in turn

leads to new, reonceptualized, oreasserted cognitionfHaney, et al., 2002;

Tondeur, et al., 2008)it is, therefore, documented that change in teabkéefs

results frompractice(Churchill, 2006; Guskey, 1986; Pajares, 1993)is indicates

that instructional practice (such as ICTeigration) can result in changes in teacher
cognition(Albion & Ertmer, 2002)

In the context of the impact of technology use on teacher cognition, a number of

studies have concerned themselves with technology and evidence of what they define
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as construatrist approachese.g., Becker, 2000a; Becker & Ravitz, 1999; Honey &

Moeller, 1990; Windschitl & Sahl, 2002)-or example, Becker and Ravitz999)

argue that teachersd cognitions and prac
presence of supportivercumstances such as peer encouragement, a local network,

and availability of resources, technology use can lead to cognitions and practices
consistent with constructivist approaches. In their study of 441 school teachers, they
identified the following fve elements as the main characteristics of constructivist
teaching:

A Designing activities around teacher and student interests rather than in

response to an externally mandated curriculum,

A Having students engage in collaborative group projects in whicls ski

taught and practiced in context rather than sequentially,

A Focusing instruction on studentso6 und

on definitions and facts,
A Teaching students to salbnsciously assess their own understanding,

A Engaging in learing in front of students, rather than presenting oneself as

fully knowledgeable. (p. 356)

The researchers note that frequent use of computers and the ligerglated to
certain changes in cognition and practice. Specifically, these chare@ssociatd

with a) greater willingness on the part of the teachers to learn new things from their
learners, b) facilitating a number of simultaneouslass activities, c) requiring
students to complete detailguojectbased assignments) diving students more
freedom to choose the means with whicltamnplete these projects, andtiee kind

of effort that students make to carry out complex tasks outside the classroom. Based
on these findings, Becker and Rayi1®99)conclude that the use of technology can
facilitate changes in pedagogicalerpeptions and practices towarchore

constructivist methods of teaching.
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It seems that the relationship between technology use and pedagogical change
is truly causal and not the mere conjunction of innovative teachers vppera

to both use technology and develop a more constructivist pedagogy. (p. 381)

However, the authorBavenot beenable to confirm whether the causal effect was
confined to teachers who already professed constructivist cognitions but just needed
a suitabé opportunity, or whether technology can actually lead teaettevsdo not
employ constructivist approaches in their teaching to reconsider their cognitions and

practice.

This causal relationship betweé@T use and transitions towardore constructivist

pedagogy has been commented on by a number of researchers. For example, Albion

and Ertmer(2002) argued that there is no clear evidence for such a causal
relationship. A similar conclusion was drawn Dgxter et al(1999) They examined

the use of ICT by 4 school teachers, and investigated its effect on their pedagogy.

Over the course of the study, the teachers who adopted more constructivist
approaches reported that utilizing technological tools assisted them in changing their
pedagogical beliefs, butthe di d not i dentify I CT as o6t h.

they mentioned reflecting on their own experiences, teacher education, and a

supportive institutional culture. The 1 e:
automatically cause more constc t i vi St practiceso (p. 2 3
attributing pedagogi cal change t o | CT,

cognitions on their practice, overlooks the dynamics of professional development,

and bypasses the role of contextual factorgfecang change.

Commenting on the argument that the use of technology can lead to adoption of
constructivist approaches, Tondeur et28l08)noted that proponents of this position

do not really explain why changeasnein te
opinion was expressed by Windschitl and S20l02) They observed that although
someliteratureaffirms thatit e ac her s ¢ a their instrdctiodab practicea n g e
when usingtec h n o | (p. 466)0 and although some studies suggest that teachers

who used technological tools are inclined to adopt constructivist pedagogical
orientations, no datls have been presented asmoy andhow such transitions take

place. Windchitl and &hl (2002) carried out a twgyear ethnographic study in

47



which they exammed the use of laptops by three teachers within a school laptop
project. Toprovide a clear descriptiorf the change inther espondent sé pr
when the usindCT, the researchers adopted the same five criteria for constructivist
pedagogy delineated Becker and RavitZ1999) Their findings revealed that the

way | aptops were integrated into teachin
individual beliefs about what constituted best practice within their work
environment, and about the importandetechnologyto their learners. This may

explain why, although all three teachers worked under the same conditions, their use

of ICT was different.Furthermore, lie reseaitersconcluded thatit he t echnol «
did not ini ate teachersodé combvemeinvissit owadadgoqg)
Rather, laptops assisted one of the participants, who was already dissatisfied with her
teachercentered approach, in changing her teaching through student collaboration

and independent learning.

2.8.3 A Continuously Evolving Relatonship

Contributing to the abovmentioned debateRuthven, Hennessy, and Brindley

(2004) explain that lately, studies that attempted to investigate tmsociation

bet ween t eac h eeliefstandpuptdke gob tgahroladyave bapplied
correlationd methods and perceived the relationship in terms of a continuum with
constructivist pedagogy at one end and traditional/ transmissionist pedagogy on the

ot her . The authors commented that Awhi | e
means of characterisinigroad relationships between pedagogical orientation and
technology integration, it may oversimplify the perspectives and practices of
teacherso (p. 261).

This stance was later corroborated by a further simdyhich Hennessy, Ruthven

and Brindley(2005)examined how secondary school teachers in the UK used ICT in

certain subject areas. The researstaguedhat their findings supported those of

earlier studies in that teachers tended to adapt the use of technology to suit their
pedagogical beliefs. Theyn ot e d, however, t hat At he
stra ght f orward as thiso (p.ealc8h3e)r.s 6T hpeeidra g«
beliefs and classroom practice were slowly evolyafecting and being affectdxy

the wider classroom culture. The followisketches these evolutionary processes:
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The new experiences arising in the course of getting to grips with this powerful
new cultural tool for learning, which is itself continually evolving, in turn lead
learners to develop new strategies and teachetatd to reevaluate and
modify aspects of their practice and thinking. The nature of the -satiaral
system which frames classroom activity thereby begins to §Hénnessy, et

al., 2005)

Based on the literature covered in this review, the answihietquestion of whether
technologychanges or is changedby pedagoy, can be summarized as follows.
Technologyin and ofitself does not embody any pedagogical orientation, and can be
used to support a wide range of belief systems. However, there is evigdace for
teachers adapting the use of ICT to suit their own cognitiSosne studies on
teacher cognition have alstbcumented that technology in and itsfelf does not
transbr m teacherso morg congiructvist spedagogw aevet in
educaibnal contexts of ubiquitous networking. Nevertheless, it has been
demonstrated that if the teachers themselves are convinced that constructivist
approaches are best for their teaching, and in the presence of favourable contextual
circumstances, technologycan stimulate pedagogical transformation This
emphasi zes t he I mportance of teacherso
highlights the role ofthe work environmentin facilitating and maintaining that
change. However, the relationship between cogrsteomd practice is not that simple

or straightforward. In reality, it is very dynamic, intricate, detailed. In addition, it
affects and is affected by the socwtural context in which the teachers work. The
relationship between teacher cognition, practiad context, therefore amits further

investigation.

2.9 Teacher Cognition, Practice, and Context

The i mportance of investigating teachers
cannot be overestimated. Kéi991)c onf i r ms t hat nd & plateec hnol
in classroom practice, it must be examined in the context of classroom life as

teacher s | i260¢ Simikarly, O(s@(p000)aiBngt h a t ithe prob
assimilating new technology i s dhatthal t ur a

reason behind the absence of sufficient literaturevbyand how teachers change
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their practiceis that research has mostly focused on detecting transformation in
beliefs and practice, whil e di sregardin
theories are largely framed by their sacidtural environmen{Windschitl & Sahl,

2002) As reported by Borg2003) it he study of cognition
awareness of the context in which these occur will inevitably provide partial, if not

flawe d | characterisations of teachers and t

2.9.1 The Role of Contextin Shaping Cognitions and Practice

Earlier in this review, | discussed a range of factors for adoption of technology,
namely availability of resources, computer competence, comgderechnical
support, ICT training, teacher collaboration, time, and institutional culture.
Interactions amongst them were highlighted, and a specific emphasis was placed on
the relationship between these factors and teacher cognition as key to technology
implementation. The literature, however, reflects a burgeoning interest in the role of
a t eacher 0<ultwalenviranment irs shiapingocognitions about ICT use.
Although it is difficult to draw clear lines between the physical, the psychological
the intellectual and the social, this section sheds light on the role of the latter in

impacting cognitions and practice as reflected in a number of studies.

There is a growing body of literature which supports the argument that teacher
cognition is so@-cultural in naturgJohnson, 2006, 2009; Windschitl & Sahl, 2002)

and that temmakengd pdeciesisens take place
cul turally, and hi s(iolmson, a6, pb.23%incettanehere d c o
cognition is also acially distributed among members within certain contexts
(Putnam & Borko, 2000Q)attention should be given to communities of practice to

which teachers belon@.ave & Wenger, 1991)Such environments are invested with
conceptions of ideal individual andommmunal prospects which are advocated
through the structures oéducationalinstitutions (Grossman, Smagorinsky, &
Valencia, 1999) Consequentl vy, it he knowledge of
through the knowledge of the communities of practice withinckvithe individual

par t i dqJohmson, 206)p. 237)

With respect to educational technologiesparticular research has confirmed the

i mportance of communities pddagopies@.g.t i c e
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Granger, et al., 2002; Hennessy, et aD05) and the role of such communitigs

facilitating ICT integration.

It is these learning communities, their cultures formed and informed by all the
practices, relationships and philosophies of their individual members, that
facilitate and carry outork of technological implementation as they engage in
the teaching, learning and inquiry that unite the interests of the individuals and
the communities they serv@ranger, et al., 2002, p. 488)

A similar interpretationis offered by Becke(2000b) He surveyed 516 computer
using teachers, of whom 45 were identified as exemplary corapsitey teachers.

The findings of this research revealed that exemplary teachers work in a milieu that
assists them in becoming more efficient technology users.

Conversey, it is suggested that ifechnology tools are distant from a prevailing

school culture, teachers will be less inclined to adopt 8o, et al., 2002)Also,

a study by Zhao and FranR003) revealed that social pressure within teaching
communities ca have a powerful negative as well as positive impact on technology

use. In fact, the study showed that socializationpbgrswas more powerful in
transforming teacherso bel i-servie teacheo ut t
education. Windschitl and Sali2002) also emphasize the role of colleagues in
promoting adoption of innovations, i n th
instructional innovation thrive in environments where there are others who are
experimenting with tnalarcondusiongwa® reathed by 1 6 8 )
Becker(2000b)wh o stressed that practitioners A
from whom they can learn, either experts who have already mastered the resource or

a community of teachdearners who pool their efforts antlase their exploratory

fi ndi ngs Based pn thes Tidlipngs,istsuggested that the following mbs

betaken into account for more efficient teacher education:

A It is important that teachers have the opportunity to see models of successful
technobgy integration(Belland, 2009; Dexter, Doering, & Riedel, 2006;
Ertmer, 1999, 2005; Ertmer, Addison, Lane, Ross, & Woods, 1999; Ertmer &
OttenbreitLeftwich, 2010) whether through organized -site observation
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sessions, or through other media such agovidnd the InternetErtmer,
1999)

A Teachers should be given time to reflect on using new innovations with other
teachers whether esite or online, and be encouraged to publish their
experiences as a way of articulating beliefs and practiegmer, 199). As
stated by Perskyf1990)iwhen teacher s se&anoggoigge wi t
reflection about theimstructionaluse oftechnology, they are more likely to
critically evaluate their practice and redesign instruction to betteat m

student needand currillumgoal so. (p. 37)

A Allocating regular time for collaboration witheerswith similar aspirations
for advancing their practice through the use of ICT is vital for innovation
uptake (Windschitl & Sahl, 2002) particularly when it provides them with
situatel learning experiences and addresses their immediate (@edger,
et al., 2002) Furthermore, constant interaction with fellow teachers and
seasonegractitioners, involvement in crogsstitutional ICT initiatives, and
sharing preparation time with as, gives teachers opportunities for
establishing valuable connections and helps them envisage and then execute

successful ICT implementatig&rtmer, 1999)

A Forming small communities of practice helps teachers exchange ideas, share
experiences, and helone another as they develop new understandings of
teaching and reconstruct their practigetmer, 2005; Hennessy, et al., 2005)

In addition to the significant role played by variouscontextual factors in shaping

both cognitions and practice, it iow accepted thdahese factorsnay alsoaccount

for lack of congruence between teachersbo
(Borg, 2006)

2.9.2 The Role of Context inthe Mismatch betweenCognition and Practice

Research has shown that the relatiomsbétween cagtion and practice is not
awaysa di rect one, and that inconsistencie
theoriesin-action may occur (Ar g y& & s h,°1874; Borg, 2006; Calderhead,
1996; Ertmer, 2005; Fang, 1996; Phipps & Borg, 20B0)ch incongruence can
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sometimes be attributed to the teachers themselves, but often contextual factors

account for te mismatch(Borg, 2006)

Earlier in this review, examples were given of different educational contexts

which teacherdheld positiveattitudes towardligital technologies but were unable to

integrate them into their teaching for various reasons, such as unavailability of
resources, lack of training, or time press{gg., AFRabaani, 2008; Albirini, 2006b;

Md Yunus, 2007) We have alss een how teachersd i mpl e me
hampered by institutional constraints such as edewen curricula(Demetriadis, et

al., 2003) class size(Al-Asmari, 2005) or hierarchal educational systems
(Warschauer, 2006)

Hennessy et al(2005)elaboateon the role of contextual factors by explaining that
teachers often claim that their practice has changed with the use of ICT, when in
reality they merely use these toolssigpport existing pedagogies. According to the
researchergne plausible exphation for this is thataditionally,teachersarerarely

involved in the decision makingorocessesvithin their own schools. The result is

t hat , in reality, no effective integrat.
teaching methods remain itape under the thin coating of technological glitter, and
available technology is often underused and poorly integrated into classroom
practiceo (p. 159).

As mentioned at the beginning of this review, while it is essential to recognize the
impact of thedifferent factors on teacher technology implementation, they should not

be examined independé&nof one another or from the system in which they interact
(Windschitl & Sahl, 2002; Zhao & Frank, 20Q03)ut rather investigated within their

di stincddgivesobébecPércei ving them as such
describing them to capturing the compl ex
processes, and (Zpao & Erank,2006 m83B)nvol ved

Viewing therelationship between cognitippractice, and context from an ecological
perspective implies that transformation for technology adoption is a gradual
developmental process. Hennessy etf(2005) arguet h at ifthe researc
offers little support for the popular (though perbapnrealistic) rhetoric about
technology revolutionizingt eac hi ng and | engphasisaddgd). ( p .
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Similarly, Zhao et al. (2002) argue for a sy but steady progression toward

technol ogy integration, and ci tygathérhat

A 1

than a revolutionary bkewse&Kargql®9l)descrimed ange o

teachersdé uptake of technol ogy as a gr a

understanding of their pedagogical rolés.the same vein, ErtmdgR005), Ertmer
ard Ottenbre#Leftwich (2010),and Inan et a2010)support a gradual approach for
integration that begins with tools that facilitate ongoing practice and slowly moves to

more complex objectives, backed up by consistent technical support.

The idea that échnology integration is a gradual process that requires time is
encapsulated in this concluding remark by Warsch&(@06) in the context of his

contribution to an ICT development program in Egypt:

... Bear in mind that development occurs not throughstrassion but through

a longterm process of experience and reflection. We cannot rush our own
development or that of anyone else. In that sense, the Nile itself is a good
metaphor. Its course can gradually change, but attempts to suddenly reverse it
would be completely futile. (p. 172)

2.10 Conclusion

By focusing on teacher cognition, this review accentuates the central role of the
teacher in the integration process Dexter et al. affirm(1999) Awe shoul d
teachers as agents of change inneed of asosuppi ve context o (p.
teachers as such, we will realize that technology integration is a personal decision
founded on complex pedagogical beli@exter, et al., 1999; Lam, 2000)eachers,
therefore, need to be given the opportunityetitect on their practicéErtmer, 2005)

to observe models for situated ICT y8elland, 2009; Dexter, et al., 1999; Ertmer,
1999, 2005; Ertmer & Ottenbrdieftwich, 2010; Mueller, et al., 2008and to
collaborate with others within a supportive pss®nal environmenfWindschitl &

Sahl, 2002; Zhao & Frank, 2003edagogical transformation is not about totally
discarding earlier beliefs, but about slowly replacing them with new @wespor,

1987) It is, therefore, vital to perceive professionavelepment in technology as a
evolutionary process rather thamevolutionary chang@VNarschauer, 2006; Zhao, et

al., 2002)
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This reviewhascovered the main factors for ICT integration, and highlighted the
differert associations between them. It hdsnified teacher cognitio as the most
significant one,and explicated the intricate relationship between this fafcor
adoptionin particular and several otlserThe review theshed light on the scope of
research into teacher cognition and identified thain gaps in the literature.
Subsequently, iaddressed theature of teacher cognition, and zoomed in on the
relationship between teacher cognition a
b) teacher education, c) classroom practice, and d) cofitextrelationship between
these elements is summarized in Figure(Bdrg, 2006) which constitutes a starting
point for my exploration of teacher cognition in relation to the use of technology in
TASOL, and a conceptual lens through which this areabsiliurther investigated in

the chapters which follow.
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CHAPTER 3: METHODOLOGY
3.1 Introduction

Bui |l di ng o meviewhohtipetliterature? @nd identification of gaps therein,
exploration of conceptual frameworks and location of theystuithin the field,
Chapter 3 describes the methodology whiokderpins this investigatioit. begins by
restating the research questions, and presents a rationale for the choice of a
gualtative research design. A case study approach was chosenmfrangtoe many
different techniques typically used in naturalistic inquiry. The chapter explains the
principle behind this choice, amtktailsthe process of selecting the three cases. This
is followed by a discussion of the various methods of data collected, and the
analytical procedure employed. Attention is then given to means of establishing

trustworthiness and maintaining rigor.

The research questions that have inforningslihvestigation comprise an oaeching

one, and four sulguestions.

What is he relationship between teacher cognition and the use of technology in

teaching Arabi¢o speakers of other langua@es

A What i s t he relationship bet ween t ec

experiences as learners?
A What is the relationship between teactmgnition and teacher education?
A What is the relationship between teacher cognition and classroom practice?

A What is the relationship between teacher cognition, classroom practice, and

context?

3.2 A Qualitative Research Design

Informed bythe research questisya qualitative research desipas been selected
for this project In what follows, | will present a rationale for choosing this design by

ajdefining a 0qu adetaiting itsi maie chdracteristizsardd b)a n d
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highlighting the relationship beten this descriptiorand my specific area of

investigation.

3.2.1 Definition and Characteristicsof a Qualitative Design

According to Stak¢1995) Athere is no single wellspri
35). The design has a long, remarkable history thest across different fields such

as sociology, anthropology, social psychology and history. It also encompasses
different philosophical traditions, and research approafBesswell, 2007; Denzin

& Lincoln, 2008; Stake, 1995)A definition of qualitative esearch is, therefore,

more appropriately presented within a specific historical cori@ewmzin & Lincoln,

2008) This might explain why several introductory texts on qualitative research lack

a clear definition of this paradigm. Nevertheless, the folgwprovides a basic,

global definition of this research design.

Qualitative research is a situated activity that locates the observer in the world.
It consists of a set of interpretive, material practices that make the world
visible. These practices transi the world. They turn the world into a series

of representations, including field notes, interviews, conversations,
photographs, recordings, and memos to the self. At this level, qualitative
research involves an interpretive, naturalistic approach ¢owbrld. This
means that qualitative researchers study things in their natural settings,
attempting to make sense of, or to interpret, phenomena in terms of the

meanings people bring to thef®enzin & Lincoln, 2005, p. 3; 2008, p. 4)

A significant body d literature has probed the main featurestiod qualitative
paradigm as distinct from the quantitative one. The following is a synthesis of such

characteristics.

A Qualitative research takes place in natural environm@tsswell, 2009;
Marshall & Rossman2006)\wh er e peopl ebds | ived expe
(Marshall & Rossman, 2006; Strauss & Corbin, 198@hin social contexts
(Berg, 2009)
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Such design attempts to understand situations from the perspective of the
participants themselves, and perceives world through their lenéCohen,
Manion, & Morrison, 2007; Creswell, 2009; Marshall & Rossman, 2006;
Merriam, 2002b; Robson, 2002)

It is research that investigates interactions, processes, and intricacies
(Marshall & Rossman, 2006)

It presents subjeate understandings and is mainly interpreti@eswell,
2009; Marshall & Rossman, 2006)

This design is, therefore, based on multiple realities of situations, rather than
a single definite ongdCohen, et al.,, 2007; Marshall & Rossman, 2006;
Merriam, 2002bRobson, 2002)

A Qualitative r es e a(Crestvell,2@08,ip.gliiSands @ e me
fi e v o | (Rabsomg, 2002, p. 166)

Different approaches are used in conducting this type of resé¢hlick,
2009) and multiple methods of collecting data areoiwed (Creswell, 2009;
Denzin & Lincoln, 2008; Marshall & Rossman, 2006; Robson, 2002)

The researcher is the central instrument in the research proessvell,
2009; Merriam, 2002byvhich, in turn, is affected by hidier background
(Denzin & Lincoln,2008)

Generally, qualitative research is conducted because there is little information
or theory on a certain phenomen(@reswell, 2008; Marshall & Rossman,
2006; Merriam, 2002b) or to acquire new perspectives and deeper

understandings on issues attgaxplored(Strauss & Corbin, 1990)

With this type of designinductive data analysis approaches are followed
(Creswell, 2009; Merriam, 2002b)

Rich and holistic accounts are produc@dreswell, 2009; Marshall &
Rossman, 2006)in which text and imagesrea used more than figures
(Merriam, 2002b)
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3.2.2 Relating Definition and Characteristics to This Study

This research explores new educational terrain, namely thatilzing ICT in
teaching Arabic as a foreign | aiidderage. I
yet central aspect dheir professional livesand delves deep into thamdividual
experiencesvithin a particularsociocultural context. Relating the characteristics of

this study to those of qualitative inquinstifies the choice of this search design

Furthermore, investigating the literature on teacher cognitigrusticular, we notice

early support for qualitative design$dunby (1982, 1984) for example, has
advocated the use of qualitative methods for studying teacher thibkiteg. Pajares
(1992)affirms that some researchers regard qualitative desas particularlyseful

for the study of teachebbeliefs.Over the years, research on teacher cognition has
been heavily affected by developments in cognitive psychdlGgiderhead1996)

in addition to the increasing acceptance of ethnographic methods and qualitative
designs(Fang, 1996) In fact, looking at the literature on teacher cognition today,
there is little evidence of empirical laboratory research within this area of
investigation(Borg, 2006)

Considering the characteristics of both qualitative design and teacher cognition, it is
difficult to envisageexamining the ldaer without the former. Describing his
understanding of qualitative research, Cres@fD7)s t a t thisk:metdphorically

of qualitative research as an intricate fabric composed of minute threads, many
colors, different textures, and various blends of material. This fabric is not explained
easily or simplyo (p. 35) . metapharfoeat i ngl

moment, we notice that it accurately describes teacher cognition as well.

3.3 A Case Study Approach

After situating the study within a qualitative research paradigm, | chose the case
studyapproach for my inquiryin the section which follows,gdresent a rationale for

this decision by addressingj a t h e definition tefmam O6cas
characeristics of this approach, and the relationship betweehis descriptiorand

this study.
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3.3.1 Definition and Characteristics of a Case Study

Case stdy research has been perceived in different ways, depending on what
researchers mean by (20@)defiaes @sge studlyio termgof a mp |
the strategy used in conducting research, apdesentsthe following two-fold

definition:
1. A case studys an empirical inquiry that

A investigates a contemporary phenomenon in depth and within itfeeal

context, especially when
A the boundaries between phenomenon and context are not clearly evident.
2. The case study inquiry

A copes with the technically distitive situation in which there will be many
more variables of interest than data points, and as one result

A relies on multiple sources of evidence, with data needing to converge in a
triangulating fashion, and as another result

A benefits from the prior del@ment of theoretical propositions to guide

data collection and analysis. (p. 18)

Stake(1995) on the other hand, views a case as the aotyelttof investigation.

He, therefore, defines a case study as #
of a single case, coming to understand i
(p. xi). The researcher further argues that Louis Smith, one of the first ethnographers

in the field of education, defines a cas

as an object of inquiry rather than a methodology.

On the other hand, if we look at the definition provided by Merr{a888) we
notice a focus on the descriptive and analytical aspects of inGuy. g tGve taset a
study is an intensive, holistidesciption and analysis of a single instance,

phenomenon, or ,emphasisaddgduni to (p. 21

I n terms of de {200/)isthe monesnclusiCe; as henaeckedista case
study as &trategy anobjectof inquiry, and alescription

60



Case studyesearch is a qualitative approach in which the investigator explores
a bounded system (a case) or multiple bounded systems (cases) over time,
through detailed, hdepth data collection involving multiple sources of
information (e.g., observations, integws, audiovisual material, and

documents and reports), and reports a case description aHdasaskethemes.
(p. 73)

The literature has identified a number of general characteristics associated with case

study inquiry. They may be synthesized as follows:

A Case studies focus on examining particularity, uniqueriBssg, 2004;
Simons, 2009; Stake, 20059nd complexity(Cohen, et al., 2007; Stake,
1995, 2005)

A Cases are examined temporally within defined contexts which might be
organizational, geographicalinstitutional (Cohen, et al., 2007)socic
cultural, political, economic, ethicd/Stake, 2005) or other contets that
enable some kind of bder to be defined around the ca€ohen, et al.,
2007) In fact, it is argued that it is impossible to fully wnstand a case
unless it is studied within its wider syst€¢Rring, 2004)

A Case studies focus on rich accounts and result in detailed records, or what
Geetz (1973 ef erred t o a s(Mefirianm 199& Stakes $905;, | pt i
2005)

A Case studies drawnomultiple data collection method&reswell, 2007;
Punch, 2009; Yin, 2009)

A Depending on the purpose of inquiry, a case studystdiéerent forms.
Stake (1995, 2005) divided case studies into three types: first,rdrinsic
case studyfocuses ora specific casebecause of its special concern to the
researcher. Second, amstrumental case studfocuses onan issue of
interest. The case is still closely examined within its bouhdm®ntex
because it improves our understanding of that issue. The cHdive case is
informed by the issue in question. Thiedmultiple case studyr acollective
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case studyis an instrumental case study thateigended tca number of

cases

3.3.2 Relating Definition and Characteristics to This Study

As a research approaclase studies have been widely used in investigating teacher
cognition. For example, CalderheétP96)e x pl ai ns t hat Ndet ail e
teaching using a variety of observational and interview procedures have frequently
resulted in welldocumented and sni ght f ul account s of t ea

practiceo (p. 712).

Thisresearcraet t empt s to capture the subtleties
lives in addition to the particularities of using technology within certain educational
ecologies. Astedcer s 6 ¢ 0 g n i tdorstrusteqsee €hapsep Aniteatipn y

to the context is integrao the research process.n | i ne wi @007) Cr e s w
encompassing definition, | use the tecaseor acase studyto refer to the research

approach, my padular informants, and the profiles that have emerged from the

analysis.

Reflecting on the characteristics of case studies, | chose a multiple/ collective case
study approach for this researchisltonsistent withhe situated nature of this stydy
allows for in-depth understandisgnd rich descriptiosiof the issue in questioand

emphasizesontextual uniqueness.

3.4 Identifying the Cases

Creswell (2007) describes case selection as one of the characteristic challenges in
undertaking thigype of inquiry.Informed by a specifi@area of investigation and
correspondingesearch questions, | defined a numbercoferia for selecting the

cases

3.4.1 Criteria for Identifying Cases

Stake(1995)explains that case study research is not based on statistical sampling b
rather on thoughtful selection of cases. In the same vein, Silvgi2040) affirms

that #Asampling in qualitative research i
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or should be, t heoretically groundedo (p
guestions play a central role in the selection of cases. Hence, the guiding factor in our
decision making should be: which case(s) can we learn the most (feoake, 1995)

Given the nature of this inquiry, the procedure commonly used in case selsction

what Pattor{1990)r ef er s t o as HApurposeful sampl i ngq

The logic and power of purposeful sampling lies in seledtifmymationrich
casesfor study in depth. Informatierich cases are those from which one can
learn a grat deal about issues of central importance to the purpose of the

research, thus the tenmurposefulsampling. (p. 169, emphasis in original)

As stated by Miles and Hubermét©94) in multiplec ase sampl i ng, At h
cases usually is made on conceptu gr ounds, not on repres.

generalizations are theoretical, not taider population (p. 29).

3.4.2 Identifying the Cases in This Study

This research is situated in the AlWhich constitutes the bounded system or the
defined context of thizase study investigation.tAhe time of data collectioit
hosted 32 fultime and 36 paftime teachers. As | was selecting my cases, several

points were taken into account:

First,in order toacquirea deeper under standi relgtiootd t eac
ICT implementation, | decided to use a multipbse study approach. On the other

hand, I limited the number to three teachers due to restrictions on time and resources,
and to allow for the detailed investigation and thick description of tlsescan

question.

Second, | confined my search to ftithe in-service teachers for several reasons: a)

this group of teachers has a lendgeaching experience, and is mbkely to hold
well-established cognitions about teaching and learning. b) Genematgrvice
teachers have more access to technology as they teach longer hours in smart
classroomsin addition to being given portable computers by the ALI. c}dereice
teachers enrolled in thEAFL program within the ALI are apprenticed taservice
teacher s. The | att er & s nadaptipn)oftinnovatics mayb o u t

indirectly be conveyed to the youngggneration of teachers. This mlagve serious

63



repercussions on the future of ICT integration in the ALI, especially if the majority

of teachers use very minimal technology.

Third, to gain deeper insights into teacher cognitlomas specifically interested in
operating with teachers whose practice was already characterized by the use of
technology, and who had plans to move aheattisdirection.l decided to select

teachers who were on different rungs of the technology ladder, and displayed a
variety of perspectives on using innovations in teaching Arabic as a foreign

| anguage. I n this respect, >mympmryparsied tuil
type (Merriam, 1998; Miles & Huberman, 1994; Patton, 199®)s was to allow for

rich dataon teacher cognition and IC&nd thereforeclearercomprehension of the

issue in question.

Fourth | was also keen to develop a broader undedstg of the uniqueness of the
teachersd shared context, and therefore,
to other inservice teachers in the ALI, specifically in terms of former teacher
education experiences, and current work environment. ignréspect, | was also

|l ooking for a(Mdrrtam, [d998; Miles & Hubampah, €994; Patton,

1990) sothe cases were different in terms of approach to innovation, but similar in

terms of professional background.

Several factors facilitated the Isetion of cases. First, given my former work
experience at the ALI, I had some inside
use) ofdigital resourcesvithin the Institute, which helped me screen for po#nti

cases. Secondeachers who were interest in educational innovations drad

actually usedechnology in their teaching were limited in numhmemnected through

personal and professional ti€Since my area of investigation is exploring teacher
cognition in relation to ICT use, | selected mges from within this group. Third,

one of the data collection instruments employedhis study is a questionnaire,
distributed to all the teachers in the Aaf the beginning of the study.n@ of its

main obgctives was to confirm my selectiohcases.
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3.4.3 Who Are My Cases?

Dalal Abo El Seoud, Heba Saleland LailaAl Sawi were selected from amg the
group of technology using practitioneirs the ALI to take part in the study. The
following introduces the three teachers, and presents a brief rationaldefor t
selection of each one of them. (The information below is what | had already known
about thehreeteachers before my field experience in Cairo, and constitutes the basis
on which they were selected. Naturally, my understandinthe@f cognition and
prectice was remarkably enriched during the course of the study, as reflected in the

case profiles).

3.4.3.1 Dalal

Dalal hasa BA in Arabic Studies fromAUC, an MA in TAFL from the same
university, and a PhD in language teaching methods AmnShamsJniversity. She
has been teaching in the ALI for 22 years, drab ledt he I nstituteds

program for several years.

Dalal was chosen for this study due to her recent efforts to introduce technology into
her teaching, and to develop comptlhtesed material, espedialin the area of
teaching Arabic poetry and prose. She provides a perspective on early experiences of

innovation adoption within a particular professional environment.

3.4.3.2 Heba

Heba has a BA in Media and Mass Communication, and an MA in TAFL from AUC.
She ha beenteaching in the ALI for 15years, but her professional experience
extends to teaching children too, as she worked in a nursery for several years before

joining the ALI.

Heba was chosen for this study as one of the early producers and users of
techrological resources, especially in the area of listening. She has taken part in
computerbased materialdevelopment projects in the ALI, the latest of which was a

colloquial Egyptian course for advanced Arabic language learners.
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3.4.3.3 Laila

Laila has a BA in Aabic Studies from AUC, and an MA in TAFL from the same
university. She has been teaching in the ALI for 30 years, and considers herself of the
6ol d guarddé, the early generation of tea
has witnessed the devploents that have taken place over the years and is, therefore,

a credible reference on the evolution of technology in the language program.

Laila was particularly chosen for this study as she is one of the first Arabic language
teachers to develop compmetourse material using PowerPoint. Her forthcoming

computerbased Arabic grammar publicatincurrentlybeing tested by colleagues.

3.5 Methods of Data Collection

Since exploring teacher cognition implie
professiorl lives, a careful choice of data collection methods is necessary for such
investigation(Borg, 2006) Data collection methods used in this study included a
baselinequestionnairesemistructuredinterviews, videarecorded stimulated recall
classroom okervation, and teacher reflective writip Appendix 1 presents an
overview ofthe data collected in relation to every caBadot work conducted with
parttime teachers in the language program allowed all research methods to be
trialled and refined befothe beginning of the data collection periéildwork took

place in the ALl and lasted for nine months (November 200uly 2008).The
following presents a detailed account of the instruments, asetithe rationale for
choosing them.

3.5.1 Questionnaire

The ALI Language Teaching and Technology Questionnékppendix 3, was
derived from an earlier study by Slati and Barton(2007) and adapted to suit the
particularities of the ALI teaching environmefttwas administered and sent to all
in-service teacherprior to the beginning of fieldwork in Cairdn this study, the
guestionnaire was used for very specific research purpistsit was designed to
set a baseline for technology use within the Institutéhogh | had some insider

knowledge of the degeof ICT implementation in the Instituté preferred tagain a
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broader perspectivef the state of technology use in the language program, the
context of this study. The main purpose of the questiomnaias, therefore,
exploratory.Second, as mentiongthis instrumentwas helpful in the process of
selectingthe cases. Third, during the data collection procéssffered different

probes for interviews and introduced new topics for discussiofact, towardthe

end of the fieldwork period, two of thhree particular informants filled out the same
guestionnaire again, and the differences in their responses were marked and
di scussed. The questionnaire was, theref

collection, nor was it employed in a quaatite manner.

Studies have shown that questionnaires suffer limitations when used in researching
teacher cognition, and aret ideal for deep examation of issues and phenomena

(Moser & Kalton, 1971)As stated byornyei(2003)ino matt er yweow cr e
formulate the items, they are unlikely to yield the kind of rich and sensitive
description of events and participant perspectives that qualitative interpretations are
grounded iFuarther, this tool tecédmmonly criticized for being low on

feod ogi cal val i d{1999)ad efwihn et &sa gdin he kind
researchers provide concerning the relevance of a measurement technique to
classroom |lifeo (p. 422) . I n other words
situations, their respoas might reflect what they think constitutes good teaching,

rather than what they actually do in praciiBerg, 2006; Fang, 1996This may lead

to serious misguidance in terms of the data obtained and the subsequent reports
developed. Bord2006) thereb r e , concludes that At heor e
cognition cannot be used as measures of actual practices. This is a fundamental
principle in teacher cognition researcho
combine questionnaires with otheources of dataDornyei, 2003) such as
observations and interviewBorg, 2006)

3.5.2 Semistructured Interviews

Interviewing is widely used imaturalisticresearchl n f act , it 1is des
most often used meh od i n qual (Dbrayeii200&, p.ilB4YThis isi e s 0
reflected in the generous coverage dedicated to this instrument in introductory
methodology textbookge.g., Cohen, et al., 2007; Creswell, 2008; Flick, 2009;
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Punch, 2009; Robson, 2002; Silverman, 2004; Silverman, 20&€)well as
specialized referenceée.g., Drever, 1995; Gillham, 2005; Kvale & Brinkmann,
2009)

The literature has documented different types of interviews, and a variety of labels
have been used to refer to these differerteas, Cohen, et al., 2007; Drever, 1995;
Freebody, 2003; Gillham, 2005; Patton, 1996jowever, generally speaking,
interviews can be classified intstructured semistructured andunstructured(e.g.
Merriam, 1998; Punch, 2009; Robson, 200R) structured interviews, researchers

are confinedo a definite number of specific questions usually asked in a particular
order. In contrast, ustructured interviews are characterized by informality and
spontaneity, where questions are generated along the natural progression of the
conversation. Sergt r uctured i nterviews, however, i
best of b(Bréebhodyw2D03) pd 538 hey are guided by certain themes,

but the conversation does not have to follow a specific order.

Interviews have often been used in the studyeaicher cognition(Borg, 2006;
Calderhead, 1996Yhey allow the researcher to move beyond the observable, to visit

inner worlds, and develop deeper understandings of reality as perceived by the
respondents. As stated by Pat{@990) At he puviguiogietofomdout nt er
wh at i's in and on someone el seds mindo (
this method, he adds:

The fact of the matter is that we cannot observe everything. We cannot observe
feelings, thoughts, and intentions. We cannot nesbehaviors that took place

at some previous point in time. We cannot observe situations that preclude the
presence of an observer. We cannot observe how people have organized the
world and the meanings they attach to what goes on in the world. Wedhave t
ask people questions about those things. The purpose of interviewing, then, is

to allow us to enter into the other pe

As teacher cognition cannot be directly deduced from behditagan, 19923)
indirect strategies for datakection are called for. Serstructured interviews are an

old, wellestablished method in research on teacher cognition, which has proven to
be effective in this are@angubhai, Marland, Dashwood, & Son, 200Zhey
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provide teachers with an informal aisphere to express thoughts and share
experiences without being confined by a specific set of questions. At the same time,
within this flexible structure, researchers have the opportunity to cover themes

relevant to their inquiry.

Although interviews ge widely used in teacher cognition, they are often ineffective

by themselves. Given the tacit nature of cognitions, the teachers themselves may not

be aware of their own mental processesh@able to articulate ther(Calderhead,

1996; Munby, 1984)Hene , Afa direct question such as
teaching?6 is wusually an ineffective or
(Kagan, 1992a, p. 66)In fact, when teachers arm@sked abstract contexfree

guestions about their beliefs, they dikely to provide general idealized responses
(Woods, 1996) Interviews, on their own, are therefore, insufficient in exploring
teacher cognitioriBorg, 2006) and additional strategies for data collection that pay

cl ose attenti on ¢ lavetbdemr usddesach hseobsergationsoand e x t
stimulated recall§Fang, 1996)

Along with other instruments of data collection, a total2@7 hours of semi
structured interviews were administeiadArabic with the three teachefgppendix

1). All interviews were audioecorded (though few were videecorded due to the
inclusion of images or printed/written textpome additional interviews were
conductedwith other teachers in the ALI for a broader understanding of the context.
Furthermore, administratowgithin the Institute (Appendix 8, Appendix 9, Appendix
10), and support providers at AUC were interviewed for triangulation purposes
(Appendix 11, Appendix 12)

Interviews were informed by the research questions and the conceptual framework
(Borg, 2006) The broaderareasc over ed wer e a) teacherso
language learners, b) the@acher educatigr) theirclassroonpractice, and d) their

context. Further, there was emphasis on specific areas that teachers might have
cognitions about. These were: the self, teacher, teaching, learning, material,
activities, colleagues, assessment, and the language pr@goag; 2006) | added

two other items to this listhe Arabic languageand the field of TASOL Since a

0t echnol ogy | a yeeflarbeworkathe qaegtiors docused ontteacher
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cognition about ICT in relation to these areldso we v e r t -ECA beliedsr s 6 n c
were also probed, as there was evidence fesoonirrences with what they thought

and did with technologyln this respect, found Richards & Lockhar{1996)

particularly helpful as | was preparing interview questidifse reference included
detailed suggestions f or -ICT hoeliefsewhh | cat i o
modified to suit the context of this study. In addition, the e st i onnai r es,
reflective writing, and their member checking accotimsnstituted an essential

source of probes for a deeper investigation of teacher cognition.

Since exploring beliefs in context is central to this study, in addition tegheduled
conversations, short interviews followed observation sessions. Upon finishing her
class, the teacher would comment on her teaching, and we may discuss specific
aspects of the observed session. | have found such situated commentaries powerful in
eliciting cognitions, for a number of reasons. First, as they occur right after the
teaching session, usually what the teacher chooses to focus on is what is most
important to her. Second, thare emotionally laden. f@n, if a teacher has had an
exceptionly good or bad class, her feelings would fade over the day. She
remembers the experience, but does not narrate it with the same enthusiasm, sense of
pride, disappointment, or anger. This twrethod of observations followed by
interviews captures both tidal moments as well as the affective elements that
envelop them. Third, such interviews did not require preparation on my part or that
of the teacher. As she knew that every class visit was followed by a commentary, she
always dedicated a couple of miastafter class to that. Tishdortinterview could

take place in the classroom, in the corr.]

In addition to standard and mimterviews, the teachersereeach given the chance
to showcase computéased matgal of their own production. Narratives were
prompted on issues such as how they came to develop the material, their inspiration,
how it enabled them to achieve their educational goals, and what they would do
without technological methods. The interviewsre video recorded to include the

% Further details on member checking accounts will follow under sec80hl.3 Respondent

Validationand sectior4.3.1From Trust to Trustworthiness
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materi al as we l | as , bnd eare makad ih ¢he daba a€ 0 mme

Materials Development Interviews

In terms of the scope of the interviews, although the vast majority focused on the
specific area of investiggan, at the end of the study the teachers were also
interviewed about the impact of their participation in the study on them, positively

and negatively.

To summarize, interviews with the particular informants were of three kinds: first,

main interviewsvhi ch expl ored teachersd early exfyg
teacher education (Append® |, t e a c h e-basedl materiahdeuvelopenent

(Appendix 4), teachers noiCT beliefs, based orRichards & Lockhart(1996)
(Appendix5), and the impact ohe study on the participants (Appendix Second,

follow-up interviews based oather types of data, such as the questionnéie
partici pant s 6, amd¢hkil neembher ocheckingy accounibirdy mini-

interviews which followedclassroom obseation, or were initiated through casual
encounters with the teachers. Both the first and the second types of interviews were

usually completed over a seriesppé-arrangedneetings with the informants.

3.5.3 Stimulated Recalls

Another form of verbal commentas used in this study wasimulated recall As
stated by Calderhedqd@981)

The term O0stimulated recall d has been
Typically, it involves the use of audiotapes or videotapes of skilled behaviour,

which areusedtodi a partici pantdos recall of hi
of that behavior. (p. 212)

Since it is impossible for teachers to talk about their thought processes while
teaching, this retrospective method is used in explicating cognitions underlying
former practice(Borg, 2006; Lyle, 2003; Meijer, Zanting, & Verloop, 2008y

all owing the teacher t o(Cdiderbelad, 19810p. pla)st t e
Nevertheless, the instrument has been questioned, particularly on the grounds of
validity. Forexample, Yinge(1986)ar gues t hat At here 1 s goc

validity of stimulated recall as a means
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(p. 268). He explains that teachers might present descriptions or post hoc
rationalizations for thir practice rather than recall their actual thinking then. As
such, this method be-onamdd omot o@lt heor t hae
innactiono (p. 273) . Reali zing the threat:
Gass and Macke(2000)suggest several measures to be taken into account, such as
arranging the recall sessions soon after the events. This is especially important if the
stimulus is to trigger teacher thinking at the time of the recorded event. However, the
literature has showthat recalls can also be used to generate talk about pedagogical
practice in generdBorg, 2006; Woods, 1996)

For this study, | conducted nine stimulated recall sessions (three for each teacher),
over a total of 7.1 hours. Following the guidelines sdt lpu Gass and Mackey
(2000) the recalls occurred within a week of the recorded evémtfact, before
recording a particular lesson, the time and place of the subsequent recall session were

already agreed upon with the teacher.

Before every session, éminded the teacher of the purpose of using this instrument

of data collection, encouraged to her recall her thought processes at the time of the
event, and gave her complete freedom to pause when she wanted to express her
thinking, decisioamaking, or feéngs. | also told each teacher not to feel pressured

to pause even if this meant that we had a whole session without a single commentary
(which never happened). In addition to eliciting teacher cognition at the time o
events, recalls were also administérto facilitate discussiombout teaching in
general. In terms of duration, they were designed to last for a maximum4gi 30

mi nutes to avoi dGalspdviadkey,c2000,a.r85)n dereralj tlieu e 0
teachers and | watched their lessons oncomputer, and a camcorder was installed

behind usto record the recall sessions.

Although stimulated recalls constituted a powerful method of inferring cognitions in
this study, in terms of practicalities, it raised challenges. For example, due to the
physical layout of the classrooms, and because most lessons wertolback,
setting up the camcorder often caused some initial disruptions. Further, it was not

easy to find a vacant room in the ALI for the recall sessions during the day. As a
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result, we lad to travel to other parts of the university, or schedule our sessions very

early in the morning.

3.5.4 Observation

Observation is an integral aspect of qualitative reseéeap, Allwright, 1988;
Cohen, et al., 2007; Flick, 2009; Patton, 1990; Punch, 200Ri¢hards, 2003;
Robson, 2002)In fact, Merriam (1998) argues that the temsnfield study and
fieldwork denoteinterviews and observations more than any other sources of data
collection. In the same vein, Simorf2009) suggests that, generally speaking,
observation exists all through the research process right from the moment of entering
the field to the point of departure.

As to the rationale for using observation, Pril@@04)c o mment s t hat fAit
common sense that, if one wants to know sometling,e goes out and h
(p. 33). The merits of observation are numerous, especially as they allow the
researcher to collect Al i v(€ahenjend. a200fhat i on
p. 396) whee the researcher does not intéacchange or stioiate behavior (what

happens in reality might beftrent though). As stated bydker and Aller (1994)

Afone of the hall marks of o bsnemnentoonismon has
Observers neither mani pul at)edurthesmoresdtei mul a-
to the situated nature of observation, i
ecol ogi c gDehsgombe,a20G7,dpo 224 owever, as we cannot observe
everything in a certain context, what we observe should be guidedirbgrea of

interest and research questigherriam, 1998; Simons, 2009)

As with interviews, Simong2009) states that observations may be viewed on a
continuum withstructuredobservations on one end andstructuredon the other.

She explains that ima structured observation, the researcher has -agteemined
agenda, focuses on it, and ignores the rest. With unstructured observation, the
researcher observes the setting without being restricted bgepreriteria. The
researcher concludes that sudis@rvations normally yield rich descriptions, and are
common in case study research. However, one could argue that since field
observation i s (KpRichaps, 2093, p.|110}lirected by rsgme
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kind of research interest, in reality, theregssuch thing as unstructured observation

in naturalistic inquiry.

While in the field, observers might assume different roles depending on dotivdj
of their investigationG o | (11858)well-cited typology explicatesuch roles, as he

has classiéd theminto the following groups:

A Complete participantit is covert obsertion where the researcher interacts
with subjects but his/ her identity is not disclosed to them. Of course, there

are ethical questions pertaining to this role.

A Participantasobserver:The researcherés identity
S/he observes them by participating in their activities and nurturing good
relationships with them. Participant observation is a-established practice
in qualitative researcfe.g., Cohen,teal., 2007; Denscombe, 2007; Moyles,

2002; Punch, 2009; K. Richards, 2003; Robson, 2002; Silverman,, 20G6)
At he centr al data col | éarch, 2009, £ B5€)hni qu
In fact, Atkinson and Hammersl€$994)perceive participant obsation as

the backbone of every social inquiry.

In a senseall social research is a form of participant observation,
because we <cannot study the soci al
From this point of view, participant observation is noparticular
technique but a mode of bengtheworld characteristic of

researchers. (p. 249, emphasis in original)

A Observerasparticipant:t The observero6s identity is
contact with them is normally formal and brief.

® Interestingly, although Gol@L958)refers to the feelings of hayid GG { Syé¢ 2y SQa &dz e
GKAOK INB RAFFAOdzA & (G2 2dzaGATeésr yR GKS aaSOSN
result of that (p. 220), he presents no clear statement of the ethically contestable position of this

kind of observer roleunlike more recent references which elaborate on this pdieg., Adler &

Adler, 1994; Cohen, et al.,, 2007; Flick, 2009; Patton, 1990; Robson, 260%0ld(1958)is a

relatively early reference, this might reflect developmentsaeial research ethics over time.
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A Complete obsrver: The researcher has no social interaction with the
observed, and they are not aware that they are being observeda Rileh

might be assumed in preparation for a more active one.

As for the use of observation in teacher cognition researphrtitular, Borg (2006)
affirms the key role this method plays i
descriptive basis in relation to what teachers know, think, and believe can be
examinedo (p. 231) . Given the clande r el
classroom practiceclassroom observation is especially helpful in identifying
congruence and lack of congruence betwten two. According to Argyris and

S ¢ h f1974) when people are asked about their behavior in a specific situation,
usuallythee sponse they offer reflects their
the theory they adhere to and convey to others. However, the theory that actually
directs their b-@luaweidogr wihs cthhenimghit meomy g
with their espaosed t heory. The authors concl ud:e
S 0 me 0 n e Girsuset ihsanply by asking him. We must construct his thaory

use fromobservation® f hi s b e h/aemphasis adddgd) Howevdt, as noted

earlier, dissonance betweemte her s6 st ated beliefs and a
not always attributed to inconsistencies on the part of the teacher, since contextual
factors may account for this tensi@org, 2006)

The literature on qualitative research has stregbed use ofobservations in
combination with other sources of datadler & Adler, 1994; Allwright, 1988;
Merriam, 1998) Within the area of teacher cognition, since teachers may exhibit
similar behavior for totally different motivé&agan, 1992a)observation is naised

as a singular method of data collection. Rather, it is associated with other
instruments, such as interviews and stimulated re¢alls, Borg, 2006; Calderhead,
1981, 1996; Golombek, 1998; Woods, 1996)

Observation was one of the main data colecstrategies used in this study, as it
provided deep insights intdhow technology was used in Arabic languages

classrooms. Observed sessions were divided into two types:

a) Sessions recorded as field notésese wer@approximately20 lessons for every
teader, a total of 3.8 hours (Appendix 1) Field notes were typed in both
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English and Arabic within the observed lessons, and questions for the post
observation interviews were taken down. Field notes were then reviewed, and

important points were highlightedefore any deeper analysis took place.

b) Video recorded sessionhese were a minimum of three sessions for every case
(used for subsequent recalls), in addition to supplementary sessions where the
teacher invited the camcorder into her class becauseahdrying out a new
teaching technique, or using a different technological #abtal of 22.8 hours
were recorded on vide@Appendix 1) The files were then downloaded and

reviewed, in preparation for the stimulated recalls.

Following the common usef dlexible observation in teacher cognition research
(Borg, 2006) observed sessions were conducted in this manner. As a method of data
collection, observation was also compatible with the case study approach chosen for
this inquiry as it allowed for defaid descriptions of events, yielded rich accounts,

and shed light on different contespecific featuregSimons, 2009)

With respect tdhe role of the observer, Bofg006)as sert s t hat fAther e
preference in language teacher cognition meseéor nonparticipant observation

i.e. where the researcher in the classroom typically sits at the back, makes notes and
avoids interacting with teacher or stude:]
The author adds that ngrarticipant obserwvs might be approached by teacher or
students for assistance or to make a specific contribution to the lesson. In such case,
ethical considerations should be adhered to, and observers should be completely

aware of the impact of their intervention on thgearch.

I n keeping with-pahei pirpamati | 0 hgerowmatni onod
research, | attempted to be as unobtrusive as possible in the classes | visited. Usually

| found a place to the side of the class where | could take notes on myteofipl

was taking field notes), or manage the camcorder (if 1 was recording the class).
Occasionally, the teacher or a student would ask me a question or invite me to take
part in a specific activity. Also, when technical breakdowns took place, | would
come to the teacherodés assistance if t ha
swiftly switched to a Plan B, without disrupting the flow of their lessons).
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3.5.5 Technological Reflections

Reflective writing in the form of journals or diaries have been usegkierating

qualitative data in areas of teachifurgess, 1981; Pennington, 199%¢acher
cognition(Johnson, 1994; Numrich, 1996; Woods, 19%6)d teacher cognition and

ICT (Churchill, 2006; Veen, 1993Reflective writings are often used to enricheot

sources of data such as interviews or observa{iBosy, 2006;Burgess, 1981)or to

provide primary information on research scenes that the inquirer might not have
access to(Burgess, 1981) They are al so used to dr a
representains of soci al phenomena, hence, ndi
a ¢ ¢ o (bornyei, 2007, p. 157)

Upon entering the field, | distributed small notebooks to a number of teachers in the

AL I for what | anla mRaf | 6eTcet ci honnttetsi®.pieRoeks i pi e n
were invited to record impressions and experiences of technology use that they
wished to share. As informants need to be given directions on handling diaries
(Burgess, 1981)I providel the teachers with some focus for their reflections. |
therefore developed an electronic version of Technological Reflectigsendix

7), headd with the following statement A [ T lan apenisga¢e for the free
expression of thoughts, opinions, convictions and biases about-usingt using

technologyi n t eachi dhe shket avhsi diviled into several sections
following the conceptual framework adegltin this study (Figure 2.1).eRpondents

were therefore,invited to add reflections under specific headings suclCasand

the TeacherICT and Larning, ICT and Language Activitie$CT andthe Arabic

Language and at the end there was a sectionl@F and Anything ElseWith a

similar objective to use of the questionnaire, asking the other teachers in the ALI to
reflect on their technology usegwided broader insights into the particularities of

| CT use within this O6ecologyd, and deepel
my cases. Another, purely psychological, reason for inviting the teachers to
document their reflections was that | diot nvant the less competent ones to feel that

they were of no use to the study. The statement that topped Technological
Reflections inviting teachers to add their thoughts on usingpt usinglCT, was to

give this large group of teachers the opporturatizdve their voices heard.
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As for my particular informants, one filled out the form, and we had a two follow up
interviews. The other two preferred to provide their specific reflections over a series
of interviews for they did not have the time to wriach all the details, though one

of them continued to use the small notebook. The open space that the teachers were
provided with generated valuable data about their cognitions, for the issues they
chose to addressanethe ones that they felt most stronglyout. It is, therefore, not
surprising thatthe cognitions that emesgl from Technological Reflectionsere
repeatedly echoed duag the data collection procegss such, this form of reflective

writing was a central research method in this study.

3.5.6 Interactions between the Different Methods of Data Collection

That a variety of different data collection methods were used meant that each

strategy added a dimension that the others were, to some degree, short on. For
example, whereas the questionnaire provigedhitial baseline and a broader idea of

| CT use in the ALI, Technol ogi cal Ref |
realities, and offered deep insights into pedagogical beliefs that were of particular

significance to them. On the other hand, ititerviews castituted a main gateway

ecC

towardunder st anding the unobservabl e aspect:

These conversations took place in parallel with the observations, which provided a

|l i ve verificati on danulatedhrecalls cembnédantes/iéws,a c ¢ 0o U

observation, and teachersod6 reflective mol

Interactions between the different data collection methods took place in a recursive
fashion, where observed actions, for exlemfed to certain discoveries, which were
then probed further using the most appropriate methods, and so forth. The process
continued until a larger pictureorroborated by differensources of data, was
formulated. Table 3.1 exemplifiethis mutual coroboration of data collection

methods.
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Example I. Laila is committed to ICT learning and development

| see myself fully intggrating ICT in my teaching ifive years time| Questionnaire, May 2008

- Strongly agree

Clock hands never move backwards, and @iling, neither will | Technological Reflections,
my journeyJ . 18.01.2008

I dondt [bekindtbe dutof-dateardanything like that. | | Interview, 26.05.2008

want to develop, and to present new and better material.

Example Il. Laila is pleasedwith her new of way of teaching Arabic grammar using PowerPoint

I never felt so pleased with my teaching, or that it was yielding Recall, 19.02.2008
such positive resultes much as | did when | started using

PowerPoint presentations

There are many thgs | have donfin PowerPoint] that | am Materiak Development

proud of and it was difficult to choose which one to show you.| Interviews, 24.01.2008

Laila then displays a Power | Fieldnotes, 16.03.2008
[belonging to] and how it is used inrdbic. She lists examples

wheresuffixes faliinto place. Animation and calwariation are

used.

Example Ill. Laila believes technology is unreliable
I think ICT is not reliable (things may go wrorighgree Questionnaire, May ZIB
(in response to a technical failure:) Interview, 18.11.2007

Of course, the feeling of confidence was shattereshd every

time | remember iny neckstiffers.

The biggest Nakba (cat ast r oj| Technological Riéections,
place about three montfago when there was a power outage iy 18.01.2008

Tahrir Square [in central Cairo]. This caused the loss of loads
material of high importance to their owners. | had been told th

the server was the safest place totpctour files from being lost

Table 3.1Exemplification ofutualcorroboration ofdata collectiormethods
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3.6 Data Analysis

As stated by Stak@995) Athere is no particular mome
Analysis is a matter of giving meaning to first impreasicas well as to final
compil ationso (p. &tdrted.inthe fieldtirhmediately afterdhg, a n
initial pieces of information were gathered. Hence, division between data collection

and analysis is mainly organizatiotnare

Data colleat o n continued unt i | t he categori es
collecting new data no longer generated further understar(@hgrmaz, 2006)

With the exception of a few instances, all interview and recall data collected from the

three teachers was fyltranscribed in Arabic. The process was carried out by the
researcher herself. Firgt, allowed me to think, compare, and devefmeliminary

codes. Second, as | had promised the teachers that their data would be kept
confidential, 1 did not seek assista for transcription, although such service was

very affordable in Egypt.

An orthographic approach to transcription was employed, whereby prosodic features
such as stress, intonation, and short pauses were overl@kestial, 1985) This is
because théocus was more on the information given by the teachers rather than how
it was statedlnitially, | translated all transcripts into English, but soon decided not to
continue down this path. The process \eagelytime consuming, and as there is a
naturalloss of nuances when data is transferred into text (through transcription), |1 did
not wish to lose mor@éhrough translation).

In the following | present thenain analyticatools andprocesses employedn this

research.

3.6.1 Analytical Tools
Several tools wee used to aid the analytical procedure.

Using MAXQDA Qualitative Analysis Softwafgom the early stages of fieldwork, |
decided to use gualitative analysis software for the following reasons: first, given the
amount of raw data | had, and the detadedounts that were to emerge, | searched
for tools that would help me manage the information, provide an organized

80



framework for analysis, and therefore, enhance the validity of my qkiele,

1995) Qualitative analysis software is systematic and fatéds the storage of data

in one place, which is particularly important when wanting to locate case material
(Creswell, 2007) Second, gualitative packages 1in
proximity to data, which according to Lewins and Silf2007)fii s t he key b
of using softwar e 0-bagedl analysi® yives tAetraseamther theo mp u
opportunity to scrutinize data, carefully read through it, and consider meanings
behindit (Creswell, 2007) Using software as a thinking tool is,nmy opinion, one

of its major advantages. A simple action such as dragging and dropping codes is an
experience of pairing senses with intellect for deeper interpretation. Fourth, computer
programs include a distinct element of visualization which helps dssociations

and analyze relationshipgCreswell, 2007) Fifth, by tracking the analytical
procedur e t hrough I ts stages, computer
necessary for mai nt ai ni ng (Gorbenl& Sarduss] i t yo
2008). After some resealncinto the market, | chose MAXQDMnainly because it
wassupportive of Arabic.

Besides the software, a number of other analytical tools were used in this study, most
of whichwere informeddy Corbin and Straug2008, pp. 656). Exanples include:

Raising Questions This powerful tool was used throughout the analysis for
interrogation of data. For example, when examining the transcripts of a particular
case, I often asked mgneseddl fis:abofit$he teachet?at do
or AHow does this informati @aboutthedatat e t o
allowed for deeper understanding of the teachers, and often opened the door for more
guestions to be asked in subsequent encounters with them.

Making ComparisonsComparing d& highlighted salient features and directed my
attention to certain properties that might not hatberwise been sufficiently

examined.

Developing Concept Map¥isualizing relationships through drawing concept maps
was a powerful analytical tool. It @sented comprehensive images of the cases in
light of my research questions and theoretical framework.
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Monitoring the LanguageKey phrases such aoriAidl abrel i e
Cc o nv i were iddicators of core cognitions held by the teacher. Thege wer

underlined in transcription and further examined in the analysis.

Checking EmotionsThe affective element often spoke louder than words. This
included change of tone, laughter, smiles, sighs and even silences. There were a few
occasions when the teachavanted to vent some feelings-oécord. Although what

they expressed was not recorded in words

rested deep inside, and indirectly affected the way | perceived my research.

Employing Personal Experiencas aninsider researcher, | share a long professional
history with the participants. Reflecting on such experiences aided my understanding
of the cases. It should be noted, however, that there is a difference between drawing
on oneds exper i esisand enhamce adrpratatiene andaimpesing
that experience on the ddtaorbin & Strauss, 2008; Strauss & Corbin, 1990)

Writing Memos | found the memo function in MAXQDA very helpful in this regard.
It allowed me to attach reflective notes to codesl as such, constituted a bridge

between fresh data on the screen, and old experiences in memory.

3.6.2 Analytical Proces®s

Following Stakeg(1995) an inductive approach to analysis was adoptestivanced
systematicallythrougha pr oces s of efjaat egar i(cpa.l 7adg)g,
instances in the data were investigated for deeper meanings.(838k@ stipulates

that Athe search for meaning is often a
and that these patterns are either informed by the oésemestions, or originate

from the analytical process itself. In this study, data was examined in small
segments, and basic categories were identified. Corresponding instances were then
re-categorized under broader conceptual themes. The research cuestrihe
theoretical framework guided the analytical procedure by identifying the main areas

of investigation. However, they did not constitute fixed templates for categorical
aggregation. As this project explored a relatively new area of study, a balasce

necessary between preconceived information with which one approaches the data
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(e. g., t he |l iterature, fieldwork exper.i

understandings to emerge from the analysis.

The establishment of this balance is highlpeledent upon the purpose of the study.

For example, during the process of analysis, there was a moment when | realized that
my understanding of certain aspects of the theoretical framef{kagre 2.1)was

not useful in eliciting teacher cognition in retet to ICT. Following this framework,

Borg (2006) suggestia number of issues that language teachers can have cognitions
about, such as teaching, learners, colleagues, and activities. As stated earlier, | added
an ICT element to the framework, and exardinet eacher sdé cogni ti on
the self, ICT and the teacher, ICT and the learners, ICT and teaching, ICT and
learning, ICT and teaching materials, ICT and language activities, ICT and
assessment, ICT and colleagues, ICT and the ALI, ICT and thé. Ciit, ICT and

the Arabic language, and ICT and the fieldT!ASOL. As | was working on the
analysis, | realized that compartmentalizing such elements was not very helpful in
exploring the complexities of teacher cognition. Since the participants peafceive
relationships between these elements to be highly interwoven, the differentiation
between the categories becomes almost an artificial one. A clear example was the
difference betweeteacher cognition about ICT and teachjramdteacher cognition

about ICT and learning It was very difficult to draw a dividing line between the two

in the analysisAttempting to do so resulted in repetitive accountshdrefore
decided to focus on teacher cognition about ICT, and recognize other elements as
part of the undrlying foundationof these cognitionsl find the analogy of a pastry
pertinent here. Instead of investigating each ingredient separately (e.g. learning,
teachers, material, Arabic language), | chose to examingastey(cognitions about

ICT), which ismade out of these ingredients

| was confident about the decision behind this approach to analgseperceiving
cognitions in such an integrated manner was in congruence with their complex and
intricate nature as evidenced by the literature. In factdrawing a comparison
between the cognitions of experienced and-experienced teachers, Bo(g006)

states that the cognitions of the former are more interwoven.
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More expert language teachers are characterized by cognitions in which
different forms offormal and experiential knowledge functionaasintegrated
whole and which enable such teachers to envision learning potential in
instructional contexts, to anticipate problems and to respond (often
improvisationally) in ways which are both technicallyllski and sensitive to

learners. (p. 278, emphasis added)

The analytical procedure includes several examples of identifying categories and
devel oping themes. F o Placimgntte tTachnolegy in the He b
L ear ner sGvingStudedts Accedo Material Students as Producers of ICT
Material, and Learning Extending Beyond Classroom Boundamese grouped

under the main categoiupporting Learner Autonomye then noticghat Heba

likes to take responsibility for her own technology develeptn and therefore

objects to topdown arrangements for ICT teacher collaboration. That sense of
responsibility relates not only to herself, but also to her colleagues who should take

on responsibility to get things accomplished rather than depend onrsugmb to

her students who should be working autonomously. Consequently, these major

categories wererguped under the overarching theResponsibility

Data Sub-category

Category
Theme

| think they have to understand thiaey shoulder the

bigger burcen. In other wordsthey bear the weighbf Learners taking

their learning. | will give them things that will help responsitity for their

learning -
them, but in essencihe work is theirsand if they g
c
make progress, thehis they who progressot | % t
. © 3
(Interview, 01.07.2008) E’ 5
= N
I like it this way. | came to understand that my role | ) g %
should be reduced as much as possible andnhat Learners given f’g’ %
-3 . o
[the student] should be doing the warkor after some > lrequn3|b|l|ty fortheir S 24
earning =

time neither | nor any other tacher will be with him

So,he should learn howd go away andesearch. H \ Rationalefor giving
should know how to ask othemnd this will be the | _J learners responsibility
thing that | have taught hirfinterview, 13.02.2008)
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[An effective teacherfas to know how to engage the
students, [and ]et them do the work, do the Learners given
~  responsibility fortheir

guestioning, and do theesearching.. (Interview, learning

01.07.2008) J

Each student will take a [DVD] exactly like this one Giving learners access t

work from. It has.. [everything] on it. Of course, this material + Learning
woul dnét have been 0SS g extendirg beyond
b classroom boundaries

technology (Interview, 07.11.2007)

This week | askedach of the students present a

song, [to consider] how they will deliver it in class, . Learning extending
beyondclassroom

and how they will talk about it.asked them to ask boundaries

people about it, to practice speakinginterview,
13.07.2003

Thesensdhatthey come up with a productWhen it is Learners as producers ¢
developed so that they record [their voices] to ICT material
accompanyhe pictures, and it is preseasa final
project, this has anostbeautiful effect o [their
confidence] They graduate fronthe course with a
product in their handsand presented that product tg
all thestudents intheir class.. (Technological

Reflections, 17.03.2008)

If everyone is really inelved we will definitely talk to Teachers taking

each other. When | know that there are several responsibility fortheir
. . own learning
teachers interested in

other words) do not see a specific role for the

Supports teacher
autonomy

department heréTechnological Reflections,
17.03.2008)

Table 3.2Demonstration of @ding- Theme: Responsibility

A

Similarly, i n Dalal és dat a, S hTene ®rx pr e s s
Learning, Time for Designing Activities, Time for permentation, Time for
Collaboration,and Time for Materias DevelopmentThese sulzategories are then

grouped under the wider categdryne forlCT Developmenand Use On the other

hand, beingccupied andOverloadedare grouped unddkeasons for Lackf Time
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which together withTime for ICT Developmentand Useare grouped under the

broader themd&ime However, we also note th@itmeis not an ordinary contextual

factor, but one that is identified by the teachefTls Most Critical FactarA memo

is, therefore, added next to this segment, ande is labelled as the most critical

factor.

Data

Sub-category

Category

Theme

The problem is that one é&cupiedwith so many
other things, and¢annot find time for learning,

practice.. and designing actities.. This kind of

} Occupied
\

Reasons for

Time for learning, lack of time
thing takes up a lot of time practice, and
design
(Technological Reflections, 23.04.2008).
Time forICT
development
The things that | have seen are numerdwgsh and use

| could use them all. There is no opportunity,
no time.Time is the most critical factor
(Technological Reflections, 23.04.2008).

.

Time for practice/

Most critical factor

Everyone ioverloadedwith work andthere is no

time at all for developing new things or

Y_JH_J

Overloaded

Time for materiaé

experimentatonYou donét haveg development and \ Reason_s for

no time (Recall, 10.12.2007). experimentation\ lack of ime

Once we organized a workghand everyone X Time for teacher

explained whahe was doing, buhere is no time collaboration (her Time forICT
: . . N main source of d

for us to sit and discuss things together 1 t @ , evelopment

gstog learning) and use
same problem, time. We are allerloadedand .
there is no ime to sit and talk to each other Overloaded

(Recall, 10.12.2007).

TIME
(as the most critical factor)

Table 3.3Demonstration of codingTheme: Time

3.6.3 Writing the Report

Following data collection and analysis case préle for each teachemwas
developed. Stak¢€l995) argues that case reports are produced in light of defined

research questions, a deep understanding of the impact of specific circumstances on
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the cases, and a certain c these questionsythec a | f
contexts, the history, the case itself need more than to be described, they need to be
devel opedo (p. 123). He concludes that a
parts but rather a construction of elements that enables#ieeto be understood by

others.

It is important to note that the same data may generate multiple accounts, as
researchers are different in the conceptual background they bring to analysis and in
their approach to the proces$he idea thatdata analysis may reflect every

possibility that an inventive mind migltbnceive is exiting and troubling at the

same time. It is amazing to see how the same data might yield different
interpretations depending on which dagne takes. However, the thought is also
worrying, especially when considering t|
i nformant s, and moni tor i nThis pomtewasvraided di t vy

during a discussion around this work, to which the following comment was made:

Another researcheagiven your data could find completely different things, with
just the same amount of validity that
in a world of multiple realities, and you are articulating yours. (Supervisory
Meeting, 16.03.2010)

This also leado the sharing of the following insighly Novak and Gowir§1984)

We cannot say that this or that is true; what we can say is that, based on the
educational events observed, the kind of data collected, and our data
transformations, our knowledge clairage valid, and that we recognize that a
different structure of educational events and/or the collection of different data
or the use of different data transformation procedures may have led to different

(perhaps in some cases diametrically opposing) krapelelaims. (p. 171)

3.7 Establishing Trustworthiness

Very few researchers argue that because qualitative research is a manifestation of
multiple realities it cannot be subject to external judgment or verificdif@tie,
1995) In fact, there is a geral consensus that qualitative researchers have to

present evidence for the credibility of their accoy@seswell & Miller, 2000) and
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that it should be accessible for assessment and crit{tisng & Johnson, 2000)t

is, therefore, not surprising ténd a considerable amount of literature which
emphasizes the importance of establishing rigor in qualitative inelgy, Lincoln

& Guba, 1985; Merriam, 1998, 2002a; Miles & Huberman, 1994; Robson, 2002;
Seale, 1999; Silverman, 2010)

Breaking away fom positivism, Lincoln and Gub&l985) introduced the terms
Acredibilityo, Atransferabilityo, Afdepen
for Avalidityo, Ageneralizabilityo, Ar e
Another group of researcleepreferred tcstick tothe traditional terms arguing that

instead of changing them to suit the nature of qualitative research, they are
operationalized to encompass the distinctive features of this kind of in@ugy

Kvale & Brinkmann, 2009; Long & Jmson, 2000; Robson, 200Zome go as far

as to argue that replacirige terms may indicate thgualitative research is neither

valid norreliable.

To state that reliability and validity are not pertinent to qualitative inquiry
places qualitative resedr in the realm of being not reliable and not valid.
Science is concerned with rigor, and by definition, good rigorous research must
be reliable and valid. If qualitative research is unreliable and invalid, then it
must not be science. If it is not sciendben why should it be funded,
published, implemented, or taken seriougiMdrse, 1999, p. 717)

3.7.1 Validity

Safeguarding validity is essential to establishing rigor in qualitative rese&sch.

stated by Simon§009) Aval idity i s c oablskethenmardantwi t h
for your work; whether it is sound, defensible, coherent,-grelinded, appropriate

to the calnéidstdyp anuhir7of techniques have been employed to

achieve this goal.

3.7.1.1 Triangulation

Among the commonly used strategfes safeguarding validity is triangulatiqe.g.,
Creswell & Miller, 2000; Lincoln & Guba, 1985; Long & Johnson, 2000; Maxwell,
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2005; Merriam, 1998, 2002a; Patton, 1990; Seale, 199&ording to Creswell
(2008)

Triangulation is the process of corrobamgt evidence from different
individuals (e.g., a principal and a student), types of data (e.g., observational
field notes and interviews), or methods of data collection (e.g., documents and
interviews) in descriptions and themes in qualitative researcB6g)

Triangulation is a relatively early practice in qualitative research that can be traced

back to the forties, when Foremdd@948) support ed Athe techni
independent interviewers to establish validityotrgh p ool ed j udgment
Triangulating across methods is the most widely used technique (8dagrman,

2006) It minimizes biases that may arise from the use of one instrument of data
collection, and raises researcher confidence in the findings, especially if such
strategies are flerent from one another (e.g. questionnaire data versus observation)
(Cohen, et al., 2007)

In this study trianglation was applied:

A across subjects, through interviews with other teachers, the director of the
program (Appendix 8), the head of the CALL Ut (Appendix 9), and
members of the computing units at the univeréippendix 10, Appendix
11, Appendix 12

A across types of data, such as field notes, interview transcripts, questionnaire

and diary outcomes.

A across methods of data collection, in thenfoof the questionnaire,
observation, stimulated recall, interviews, and Technological Reflecthans.
demonstrated earliet, have found triangulating across methods especially
useful in saturating categorjegdentifying recurrent themes, and raising

corfidence in findings.

3.7.1.2 Prolonged Stay in the Field

Long engagement with participants is one of the weslbgnized strategies for
maintaining validity(Flick, 2009; Lincoln & Guba, 1985; Long & Johnson, 2000;
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Maxwell, 2005)and a central factor in the suseseof fieldwork(Collings, 2009) My

visit to the field lasted for nine months (November 200y 2008) during which |

was in close connection with the teachers and their context. This impacted the
research in several ways. First, it contributed to #meegation of rich data and the
development of thick descriptions, which are, in themselves, main strategies for
validation (Creswell & Miller, 2000; Maxwell, 2005; Merriam, 2002&econd, it
resulted in the early saturation of categories. Thirdhe bginning, the presence of

the camcorder was a challengad the teachers reported its initial impact on their
performance.However, towardthe end of the fieldwork period, it was they

themselves who invited the camcorder into their classes.

Amongthereprt ed dangers of |l ong interaction
that is a researcher adopting their views as his/ her (bmeoln & Guba, 1985)

Having worked in the ALI for over ten years, | was already native, and therefore the
chal | en gnea kwa st hteo ffia (hlbockey,d993, p.208m axglangd in

the following chapter

3.7.1.3 Respondent Validation

There is evidence in the literature that taking accounts back to informants for
validation is a powerful method of establishing trustworthinesgualitative inquiry

(e.g., Merriam, 1998; Miles & Huberman, 1994; Robson, 2002; Seale,.189ayt,
Lincoln and Gubg1985)i dent i fy it as f@Athe most <cruc
credibilityo (p. 314), pr obkaribgagyemossini t i s
i nterpretation, i n addition to being a

subjectivities and misconceptiofdaxwell, 2005)

In this study, member checking was employed as a strategy for maintaining validity.
The teachers wer presented with emergent stories during the early stages of
analysis. Their comments were recordedl discussed (referred to in the data as
Member Checking Intervielys and changes were made to the interpretation
accordingly.Towardthe end of the studylraft accounts were sent to thegainfor
validation. | explained to them that since case profiles are temporal bounded by a
certain context, | was not looking for a recent update of information, but rather a

verification of the accuracy of representativithin a certain context during a
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particul ar poi nt in ti me. I n that sense
experienceo, or what Guba a(Gdba&lLintadnp!| n r e
1981, p. 377)

3.7.1.4 Researcher Diary

Interestingly, on Pagé o f R @W2)extersige reference, the author addresses
the issue of mintaining a researcher diarlle highlights some of the merits of
keeping records such as noting down references, documenting thoughts, writing

down problems, and monitoringwit oneds refl exive processe

In this study, | kept an electronic diafyr fieldwork, in which | noted new ideas,
important moments in the research process, reflexive thoughts, and points of validity.
The followingis anexamplefrom my diary which later ltanged the course of the

research:

A On January Zi 2008, | noted down that one of thentechnologyusing
teachersvas observingrom a distancas | was interviewing her colleague in
the corridor. Shestood for a while, and it was obvious that stentel to
contribute but knew that she did not have much to offater, | told her |
would like to set an appointment for an interview, and she seemed very
plessed. The interview waspositive experience for both of us. Reflecting on
this situation, Irealized that in addition to its psychological effect on the
teacher, it added a wideerspectiveao the context in which my three cases
were operating, and the factors that
to use technology in teaching. More impottan ethically-speaking this
research was not meant to create friction among teachers or cause non
technologyusers to feel inferior to others, especially given the fact that the
majority of them are seasoned teachers with a professional history to be

admred anl respected

372 Reliability

Keeping an audit trail is a significant strategy for establishing rigor in qualitative

research(e.g., Flick, 2009; Merriam, 2002a; Robson, 2008) fact, according to
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Lincoln and Guba(1985) it h e audi t may osb émportaht e sin
trustworthiness technique available to t
trail means keeping records of all research procedi@esswell & Miller, 2000;

Long & Johnson, 2000)As Dey affirms(1993) nif we <canrnomt exnp
replicate our account, the best we can d
251).

In this study a detailed audit trail was maintained through various techniques.

A For each case, different types of data (e.g., field notes, audio contewt, vide
material, respondent validation notes, and samples of her teaching material)

were dated, labeled, and grouped for easy retrieval.

A Folders were created for each stage of the research (e.g., fieldwork, analysis,

case profiles, discussion).

A Files saved iMAXQDA qualitative analysis software constitute a complete,
detailed, and organized record for data analysis. As mentioned previously, in
addition to reinforcing reliability in qualitative research, computer programs
may safeguard validity. This is becaukey can improve the management of
large amounts of information, and advance the retrieval of data pertaining to
specific areagKelle, 1995)

A The researcher diarfiolds significant thoughts and reflections that have

informed research decisions during fleddwork period.

A Fieldwork progress reports sent to supervisors during my stay in Cairo

provide a detailed record of the development of the project during this period.

A From the early stages of this project, all meggiwith supervisors were audio
recoded, and with the exception of a few, all were transcribed ewidwed.
In addition to the remarkablbenefit of such transcripts in guiding the
research process, they constitute a powerful source of documentation on the
development b my doctoral experience as a whole, and this study in

particular
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3.7.3 Generalizability

Given its concern with the unique and the particular, one of the hallmarks of case
study research is the absence of siatistgeneralizability. According tdtake

(2006) At he p ostmayrs itoadttentomate e local situation, not in how it
represents other cases in generalo (p.
theoretical (Punch, 2009; Robson, 2002)r naturalistic generalization§Simons,

2009; Stake, 1995)In aher words, through thick description and rich accounts
certain general understandings are discerned that can be applicable or beneficial to
other contextgLincoln & Guba, 1985)As highlighted by Sing1998)

Here the data gained from a particular studyjule theoretical insights which
possess a sufficient degree of generality or universality to allow their
projection to other contexts or situations which are comparable to that of the

original study. (p. 350)

It is, therefore, hoped that conceptual ustirdings derived from this study are
transferable to other language teaching contexts worldwide, leading to further

research in the sae direction.
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CHAPTER 4: ETHICS AND CULTURE

4.1 Introduction

One of the main considerations in this study isthei®s cher 6 s r éhé at i on:
informants, which were builand nourished over the yeakss a window into the

world of insider academic research, thikapterpresents an argument for the
importance of theaffective elements of fieldwork methodology, ithe particular

instance of an inquar investigating heown backyard. Thempactof relationships

within the fieldis addressed in the context of four main aspects of insider research
namely researcher identity, access, advanced knowleaigeé disengageemt. The

chapter further discusses relationshiplated measures of establishing

trustworhiness in naturalistic inquiry.

4.2 Relationship-based Insider Research

Research has identified specific aspects
(Brannick & Coglttan, 2007; Creswell, 2007; DeLyser, 2001; Edwards, 2002; Glesne

& Peshkin, 1992; Hockey, 1993; Labaree, 2002; Mercer, 2007; Platt, 1981; Robson,
2002) The following section elucidateshe distinctive role of the affective
relationshiprelated element ofidld research, in association with fodistinctive

featuresf backyard inquiry.

4.2.1 Researcher ldentity

Unlike many insiders who assume the role of researcher in addition to their pre
existing one, | chose not to undertake any teaching responsibilitiesoahijeng out
research in my workplacéiowever, with theemergenceof my new identityas a
researchera growing sensef commitment towarany colleagues started to develop,
especiallyas a result ofhe experiences | had during my initial research tnairyiear
abroad. At the same time, | knew that as an insider, my comynwoitild have
greater expectationsf me than they would ofa complete outsiderAll this was

woven into the timeline of my research plan.

94



Because mystatus as a researcher was knownomrgst my colleaguesl was
perceived accordingland, therefore, in addition to collecting data, | often found
myself in the position of being asked for academic assistance or professional advice
For instance | was approached to recommend books for theardy, give a
presentation on using technology in Arabic language teaching within the
postgraduate teacher education program, review ndastsearch plans, provide
advice on opportunities for postgraduate studies or recommend conferences on
technology ad language teachin§ometimes, expectations were higher than | could
deliver, especially when | was pereed as the computer wizard who svhack to

save the technological situation in the language program. This was somewhat
problematic given my assertétentity as a PhD researcher in the field of computer
assisted language learning (CALLAnother challengeclearly ethical, had to do
with suggesting new ideas for I CT use, w
beliefs about technology. The dikna was:Do | provide advice and risk the
credibility of my data? Or do | keep advice to the minimum anddseamed This

was gradually resolved. First, throughleafve thought processes, | bewa more
conscious of the advice | offered and somehowk#ddt in the dataSecond after

being involved in the study for some time, the teachers themselves would often tell
me if they were experimenting with new methods or activities and also comment on

its source, whether myself or others, usually colleagues.

My newly developed status as a researdinot isolée me from the other teachers

in the language programOn the contrary, during the fieldwork perjodld
relationships grew closer for a number of reasons. First, the distinct nature of my role
stimulated interest and inquiffom my colleaguesSecond, due to my prolonged
visits to the field on a selegulated schedule, | was more available on a personal and
professional basithan when | worked as a teachend because the fieldwork period

was known to be limited, there were more social events to be arraiagedthus |

was more able to keep up with the pulse of the place. Third, the dynamics of field
research itself with all its data coll ec
[..] in the pivate spaces f t h e(Stake, 2005 @ 459 this regard, | was able

to observe that which happened behind closed doors, to wander into the hidden alleys

of professional experience, and consequently to develop clearer insights into the tacit
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aspet s of the teachersé6é identiti eandtheOver t

nature of relationships altered.

DeLyser(2001)referst o Ashi fting from being one of
as one of the relationship dilemmas that insider rebeas might facép. 444) In

my case, it was not a clear eithaar situation, but rather myesearcher identity
developedwithin the existingg dent ity of being a mesmber o
the researcher identity would glow and at others it wdatte away, but | was

al ways a <coll eague, a friend and a o6dau
combined identitybrings certain complexitiesFor example, occasionally data
collection would take place in a coffee shop, in a corridor, in aotan agarden.

My colleagues knew that | always carried a recorder or a camcorder with me, but
when to record and when not to, was never an easy decision. It required a level of
emotional and social sensitivity and a deep understandinghe nature of
interactonsand the context in question. Sometimes collecting data in the middle of a
social setting makes people feel complimented or esteemed. On other occasions, the
same act might be intrusive or repressive. Clearly, insiders with a combined
colleagueinquirer role need to be very flexible and tactfgHockey, 1993)
Nevertheless, in principlé never favorediata collection over personal relationghip

no mattethow tempting that might sometimes be.

4.2.2 Access

One of the frequently cited merits of insidernesthéease of negotiating entry into

the field (Brannick & Coghlan, 2007; Mercer, 2007yvhich Labaree(2002)
describes as fAthe most wuniversall p. accep
104). Unlike outsider researchers, insiders gain easier etdréeeir environments

and permission to undertake research therein. However, better access is not,absolute
and insider researchers might face limitations in this respect. Brannick and Coghlan
(2007) distinguish between two types of accessinmry and seendary. They

explain that while the first is associated with acquiring entrée int@ amganization,

the second refers to aspects like permission to review documents, obtain infgrmation

or meet people. They conclude that obtaining primary access dbeecessarily

guarantee secondary acceasd insides should be clear about the kind of access
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they are allowed. Naturally, former relationships with the participants constitute a
major factor for gaining access. Researchers could obtain both primary and
secondary access but shi unable to gather valuable information due to the nature
of relationships they have with their informar{tSollings, 2009; Robson, 200Q2)

Hence, maintainingersonatelations is what gives insider research its hallmark.

The erry | had into my community was qualitatively different from experiences
typically described in the literature. First, it was of a transcendent nature that rose
above the physical and the social. It was of the type that not only gave you access to
the plae and the data, but alsaotivatedyour respondents to embrace the jdead

commit themselves to it. There are numerous examples of this transcendent access,
such as participants providimgersonaldocuments without being asked, sacrificing
time and effor to videorecord stimulated recalls over and over again when things
went wrong, inviting me into their homes to complete unfinished reseelated

work, and suggesting new angles from which to approach the investigation.

Secondly, access, thus definé@ds to be conceptualized within a specific cultural
context. Located in the Arab world, fieldwork dynamics were shaped by culture in

many ways. For exampl®, a s hsaamvellestablished social concept in Egyptian

cul ture. It may beéodefainedhope fhmtexmec:t
response, that i s, acquiescence to7 a req
December, 2010). Given the context of this study, the concept becomes essential to

the whole research process. Based éoa s hfallmgccess was guaranteed and
complete assistance was grantédA s hveasnalso the basis on which | was
approached for ICT advice and other types of technetetated requests by
colleagues. Perceiving fieldwork through the len$ & s hnay ronstant worryas

not that the participants would withdraw in the middle of the study, but on the
contrary, that they would remain longer than they wished to, out of a feeling of social

and moral obligation. It was, therefore, necessary to be vigilant and sersitiv

ensure that the teachers were not subject to this kind of pressure. Gauging the
affective was by far the most challenging part of the fieldwork experience. The
following example was written in the context of the initial difficulties | encountered

with the vdeorecorded stimulated recalls:
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At some point | felt that | was withdrawing too much from the 'personal credit'
I had with my colleagues because of these recalls (Fieldwork Report
13.12.2007).

The anticipation of assistance that | returned with wasdbasea history of shared

lived experiences which in Arabic may be referred todas s. Theaconcept is
related to fAa kind of expected solidari
belonging to a a s h,e etrhaa t i s, a tribal Wdamguni t vy,
personal communication,71December, 2010). In a modern context, this concept

would normally be used to describe relationships such as those between friends,
neighbors and colleagues. My lodg swith @lleagues was reflected in the close

confact | kept with many of them while being away, and their sustained interest in

the progression of my research plan. Because my topic of investigation, the
exploration of teacherso6 beliefs about |
the department, marcould relate to it, and were keen to share their experiefkes.

following extract from myieldwork report sketcheghe situation in the field:

I also distributed small not ebooks
Refl ecti ons 6 six weeke mosttohthem haves tome back with
experiences of success and frustration, and ideas for further development.
Almost every day, | am stopped in the corridor by a teacher who would like to
report an idea or a situation. | also had teachers refertsnethers who might
have had a good y(FieldwarkiRepott £3clh.20@7) ogy d a

Initially, | debated whether or not | should be completely overt about my area of
i nvestigation, especially since iboutinvol
using technology. My concern was that disclosure would contaminate theaddta
thus affect the fieldwork adversely. However, upon entering the field, | realized that
a mixture of clarity of purpose arii s im addition to having the reflexive mibor
constantly on, produced remarkable results. Gradually, the teachers fiktljped
gaps in thedata collection process that | was unaware of. Examples included:
facilitating access into a specialized library at Cairo University to obtain material
Arabic, inviting me to videsecord sessions where the teacher would be trying out

new activities using technology (such as Skype in assessing oral proficiency), and
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sharing end of semester student evaluations even if negative comments about ICT
use were sited. With the passing of time, the project developed @ntand of
collaborative research. Theoretically speaking, | was the researcher and they were the
participants; however, at times the demarcation line would disappear, and we would

perceve the fielwork experience as ours rather than mine

Informantsreported that their participation in the study had a profound impact on

how they viewed themselves as teachers and the way they perceived the role of
technology in their teaching. Within their busy sdhles, itgave them moments of
reflectionandiia genuine space within which teac
[could] reveal what is real for thenfSmyth, 1999, p. 75)

Inthepr ocess, the teachersodé reflective th
avenues for further ICT professional development, and we considered the possibility

of utilizing my recordings of their classes and their recallgheir respective work

related projectsinterestingly, thisgrowing cooperation between the teachers and

myself was mirrored in the specific wording of theformant consent fons

distributed to the students; so, while initially they only included the goals of my
research, mi dway through fieldwork, they

ICT professionatievelopmenbbjectives as well (Appendix L3

Hockey (1993)otest hat one of the chall enges of s
likelihood that the research process is subjected to close examination by them. In my
situation this was a major advantageds often asked questions about the nature of

my research methodology training, what | plan do after the fieldwork period is over,

how | will analyse the data | was collecting, and how the results will be presented.
Addressing these questions every now #meh was not only evidence of their

interest in my work but also an opportunity for me to rehearse my larger plan, which

was sometimes eclipsed by the deyday details of data collection.

Another dimension related to insider access is that of hierdesigence shows that

a researcherds position within an instit
her level of access to certain kind of informati(Brannick & Coghlan, 2007;

Hockey, 1993)In a culture where seniority is held in high regairdés important to

understand the dynamics of fieldwork in this light. The relationships | had with my
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superiors dated back to the time when | was a studanher. At that time, teacher
education tended to foll ow talhcercegtofthaf t mo
craft (Wallace, 1991, pp.-8). A studenrt eacher was Odéadoptedd b
the i ma s tteachatssand t aught the Osecrets of t !
appreaticeship(Stones & Morris, 1972, p. 7Mentors not only provided pregsional

learning, but also emotional backing and insights into managing institutional politics.

With the passing of time, the trainees became mentors themselves and the cycle
continues. Of course, the craft model of apprenticeship, being so conseivasivis,
negativerepercussions, such as the slow adoption of tecgyoly the teachers.

Since many senior teachers teach with the minimal use of technology, teacher
trainees rarely experience the use of ICT in their training. On the other hand, one of

the main advantages of the craft model is the affectvmensionthat slowly

develos into6 i s(khared lived experiences) with the passing of ti@reunded in

the social and emotional principles of community ethos and built on the concept of

0 a s Hamtiwipation of solicitude and support), gainiagcess into my workplace

wasnever in questian

4.2.3 Advanced Knowledge

One of the inherent characteristics of
knowledge and former experience founded upon a long histaslaiionships tht
frequently extend beyontthe work environmenfEdwards, 2002)This background
information provides researchers with valuable insights into the complexities of their
contexts and deeper understandings of the argtonal culture(Labaree, 2002;
Robson, 2002)Intimate knowledge of my wopktace and familiarity with the social
interactions therein aided me in every stage of my research, starting from choosing
my area of inquiry and formulating research questions to choosing the cases an

implementing my research plan.

As much as it is a great asset to the insider researcher, familiarity with contextual
details poses distit challenges toqAlvesson, 2003; DelLyser, 2001; Edwards,

2002; Hockey, 1993; Mercer, 2007peveloping an understding of a situation
whil e being part of it mi g ht be difficul
which ismostd i f f i ¢ u(Hdckeyt, 1093spe 22DResearchers might takeuch
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for grantedand therefore probe little, and they may fail toake notice of the

mundane activities of everyday liiBrannick & Coghlan, 2007; Labaree, 2002he
preconceived ideas and conceptions they hold may also impact their perceptions of
their research environment. On the other hand, respondents, due tdothmsr
relationships with the researcher will have their assumptions too, and act
accordingly. For example, they may not provide certain data thinking that it is well
known due to their history of shared experiences with the resedRih#r 1981) It

is, therefore believed that the real challenge that insiders face upon gaining access is
questioning their former timate knowledgeand attempting téi ma ke t he f a mi
st r a(Hogkey) 1993, p. 208)

To help researchers meet this challendjiferent stategies have been suggested
such as intentionally asking basic questif@iieckey, 1993) However, this method
should be pursued with care as it might impinge upon relationships. In the context of
I nterviewi ng (0981 exdainpteathesse asfuinead information is
based on a history of a shared membership, asking for obvious details, might indicate
that researchers no longer perceive themselves as part of their own communities,
which could bring tension toclose relationships. Insider resehers might find
themselves resorting to alternative ways of interviewing their peers, such as non

strudured interviewgDeLyser, 2001pr role-playing (Platt, 1981)

In addition to other more traditional interviewing styles, | used both informal
interviews and roleplaying to ask simple questiarWith the former, the teacher was

told that the interview was an open space for expression. We discussed a specific
matter such as handling technical problems in the classroom, and once in a while |
would intefere to request a clarification or ask a specific question. This method of
guestioning gave room for many subtle details to be menti(Bwdess, 1994)As

for the roleplaying, occasionally, I would run an interview as if there was an
audience listeningSo, | would start by saying somethiatpng the lines of A T h a n k
you very much for wanting t,oors hiiaGoeu |wdi tyho
pl ease tell us more about. . o0, and perhap
ladies and gentlemen,ew end our . . 0. Because the teac
provided was going into a study that will probably be read by others outside our

familiar context, imagining an audience was neither awkward nor artificial. In both
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interviewing styles, | was abte ask very simie questions to whichdften received
responses starting with @AAs you Kknow.
Because most interviews took place in a friendly and light atmosphere, | had the
opportunity to experiment with differenbterviewing styles before choosing the
most appropriatene that wouldoster our close relationshipnd at the same time

help me achieve the distance necessary for collecting rich data.

Given my a priori knowledge of the conteand familiarity with tle state of
technology integration in the ALI, | was careful not to influence the data provided
through the kind of questions asked, orfenner in which thewereput forward to

the teachersFollowing Garton and Copland (2010) reflexivity was calledirfiothe
design of the interviews, and attention was given to the possible impact of former
relationships on thelata generated. An example of interview constructoil

interactioncan be found in Appendix4l

It was easier to maintain distance in ligtitthe fact that | had spent a training year
away from the progranpon my return, | found that a number of developments had
taken place such as the appointment of a new team for the CALL Unit and the
adoption of new technologies by some of the teachétso, because of
understandings | developed during the research training, | came back with new
Aintell ectual l uggageo, and started to
(Hockey, 1993, p. 209)

In addition to the physical and intellectual distan@e, conceptual distance
represented in reflexive thought processes had to be maintained. Reflecting on the
influence of oneds advanced knowl edge,
the research, is important for conducting rigorous qualitatiseareh(Creswell &

Miller, 2000; Etherington, 2004; Kleinsasser, 2000; van Heugten, 2004%
Amet aunderstanding of the charactopg of
and significancgAlvesson & Skoldberg, 2000, p. 28&nd becomes even more
important when researching a familiar territory to which a researchersdosoc&

with a host of past experiences and background irdtbom (Brannick & Coghlan,

2007) It is, therefore, imperative that such a priori understanding is not only

acknowledgedbut questioned as wdlfan Heugten, 2004)
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4.2.4 Disengagement

The issue of disengagement might not have received much attention in the literature
because methodologically speaking, insiders never really leave their environments
and their accounts will tend taccompanythem back into their communities
(Labaree, 2002)Like many insider researchers, | am still connected to the Tiblel.

end of my fieldwork wasclearly demarcated by mkeaving theinstitution and
returning to university abroadbut | remain in ontact with my colleagues both as a
researcher and as a friend. They continue to volunteer their experiertheshope

that any additional informationiliv help me in my research.

Writing the final report is certainly a major responsibjltyt just beause | would

like to honor our6 i s dnd léve up to my colleague® a s hhatnalso because |
understand the significance of the data | am now entrusted with. | know they look
forward to reading my interpretations and to learn more aboutdweipedagogal

beliefs about technology. Nevertheless, | also hope that what they read will reflect a
sense of value and respect for their lived experiences and help them advance further

in their practice

Associated with draftinghe final report aréssues of cofidentiality and anonymity.

At the onset of the project, | had assured #aclhers that their accounts woible
confidential and anonymous. However, as the project was progressing and the
teachers werbecoming morengaged, | found it difficult to avoithe identification

of individuals, especially becausigere are so fewechnology users in thanguage
programwho maintainclose ties with one another. They frequently talked about their
participation in my research and occasionally referred to thensselsiag the
pseudoymsthat | had given them. Towatte end of the study, | asked them if they
wanted their real names to be published. In principle, they did not, raimd
preferred to leave the final judgeméntme,a decision clearly based on prin@glof

0 i sdnddaa s hQf course, mentioning their real names ginee the opportunity

to officially acknowledge their contributions as a small token of my appreciation and
gratitude. However,Richardson(1992)notest he et hi c al guesiti on
accounts but doing Awrongo t @ 1i9nhSnsee who

not all the data is positive, caution has to be observed as to the impact of what will be
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written on their own relationships within the their workplace and in conseguery

relationships with them.

4.3 Emotional Rigor in Fieldwork Methodology

As mentioned in Chapter 3, @nsiderable amount of literature addresses the
importance ofmaintainingrigor in qualitative researcfe.g. Lincoln & Guba, 1985;
Miles & Huberman, 1994Robson, 2002; Seale, 1999; Silverman, 2010k issue

of establishing trustworthiness a$ specific importance to insider researchers, since
meeting the standards of academic rigor in this kind of inquiry can be very
challenging(Alvesson, 2003; Brannkc& Coghlan, 2007)Drawing on my research
experience, | will highlight the power of the affective element underpinning a

research process to meet measures of methodological trustworthiness.

4.3.1 From Trust to Trustworthiness

Unlike outsider researchers who le¢e build trust over the course of their research,

I nsi deestablisheg level of trust is the vehicle for their wdBkilding and
maintaining trust are central to field research, without which valid accaumtvery

hard to obtair(Lincoln & Guba,1985) A high level of trust and rappoig likely to

give access to more candid daamd thus more accurate accouiercer, 2007)In

her discussion of methods of safeguarding validity in case study research, Simons
(2009)affirms:

Even more critical @ the relationships you create in the field, which enable
you to gain O6qualityd data that accur
studying and negotiate meanings that are valid for the specific purpose in the

particular context. (p. 129)

Additionally, because the researcher comes from the same environment as the
respondents, disclosure might be eagHockey, 1993; Platt, 1982yhich may add

clarity to the general picture. | woyltherefore argue that trusinay constitutea
powerful guarantee for qairing candid data especially in a context where the
participants are able to relate to the study and envisage the change it might bring to

their conditions In addition to accurate accounts, trust also gives access to detailed
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information. This in itselfpr ovi des t he researcher wi t !
necessary to facilitate theoretical generalizations to similar set{@gswell &
Miller, 2000).

Trust was one of the foundational elements upon which my researastabtished,

and an affective ement of rigor deeply embedded in the encompassing notions of

0 i sdmd6a s hAacamsiderable degree of sensitivity and flexibility waerefore

required throughout the fieldwork experience. For example, whereas informant
consent forms were distributeo all international students involved in the study,

none were distributed to the teachers. Asking them to sign would have indicated that

the6 i s uponavhich our relationship is built was not sufficient. Another example
wasOr espondent dneanbied a tcihoencék i onrg 6 , returnincg
participants for wvalidation. I n my rese:

accounts were given the informants on these grounds.

4.3.2 From Collaboration to Corroboration

One important source of crediblgata is closeollaboration between the researcher
and the respondent€reswell & Miller, 2000) The participation of my teachers was
of a special nature and their involvement in my study increased with the passing of

time. The following is an extract fm® my researcher diary:

There is more involvement on the part of my teachers now, and they approach
me perhaps more than | approach them. During some observations, a teacher
might quietly ask me to take note of something in the elaspecific student,

for example, or some strange feature on her computer screen. After class,
instead of me asking her, she might ask me: So, what do you think of my
teaching today? How could this class hayeen better? (Researcher Diary,
26.04.2008)

Other examples of teaeh collaboration were passing on documents or emails,
inviting me to view their ICT teaching material or telling me about training sessions
they were organizing for the postgraduate students, the work they were about to
publish or papers they were prepagi for conferencesAs mentioned earliernimy
fieldwork, | used triangulation as a strategy for data validggog. Creswell, 2008;
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Creswell & Miller, 2000; Lincoln & Guba, 1985; Long & Johnson, 2000; Maxwell,
2005; Merriam, 1998, 2002a; Patton, 19%keale, 1999) So, in addition to
triangulating across subjects, by interviewing the teachers, the head of the CALL
Unit, the director of the programand members of the computing services at the
institution, | also triangulated across methods through vietes, observations,
stimulated recalls and written accountsBy providing additional sources of
information, the teachers were contributing to ttevelopnent ofa more rigorous
account, and gradually the picture began to come together corroborate@ by th

individuals | was writing about.

Built on my advanced knowledge of the context and itscatture, my regular visits

added to my understanding of the fiedohd fosered my relationships thereiAlso,

as an insider researcher, | never had to worrytabolb ei ng per cei ved ¢
i nt r,addehua source of suspicilukunya, 1969, p. 19)a problem that

outsider research&might face. In fact, because insider researchers are relatively
invisible, they have a better chance of not changing tiesearch settings due to

their presencéHockey, 1993) Henc e, 6reactivityo, or t
presence on the settif@Guba, 1978; Robson, 2002yas minimal, and decreased

over the course of the study.

It should be noted, however, thatlateonshipbased fieldwork comes with its
sensitivities too. One of the challenges | faced had to do with sharing the video
material. Amidst recording a number of class sessions and recalls, | was asked if i

was possible to use the video filekmy studyfor the TAFL postgraduate teacher
education progr am. Thi s wadasslbehveodl fpm t o c
the 6real 6 to the o6ideal 6, which woul d,

In light of the social constructs d@f i s dnd Gasham my validity argumentwas

respected, but volunteered to videoecord classes abther teachersfor teacher

trainingpurposes.

Close interpersonal ties in relationshijased research play a pivotal raie
establishing rigor. However, the questithat researchers need to address is how to

develop a deeper understanding of the social and emotional dynamics within their
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respective fieldwork settings that will enable them to harness the methodological

opportunities provided by these environmeatsl rise to their ballenges.

Recounting a personal research experience in a familiar territorghtéysdersought

to highlight the importance of relationshiplated elements of field researemd the

power of emotional rigor in naturalistic inquirRRather than explicitly summing up

the affective parameters that emerged from my investigation, | chose to leave the text
open for the various personal resonances that it might evoke. Botl{ZB@@; 2009)

and Zembylag2005) note that very little is known ahbb the role of emotions in
teaching contexts. |, therefore, share this accaoutit the hope that it wilbe of a
particular relevance to fellow teachmsearchers investigating their own backyards
and that, in a broader sense, it will contribiat®penng up new horizons of research

onthe roleof affect in fieldwork methodology
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PART II: ARTICULATIN G TEACHER COGNITION AND TECHNOLOGY

This section introduces profiles of the three main informants: Dalal (Chapter 5),
Heba (Chapter 6), and Laila lf@pter 7). The case reports represent a withse

analysis of thd&eythemes to emerge from examination of the data colldobeuthe
respective teachers. With each theme discussed, a new feature emerges and is added
to the picture which, when itiscgm et ed, wi || demonstrate

characteristics.

Avisit to the teachero6s classroom sets t|
detailed description is intended to introduce the teacher to the reader through her
speech and actiongnd to provide the latter witha sense of her use of ICT in

context. In line with the research questions and the conceptual framework that have
informed this work, the case studies are constructed around the following broad

research areas:
A Teacher cognitio and early experiences as learners
A Teacher cognition and teacher education
A Teacher cognition and technology practice
A Teacher cognition, practice, and context

The profiles end with a summary of the salient themes which have emerged from the
within-case anlgsis, and which characterize each teacher as a technology user within

her particular context.
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CHAPTER 5: DALALGS COGNI TI ONS AND TECH

51 A Vi sit to Dal al 6s CIl ass

ltds 8: 00 on a chilly morning. Seven st
their Arabicme di a c¢cl ass. They sit i n two rows f
console at one end of the class, and the smart board at the other. There are two wide

whiteboards on the side walls behind the

Dal al 6s watch, white board mar ker s, and

Dalal moves closer to the students as she flips through their marked listening exams.
She explains that while they work on their listening pieces they should not just focus
on how thewords sounds, but employ some of the isig strategies they have
learned such as making use of their background knowledge of certain news. She
gives the example of the minimal pair kasafa [to eclipse] and gasafa [to strike]
explaining how, in case obdbt, knowledge of the context will help in selecting the
right one. She concludes that the exam was generally good.

Dal al goes back to the teacher station a
would | i ke to be today@sndti aadleesr? 0i. n Ntoeg ad

The others look at her, smile and seem ready to contribute with thetrhssién

pieces of news. She starts by asking Em
stories today?0 Emma | ooks atthelisitrof not es
President Nicolas Sarkozy to Algeria. N o |

the purpose of the visit?06 He answer s:
countrieso. A Wh at sort of relations?0 s
answers. Next, she turns to Sarah and asks her for her choice of the most important
world news. Sarah talks about discussions held in Bali on the Kyoto Protocol on
climate change. Nora then turns to Paul and asks him what happened in Bali, and he
givesasumary of Sarahés news. I n the meant
station, writes down vocabulary that emerges from the interactions on a piece of
paper, which she has placed wunder t he ¢
console. Her hanabriting is reflected on the smart board and the students copy

down the new words. She also interjects once in a while to correct structure or
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pronunciation. Nora then moves to Michael and asks him about his chosen world
news. He tells the class about a new CIA repbxut the Iranian nuclear program.
Nora smiles, asks him to repeat the news again without reading it out from his notes,
and they laugh. Michael says the news again, but does not complete it dassthe c
continues laughing. Towarthe end of the activityiNora asks her colleagues to
select words from the board that they think will be useful to their learning in the
future. They seem accustomed to this practice for they are quick with their
suggestions. Dalal draws a circle around every suggested word gudirexits

meaning in further detail. The students look at the board and copy down the terms.

Dalal then says they will start the listening activity and explains that it is different
from previous activities, as they will not just listen to the headlnggdo a whole

news briefing. She adds that there will be many details but they should only focus on
the main points. The DVD starts playing and news frorda&kera is displayed on

the smart board. The students focus on the screen while Dalal takes Sloges.

pauses after the first news 1 tem, rewin
verbs and verbal nounso. They watch the
nSo, who has a piece of i nformation?d N

Dohao. slkasl:alfiHthave we heard aboutclasslhi s s u
news before?0 Nora says yes, and the oth
y ou have hear do, she adds. They l i st en
information. She discusses morecabulary items and writes them on one of the

white boards to the side of the class. Dalal then moves on to the next news story
about the CIA report on the Iranian nuclear program. She rewinds and they watch

the news items again. Sarah says she listenédetovord tasmiim [determination],

but does not know what it means. Dalal writes the word on the board and asks the
class what form of word it is. Nora says
corresponding verb is, and Paul answers sammama [terhte]. She asks if they

know the verb, and when they do not answer, she writes a synonym next to it. She
then points out that this is the same piece of news that Michael had presented earlier,

and invites the class to recall the information that he dheen before. She says they

will listen again for more detailg\fter some time, Dalal asks them which vocabulary

items they would like to keep from the first two news stories. They look into their
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notebooks and Paul suggests takaamul [integration]. She #s&s about words

from the second piece of news and Emma suggests sammama [to determine].

Dalal then says she would like them to finish lesson five on page 52 in their media
book. The lesson consists of a piece of news about the Moroccan secretarg, of stat
followed by a vocabulary list and a number of exercises. Dalal says she will give
them some verbs from the lesson that they will use in forming questions about this
specific piece of news. She looks at the text, assigns a verb to every student and asks
them each to form a question. She gives them two minutes to complete the task. While
they read the news and prepare their questions, she circulates, monitors the activity,
and answers some quick side questions. Dalal asks Emma to start. She reads out her
guestion, and Dalal asks her to whom she would like to direct it. Emma directs her
guestion to Paul. He looks at the text, and asks her what the question was, and she
repeats it for him. As the activity progresses, Dalal, standing by the teacher station,
interjects to correct pronunciation and structure, or provide hints and clues that will
help the students formulate appropriate sentences. She stands by the students as they
read out their questions, and sometimes takes a quick look at what they have written
especially if their pronunciation is incorrect. She briefly explains structure and helps
them understand the meanings of verbs by reminding them of others with the same

root.

Dal al then asks them to take out a sheet
handout consists of a list of short pieces of news with thumbnail pictures next to
them. It looks like a collection of short news items that Dalal has printed off an
Arabic newspaper website, and developed into a worksheet. She assigns a piece of
news toevery student and asks hiher to formulate questions about it. While they

do so, she moves around supervising the activity and responding to inquiries. She
then turns on the document camera and places the sheet under it. After a while, she
asks Michaelo start. She zooms in on his particular piece of news while he reads

out the headline about attacks in the governorate of Dialy in Iraq. Michael says:

AFi rst question: How many were killed in
to Nora. Sherespahs t hat fourteen people were kil
easy qQquestion, very easy. Let s have ano

then asks his second question, which he
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attack i n eMiclaétl s askingWis guestion, one of the ALI secretaries

comes in and says it is time for the student semester evaluations. Dalal says they will
answer Mi chael 6s | ast guestions, and col
commentary article about ner®m Sudan and tells them that they will discuss it on

the following day

(Videorecorded session, 04.12.2007)

5.2 Teacher Cognition and Early Experiences as a Learner

As Dal al 6s parents were studying abroad
Egypt andthe USA. In the States, she used to play with the neighbors and learned
English mainly through communicating with them. This childhood experience of
second language acquisition remaireith her, so that up until the present ddne
advocates communicatiapproaches, and always considers ways of improving her

teaching so that it is most relevant to

| try as much as possible to implement the communicative approach. | always think:
How will they benefit if | give them such and such®.there are activities that they

will enjoy and benefit from in their practical lives, this will be best (Interview,
21.01.2008D1).

Dalal found her own learning experience in the States valuablecarstiuctive. She
read numerousstories, learned Igint reading, took part in group projects, and
appreciated language learning as exgitand enjoyable. Influenced by these past

experiences, shees to draw on them in her present practice.

| always try to think of group projects that students can vaorkogether in a way
that is useful to their learning (Interview, 21.01.20D&).

Because of &r frequent travels, and the method in whighbic was (and often still

is) taught in Egyptian schools, she encountered many problems in learning the

languageAgain, this has affected the way she teaches Arabic now. She tries to avoid

those aspects that she disliked then, such as rote memory, slow reading out loud

sessions, and dry grammatical lessons.
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To me, Arabic was a huge obstacle. I, therefore, want tthtéahe simple way. |
donot |l i ke complicating things. It [ my

facilitate [learning] this language? (Interview, 21.01.200E3).

Dal al 0 swashherseli @ TASOL teacheéBhe used to invite Dalal to observe
classesauni ver sity, and to help her when sh
mother also encouraged her to explore teaching the language, and to pursue her MA
and PhD later on.

She used to come back [from wor k] and t
that . . and for the first ti me, they were
and my brother as she was developing he
laughing in the middle of her recording (laugh). So, mum had a very profound effect
onme.lused o t el | her : ANoO, no. |l wonodt be |
(laugh). (Interview, 21.01.2008)4).

5.3 Teacher Cognition and Teacher Education

Joining the MA in TAFL program in the ALI was a turning point for Dalal as it
transformed her perceptiorts Arabic language completely. In the past, she had
disliked grammar, but the courses she took within the TAFL program were very
different from the ones she had in school. Within months, she grasped grammar,

liked it, and became motivated to teach it.

My view of grammar changed totally. Throughout my life, grammar was
incomprehensible. So, how did | grasp it so easily? | wanted to improve myself as a
teacher, was happy in the field, had passion for learning, and the way things were
taught stimulated intest... This or that? Why this and why not that? (Interview,
21.01.2008D5).

Methodology courses hatie most profound impact. They directed haaray from

thetraditional lecturing style to more inductive methods of teaching.

..Methodology courses made @ lolifference. In fact, this was the greatest influence
on my teaching. My method of teaching. | used to go in and lecture. Slowly, | started
integrating activities and employing different methods. | also moved to using more
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inductive ways of teaching. Whe | teach grammar I ask t
di fference between this and that?0 I | et

and come to their own conclusions. | use this quite often (Interview, 21.01%)08/

The grammar and methodology cowgséheefore, not oty introduced her to new
approaches tdeaching and learning Arabic, but the principles advocated were
actually embodied in the way these classes were taught.

Dalal likes to reflect on her teaching, and is fully aware of what she teachésr and

what purpose. This has helped her improve her performance over the years.

Someti mes, I catch myself teaching in th
like. I notice that, and change my way again (Member Checking Interview,
08.04.2008D7).

Degite the distinct advantages of the TAFL program, looking back on her earlier
teacher education experience, Dalal feels it lacked elements of CALL, contrastive
analysis, and Arabic linguistics.

5.4 Teacher Cognition and Technology Practice

This section addreesss Dal al 6s cognitions of her sel
within her specific Arabic language teaching environment. An examination of her

technology implementation reveals the following salient themes:
A An Uphill Struggle for Integration
A Perfectionisn, Image, and Fear of Failure
A Deliberate Steps toward Integration

A Teacher Orchestration

5.4.1 An Uphill Struggle for Integration

Dalal holds firm beliefs about the value of educational technologies for teaching and
learning, and appreciates the remarkablestifice thathese resources have made to
the landscape of TASOL specifically.

114



Of course, all these satellite channels, and all the programs. All these are on the
Internet. You can listen to programs, opinions... All this has enriched teaching
Arabic immenely (Interview, 20.05.20088).

According to Dalal, ICT has revealed a wide array of previously inaccessible

material, and as such made the Arabic heritage available to everyone.

You will find classical material all on the Internet. The very old things show the
majesty of the language, and its extension over the centuries. You find all this on the

Internet. You find the modern and the ancient (Interview, 20.05.2H)8/

She also holds views about how ICT can be used to teach the derivational system,

one of the | anguageds richest characteri:

Of course... programs on the derivational system will make it easy for the student to
quickly grasp what we keep on explaining in classrooms. For example, if we have a
word, then tata-ta, we get pictures ddll the derivatives. Something like that will

give students a quick perception, accompanied by a lot of visualization. This could be

better than having a teacher explain (Interview, 20.05.200%).

Although Dalalexpressea multitude ofideasabout howshe thinks digitatesource

can be utilized to enhance Arabic language instructionreality, she finds her
ambitionsslow to materialize Dalal identifies a rough road to ICT implementation,

and a notable discrepancy between her espoused theory amy-ithese is
observed. She attributes this to perceived obstacles, which she feels unable to

overcomeSo, how is that the case?

A

From Dal al és dat a, we notice that she
conscious about what methods to use, for whapgses, and what changes can be

introduced to yeld the best learning outcomes.

Just because teaching has taken place, this does not timeaiiey [students] have
learned It is possible that | teach and they do not learn. So, one always has to think
of what method to use, and whether it will néficial to their learning. As | teach,

| always try to be conscious about the method | use and whether it is good, or useless
and therefore has to be chang@nterview, 22.05.2008011).
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In a different contet, the same concept of reflectioand subsequérchange and

improvemenwas reinforced.

I al ways think: AHow wi | | I present this
words, the traditli onlmdngve yi?to ,ltaldaysthmp c@awne
about what | will teach, and how | will teach it (Interview, 20.05.2ME2).

In the specific case of technology, Dalal reflects on her adoption, and recognizes a
real need fochange andlevelopment.

Given the fact that | am a teacher, and that tethching now is dependent upon
technology to a great extent, for me to be able to keep up with this progress, | need to
be versed in such matters (Interview, 20.05.2003).

The same thoughts were later reaffirmed in a different context.

Surely, technalgy should have a major role [in my teaching] but what | am doing, is

not major... | should be using more ICT (Interview, 21.05.2008).

The challenge that Dalal faces is that although she identifies a necessity for change
and recognizes her respongilyito bring about that change, she finds herself unable

to do so.

| feel that | should be versed in so many things related to technology, which would
assist me in my teaching, facilitate things for me and for the students, and help them
with their learnng strategies. However, | feel impotent in the face of this. The
problem is that | am busy with many othe
practice (Technological Reflections, 23.04.20D85).

When asked about the implications of these feelofdgelplessness, she mentioned:

Frustration. Really. | feel | want... | should learn to develewvrthings... | should,
but whenand how? (Technological Reflections, 23.04.2(0E3).

We thereforaunderstand that althoudbalal holds positiveviews aboutthe value of
ICT for TASOL, upon reflectingon her ownpractice shefeels unable to make full
use of these resources. Her journey of integration becomes a difficult one, and she

gets frustrated.
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5.4.2 Perfectionism, Image and Fear of Failure

As we learn mee about the distance between Dalal ¢ o gamd hei usen of
technological resources, we notice a close association between her uphill struggle for
integration on the one hand, and perfectionism and fear of failure on the other. As a
reflective teachershe is fully aware of this connection, and clearly articulates her
feelings.

. When | want to do something but canot .
that things will go wrong. This point, | have come to realize, this is the thing that
influences me the most. | fear that in front of the students, | am unable to present
something. Though we al ways joke about i
i's the engineer here? Would you please ¢
But, of course, feel very embarrassed (Technological Reflections, 23.04.2008/

D17).

Fear noticeably emerges as a central thel
seem to be the main culprit. They waste class time, spoil lessons, and cause her to

avoid using digal resources.

Sometimes, when | ask them to turn on their computers, there is a problem in one of

the machines. This wastes time, when | have one student unable to turn on his
computer, while the others already hawe sits there doing nothing, and | don
haveanother machine to move hiim | always fear that things like this will happen

and waste my time or that some student w
(Recall, 10.12.200718).

Dal al 6s fear of f ail ur ehhsrsense®fpérfectionien. c| o 's
This places her in a dilemma: on the one hand she feels that to be a good teacher she
needs to use technology, but on the other, she also believes that to remain a good
teacher she has to avoid using technology. In a way;aieot teach with it, nor can

she teach without it.

Her fear of failure is also linked to sefhage. We notice that although her fears are

associated with a sense of perfectionism, they are intensified in the presence of
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others. As a reflective practitier, Dalal is able to identify relationships between

affect and action, and to articulate specific aspects of herself as a teacher.

ltés a personality trait that I fear f ai
what causes me the greatest feargd makes me avoid this matter until | master it... |

cannot go in, give it a try, it might work, it might not. | am terrified of doing
something like this (Technological Reflections, 23.04.2DQ8).

Dalal believes that maintaining a positive selhgeis important for gaining student
confidence, and given her 22 years of teaching experience, we understand that she
does not want her level of ICT competence to shake this confidence, and spoil her

otherwise very positive image as a teacher.

Yes. It [seHimage] is important, for.. even if you are a very good teacher, because of
a very trivial technology el at ed thing that you candt o
the image they have of you will definitely be shaken (Interview, 20.052008/

She beliges that teachers should know more about their field than their learners, and
that when the former appear less competent, this has a negative effect on their

professional image. This applies to teaching with or without digital resources.

Wel | , | thd faat that thely knkve more about my field than | do.. Therefore,
when | teach a course, and [l notice] that they have much more information about a
certain topic than me, I read a | ot abo
shakennordollikete ay t o them Al donét Kknowo. It

20.05.2008D21).

Dalal believes that lack of knowledge about educational technologies reflected in a
teacherdéds inability to hanhérlireaget Futcherni c al
limited ICT competence, indicated by the quality of learning activities designed, can
also place the teacher in an unfavorable position, especially ihéiidearners are

taught by technologyersed teachers in other classes during the same semester.

This dfference happens and it is very obvious to the learners. They see what this

teacher does, and what that teacher does. One is more in control [of the technology],
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and does... better and more diverse activities than the other (Interview, 20.05.2008/
D22).

By the same token, according to Dalal, expanded knowledge of ICT enhances
teaching quality as well as boosts a te
motives for discovering more about technology is her overall development as a

teacher.

One of the most fluential factors that affect my use of ICT is improving my image
and enhancing my abilities as a teacher. This is the thing that | would like to do the
most. When | improve my abilities, teaching will definitely improve. | will prepare
material in easierand more diverse ways (Technological Reflections, 23.04.2008/
D23).

Dalal believes that the use of technology per se does not advance teaching, but it is
the manner in which it is used that makes the real difference.

A smart teacher is one who harnessehit®logy, and uses it in the best way to the

service of the learners (Technological Reflections, 23.04.2028).

5.4.3 Deliberate Steps toward Integration

As a t heme, del i beration is evident in L
fear of failure, giving for perfectionism, and concern about salhge may explain

why Dalal only uses the technologies that she is fully confident with, and avoids
taking risks. She is careful about what she chooses to adopt and moves in slow but

steady steps.

| fear that anything might go wrong in class. | have limited time and want to
accomplish specific things, and if, say, ten minutes are gone, well, aside from the fact

that | will look bad infront of the learners (laugh, aside from that,
lose ten rmutes of class time. | am in need of every minute... Therefore, | avoid all

that which | am not sure about, and always keep a Plan B, so that if the things | am
sure about dondét wor k, I use the alterna
23.04.208/ D25).
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Observing her practice, we notice that she prefers to only use the tools that she is
familiar with, such as the document camera, the video DVD, satellite channels, and

the Internet.

I dondét have enough ti me t atcértaimthimgssopr ac't
they become very easy, and | can then use them in class. Therefore, | use things that |
already know, that are easy for me to operate, and that | have confidence in, such as
the computer, satellite channels, and the video DVD relatedhe textbook
(Interview, 24.06.2008026).

In a different context, when discussing the media that she is most confident using,

she mentions:

| have good confidence in things | already know... saghthe document camera
(laugh). Basic things. Accessingd Internet, and of course Al Jazeera, BBC, and all
the things that | am familiar with (Technological Reflections, 23.04.2D03).

Because Dalal does not take risks and only uses the technologies that she is very
familiar with, she always comes acrossaasonfident teacher and technology user.

Her choice of certain technologies reflects a preference to work within the
boundaries of her current computer competence in a way that provides a degree of
security, and enables her to remain confident and feefartable as she teaches. In

one of the recall sessions, as she was watching herself confidently using the teacher

console, she commented:

| wish the rest of the tools were that easy and that comfortable to employ, and that |
felt confident using them (Rat 10.12.2007D28).

When asked what she meantitf he r est , shé mentioreed theosmarts 0
board and computers.

5.4.4 Teacher Orchestration

If we move fromwhich tools Dalal uses ttnow she uses them, weotice that in
general, she espouses a teaanehestrated style of teaching. She is at the center of
action as a facilitator of learning and a mediator between the different elements of

her educational environment. For example, she chooses when to stand in front of the
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class and when to leave the ftdo her students, when to give direct feedback and
when not to, when to encourage learners to talk and when to get them to listen, when

to use technology and when to work without it.

Upon anal y s-clasgpra®iee] we Indlice that she utilizes tlkchnologies

for presenting and displaying material. So, she uses the document camera to project
text, pictures or handwriting, video DVD for presenting news, and the smart board
for displaying instructional material. The same principle applies to P@ivérA he

following excerpt from my field notes sketches her ICT use.

Dalal moves to a reading exercise from their lesson on Arabic calligraphy. She
places a page from their textbook under the document camera, divides the class into
groups and asks thero tead a segment and answer a specific question. Later, using
the document camera, she underlines the answers in the text (Field notes,
20.11.2007D29).

In a different context, Dalal reflects on how she uses ICT in teaching:

As for the media, there isstening and there is reading from the Internet. | like to do

the speed reading activity where they read the running news banner. | like to do this
because it is repeated. 3@sk everyone to check wia has read, try to guess, and

then seeeatf. ilttb®s carlri ght activity. Or t
proceed to read different things quietly. In writing, we correct sentences from their
homework collectively... | write the sentences on the computer, and they identify
mistakes and commermin writing style with the help of the document camera
(Technological Reflections, 23.04.20@80).

Al t hough Dal aldés teaching exhibits the e
mainly generated by the teacher, we notice that she also has ideas fgingnga
students in computdrased activities such as online discussion forums, or sending

learners away to prepare IRsed material and later share it in class.

Closely related to the use of digital resources for presentation and display is the issue
of visualization. With and without the use of technology, it is evident that the use of
visual representation is an essentai mensi on of Dal al 6s cogr

This is reflected, among other things, in her use of drawings, tables, photos, and
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concept maps. 8e recognizes the benefits of using such tools in catering for students

with different learning styles, especially visual learners.

Quite often | have students who tell me :
there in front of me for mot be able to work on ito (T
23.04.2008D31).

One cl ear example of the role of graphic
of mind maps and concept maps. After attending a workshop at AUC, she read Tony
Buzanos startedkincludeag giaphical images in her teaching. Slowly, she
showed her learners how to review their vocabulary using mind maps and concept

maps.

| really like to read about teaching activities, especially new ideas or activities that
will convey infe mati on in a better way, and ther ¢
students to feel bored... | try, as much as | can, to incorporate pictures, or things that

involve some kind of creativity (Interview, 24.06.20082).

As for teaching with ICT in paxular, it seems that the value of educational
technologies is associated with the remarkable visual promise they offer, especially
presentation tools like PowerPoint. This was reflected in one of her earlier excerpts
which addressed her cognitions abow tmportance of ICT for Arabic language
teaching (D1Q) The pedagogical role of ICT was almost defined in terms of

fivi sual i zati ono.

Dalal has started introducing PowerPoint into her teaching, and finds it a convenient

way of conveying information visually

[Using] PowerPoint with weak verbs, the prefix enters from one side [of the slide]
and the suffix from the other. The students notice this. As a way of explaining, this
facilitates things for the teacher and for the students, especially if it involies.co
highlights, and the like. This makes huge visual difference (Technological
Reflections, 23.04.2008/33).

Similarly, in an attempt to bring elements of Arabic literature closer to her learners,

she enhances a short piece of prose by Naguib MghfuZgyptian Nobel Prize
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Laureate) by drawing consecutive images. She then uses PowerPoint animation to
explain the sequence of events, and the old Arabic prose is turned into an attractive

slide show.

| felt technology was very important here for it waeneficial to the students. They
understood the story, and knew the words without asking me (Technological
Reflections, 23.04.2008/34).

Dalal also has ideas for assisting visual learners with thewfexlass activities.

Visual learners are supportedd do their homework better when they have it on the
computer with a link to a grammatical rule... or a list that they can go back and look
at. There are people who have to have the thing in front of them to be able to work
on exercises (Technological Reflions, 23.04.200&35).

5.5 Teacher Cognition, Practice, and Context

As a reflective teacher, Dalal is aware of the role of ICT in her practice. She
expresses her goals for technology development and is clear about how she would
like to attain them. In thdollowing section, | will address her stated needs and
suggested means for integration. Where there is relevant evidence, | will also
examine the way in which her cognitions about strategies for ICT implementation are

mirrored in her own teaching of Arabi

The relationship between Dal al ds cogni ti

following interrelated themes.
A Institutional Philosophy and Policy
A Time
A Teacher Collaboration

A Learning Opportunities
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5.5.1 Institutional Philosophy and Policy

Dalal believes that her workplace is generally supportive of technology use, but there
is scope for effective planning and a more active institutional role to be pllged.
argues that this role is necessary for ICT use and development, and stresses the
responsibity of the language program to minimize differestetween teachers in

this respect.

These teachers are affiliated with this department. They should be at a certain level
of computer competence. How will they achieve this? There have tefinite
procedures that will enable all the teachers to reach this point (Technological
Reflections, 23.04.2008/36).

Due to lack of time and considering her level of computer knowledge, Dalal would
like to see supportmade available, mainly in areas of training andateriab
development.

We need someone specialized and available, for the development of activities for
teaching grammar or listening, for example. Now, when | want to teach listening |
either use my stuff, or I check with colleagues. Where is the materitie
department that | can take with confidence, that | can choose from without feeling
embarrassed? (Technological Reflections, 23.04.2DGg).

When asked about means of integrating more technology into Arabic language

teaching, she again expressatkad for institutional support.

There should be a group that will work on these things which is, at the same time,
specialized in teaching Arabic. This will be their job, to produce programs
(Interview, 20.05.2008038).

In this respect, we notice thatealtio perceived contextual constraints, Dalal finds
herself more in the position of a consumer of technology than a producer of it. As
teachers are unable to develop compbteed material, it becomes the responsibility

of the language program to do so.
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We need a unit to develop this [ICT material]... someone who is experienced in
teaching and understands our needs, since we have no time to do that ourselves
(Materials Development Interview, 27.01.20@339).

In a different context, the need for preparedarials was reemphasized.

As | mentioned to you earlier, [we need] a curriculum development unit or a
materiak development unit that would prepare these things and show us how to use
them (Recall, 10.12.200D/40).

552 Time

Lack of time is a recurringthemien Dal al 6s data athdmostx pl i ci

critical factor for adoption.

The things that | have seen are numerous. | wish | could use them all... There is no
opportunity, no time. Time is the most critical factor (Technological Reflections,
23.04.2008/D41).

Examining what Dal al needs time to do, w
For example she needs time for learning, practice and design of activities.

The problem is that one is occupied with so many other things, and camhatfe
for learning, practice... and designing activities. This kind of thing takes up a lot of
time (Technological Reflections, 23.04.20D82).

She also needs time for matesidevelopment and experimentation.

Everyone is overloaded with work and thés no time at all for developing new
things or experimentation. You donét hav
D43).

Time for opportunities for teacher collaboration is also emphasized.

There is no time for us to sit and discuss things toget . |l t6s the same
We are all overloaded and there is no time to sit and talk to each other (Recall,
10.12.2007D44).
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Dalal attributes lack of time for ICT use and development to work overload and
occupation with various professional respibiiities. This critical contextual factor
impacts her confidence in digital resources, contributes to slowing down her
progress, and may explain hgreference fousing technological tools that would

help her remain confident within the boundaries ofl@d competence.

55.3 Teacher Collaboration

Coll eagues play a centr al role in Dalal 6
her main sources of learning, as she mostly acquires her computer knowledge the

informal way.

Of course, colleagues play a roleut it is informal. There are no workshops
especially for this [discussing IGElated matters]. Just casual incidental chats
(Materials Development Interview, 27.01.20@345).

Learning among peers takes place primarily through sharing new ideas, ggrghan

educational materials, and managing perceived difficulties.

Of course, they [colleagues] are very important. In our informal meetings we
exchange information and materi al . AnTake
better this wagw. s WmnenhhilnglonldtaKl: Ahow
soneone asks me the same questoHow do you handl e this n
you do in your previous course?0 So, col |
(Interview, 24.06.2008046).

In a different ontext, she reasserts the notable role that fellow teachers play in her

ICT education.

Colleagues are of major importance because | always to them when | want to

learn something, and they ask me too. Everyone knows bits and thigice® assist

eachother with, @rticularly, [in relation] to matters that are not complicated, nor
require | engthy explanations. We seek ea
useful to us all (Technological Reflections, 23.04.20R87).
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According to Dalal, situad computebased learning provided by colleagues is the
mo s t effective because it is practical,

leads to further practice.

She [a fellow coll eaguel] tell s me: ADo
major things, but once I do it, | know it and | can do it by myself afterwards. If things
dondt work out, I go back to her and | t
AOk, do it t hi son, aaimmediats @nierview, Z095.2008/8).d s

Da al 6s cognitions about the i mportance o
are manifested in her own teaching. For example, we notice that she uses group work

in all subject areas and across all levels of proficiency.

Sometimes, students learnrfroeach other more than they do from their teacher.
They are not afraid to direct questions to each other or to inquire about something...
So, pair work [is] a way of learning.They sit together, think together, help each
other, and ask each other. Congeqtly, they benefit from one other (Interview,
20.05.2008D49).

5.5.4 Learning Opportunities

Upon examining Dal al 6s dat a, we notice t
technologyrelated learning needs. She likes to see teacher education that is
strucured, situated, and makes a difference. Upon examining these needs, we notice

that they are all mirrored in her practice.

55.4.1 Structured Learning

Ther e i s evidence i n Dal al 6s dat a of t !

training.

Well, they [the CALL Unitlare ok. When you need them, you find them. Machines
are working. When things break down, they fix them. When | ask for recorded news
once a week, they send it to me. However, training in a structured way is missing
(Interview, 20.05.2008050).
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Dalal beleves that her ICT learning, particularly through her colleagues, can be
enhanced if it takes place within a wstfuctured institutional framework, so that

teacher collaboration is fostered and directed by the language program.

Other than time, we need auragement from the department or structured
procedures. For example, on Thursday, there will be a session about such and such,
and you have to attend and complete your homework or present something that you
have done using whatever. This will be usefuli$ all. We learn a method of using
something, and evyone then thinks about hpesentation on using this method.
After that, we all meet and everyone shows his method or idea. Imaginaridgty of

ideas we will havéTechnological Reflections, 23.@008/D51).

In a different context she mentions the role of structured arrangements for teacher
collaboration on combating fears and anxiety, and again the role of the institution is

noticeable.

We need a shared space, for all the teachers, where evenyalivdually or in
pairs, is required to develop something together. This way they are more
encouraged and they think better. They then exchange it with other colleagues. All
this can then bérought together to form a referencdf we could share exghing,

that would be great (Technological Reflections, 23.04.2D82).

Dalal seems to depend on colleagues for confidence building, andéhef the verb

0 e ncoumaygseghdst a specific understanding of the role of structured
collaborative workm combating feelings of fear and anxiety. These cognitions were
emphasized when she was asked about the most important change that she would

introduce to promote more ICT in the ALLI, if she was to become the director.

| would introduce reflective teachind small group of teachers will work together.
Each teacher develops something related to the smart board, for example.
[Teachers] will present theiwork to each other regularly.Well, this way | will
develop material without fearing that things will gwong, and if they go wrong, no
problem. [This will continue] until wheels start spinning and | develop material
around the smart board. It is then when | will implement it in my classrooms (Recall,
10.12.2007D53).
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The statement is also emblematic ofIDal 6 s support of group
teachers working within the same professional context, and at the same time
reaffirms the major role of her institution in providing structure for such reflective
practice. Further, her commedtwill develop mateadl without fearing that things

will go wrong, and if they go wrong, no probléagain shows her reliance on fellow

teachers for confidence.

Moving on to how Dalal runs her own classes, there is ample evidence that she
prefers to have a clear structure f@r teaching. Observing her lessons, it is notable

that activities take place in consecutive stages marked by clear transitions.

As much as | can, | always try to maintain a systemaay of managing the
classroom. For example, within the first ten noites we review. After that, we work

on speaking skills. Following that, we work on listening. Then, we concentrate on
production... When | work like this, in a systematic manner, students know what they
will be doing, and what to expect, so they are comiarb | e . However, by
| do not mean monotonous. For example, within the time allocated to listening, we

can have various listening activities (Interview, 22.05.2@&Y).

Earlier, 1 mentioned how Dalal is in favor of structured and guided teache
collaboration where individuals or groups are assigned specific tasks. Upon
observing her classes, we notice that she teaches very much the same way. In other
words, she sets a system of group work where people are assigned specific
responsibilities. Agr a while, it is as if her sessions progress by themselves. We

have seen evidence of this practice in the sectiolA5.1Vi si t t o.Theal al 6 s

following is another example from a different lesson:

Dalal tells them that starting next session, she ditlide the class into two groups

and that students will lead the discussions for both the world news and the article.
She asks for volunteers and some students raise their hands (Field notes, 10.03.2008/
D55).

5.5.4.2 Situated Learning

Dalal believes that for aniCT training to be effective it has to be structured but,

more importantly, it should meet her pedagogical needs and teaching objectives.
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| need structured courses on things | can use, that can serve me and benefit the

learners simultaneously (Technolaogiid&keflections, 23.04.2008/56).

I n fact, given her I imited ti me, one of
join or not to join training sessions is whether ICT education is contextualized

enough to address her pedagogical needs.

... Sometira s I donoét attend. I think to mysel
why join it?20o¢6 | sit and write and that
something, ask Kamal [head of the CALL Unit], and continue to work on my own. |
donot k n o wdowt Waybe it & ohe ime factor. Maybe this is not really

what | want (Technological Reflections, 23.04.20D87).

When comparing Dal al 6s bel i ef-lsasedtbagchert t he
training with her own practice, we notice close &amiies. As a reflective teacher,
she is conscious about what she teaches, and tries to employ the methods that she

thinks would best serve her | earner so edi

Because teaching happened, this does not necessarily mean that learning has taken
place. | might teach and they do not learn. One must always think about the best
met hod to wuse, and whether the method
teaching, one must think: AWhy am I expl
to be hel pfuhey da¥wWe it?0 Alf yes, for wh
teacher has to thk about these things befote teaches (Interview, 22.05.2008/

D58).

Dal al 6s sensitivity to her studentsd nee
and adjust heteaching.

It depends on the feedback that | get from the learners. In other words, when | design
an activity and realize that they have not learned from it, | try to think, maybe it
should have been at a lower level, maybe | should be a bit slower.d $setwhat
method suits them best and employ it (Interview, 24.06. 7088/
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5.5.4.3 Learning that Makes a Difference

Dalal aspires to improve her practice by learning about the affordances of new
technologies. However, she needs to see the real differencédbattools bring to

the educational setting before actually using them.

When teachers see how [their teaching] can be done differently, they will definitely
want to change and learn... It is not training that will convince teachers to use
technology, but iven they see how they can teach what they teach in a different way
(Technological Reflections, 23.04.20@&0).

In many of the workshops that Dalal has taken part in, the added value that ICT
brings to Arabic language classrooms is not clear. She, thergfefers learning

which starts from where she is in terms of technology use.

When | need something | ask, know, practice, and [therefore] do not forget it. The

wor kshops that | have gone to are more o
Seehowgu can use ito. I dondt have the tin
this different from giving the same thin
matter of being convinced that there is a difference, but there has to be a real
difference. For example] if | display something to the students on the smart board

which | might as well distribute to them on paper. They can see it here and they can

see there. What is the difference? (Member Checking Interview, 08.0428108/

Dalal believes thaher level of computer competence prevents her from making use

of the affordances of certain technologies, as she cannot see how her teaching can be
enhanced through the employment of these tools. She believes that the most effective
way of showing her #se differences is, again, situated ICT education.

It should be onaorm®»one basi s. Someone tells me:
How about doing it that way?06... and | s
time to see what 6ls cpaonsodsti bsleee. .i.t Muaeychaeu s e ,
background or enough knowledge about | C°

difference. So, you tell me. At this point, | will use it and we will discuss it together
(Member Checking Interview, 08.04.30062).

131



As she supports a bigger institutional role in arranging structured and situated
learning, Dalal thinks it is the responsibility of the language program, specifically the

CALL Unit, to help her see the affordances of different technologies.

Therehave to be onto-one meet i ngs. Someone who woul
use | CT?20 | wo ul diHeawoswl edr : @sTk:i sJ wsaty ot hat ?
AYeso. They woul d dsou gtgheisge : a i Bw ¢l Hpdu® olc aw o

They will show me and | will sethat there is a difference. This is how | will learn.
But when it is just a very general talk addressed to everyone, i.e. not specific, | will
not see the difference (Member Checking Interview, 08.04. D@3}/

A closer | ook at theaddigidud attentiom ahe prefersgo give v e a |
to her learners, and the step by step strategy of starting from where they are and
showing them how alternative rhetds may improve their learnintn this respect

she adopts exactly the same techniques tletesfommends her institution use with

her.

When students come to me during office

exampl e. .. or fAwe have problems wunder st e
with their | earning str attagiye?d. Tlhegys k et h
they use flash cards for vocabulary, for
ways o, and try to direct them to these

(Interview, 24.06.200834).

5.6 Summary of Teacher Cognition and Bchnology

This section summarizes the main themes
theoretical framework that has informed this investigation (Figure 2.1) and the
research questions, these themes are addressed in relation to her earlycespasien

a language learner, teacher education, classroom practice, and teaching context.

A

Dal al 6s pedagogi cal beliefs are influenc
at school, and within her wider social context. For example, she advocates a
communicative approach to teaching for this was how she enjoyed learning English

as a child. On the other hand, she avoids monotonous aspects of language learning

which she used to dislike during her schooling years. Drawing on her early
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experiences, Dalal thks of ways of raising learner motivation and facilitating

student learning, both with and without the use of digital resources.

The TAFL teacher educatiopr ogr am had a transfor mi ng
cognitions. The courses directed her away from lectyrind introduced her to

inductive ways of teaching. Althoughe program lacked an element of technology,

it had a lasting influence on the way she teaches tdmtdly with and without the use

of ICT. However, the impact of apprenticeship of observatiomames powerful as

she sometimes catches herself reverting back to old habits.

Although Dalal believes that the digital medium has contributeattkedly to
enriching the teaching of Arahishe faces an uphill struggle for integration. Fear of
failure, closéy associated with a sense of perfectionism and a desire to maintain a
positive professional image, may explain this struggle. Unsurprisingly, her practice is
characterized by deliberation as she only utilizes the tools that she is comfortable
with. Therebre, toan external observer of helassroom practice, she often comes
across as a confidentctenology user

In general, Dalal espouses a teaatrehestrated style of technology use whereby
she is at the center of interaction mediating between thereliff elements of her
environment. Display and visualization characterize her technology use as reflected

in thekinds of computetbased tools she employs

As for the relationship between teacher cognition, practice, and context, Dalal
identifies a number of factors that impact her ICT adoption. She emphasizes an
active institutional role for teacher technology use and development; a role that is
directly and indirectly related to other factors such as time, teacher collaboration and
ICT learnirg. Lack of time for technology use and development emerges as the most
critical barrier for adoption, which is attributed to preoccupation with professional
responsibilities and overload. On the other hand, colleagues play a central role in her
ICT implementation that may actually outweigh that of formal training. They
constitute a source of learning that is immagéel and contextualized. Dalial specific

in articulating her computdrased learning needs, which should be structured,
situated and make a diffence. It is this type of learning in addition to support from

colleagues that assist Dalal in overcoming her fears and raising her confidence in

133



educational technologies. This, however, is achieved within the context of an active

and supportive instituthal role.
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CHAPTER 6: HEBAG6S COGNI TI ONS AND TECHN

61 A Visit to Hebabds CIl ass

't i s ten minutes b eArabicmedid dass. VBhdegl fixithei ng o
camcorder on the tripod, she describes her upcoming lesson to me. The class will
manly be reviewing the vocabulary from the past media themes in preparation for

an exam they will take in the following session. However, Heba says she intends to
break away from papdpased revision exercises and try something new. We discuss

her lesson @n and exchange some ideas. At this point, four students sit to one side

of the classroom. The seats opposite are, for the moment, empty. She turns on her
computer, and as it is starting up, Veronica inquires about the exam. Heba comes
closer to her, expias the structure of the test, and assures her that there is no need

to worry. Heba goes back to the teacher
greets him and asks if he feels better today. He says yes, and takes a seat opposite

Veronica.

Heba holds anumber of photocopied pictures in her hand, and talks about the
coming exercise. She looks attentively at all the students and slowly explains that
they will each write a news script around the photos. She asks them to use verbs and
nouns they have studietieba spreads the pictures on the table, and invites her
learners to draw closer and choose the ones they like. She asks them to work in pairs
and with the help of their media textbooks, write down ideas. She reminds them that
she is there to assist themith the task. Heba adds that at the end, they will read out
their news scripts as if they were real news anchors, and concludes that the stories
they write do not have to be real. The four students work in two groups. Tadahiro is
by himself on the otheiid®, so Heba pulls up a chair and says she will work with
him until Alex or Takumi arrive. She sits next to him, asks him to choose a picture,
and he starts working on his story. The other students are busy working together
and, every now and then, ask laequestion to which she responds from her location

next to Tadahiro.

After a while she leaves Tadahiro and starts to move around, quietly passing behind
each pair of students and checking if things are ok. Takumi comes in, and sits next to
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Tadahiro whobriefs him on the exercise. While circulating, Heba explains to the
class that they will handle their final Movie Maker projent this same way.
Basically, they will use a piece of digital video material and add their audio formats
to develop a news stargt this point, Claire comes in and joins Harry and Veronica.
Opposite them, Tadahiro and Takumi are also working together. Heba moves
around, stops by each group of students, follows their discussions or looks at their
work. Sometimes she answers questiprovides comments, or points out something

in their writing. She is constantly smiley and supportive. Heba returns to the
Japanese pair, and asks them about their story. She tells them that she has been
trying to find pictures of the Japanese primeistgr and that the one in their hands

is the only one she could find. Tadahiro points out that the person in the picture is
the former prime minister. Heba is surprised and the three of them laugh. Heba then
suggests that they write their piece about lsignation. She moves on, stops by

other groups and has similar miteaching sessions or short casual conversations.

After some time, Heba comes to Silva and asks if she is ready. She says yes. Heba
explains that her picture will be displayed on the snterard and that she will be

the anchor. Heba turns on the document camera and adjusts its focus. The students
are still working together with their pictures. As she circulates, Heba asks if they are
ready. Alex comes quietly in. She greets him, givesahogmick summary of the

activity, and hands him pictures to choose from.

Heba asks her students to write their names next to their pictures, and holding a pair
of scissors in her hand, she explains that she will pass around and cut the pictures off
to be paced under the document camera. Heba moves around to help with final bits

and pieces. The classroom is buzzing with activity. She asks if they are ready.

Veronica shouts: ANoo6, and | aughs.

Silvaés picture is displ ayedofiband Hebae s ma i
announces that they will start. She switches off the lights, pauses, smiles and says she
would like some introductory music. Bella and Veronica make the sound effect and in

a serious Vvoice, Si |l va st ar.tABerreadingloutfi a s s a

her piece of news, Heba changes the picture in the background and Bella goes to the
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board... and so on. After every piece of news Heba gives a positive remark and

introduces the following piece withward such as: fianad. now we m

Heba then says they will move to a different kind of news briefing, and they watch Al
Jazeera on the smart board. She pauses after the first news story and checks

comprehension. Heba walks between the video station and the white board and

encourages@r st udents verbally wusing words [
nonverbally by smiling, noddi ng, establis
up6. They watch the news again, and then

Heba is on the moyehecking understanding and inviting answers. She proceeds

from general information to more specific details. Suddenly, the picture on the smart
board disappears, but the voice is still on. Heba walks back to the video, rewinds, but

there is still no piat r e . She presses a certain butto
vain. Not knowing what to do, Heba helplessly throws her arms in the air,
announces: AnWe wi l | have to rely on [|ist
the board and asks for synonymsiamwllocations. Heba says they will continue with

the news, and adds il donot know what h ¢
following piece. She tries the projector button, rewinds the video, while at the same

time manages the egoing activity. Theprojector works and she proceeds in the

same way with the following news segments.

At the end, Heba asks them if they have any questions. She advises them to start on
the Movie Maker project, and reminds them that after they return from the break,

they wil have only three weeks until the end of the semester. She explaitisethat

examis going to be similar to the way they developed their pieces this moiiiihg.

clip will be in front of you, think of verbs, think of nouns, and formulate the
sentences..Then practice, reading out loud... reading... reading... and then in the
final round do the recordingbo. The ¢l as
with a broad smile she asks: AWhat 6s t|
di str es s e d®aeémile bhdk.e/ersnicauflp&through the pages of her media
textbook searching for a word. She raises her head and in broken Arabidi¥dgs:

were Vvictimso, and | aughs. Heba | aughs.

adds. The others smile. Heba sigkem to think about the project over the break.
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AfWe can help each other with any techni c:
computer lab also provides assistance with technical issues. Alex asks if it is possible
to record his voice without deleping the movie, for Movie Maker is difficult for him

to use. Heba says he can, but comments that this is a beautiful opportunity to learn it.

Heba announces that they will stop at this point, and reminds them that the exam will
take place in the followig class.

(Videorecorded sessiori4.04.20(8)

6.2 Teacher Cognition and Early Experiences as a Learner

Since childhood, | earning by observatiol
preferred way of acquiring languages. In her early schooling years, she usacbt

a language teacher whom she liked to model.

When | was very young, | had an English language teacher... and | remember | used
to go home and imitate her way of teaching. | grew up and this habit grew with me
(Interview, 13.02.200841).

Heba useda repeat to her nanny, who was illiterate, what she had learned at school.
Her mother thought this was a practical way of reviewing her lessons, and therefore,
encouraged her behavior by initially designating a section on the wall for her
scribbles, and tar getting her a blackboard. Heba explains that though the
vocabulary and structures that she learned at school were very sihgleanny

actually learned from this experience and started reading and writing basic words.

Heba had a relatively positivexperience as an Arabic language learner. She was
good at the language and did not dislike grammar as many of her peers did. She
remembers that when her teacher used to
understood that she was the one this commarsdmeant for, since she was the only

one who did the reading out loud in that class.

Heba grew up with the image that it is the teacher who speaks and the student who
listens. Over the years, this image was reinforced as she was always commended for
being Agqui et and obediento. Hence, she be

quietest. Although the quality of English language teaching at her school was
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deteriorating, she continued to favor her English language teacher over her Arabic
language one. The forer used to wear a-3hirt and a pair of jeans, and made them
acquire the language through singing and playing. The Arabic language teacher,
however, used to wear a suit and was always distant. Because she was tall, she used
to sit at the back of the clase the distance between the Arabic language teacher and

herself was literal. In fact, he only came closer at exams or during dictation.

6.3 Teacher Cognition and Teacher Education

Throughout her schooling, Heba never had a teacher who did not hold a a#atral

in class. However, her understanding of the role of the teacher changed drastically
when she started her MA courses in the ALI TAFL program. For example, she was
surprised to find that, as far as possible, teacher talk should be minimal, and that the

less the teacher spoke, the better.

All these concepts | learned from the methods courses. These things were new to
me... to know that, as a teacher, my role should be more of a side one (Interview,
25.02.2008H2).

The teaching methods module, in partcul , had a profound i m
thinking. The course was open to students from both the TAFL and the TEFL
programs and exposed her to new teaching experiences. In addition, the way the tutor

ran the class reflected what he was teaching in terms afggireisponsibility to the

learners and respecting their individual contributions. The new pedagogical
principles were, therefore, exemplified in practice. This marked the beginning of a

transformation in Hebabs coghni ttoplacs , whi
the technol ogy i n her student sé hands,
autonomy.

In addition to presenting her with theories and approaches to teaching, the methods
course introduced her to technology. Heba remembers that one day inhES@&2or

of the course came in with a computer mouse in his hand, and asked the students if
they knew what it was. The first thing that came to her mind was that it looked like a
razor. When she heard her classmates say it was a mouse, she did naoanohders
and felt very upset deep inside. From that day, she decided to learn how to use a
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computer. Later, the same tutor told them they all had to have email accounts. Most
of the students already had ones, except for Heba and a few others. She used to turn
in assignments typewritten, only to receive them back with a small note indicating
that her workih has t o be mo.rTlee tupr theh eslowed der adme

benefits of using the computer.

He wanted to push me in this direction. In 1993, | bought rstydomputer, big and
heavy, and started working on it. In 1996, | typed my dissertation myself and handed

it in. This was the bel3d).nningo (Il ntervie\

Later, as part of her coursework, Heba started sitting in on classes. Though the
sessios she observed were just a few, she found the experience very useful

especially since it added a practical dimension to her theoretical learning.

AThe thing that benefited me the most wa
taking not €502.2008H4)t er vi e w,

Considering Hebabds wearlier narration abc
conclude that observing others has a significant influence on shaping her cognitions

and practice.

6.4 Teacher Cognition and Technology Practice

In this section, Is hed | i ght on Hebadbs awareness o0
within her specific Arabic language teaching context. Upon examining her data, a

number of salient themes stand out.
A Determination
A Insecurity vs. Resourcefulness
A Experimentation

A Responsibility
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6.4.1 Determination

Hebads data reveals evidence of her det
development. She believes that ICT is here to stay, and has thus become an integral
element of Arabic language instruction. According to her, if educators twish

progress in their field, this is the way ahead.

There is no way ahead in teaching the Arabic language except moving in this
direction... that we use technology in our teaching (Technological Reflections,
17.03.2008H5).

To Heba, adoption is irrevocabhs she can no longer imagine herself teaching

without technology.

There is no other way. ltds a path that
difficult. 1 would feel something was missing (Technological Reflections, 17.03.2008/
H6).

Having taughtistening and speaking, in particular, for many years, Heba recognizes
the remarkable role of technology in enriching Arabic language teaching. A wide
array of authentic materi al I's now avail

they are just &ew clicks away from endless possibilities.

The areas where ICT has been most useful are those of speaking and listning
watching and listening... The field has seen a renaissancearjdst an addition of

new educational facilitieTechnologicaReflections, 17.03.200817).

Heba affirms that with the introduction of technology into the teaching environment,
she has the option of choosing from a large pool of material depending on the theme
studied, and the level of her learners. Additionallyelite channels have changed

the landscape of teaching listening with the wealth and diversity of authentic material
they offer. Examples include documentaries, talk shows, news bulletins, reports, and

more.

The largest sources of raw material are theefide channels (Interview, 26.02.2008/
H8).
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In addition to providingna very very wide 71 arHgba of I
describes satellite channels asv e r y (Mategals @evelopment Interview,
26.02.2008H9) in elements of Arabic culture, whichiraulates discussions in her

classes. She believes that such channels have exposed learners to the reality of the
Arabic language and culture, atudents today have access to a host of Arabic
language varieties that were not available to them in the Pastrich world of the

Arabic language, as it really is, is now open to them.

With the advent of satellite channels, colloquial varieties have become a very
powef u | thing. A  Vhey [learner$] see rthe tafguagegas it is
(Interview, 26.02.208 H10).

Observing Hebads practice, we notice the
make use of the affordances provided by ICT for more effective Arabic language
teaching. When she finds a helpful medium, she uses it, until she comes across a

moreuseful one.

Every [now and then], | discover that there is something better than what | do. For
example, | used to give them [learners] the homework in the form of audio, MP3.
Then | found that O6hang on! When Ilin digi't
the form of video as well as audio, this is more interesting. So, | always want to
improve whatever | present to them... When | find a better thing, | want to do that
better thing. So, | find myself in need of new equipment or in need of something else
(Technological Reflections, 17.03.2068L1).

In her teaching, we see her encourage learner initiative, and assign tasks that
motivate students to breaaway from textbooks, thinkand innovateto achieve
certain learning goalsWe see examples of this rer media class when she asks
them to develop imaginary news scriptgh the help of the vocabulary that they
have learnedor when she provides them with silent clips, and encourages them to

produce their own pieces of news using Windows Movie Maker.

6.4.2 Insecurity vs. Resourcefulness

An explicit polarity in Hebabés data is t

ICT user, she also talks about her insecurities. We notice that she is aware of the
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sources of these feelings, and tries to find ways to oweecdhem. As a determined
user of ICT, it is not surprising to see that she is heavily dependent on ICT in her
teaching. Much of her material is now compthiesed, and some of her classes, such
as advanced colloquial Egyptian, are entirely dependenteonsh of digital media.

Technical failures are, therefore, a major source of tension, stress and, anxiety.

| have reached a stage where | am so dependent on this material... that if anything
happens to it, there would possibly be a large portion of thesck wher e | wol
know what to do (Interview, 25.02.200812).

In a different context she affirms:

When this happens, itods a probl em; t ha
somet hing, and suddenly we <canodot 8use it
H13).

Like the majority of teachers in her context, Heba encounters challenges associated
with technology use, but she is in a constant quest for means of overcoming
perceived difficulties. Evidence of her resourcefulness appears across her data. For
example, she used to store her material, particularly the large medtia files, on an

ALI server. When it collapsed, a considerable portion of her digital media was lost,
an experience she describediaa t r aSheetldoygbt.of getting an external hard
disk, started saving her work on DVDs, and moved around her classes with a USB.
When her USB caught a virus, and her office computer got infected, the latter had to
be reformatted, and again, she lost some of her work. At that point, she thought of
using WebCT (now Blackboard) to keep her work on, and started actively learning
more about it. At the same time, she continued searching for secure ways to backup
her material. As a determined and resourceful user of digital tools, it is not surprising
that she B0 considers technology failures as opportunities for learning and
development.

| al ways feel that there is something th
| ear n. They [technical probl ems] make me

There is still more | need to learn (Interview, 07.11.2007A4).
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In fact, Heba recognizes progress in her reaction to technical problems. For example,
during a recall session, we were watching a clip in which the video image from an
Al-Jazeera news bulletinddenly disappeared from the smart board. Recalling the

event, Heba commented:

| have to admit that | did not develop tfEhysical] reaction that | used to get up
until last semester.when | am in a situation like this one here. | have to admit this
did not happen to me (Recall, 16.04.20885).

In a different context, referring to her previous anxieties, she mentioned:

They could happen before... Now, | got used to this... and we [Heba and her
student s] woul d tal k about b doonhdty ekanho,w twhha

no, before, | would be shaken, | would sweat... (Interview, 07.11.RAGj/

Evidence from Hebabs data reveal how she
the challenges that she faces in the process of adoption, and isefleriaigh to
adapt her teaching for the most efficient use of technological resources.

While using digital media in learning and teaching, Heba recognizes the diverse
needs and backgrounds of her learners. She is attentive to differences in their
learning styles, and alters her teaching accordingly. Her experience with her all
Japanese class is an example. Initially, they reminded her of herself when she was at
school , 6qui et and compliantd. Over the

Japanese diients learned better when they viewed the printed text.

There is a huge emphasis on the written word. | think this is a different learning
style. The way they learned was not at all dependent on listening. At the beginning of
the semester, we started wliktening but they really had problems with it. Maybe
due to the nature of the language, in addition to the way they have learned. They
need to see the word, and [use] the digital dictionary (Recall, 19.05.2008/

Initially, having no experience otaching allapanese classes, Heba was not sure
how to employ digital media to meet their needs. Remembering how frustrated she

was, she explains:
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i Wh en | first started wi t h t hem, | real
H18).

Considering their smific learning needs, Heba added a marked visual element to her
teaching. She started writing more on the board, in addition to transcribing the texts
of the audio pieces. She also tailored a special activity for this group which she
called OLliewé&n wmelr ot hey | i stened and a°
every word on the page making sure that they had heard it. Such activity was not
used in her other <c¢classes, but refepedci f i c &

learning style. Towartheend of the semester, they made remarkable progress.

This class is the one where | have seen the most progress... and have been touched by
the progress that they have made. | still remember the first day... and the first week
when we started watching theews... Honestly... | am proud of thefRecall,
16.04.2008H19).

Heba is not only a resourceful teacher herself, but also encourages her learners to be
s0. She invites them to try to find ways to meet the CALL challenges they may face.
For example, when stwe of them had problems working on certain assignments
using Apple Macintosh, she encouraged them to spend some time searching for
solutions to their problems. Later, they came back describing the experience as very

useful.

6.4.3 Experimentation

He b a 0 s inafian tarel resourcefulness are manifested in her continuous attempts
to experiment with different tools. Trying things out is her way of combating fears,
and progressing forward. When asked if she had the courage to experiment with

different media, she sponded:

Yes, | like to experiment with things, of course... and see if they will work out (Recall,
20.02.2008H20).

In another setting she affirmed:

145



I might possess a bit of courage that allows me to experiment with new things, or
things | have not usedbefore. This applies to technology as well (Interview,
28.05.2008H21).

Like most of her colleagues, when she was told that classrodhes/Adtl were to be
refurbished and turned inBmart classroomsshe felt anxious. However, she slowly
discovered thiateaching in such a new environment required some courage and

adventure, and that it was all a matter of frequent experimentation and practice.

I té6s a mat t eing acbit adgeoturoaid Samgbosgltiag in front of a
machine, a computer for exaia, for a long time, playing with it, trying this and
trying that (Technological Reflections, 17.03.2082R).

When asked specifically about her own practice and whether being courageous has
supported her ICT adoption, she responded:

Yes. | developed mypmctivities for the first time. Well, | thought | would experiment.
Some things were successful, others failed. Many things involved [the use of]
technology (Interview, 28.05.200823).

Observing Hebabs practice, w eriod she has e t h a
introduced tools, materials, and activities to her classes for the ifinst £or

example, she was videecorded as she was using Skype for the first time to conduct

oral proficiency placement interviews with overseas learners of Aralgioa Hlso

introduced new Arabic media websites, and satellite channels to her students.
Further, she introduced the news anchor activity to her media classes (featured in the
earlier description of her class), where students were expected to developvtheir o

scripts based on specific pictures, and present them to the class with corresponding
images displayed on the smart board in the background. One of the objectives of the

activity was to prepare them for their independent Windows Movie Maker projects.

6.4.4 Responsibility

Hebads determinati on, resourceful ness, 3
related to her sense of responsibility. Throughout her journey of ICT implementation
and development, we see her take initiative without holding high expectations

146



other parties, including her own institution. Yes, she likes to be given opportunities

for ICT professional growth, but she also recognizes the major role to be played by
the teachers themselves. She believes that teachers should take responsibility fo
their own learning, and is, therefore, not in favor of-dopvn institutional

arrangements for ICT teacher collaboration.

If everyone is really involved, we will definitely talk to each other. When | know that

there are several teachers interested isthiand are | earning ité |
not see a specific role for the department here (Technological Reflections,
17.03.2008H24).

I n addition, Hebabs data reveals ample
responsibility for their own learningn fact, one of the distinctive attributes of
Hebads teaching is placing the technol o
presence in relation to the tool and the students is characterized by this transfer of

ownership. When asked about the learningestythat she encourages, she mentioned:

That they [learners] become independent, as much as possible. That they bear the
weight of their own learning. They can come and ask some questions, and we can try
to work on them together... but essentially, theyehavsit by themselves, with the
thing that they are reading, listen by themselves. In my opinion, this is the most
useful thing (Interview, 01.07.200925).

On another occassion, Heba asserts the importance of assisting learners in becoming

independent.

| think they have to understand that they shoulder the bigger burden. In other words,
they bear the weight of their learning. | will give them things that will help them, but
in essence, the work is theirs, and if they make progress, then it is theyoghesp

not | (Interview, 01.07.2008426).

Throughout Hebabs dat a, we notice that s
her learners make some decisions. For example, Heba always had the dream of
giving her students access to the audio and vidainmal that she was using in her
colloquial Egyptian classes, in addition to developing materials that they could work

with on their own. As she started using more technological resources in her teaching,
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such ideas were no longer impossible. With a sgrallip of teachers, she designed a
computerbased colloquial Egyptian course on DVD, which every student could use

and keep.

Each student will take a [DVD] exactly like this one | work from. It has...
[everything] on it. Of passiblerwgheut this thpe ef wo u |
technology (Interview, 07.11.200M27).

Heba not only gives students access to the material that she develops, but also
engages them in activities that allow them to become immediate producers of
computerbased work. For exaple, we see her assign a final media project based on
Windows Movie Maker, and ask students to use their cameras and camcorders to
record their experiences in her Egyptian colloquial sessions.

Wel | , I f it doesnot h a e a psgchological gne.i. $hei ¢ 1 1
sense that they come up with a product. When it is developed so that they record
[their voices] to accompany the pictures, and it is presented as a final project, this

hasa most beautiful effect on [their confidence]. Theydgiae fromthe course with

a prodwct in their hands, and presetitat product to all the students their class..
(Technological Reflections, 17.03.206&8).

Hebads support for | earner autonomy mean
boundaries, rd the transition between the classroom and the outside world becomes
seamless. We also notice that because she teaches Arabic within the target culture,
she tries to harness the opportunities presented by her cultural context. She believes
that providingstudents with chances to interact with people as they prepare their
projects is important for their language development, and that studying in Egypt

facilitates such interaction as she generally considers Egyptians to be approachable.

Placingthe technotpy i n t he | earnersd hands and gi
own | earning is a reflection of Hebabds ¢
teacher in relation to that of the learners. Although she encourages learner
independence, she does netiéve that technology nullifies the role of the teacher,

whose presence remains essential to management of the teaching process.
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ltés not true that technology cancels oL
things 1in the c| atfgnctionowithoyi ;g grésénteyevew dafu | d n
technology is utilized. Yes, now, | feel that without ICT, the quality of my teaching
would decrease, but | still have a role in the class. | still have a role in the teaching
process (Technological Reflections, 1372ZD08/H29).

According to Heba, a teacherds role is e

responsibility for their own progress, and help them become autonomous.

| like it this way. | came to understand that my role should be redaseaduchas
possible and thahe [the student] should be doing the work, for after some time
neither | nor any other teacher will be with him. So, he should learn how to go away
andresearch. He should know how to ask others and this will be the thing that | have
taught him (Interview, 13.02.2008/30).

In fact, she defines an effective teacher in terms of his or her awareness of the active
role of the learners in the educational process. Her perception of the qualities of a

good teacher may be encapsulated in élewWwing statement:

He has to know how to engage the students, [and] let them do the work, do the

questioning, and do thesearching... (Interview, 01.07.200881).

Hebads conceptualization of the role of
see her students use the electronic resources they are familiar with, or which she has
directed them to. We notice that she advocatestaskd learning where students
gather information, engage with others, and present a final product using available
technol ogi es. I n such activities, Hebaos
learning, monitor progress and provide assistance when needed. The following
exemplifies her understanding of her role in relation to that of her learners:

This week | askedach of the studente present a song, [to consider] how they will
deliver it in class, and how they will talk about it. | asked them to ask people about it,

to practice speaking... possibly ask their neighbors, and ask students down in the

Fountain Aregl at AUC] . . . ask professors... who
that . . One of the girls told me she wan
childrenbs songs are there?0 [she asked]
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seeo. Anywavedshe seattch and search, an
somet hing called 6Mama zamanha gayyad [ M
something |ike that?0 | responded: fAThat
you come back witeée «aied,i nfloutmawii lolnoy o ®hh

the vocabul ary, and so ono. H82. s 0, Il r e

Examining Hebabds role in this specific e:
but gives the students freedom to choose tmigs, to consider modes of delivery,

and to experiment with different tools. She asks them to engage with people, but
again leaves selecting the individuals to the learners. When her student told her she
wanted to work on a wadgestodefa heg butemaouraged s h e
her to search, and directed her along the way. She then approved of the song that the
learner had chosen, and agreed to support her when the latter, herself, requested
some assistance. Observing the presentation of thislkcdr ends song i n
notice that the space given to the learner was manifested physically. While she was
sitting at the front addressing her colleagues and managing the equipment, Heba was

at other end of the class taking notes and monitoring oitera

Further observation reveals that her cognitions about her role in relation to that of her
learners, reflects constant interaction and collaboration between herself and them.
She often shares with her students what she discovers of relevant teghaoldg

points out its educational value to them. The following is an example from one of her

media sessions that | observed:

Heba informs thenthat the BBC has launched a new Arabic TV station. She also
tells them about the podcast service on the Interaptl how it is a beautiful
opportunity to practice listening as well as an excellent chance for more reading.
The students seem impressed (Field notes, 12.03.2Q33/

Her learners, in turn, update her with technolbgged information. They may
suggst useful software or give her tips on technical matters. They also introduce her
to online newspapers and radio stations, in addition to the educational potential of

some Web 2.0 applications, such as You Tube.
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| too often benefit from their experiencés. get t o know websites
before. [For example,] | got to know that there are American online magazines
which are never printed. You only get access to them through the Internet
(Technological Reflections, 17.03.20684).

On a separateccasion Heba mentioned:

Today, | just learned that there is a website through which | can send large files to
the students. | learn many things from them (Interview, 25.02. 2BH/

Given Hebads rel ationshi p wttheyalsdhicemetol ear n
her assistance in case of technical breakdowns, as documented in her observation

data.

...Heba then asks them to switch on their computers and go to the video section. She
candt see the website on hshecarsonly gekethe. One
thing on the smart board... (Field notes, 11.05.200883).

Earlier, |1 discussed how Heba feels that her reactions to technical failures have
gradually decreased in intensity. Her perception of her role in relation to that of her

leaeamer s may be a significant factor . |t
audi enced6 watching, and therefore, judgi
are as active in the educational process

interacton with her learners, we understand why they no longer constitute a pressure

on her tomakeuseof the facilities in the smart classrooms.

In the beginning, | felt that | had to use them [smart classrooms]. Yes. But after that,
No. No big deal. A day miglpass without us using anything [in there] (Recall,
20.02.2008H37).

Heba may no longer feel obliged to ushnologywith her learners, yet she
continues to perceive theas a source of motivation mainly because of their
generally high levels of comper competence. Specifically, students influence her
adoption of new ideas through the technological advancement that they represent.

Her constant interaction with them, gives her insights into the kinds of tools to be
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used, and those to put aside. Formnegke, Heba stopped using cassette tapes after

noticing that none of her learners actually owns a cassette player.

It might be the influence of the learners. The influence of [digital] advancement.
They tell me |[referring tsoedcatscs elidwe pd rae
things like hat. This used to hurt (laugghTowardthe end, there was a generation

[ of | earner s|] t hat real ly di dnot Know
(Interview, 28.05.2008A38).

It should be noted, however, that althoughbHe6s t eaching i s c¢hé¢
transfer of ownership and giving learners responsibility for their own learning,
evidence of shared responsibility remains marginal. From talking to Heba and
observing her classes, we notice that she is still in the stadyes of developing a

refined understanding of how ICT may facilitate learner collaboration.

Student collaboration. This is one of the things that | have started doing, that | divide
them up. I n the past | di dnéoédgrodps, werec h t h
they search together, and work together (Interview, 13.02.2488).

6.5 Teacher Cognition, Practice, and Context

This section elucidates the i mpact of He
about technology integration, and sheds lightthe role of particular contextual
factors in causing dissonance between cognitions and practice. The following central

themes are discussed.
A Institutional Philosophy and Policy
A Time
A Technical Support

A Teacher Collaboration

6.5.1 Institutional Philosophy and Policy

In spite ofher conviction that Arabic languaggachershouldtake responsibility for

their own learning, and hefmcal opposition to togdlown arrangements for teacher
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collaboration for ICT development, Heba identifies a degree of institutioppbsiu

as necessary for adoption. She confirms that her workplace plays a significant role in
fostering her ICT development by providing a context for both learning and practice.
The ALl is a center of ubiquitous computing and networking, where both teacher
and students have access to a wide array of technological tools, and every language

teacher is entitled to a personal laptop.

Of cour s e, wi thout this institute, I don
learn these things (Interview, 25.02.206810).

Reflecting on her workplace, Heba thinks that in theory, the program promotes

technology integration, but in practice, there are obstacles.

| feel that the mstitute is willing to pay greater attention to the issue of technology
There might stillbe some problems in practicBut the orientation is towardsing
more ICT(Technological Reflections, 17.03.206811).

Heba is not aware of a clear technology implementation plan for the Institute and is
not sure if there is good communication betweenGALL Unit, the administration,

and the teachers when it comes to technoledgted matters. In fact, she finds
herself somewhat distant from the Unit, and resorts to them for technical assistance
only. When asked whether the current structure of the AlLterms of its internal
organization and scheduling system, helps her develop with respect to ICT use, she

responded:

With difficulty, with immense effort on my part, with giving a lot of time on my part
at the expense of other things | could do at hdifrechnological Reflections,
17.03.2008H42).

In a different context when she was asked whether she had ideas for celpasetbr
Arabic language material, she mentioned:

Yes If | can concentrate on thig it were my only task will possibly come upith
things... ideasBut to do this [ICT materialdevelopment] on top of that [her regular

teaching].. For example, | am working on the colloquial [DVD] materiah, top of
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that [teaching] | am tired, tired, tired. | cannot tell you how tired... (Intew,
07.11.2007H43).

Given the contextual constraints encountered by Heba, we understand that her
continued ICT development is very much a function of considerable abilitgraatl

determination.

6.5.2 Time

A further aspectvhich cannot be separated from threa ofinstitutional culture is
time. On several occasions, Heba has identified time as the main obstacle to her ICT
development. As such, it is also a primary source of incongruence between her

cognitions and practice.
The most obstructive factor isrte (Interview, 13.07.2008144).

Heba needs time to observe other teachers use ICT, or even to travel for more
exposure; she needs time for exploration and experimentation; and she needs time for

preparation and matersadievelopment.

If only | could getpartial time release to go and attend classes, listen, attend foreign
things andseenew methods or even travel. Currently, this is not possible for us
(Interview, 13.07.2008A45).

Her us age sedfinah ihdcationeof the wéight she places doservation
as a method of leamg. Further, in relation to a WE (now Blackboard) account

that she has set up, she mentions:

They [AUC] actually opened an account for me, and | started uploading things onto

it However, I don&tt olppweda .t il medotndtupepdkatcd
unt il now | havendédt had enough time to s
Checking Interview, 02.04.200846).

Similarly, upon completing her questionnaire, she added the following note at the

end:

| needtime to be able to develop my computer skills, and to be able to practice

everything | learn (ICT Questionnaire, March 206¥47).
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6.5.3 Technical Support

Lack of technical support poses a challe
recurring theme in hedata. We have already seen how frequent technical
breakdowns and lack of adequate assistance account for her feelings of insecurity.
Although she tries to manage such feelings in different ways, the challenge remains,
especially as she becomes increaginigipendent on these tools in her teaching.

Heba also needs technical assistance as she develops her cdrapeteteaching
material. In the past, she was willing to work on both the pedagogical and the
technical aspects of her projects, but after a deling experience in developing
digital material for her Egyptian colloquial classes, she came to the conclusion that a
qualified and cooperative technical team is much needed to help her translate ideas
into practice. Given the time that she spends takmgrses on detailed technical

matters, she affirms:

| prefer to focus all my attention on the pedagogical (Interview, 13.07.2008/

6.5.4 Teacher Collaboration

Throughout her professional journey, He b
shaping her agnitions about ICT, and in supporting her learning and practice. She
describes their influence as both psychological and pedagogical.

In terms of shaping her early cognitions about technology, Heba remembers the
pivotal role played by Waheddee sectiorl.2)in constructing her cognitions about

the role of ICT in teaching Arabic as a foreign language. During the early years of
her career, Waheed, the then head of the CALL Unit, encouraged her to use
computers, showed her how to operate them, includednhéis ICT materiad
development team, and directed her to the various training sessions around the

university.

Thanks to Waheed, | liked computers more, and worked with them more. He included
me in his projects... and showed ewerything | needed to able me to work with a
computer... (Interview25.02.2008H49).
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Waheed also helped her overcome fears, and she passes on the advice he offered her
t o fellow teachers facing similar chal
adventurousness, and passfon experimentation, might all have originated from

Waheedds constant encouragement during hi

This is one of the areas where Waheed always gave me support. | used to have fears.
Honestly, | am much better now. He usecékta cour age me a | ot [ b
make it. It does not make us... We oper a

fears | had of the machines disappeared (Interview, 25.02. 2083/

With the passing of years, the fact that she still quotes/bivatim is emblematic of

the profound impact of these early experiences on her cognitions and practice.

At present, Heba is currently surrounded by small group of technakigy

teachers who have a significant impact on her professional life, and whpgert

seems to compensate for the relative absence of the language program in this area.
Heba believes that itifan excel |l ent t hi ngHl5l)(thatnt er vi
teachers in the language program exchange ICT ideas, share new experiences, and

comet o each ot herébés assistance.

We share. Whoever learns something new, mentions it or shows it to the others
(Interview, 25.02.2008A52).

Specifically, Hebads coll eagues are her

well as heffirst resortwhen excountering difficulties.

As for learning and development, teacher cooperation is manifested in areas like
exchange of sources (e.g. new websites, TV channels), methods and techniques (e.g.
recording directly from the Internet), and ideas for activitieg. (@sking students to
individually select pieces of news from certain websites, skim through them within a
specific time, and tell the class about them).

Within her own context, Heba tries out what she observes of new ideas, modifies
them, and shares ftime with colleagues. As an example of how new ideas are

disseminated into the system, she mentions a video presentation activity that she
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introduced in her colloquial Egyptian classes, where students used their cameras or

camcorders to record their experieacand later present them in class.

The idea was at the very back of my mind. What brought it forth and made me
actually seeit with my eyes was... [a] workshop. After that, | modified it. In the
following semester, we [Heba and her students] added i@ gsroject in the
colloquial class, and included it within the curriculum. It further developed and later

| heard that the same idea was used in other classes (Technological Reflections,
17.03.2008H53).

Agan, we not e t hsedindisagnghbefb atbhse pvreerfberéence f o

and modeling as methods for ICT learning.

6.6 Summary of Teacher Cognition and Technology

This section summarizes the salient then
research questions and the theoretical orientadfothis study, these themes are
addressed in relation to her early experiences as a learner, teacher education,

classroom practice, and work environment.

Since childhood, Heba has faed learning through observation, modeling, and
practice. This has rermed with her until the present day, as she voices a need for
time to observe technology use outside her teaching context, and to learn about ICT
through experimentation. During her early schooling years, Heba grew up with
prevailing notions of transmississt teachers, though as a foreign language learner
she remembers favoring an active and engaging teacher who maintained a degree of
closeness with her learners. With and without the use of digital media, these are

among the distinctive characteristicshefr teaching in the present.

The TAFL postgraduate program, and particularly the teaching methods course, had

a transforming influence on Hebads peda:
teacher and the learner were reconstructed. The change happemeghtnew

theoretical understandings, exposure to other MA students, and the practice of the
tutor himself. Again, observation of others was key to her learning. The course also
introduced her to learning technologies, and marked the beginning of heeyaafr

ICT implementation.
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Heba believes that ICT plays a major role in enriching Arabic language teaching and
learning, especially in the area of listening and speakhgsurprisingly, her
technologyuse is character by aremarkablesense of determation. However,
technical breakdowns create a perpetual state of insecurity, especially as she has
become increasingly dependent on digital media in her teaching. As a resourceful
teacher she is constantly searching for ways to rise up to these chakewgts
proceed despite the difficulties. Presen
students may contribute to lessening the detrimental effect of technical failures.
Determination and resourcefulness are reflected in her continuous expetionenta

with technology, which is her way of combating fears and advancing in ICT.
Responsibility is also a characteristic
expects institutional support in certain areas, she recognizes the responsibility of the
teachers for their own development, and is, therefore, not in favour edawp

arrangements for teacher collaboration.

Hebads cognitions about I CT use are refl
a learning style whereby students are responsiblehfgir own learning. She also
encourages them to experiment with different digital tools, and to try to overcome
technical barriers that they may encounter.

Within her contextHeba enjoys access to a wide range of technological resources
which she percges as indispensable for teaching and development. In her attempt to
leverage digital resources for meaningful learning, she is confronted by a number of
barriers. These are mainly associated with institutional philosophy and policy,
scarcity of time, andack of technical support. As a source of psychological and
pedagogical assistance, colleagues play a key role in shaping her cognitions about
technology and supporting her learning and development. We may, therefore,
conclude that her main sources of IQ&arning are all informal: her own

experimentation, her learners, and her colleagues.
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CHAPTER 7: LAILAGS COGNI TI ONS AND TECH

71 A Vi sit to Lailadés CIl ass

I t 6s a 12i30. fTHe sstudantsthave just come back from their lunch break

ready fo the colloquial Egyptian class. They sit in two parallel lines facing one
anot her . Laila sits at one end of the cl
and the document camera adjacent to it. She places her things next to the computer:

a digital desk clock, the student attendance register, a stack of photocopies, on top of
which is a small sheet of paperdompactArabic handwriting, probably her lesson

pl an. At the other end of the <c¢cl ass, and

we seea large smart board.

Laila starts the class by asking the students if they have any new stories or
interesting anecdotes to share. The class listens attentively as Martin explains how
taxi drivers in Cairo never understand his Arabic pronunciation. H& sagybe it is

because of his language or the sounds from the cars. Laila repeats whatshe say

i ntroducing fiNei ghePdskeaoi B¥és, l ots of s
Nora, obviously of some Arabic dmbcgi n, a
Laila gives the various translations and highlights the ones most frequently used.
Nora explains that she hastmoved in yet, as there is nutérnet in the apartment.

She adds that she will calielandlord on the following day. Laila smileapds and

repeats the words of the student with minor corrections. Nora looks at Laila, asks for
the translation of the word Ohdtesheahasd 6 i n
demanded from the landlardlaila says she is strong, as she has demandedisg m

things, and they laugh. Laila asks if the rent is high and Nora says it is 4000
Egyptian Pounds for three rooms. Laila turns to the class and asks if this is a
reasonable price, and they agree that it is. Nora continues with her list of demands

and sag she will have the apartment cleaned today. Laila asks if there are any
insects like cockroaches there. But the student says no. David asks what a cockroach

is, and Nora gives him the translation in English. Laila sa@engratulations, and

explains thatthe phrase is used when someone has new things, whether they are

apartments, cars or clothes etc.
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Laila says they wild!/ return to Martinos
donot understand his pronunci atancand They
Martin repeats some words to Laila. She
American. She pronounces the woadjain and he repeats. Peter gives examples of

other Arabic words that Americans pronounce wrongly, while Laura says that she

had t he same problem two years ago. Lail a
she uses much simpler alternatives. Laila and the whole class laugh. Laila asks if

they have other stories. Emma says she will be going to Luxor next week before she
returns to he US, because her mother, who is a teacher, wants some photos to show

to her students.

Laila then suggests that the class go out for lunch together and, at the same time,
have the class session outside. She asks what day is suitable, and negotieges diffe
options. David asks if there is a special occasion, and Laila says no, but that they
will sit together and talk, all in Arabic. They also discuss where to have lunch and
whether they should take a taxi to save time. Laila says they will talk fumtities

following week.

Laila tells the class they will move on to the presentations. The computer is on now,
the Iights turned off and the studentsao
to sit next to Peter, leaving her place free for Emma. Whaelatter uploads her
presentation on the teacherds computer,
says she has been to Greece. Emma presents her PowerPoint on the smart board.
She talks about the slides, and gives brief descriptions of the glaedsas been to.

While Emma delivers her presentation, Laila intervenes unobtrusively, from time to
time, to repeat words or phrases correctly, provide the Arabic translations of a
couple of English words, comment on a picture, or ask questions to caefitam
information. The student talks about a certain theatre, and Laila says there is a
similar, but smaller, one in Alexandria and asks if anyone has seen it. In the end,
they all give Emma a round of applause. Laila asks about the food and Nora and

Emna discuss the differences between Turkish and Greek food.

They proceed, and Laila says they need t

they had started in the previous session. She reminds them that everyone will think of
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a job, and that the rest tiie class has to figure out what it is. She tells them that the
first objective of6 whitdh eher preseinsg tens
to have fun. Laila has a blank Word document on the board now. Nora thinks of a

job and the rest ofhe class starts asking her questions using the present tense. If
necessary, Laila repeats the questions with corrections. She also joins in to ask a
guestion or two. Laila types the new words and they are displayed on the smart
board. David volunteers bigays he does not know what his job is called in Arabic.

Laila says he can say it in English afterwards, and they will all figure out what it is

in Arabic. The class starts questioning him, and Martin guesses that he is a driver of

an aeroplane. Laillaprodies t he word O6pilotd in Arabic
[ The game goes on. She encourages stu
Peterds turn now. He thinks of a job, b

seems to know the answer.ilaasuggests to her that they ask more questions, and
later gives her the chance to provithe answer. Towarthe end Martin tells Laila it

is her turn to think of a job, and David tells her not to choose the job of a teacher.
Laila thinks of a job and #hclass starts asking her about it. After some time, Laura
arrives at the right answer, nurse. Martin asks Laila if she can type the word and she

does.

Next, Laila says they will have a general overview of the usage of the present tense,
and puts up a PowBoint presentation. She moves through the slides, and talks
about the characteristics of the present tense in Arabic using animated words. The
verb is presented within a rectangular textbox and the prefixes in hexagrams. As she
clicks, examples of verbsié the prefixes then move from the boxes to the center of
the screen indicating their association. Hereafter, full sentences enter slowly from
the bottom of the screen, and the tense sweeps in at the end in a different color.
Later, she presents slides Wwitnore elaboration on prefixes where each prefix is
connected to relevant examples using arrows. Laila also points out similarities
between the present tenses in Arabic and English. One student asks a vocabulary
question in the middle of the presentati@meprovidesthe answer and proceeds.
Laila says they will practice using these structures later. She tells them what they
will be doing in the following class. Before she dismisses the class, Peter asks her a

guestion about the difference between twolamwords. She says it is a beautiful
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one, and provides the answer giving some examples. In the end, she thanks them,
mar king the end of this class period. I

clock.

(Videorecorded session, (21..2008)

7.2 Teacher Cogntion and Early Experiences as a Learner

Lail ads early Arabic | an g wsehgokyeaesxvpeaher e nc e
father used to teach her at home. This gave her a good head start when she went to
school. However, over the course of her schaars, she lost interest in learning
Arabi c, and consequently her | evel we nt
traditional Arabic language instruction provided in Egyptian schools suffers many
limitations. For example, grammar teaching focusesa@nmon and rare structures

alike, introduces archaisms, and is not functional in terms of pedagogical orientation.

This leads to lack of motivation on the part of the learner, which in turn affects his/

her level of achievement.

Lail ads ne g aexperienee egect a strbng mfiluence on the way she
teaches now. As an Arabic language teacher she does not want her students to go
through the same process.

| think we mentioned this before, but negative experiences as a learner... Arabic
language curriala in schools, teachestudent interaction... has led to the opposite

[wanting to offerenjoyable learningpportunitie (Interview, 26.05.08L1).

In contrast to the way she was taught, Laila tries to raise student motivation and
foster an enjoyable awsphere of language learning. When teaching grammar, she
avoids uncommon vocabulary and less frequent structures, and draws direct
associations between grammar and writing. Introducing technology into her teaching
is a reflection of her attempts to brirffgetlanguage closer to learners, and to present

it in the most effective way.

In general, | try to detach grammar from the rigidity associated with it, and make it
appeal to the learners... | make them feel that it has a value and that they can use it

€ Gmnaatical rules are introduced in a simple manner. If possible, the sentences

162



would include a bit of cul ture or humor .

get lost in vocabulary at a time when we want to focus on grammar. | introduce the
rule using PwerPoint. The learners then produce similar structures, and we
gradually move on from there, so that, in the end, students use the grammatical rule,

or more than one rule, in their writing... (Interview, 24.01.08).
In a different context, the same caigpns were reaffirmed.

As for Power Poi nt and similar things, I
to be visual, and to enter their minds and stay there. | thought of using these tools,
for | really want the students to learn and retain what thaye learned (Interview,
26.05.08L3)

Laila notes that many teachereven specialized onesavoid teaching grammar.

Due to shortcomings iArabic languageurricula, psychological barriers are placed
between the teacher and the subject matter. Hézmehers have to be careful not to
pass their negative attitudes and beliefs on to their own students afterwards.
Recalling her own Arabic language learning process, Lailpleasedwhen she

succeeds in giving her students an experience that is diffesemher own.

7.3 Teacher Cognition and Teacher Education

Laila joined the TAFL program in the ALI without any teaching experience. The
theoretical background she was provided with, coupled with a short apprenticeship
experience gave her the foundation updricl she built her professional career as

an Arabic language teacher.

The first influence on my pedagogical beliefs was the theoreficahdation]
represented in the different TAFL courses, for | had no experience when | started...
As a teacher trained,used to take the students to the listening lab twice a week, and
that was the beginning (Interview, 26.05.08).

Naturally, TAFL work at that time did not include any elements of ICT, for the only
examples of technology available then were-teekd tapes, manual typewriters,

and one listening lab. However, her TAFL training provided her with the conceptual
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tools and understandings of effective second/ foreign language teaching, which has

since guided her quest for professional development.

Readingand attending conferences are fresh sources that stimulate my thinking.

Sometimes, | go online and download a certain article. | read it, it adds to my

knowledge, and gives me food for thought. Like doctors, teachers need to work
constantly on developingemselves (Interview, 26.05.Q%F).

7.4 Teacher Cognition and Technology Practice

The following wild.l address Lailads cogni
within her specific ecology. Upon examining her data, a humber of notable themes

emerge. Thse are
A Determination
A Insecurity vsResourcefulness
A Teacher Orchestration

A Identity, Representation, and Image

7.4.1 Determination

One of the salient themes in Lailads dat
sentence first appeared in AerchnologicaReflectiondo indicate determination for
continuous ICT development despite any obstacles.

Regardless of any technolegglated frustrations that take place due to many
factor s, I donodt think | can do without
experiencing their benefits and the pleasure of using them. Clock hands never move
backwards and God willing, neither will my journey (Technological Reflections,
18.01.2008L6).

At di fferent junctures of Lail adesirefoour ne:
harness opportunities put forth by available tools. From the early days of tite-reel
reel tapes and carbon copies to the present era of PowerPoint and You Tube, she has

made the effort to learn about the affordances of these technologiesefor th
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betterment of her teaching. Her commitment to-delfelopment is reflected in the

words she uses to describe h#itude towardising digital resources.

Occasionally, | may have some fears, but | always try to curb [them] and to conquer

new areas ofCT (Technological Reflections, 18.01.2003j).
In the context of a major technical difficulty she encountered, she remembers:

| started again from scratch, armed with memory, experience and hope
(Technological Reflections, 18.01.2008).

And when askedbout her ambitions, she affiimstiiat her e i s no | i mi t
24.01.2008L9)

Laila explains that when Arabic language classrooms were refurbished to include the

| at est technol ogi es, a joke <circulated ;
stupd t eacher so. |t was a funny statement
development. Somehow, she wanted to dispel that image, despite the ni@iimal

training that the teachers had received prior to the introduction of the smart

classrooms.

Laila affirms that she is in a constant state of learning and discovery, and that it gives
her a sense of achievement every time she successfully integrates a technological

tool to improve her teaching:

| enjoy it very much every time | learn something new. | esjldyng knowledge to

my experiences, and | also enjoy the feeling of achievement, and that | have reached
a higher stage on the endless ladder of knowledge (Technological Reflections,
18.01.2008L10).

One of t he main r easons sefl@lrdesphita pdssbes d et
challenges is its perceived positive impact on learning, particularly in terms of

raising student motivation.

| believe technology plays a major role in fostering the learning process and
motivating students. Presenting the matkem an attractive, smooth, and novel way

plays a pivotal role in acquisition, and age learned in psychologyit he mor e
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senseswengagd n t he | earning process, the more
| believe that introducing ICT into the leargjrprocess means increased use of the

senses, and thus better learning (Technological Reflections, 18.01L2008/

Referring to the value of ICT to Arabic language teaching in particular, she affirms
that digital resourceshavea d d e d | i f e (Inteoviews| 28.85200&/I2)ns 0
and hence enriched learner experience. Through images, sound, and motion there is
less reliance on papéased material, and classroom dynamics have changed.
Technology has brought Arab culture closer to learners and playsdaakable role

in improving the teaching of media lessons. Both teachers and learners now have free
access to the most dp-date information, in addition to a whole pool of authentic

material.

In media classes, technology is useful in presenting livermah.. In the past, | used
to cut from newspapers, paste, and photocopy. Now, | get it directly from websites
(Interview, 05.11.20071/13).

According to Laila, ICT has also facilitated teaching the derivational system of the
Arabic language, collocatian connectors, and all grammatical rules where there are
changes to be emphasized (e.g., additions or omissions). She mostly uses PowerPoint
animation to bring such language characteristics closer to her learners and help them
grasp the rules. The followgrsketches her use of this tool to explain the derivational

system, a central morphological feature of the language.

When a rule is visualized and motion is attached to it, it is better retained. | used to
present the derivational system in the traditiomaly using worksheets or on the
board, and | tried using colored chalk. However, when | present it using PowerPoint,
first | save time and effort... and [second] they [the students] understand much faster
(Interview, 26.05.2008/14).

Comparing earlier gugps of students, whose learning did not feature a technology
element, with those who are exposed to it now, she believes there is a difference in

the level of motivation to learn.

Students are more enthusiastic aboebd t he

[they say referring to her PowerPointrpsentations]. We switch off the lights. | feel
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happy when | see grammar becoming something attractive...[It] has always been
something boring and monotonous... So, when it becomes a source of enthusiasm to
students that is really nice. And enthusiasm brings about motives for learning and
remembering (Interview, 24.01.20Q8L5).

Learnerso positive r é&asedtmaterialsencoummge lheritol a 6 s
proceed in this direction. The more she makes usegydfbresources, the higher her

| ear ner s 0ecomes, and thd cycke nontimues.

7.4.2 Insecurity vs. Resourcefulness

Although technology opens up new vistas for better teaching, Laila does not feel she
can totally rely on it. Frequent technical breakdoWwase created a state of constant

insecurity, which necessitates keeping alternative lesson plans in reserve.

One is always afraid lest things get lost... There is a feeling of constant insecurity
(Interview, 06.01.2008/16).

Laila identifies such breakavns as a source of fear and anxiety, but at the same time
affirms that she has reached a stage efetarn. Digital resources have simply come

to stay. Integrating technology into teaching has become the standard that she strives
to keep, and settling fdess causes her to feel displeased with herself, unsatisfied
with her performance, and that she is being unfair to her students. The following

situation reflects these feelings:

| knew the classroom computer did not have the new version of Officeawed [my
PowerPoint presentation] in the older version. Well, the lesson was about dropping

t he 6 n 6-adjective ph@ses.. The PowerPoint worked but there was no
movement . .. The sentence appeared but t
presemation and found a piece of chalk... It felt like going five or more years back in
time... Just holding that piece of chalk made me feel | had returned to the stone age...
Just writing with it on the board felt very heavy. | had already surpassed thes .stag

So, | started writing the way | used to long ago, before my dreams, before my
devel opment . |l crossed out the O6n6 and d
pleasure, but [now] | had found a better option and got used to it.. | was frustrated

and pset (Interview, 01.07.200B47)
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In this example, it is interesting to note that she needed the animation aspect of
PowerPoint, and not just a straight presentation. The example also depicts her
feelings when she was unable to make use of these affosdakiteough technical
breakdowns shake Lailads confidence in t
the tools, which may be further evidence of her determination. In fact, as she says,
sometimes technol ogy 1 s b o tword® guiteoftesn,i c k n e
when a technical failure takes place, she finds alternatives by using other aspects of

ICT. For example, in her Arabic media class, if she has a problem accessing video
material on the server, she might change the plan, and askahegrieto switch on

their computers and log on to theJalzeera website instead. Reflecting on this, she

asserts:

Technology is both the problem and the solution (Interview, 14.05.2Q88/

7.4.3 Teacher Orchestration

Laila espouses a teachaichestrated@roach to teaching Arabic. She is at the heart

of activity, directing learning, and moderating interaction. Technology is used within

this framework, either by Laila or one of her students, mambisplayinformation,

and both visualization and anin@ti play a role in sustaining motivation and
enhancing understanding. Laila believes that with or without technology, the
teacherdés principal role remains the sam
In fact, one of theecurringthemes in her datis her perception of the role of the

teacher. According to her theory of learning, teachers direct learningetting

learners onto the right path, and leaving them move forward. She believes that
students carry the burden of responsibility for theirnolearning, and that the

teachers facilitate the process.

The role of the learner is almost the central one... | guide, get [the learning process]
moving, and withdraw (Interview, 29.05.20080).

Lail ads cognitions about esthdein her adakseooma s a
practice. For example, in her grammar classes, she presents the rule using
PowerPoint, runs some mechanical exercises, thercdegsolled ones, and finally

associates grammar with writing. In her media classes, she goes thraggloasr
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process of repeated listening to familiarize her students with the language of Arabic
media. After that, she asks them to turn on their computers, read a fresh piece of
news each, and present it to the class. She teaches them how to guess mwaning f
context, and make use of their knowledge of Arabic syntax and morphology to
understand new vocabulary. Laila explains that she teaches them these strategies
because in real life they will have to handle Arabic media independently, without a
teacher ora dictionary. In her colloquial classes, she introduces a topic and
encourages students to talk to one another. If they become silent or bored, she

intervenes, opens up new issues, and brings straying conversations back to the point.

Laila believes thatsing ICT in teaching allows the teacher to give students more
autonomy, and does not in any way reduce the role of the teacher as a guide, and a

director of the educational process.

When | ask the students to go online, choose articles and presenthibgrbgtome

the center of the class, not me. Il make
on the computers, have a | ook and

alters the role of the teacher slightly, but does not decrease its iamgert The
teacher is always preseand always directing, but halows them [the student$d

rely on themselves (Interview, 29.05.200830).

According to Laila, an unsuccessful class is one where the students are not active
players in the learning press. Sometimes the students arpriépared, unmotivated
or sleepy, and she finds herself doing most of the talking. In her opinion, this is not

effective teaching.

A teacher should be doing less talking than the students. The day | find myself talking
ma e than the student s, I tel |l mysel f:
05.11.2007L21).

Laila does not use just one specific method in her teaching, but adopts different
approaches. However, she prefers to start off with one small elemenipwahdasid
to it until the bigger picture is complete.

My general principle is stepy-st ep or starting with the

approaches to teaching, and there is no right or wrong method. For example there is

169



the holistic approach, were weegin with the general and then start breaking things
into pieces, the Gestalt. | learned through the theory of the brick, and | think it is
better. | start with the smallest thing and... build on it until we make our house... |
direct and lay the foundmins, and the students carry the greatest responsibility
(Interview, 26.05.2008/22).

From observing Lailads teaching, we noti
used in |light of her Ot heory ctass, aftene br i
watching the videaecorded news on the smart board, she asks the students general
guestions. They listen again, and she asks more specific questions, and so on until the
whole news item is covered. Further, her staterdeiearned through the theory of

the lrick, and | think it is bettd¥is an indication of the influence of early experiences

in shaping teacher cognition about teaching and learning.

I ask them questions that are not prepar
t hese peopl a6ubparfditheyanstvdr.ilt is kot important that they give

a complete response. They add to each ot
One bit after the other... One word after the other... | see this like the pieces of a
jigsaw puzzle..Thebiggest part comes later when we place these pieces next to each

other (Recall, 15.05.200823).

The 6theory of the brické is also eviden
Modern Standard Arabiand colloquial classes. For example, followingr h
PowerPoint presentation of grammatical rules, learners work on mechanical drills,
using simple vocabulary with focus on the specific structure that they have been
introduced to. They then gradually move to seomtrolled exercises, until they use

that particular rule, or more than one rule, in their oral or written work. Laila also
prefers teaching grammar within the context of reading and writing so that it is

Ameaningf ul and not a number ofL24).sol at ed

Lai | a Gstsated style liseguided by clear objectives. She believes that effective
teachers direct learning within a defined framework of educational aims, which are in
turn informed by factors such as the subject matter, level of the class, and student
needs.Like any aspect of teaching, ICT implementation should take place within a
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carefully designed structure informed by specific teaching objectives. This is

reflected in Lailads coherent | esson pl al

| have objectives and means with whio achieve these objectives. According to
that, | draw a plan for the class and design diverse activities. Each time is different
from the next. In my mind, there has to be an objective that | aim to realize in the
end, but separating objectives from isitites is a catastrophe (Interview,
29.05.2008L25).

Once learning objectives are identified, the teacher considers the most efficient
methods with which to achieve them, and ICT is considered in jis. What
technologies to use, ven to use them,nd for what purpose, are questions that
teachers need to have clear answers to before any practical use of ICT takes place.
Laila constantly subjects her adoption of ICT to-selfiew and reflection. She notes
critical incidences, moments of success, gnahts of failure. Day to day student
reactions affect her course planning and decisia@king. Therefore, despite being
guided by a coherent structure, her lessons are in constant evolution and the way she
integrates ICT into the curriculum is subjectt@mnge from one day to the next. This

is particularly evident in the time she spends modifying her PowerPoint presentations

t o meet the | earnersd needs.

Sensitivity to studentsd needs is one of
when planning &r lessons. Sometimes there are points of weakness here or there,
vocabulary that needs reinforcement, or specific areas in the homework that require

closer attention.

| f the | earnerso | evel i s | ow, I canot a

and read about peopleds opinion on the

exampl e] . That 06s incapacitati ngJazefrdhe s an
and come back with...o0. Thi §€26)i s di scour
In fact, Laila high ght s t he i mportance of <consider

when deciding whether to use any technology in the first place.

I f, at any point in time, I donodot feel t

teach in a normal, traditional wayr{terview, 26.03.2008/27)
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Laila also likes to communicate the objectives of her lessons to her learners.

Since they are all adults, they have the right to know what we are doing. | tell them:

AWe are currently working oandthepgresentor ci n
tense, and thisisasemiont r ol | ed act i v arheywrites abdut er t |
people he knows in hlge or carries out parallel activities (Interview, 24.01.2008/

L28).

With her course objectives clear in her mind, Laila altecsajusts her teaching in
accordance with what serves those goal s
learning outcomes and feedback as important indicators on her journey of ICT

integration.

| cannot describe my happiness when | #e the studentsre enthusiastic about
viewing a grammatical rule that | had prepared in PowerPoint, when | listen to their
feedback about what they see, and at the end of the term when | find their positive
feedback on the student evaluation forms (Technological Reflect18.01.2008/

L29).

7.4.4 Identity, Representation, and Image

Laila views TASOL professionals as ambassadors of their culture, and examples of
the educated Arab.

We represent the imagé the cultured, civilized Aralndividuals, and this image

has to be clar in... my appearance, my speech,aotyjons For example, if | am at a

party [with students and prayer time arr |
Il am going to prayo. I donét feel shy. I
awarenesglnterview, 29.05.2008.30).

The issue of identity and cultur al repr e
linked to the attitudes of some of her learners on the one hand, and her use of

technology on the other.

She highlights a perceptioshared by other teachers in the ALI, which is that
students who come to the Arab world to learn Arabic are sometimes |oaiied

negative attitudes towartthe region and its people. Their grenceived ideas are
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occasionally reflected in their words andhbeiour, and sometimes constitute an
obstacle to learning, especially when they do not view their teachers as competent

professionals or credible facilitators of the educational process.

You feel it sometimes in their manner, the evaluations, and [frau} jong
experience. They believe we are better in the language only. But even in teaching
methods... [they think] they are better... Sometimes there is rejection and criticism of
your methods, your own methods that you are specialized in (Interview,ZIR8/1

L31).

Laila gives the example of a student she had in the past in one bfdh@i nner s 6
classes. He used tokaker questions likefi Wh a t are we doing no\
objective of the exercise? \Wtteglta cestaine we

attitude towardher as a teacher.

She believes that because successful integration of ICT can improve teaching,
language teachers should harness the benefits provided by such educational tools.
Utilizing them becomes particularly important in learning emwvinents where the

majority of students already use them in their daily lives. Using technology becomes

a way of integrating studentsodéd preferred
learning, and in the context of Arabic language teachpegificall it is also a way

of making a positive cultural statement and dispelling misconceptions.

There is no doubt that technology is the language of [our] time, and constitutes one
of the most important aspects that distinguish an advanced nationdrbackward

one. The teacher like any other human beingis part of this world, and has to
catch up with the technologicaldaancements as much as ban, in order to
improve histeaching performance, and so as not to appear less experienced and
informed than hisstudents who- mostly - come from advanced countries
(Technological Reflections, 18.01.2003%72).

We may therefore conclude that, according to Laila, improving teaching performance
and presenting a positive i mage s f oneo

technology adoption. This might explain why she feels distressed and embarrassed
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when technical problems occur. In addition to spoiling her lesson plans and wasting

her time, such glitches tarnish her image as an Arab teacher and citizen.

I d o inkdthat thishis the right way [of handling technical problems]... that in
front of the students | stildl have to cal
or that for me. | feel very embarrassed and a lot of time is wasted. The students start
chating with each other... Actuallwed on 6t | ook good (L33nter vi

Her u swed isoah indication of this perception of a communal identity;

professional, cultural, or both.

On the other hand, a close association is observed betweemdlail s ense o
achievement and successful realization of educational goals, especially where
technology is used. She explains that generally, teachers always feel that younger
learners are ahead of them in terms of ICT, even in its simplest aspects lilg typi

speed, for example. She adds that given the negative attitude that some students
arrive with, when she succeeds in implementing leesonplans it gives her a
Opsychol ogi cal edgeo, and a sense of ach

Laila is against ostentatious use of technology to achieve this goal.

Of course, technology gives me some kind of psychological edge, as | present the
material in a way that reaches the minds and the hearts through the eyes. But this is
not the only [way]. In othewords, you can run a whole class without ICT and it is

still successful. Technology is not the sole source of this psychological edge, but one

of the factors, without unnecessary enforcement (Interview, 29.05 12803/

In fact, we may conclude that sperceives using technology for the sole purpose of
impressing others as a weakness or perhaps a sign-stloesteem.

I want to clarify that I dondot suffer at
introducing it when there is no place for laut | call for making use of the tools of

our time whenever their benefits and positive outcomes are evident (Technological
Reflections, 18.01.200885).

To Laila, using ICT in teaching is indispensable. She wonders, therefoyethere

are still teachex in the language program who do not use any digital resources in
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their teaching. Though she realizes feelings of fear and anxiety may be associated

with using ICT, she does not always find such feelings justifiable.

| hear from some of my colleagues,fatt a few of them, words that indicate fear

and panic of computer applications. They
ones, but all kinds of technology, even the very simple ones like the document camera

in the smart classrooms... | believe tfe®ling is strange and unjustifiable. In my

opinion, it is attributed to some kind of mental and psychological laziness, that
prefers to avoid things rather than trying to understand and learn them
(Technological Reflections, 18.01.20036).

This voca criticism of avoiding digital media in teaching Arabic might be explained

I n Il i ght of Lai | a-Geselopmentmand tdetemirtationt for s e |
professional growth. However, it could also be associated witpriter in her Arab

heritage and her dest to see Arabic language teachers reflect the best in their

culture, and ICT, as we have seen, is a way of achieving this.

In addition to using ICT to make a cultural statement, Laila believes that technology
i's 1 mpor t antprofessional anget ire geceraldhe Mew generation of
technologyversed learners constitufea posi ti ve pressureo (I

L37) on her to adopt innovations and continue to progress in this direction.

I never forget the day wlarethe ammpaterodoingmy st
in the classrooms? They are usel esso. Hi
and made me think of what these machines could provide for the students. Perhaps,
this is one of the motives that encouraged me to think of more e¥aysing the

technology we have in our classrooms (Technological Reflections, 18.01L.388/

However, the actual turning point took place some years ago when Laila was

assigned a listening class to teach.

| used to teach using audio tapes. [At thegioning of the semester] | told the

student s, as | al ways did for the past
audiot apes each, so | can record the homev
donot have tape recorderso.] Ifi.askeNdb: ofnh

these things...0 | asked: AYou dondét wuse
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does not use tapeso(laugh). |l wondered w
and she told me her students said the same to her... but [thenfneted@o use

Audacity. It is a program that can be installed on the computer, and we [started

using it] it for recording. It gives the option of exporting files as MP3, which makes

them quite small. The files are [now] sent to the student either by enthgybring

their memory sticks and we give them a copy (Interview, 06.12.289)//

Her concern about her image before her learners, whether for cultural or professional

purposes, is reflected in several ways, such as:

A Preferring to test things out awagom her students. For example, in the

context of learning to use WebCT (now Blackboard), she says:

I will try... first, just by myself, before telling the students about it (Interview,
31.01.2008L40).
A The frequent association between her feelings of eramment and iolass

technical failures.

A Her choice of vocabulary to refer to the learners in the context of her ICT use,

such as fAaudienceodo or fdApublico.

We also notice an indirect |link between
graduatesfom t he TAFL program, whom she refer
She recognizes clear differences between herself and them; so, whereas she has much
longer experience of teaching, they are more confident and competent technology
users by vitueoftn 6 nat ural 6 i ntegration of | CT i
the TASOL teacher training they currently undergo has a technology element within

it, which may provide them with the opportunity to transfer their-tdegay
technological competenciesto their professional lives.

The new ones, they all use technology much more than we do... To the extent that one
of them has a website, from which... [there are] links to many things. The alphabet...
I dondét know what . Tameinore ddvanded, or mostof thema t |

are much more advanced than us in these things (Interview, 31.01L200)8/

176



As an ambitious teacher and given her eminent status within the ALI, Laila perceives

0t he emerging gener at i on agfactortfor iatsgratmmg t hr e a
technology into Arabic language teaching. She explains that observing one of the
younger teachers in her classroom spurred her motivation for learning, and increased

her determination to improve her computer skills.

7.5 Teacher Cogniion, Practice, and Context

This section examines Lailads cognitions
main influences on her cognitions and underlines how certain factors can account for

the incongruence between cognition and practice. Itidnbte f r om Lai |l ads
she herself is aware of the possible role of her context in producing this dissonance.
For example, she expresses her wish to see her learners become more autonomous,
but realizes that she neither has the skills nor the timeetelob material and

activities that would enable her to achieve this goal. Another observation is that
much of what she believes to be important to her ICT integration is actually what she
herself provides to her learners. For example, she says that tvbddaasns about

new technologies, she needs ample opportunity to practice using them. When we
look at her teaching we see her give language learners a lot of time to practice, before
moving on to something else. This reflects the close association bgiegggogical

beliefs and classroom practice.

In light of this close relationship between cognitions, practice, and context, a number

of salient themes arise. These are:
A Institutional Philosophy and Policy
A LearningOpportunities
A Time
A Technical Support

A Teache Collaboration
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7.5.1 Institutional Philosophy and Policy

Laila believes that the ALI supports tea
ways. For example, it encourages the teachers to present at conferences, and invites
distinguished visiting professo(BVPs) every year to deliver workshops or training
sessions in areas of direct relevance t
However, when it comes to technology, the language program has yet to foster an
atmosphere that is conducive to ICT intdigna Despite some efforts, Laila does not
think that technology adoption is high o
clear plan for integration within the Institute. For example, she states:

Due to lack of sound planning in positioning equipmienthe classrooms, it is
difficult to use most of it with ease, if at all (Technological Reflections, 18.01.2008/
L42).

Also, she does not think there is good communication between the program, the
CALL Unit, and the teachers when it comes to ICT mat#&ecsording to her, much
technology was introduced into the ALI without the teachers being provided with the

necessary training to be able to use it.

Consequently, they may feel the pressure of working within highly equipped
classrooms, the pressure fromshrologicallyversed learners, and the pressure from

the younger generation of teachers who are apprenticed to them.

7.5.2 Learning Opportunities

Although Laila is motivated to learn more about the use of ICT in language teaching,
and to attend relevant traininghe does not think her workplace is supportive in this
respect. For example, she does not have the time to go to sessions, and when she

does, she is often unsatisfied with the quality of training she receives.

They should have a clear plan of introdugios to new and simple things in the
fieldé There are things I have | earned w
training has to be more structured... and it should be clear... one, two, three... What

this thing can do, and how it can help meaaseacher... there are many things...
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many programs. We need this. Even on Wednesday, during Assembly Hour,
something like that could be done (Interview, 16.03.2008).

Her beliefs about the significance of structured learning are reflected in her
percetion of efficient training, but they are also reflected in the way she runs her

classes, as illustrated previougly22; L23; L24).

753 Time

Over and again, |l ack of time appears as
technology. She needs time mainly feaining, as well as practice before actually

using what she has learned in her classrooms.

Constant occupation with teaching responsibilities and everything related to them,
such as preparing for classes and developing materials, in addition to jvgodki]
papers for conferences, all this does not allow for much time to realize all that |
aspire to learn in the area of ICT (Technological Reflections, 18.01.2@@3/

The need for time was asserted at the end of her questionnaire when she wrote:

| believe the ICT Unit in our department should allocate some time (e.g. Wednesdays
11:007 12:00) for training and familiarizing the ALI teachers with ICT materials
and skills (Questionnaire, May 200845).

Laila argues that training in and of itself is usslé the teachers are not given the

chance to practice what they have learned.

| wish | had the time... | wish... There are so many things that | really want to learn.

For exampl e, I | earned this OHotpotatoe
rememberanything about it, because after | learned it, | never practiced it... So, it

totally disappeared. So, it is not only education... Education, training and practice...

until | remember it (Interview, 31.01.200846).

She has taken WebCmhdw Blackboard) taining courses twice, but still does not use

it due to lack of time for practice.

That whi ch | practice and uuseeis forgottem e me mb
(Interview, 16.03.2008/47).
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Cognitions about the importance of practice for better learamgg reflected in
Lailads teaching. Through her oO6theory of
through different activities until they master what she has taught them. As such, she
gives them ample opportunity to practice what they have learngde Isame way,

she believes that for ICT training to be successful, teachers have to be given a chance

to practice what they have learned.

As indicated in Lailads dat a, |l ack of ti
TASOL computerbasedmaterial. She thinks there is a need for more work to be

done in this area, hopes to see a bigger repository for Arabic language teachers to
choose from, and looks forward to being able to refer her students to websites or
CDs, and leave them to learn on their oBhe realizes that it is very hard for her to

develop such content herself, mainly due to lack of time. Consequently, she is left

with the options of relyingonreadga de mat er i al , or getting
for her, though neither is readily aladle.

We may therefore conclude that, generdliila needs time for training, exploration,
experimentation, and matesallevelopment. In fact, lack of time could deter her

from further advancement in technology use.

Sometimes | fear that by developsmmething myself, | waste a very long time, and
therefore, 1tb6s better tadad48do without it

7.5.4 Technical Support

Frequent technical breakdowns are among the main contextual factors that affect
Lai | ao s towatdusing IGTdir teaching In light of her wish to represent the

best of her culture and given her concern for her professional image, we understand
the profound impact of technical failures on shaping her cognitions about ICT and
framing her subsequent practice. They gaeeieelings of embarrassment, and place

her under immense stress, particularly if such difficulties take place during a test, at
the beginning of the semester (before she gets to know her students), or in the
presence of a TAFL teacheandidate observinger session. In fact, Laila describes

a successful teaching session as one where teaching progresses smoothly without any

technical problems.
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This anxiety is always thereé Ever-y day,
based, and afraid that on that pgeular day it will not work for some reason
(Interview, 06.01.2008.49).

Although technical problems shake her confidence and provoke constant anxiety, she
can no longer envisage her teaching without the use of these technological tools. The
result is tlat she continues to incorporate ICT into her lessons, but is in constant

dread of such tools letting her down.

This, of course, annoys me, but | have already reached a stage where | cannot revert.
In other words, | will not ask for [the old] Lab 3 againor carry the cassette player

with me to class or record on audio tapes. | have reached a stage where | am

convinced of the path | follow... So, there is no reversion, but there is anxiety

(Interview, 18.11.2007/50).

75.5 Teacher Collaboration

Oneofthermi n factors that contribute to Lai/l
collaboration. Its impact on her learning far surpasses that of any other sources of

ICT education, including formal training. Laila has close personal connections with a
numberoftacher s i n the | anguage program, esp
generation of teachers. She prefers to exchange ideas with teachers of a similar age
group and also of, more or less, similar computer competence. This personal rapport

is manifestd professionally in their ICT collaboration.

There is a beautiful spirit and great closeness on a personal level. This is reflected
professionally as well. (Interview, 29.05.2008/1)

I n fact, Lailads coll eagues wwsengdCTtnhe o0ne

teaching, as observing their work gave her the inspiration to travel the same path.

Just seeing these things instigated the feeling that this dream [using ICT in teaching]
could come true (Interview, 24.01.200%72)

At present, Laila and sae of her colleagues exchange ideas, experiment with new

technological tools, and think of solutions to problems.
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[Teacher collaboration has] a major influence, as | told you. | learthot. For

example, ... | wanted to send a file to the students,faitetl. So, again through

talking... Shahira told me that Heba has a Gmail account that is large [in capacity],

and | do ra® 3o, | bperedv&naihso | could send things from it... and so

on. In other words, it [capperation] helps in many thing# facilitates many things.

Now, | know that Heba is trying to record directly to the laptop... and Kamal is
installing something for her, or has tried several software packages or so... So, | am
waiting to see what he asl $heowi lainddaft

have to go through all the stages she went through (Interview, 06.03LZR)8/

Laila hopes to see more teacher collaboration within the language program. She is
aware of the very busy schedules that they all have, aneéfdher suggests
designating a specific time once a week, or even once a month, where all the teachers
could assemble and discuss different educational ideas, especially those related to
integrating technology into TASOL. Her ambitions for ICT collaboratextend
beyond the physical boundaries of her environment to include Arabic language
professionals worldwide, as educators need to work together to provide more training

opportunities, and establish forums for the exchange of ideas.

We need more [oppomities for] ICT teacher training and sharing experiences at
the | evel of al | Arabic |Habhguamgei profra
online forum for TASOL teachers) (Interview 29.05.2Q0@3}).

7.6 Summary of Teacher Cognition and Technology

Thisset i on summari zes the main themes emerg
of the research questions and the conceptual framework that have informed this
investigation, these themes are addressed in relation to her early experiences as a
learner, her tedxer education, her classroom practice, and her work context.

In her preschool years, Laila was introduced to Arabic language learning by her
father. These experiences gave her a remarkable head start when she attended school
later on. However, the trathal educational system stas subjected toaused her

to dislike learning Arabic as it focused on rare structures, introduced archaisms, and

was detached from contexts of use. Negative schooling experiences have had a
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profound impact on the way she thas now. This is reflected in her efforts to foster
enjoyable and meaningful learning, and her use of PowerPoint animation in teaching

Arabic grammar is emblematic of these efforts.

Although the TAFL postgraduate program did not include any elements of
technology (as we know it today), the theoretical understandings gained during her
course of study guided her subsequent professional development.

Laila believes thathe use of digital media has transformed the teaching of Arabic
and O6added |3 d.e ddtereveallaaignsdetermimation to leverage
digital media for the advancement of teachimg languagé spite of any challenges

that she may encounter in the process. Examples of these challenges are perpetual
technical failures. They instigatéeelings of insecurity and necessitate backup
lessons plans, but do not deter her from utilizing technological resources for better
language learning outcomes. As a resourceful teacher she tries to overcome these
feelings and find ways around breakdowrsnstimes through using other forms of
digital media available to her.

Laila exhibits a teachesrchestrated style of teaching. She is at the center of action
directing student learning and mediating between the various elements in her
environment. Informe by defined objectives, her teaching is guided by structure and
organi zation, clearly observable to a vi
role are issues of identity, representation, and image. In her opinion, TASOL
teachers are ambassadofstheir cultures, who through effective use of ICT, may

dispel cultural misconceptions that some learners arrive with. In addition to her
cultural image, Laila is also conscious of her professional image, especially in the
presence of young, competentthaology users in her work environment: her

|l earners and O6the emerging generationd of

Lail ads context pl ays a <centr al rol e in
appreciates the support that her workplagpees her for overall professional
development, but thinks there is room for improvement with respect to technology
integration, particularly in terms of planning and communication. Among the
contextual barriers that she identifies are lack of time, lackstructured and

meaningful ICT training, and lack of adequate technical support. Nonetheless,
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Lailads coll eagues are an essential fact

well as a significant source of learning and support.
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PART Ill: UNDERSTAND ING TEACHER COGNITIO N AND
TECHNOLOGY

Comprising the two final chapters, Part Il draws on the witbase analysis
described in Part Il, and guides the reader to an understanding of teacher cognition in

relation to individual ICT use

Chapter 8 focuses on the crasse analysis and the discussion of the salient themes.
It sets out what we can learn about the relationship between teacher cognition and
ICT use by viewing the three profiles in conjunction. In this respect, the chapter
details thekey findings in this studythereby providing answers to the research
guestions that have guided this investigatiBollowing on from there, Chapter 9
presents themain conclusions derived from these findings. It also emphasizes
conceptual, metidological, and professional contributions, suggests areas with

potential for further research, and addresses some reflective thoughts.
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CHAPTER 8: CROSS-CASE ANALYSIS AND DISCUSSION

8.1 Introduction

The focus of Part IArticulating Teacher Cognition an@iechnologywas to present

three accounts of teacher cognition in relation to individual technology practices. The
within-case analysis allowed salient themes to emerge and led to-deptm
understanding of each partonwhgasaedof iC5. peda
Since the value of each case profile lies in its uniqueness, an important consideration

in this chapter is that teacher particularity is not eclipsed by the-casssanalysis

but instead further illuminated by bringing the threesecaeports together. By
examining the three case profiles in this manner the chapter offers comprehensive
answers to the overarching research question and fowquastions that have guided

this investigation throughout its various stages, namely:

What is the relationship between teacher cognition and the use of technology in

teaching Arabic to speakers of other languages?

A What i s t he relationship bet ween tec

experiences as learners?
A What is the relationship between teacbegnition and teacher education?
A What is the relationship between teacher cognition and classroom practice?

A What is the relationship between teacher cognition, classroom practice, and

context?

8.2 Teacher Cognition and Early Experiences as Learners

A consicerable volume of literature recognizes the imprint left by early learning
experiences on teacher cogniti@org, 2006 2009; Ertmer & OttenbreH_eftwich,

201Q Farrell, 2009 Graves, 2009 Johnson, 1994Lortie, 1975 Pajares, 1992

Richards & Lockhart, 1996Windschitl, 2002. OApprenticeship of
reflected in the thousands of hours spent in classrooms, contributes to shaping

perceptions of what constitutes good and bad practice.
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Recognizing the many years pfofessional practice completed by the teachers in
this study, and therefore the time elapsed since they themselves were pupils in a
school, we can expectheir case profiles to provide no evidence of the use of
technology in their early years of schoolinfgonetheless, there are accounts of the
impact which positive and negative preconceptions formed earlier in life, during
apprenticeship of observation, has on shaping teacher practice, including the use of

digital resources.

According to their case reps, although the depictions vary, the three teachers
studied within a traditional Egyptian educational system. Dalal and Laila in
particular, identify negative aspects of their schooling experience such as focus on
obscure grammatical rules, archaismerotemory, and protracted reading out loud
sessions. These activities were counterproductive, and eventually caused them to
dislike learning the language. Drawing on their negative schooling experiences, both
teachers decided to give their learners a diffeexperience, and utilize ICT to this

end (D3; L1; L2; L3). Laila, for example, uses PowerPoint animation to explain
grammatical rules in a simple and entertaining manner, before associating them with
functional writing tasks, while Dalal uses the docameamera to display visual
elements (in the form of drawings, pictures, and grids) on the smart board in her

teaching of new vocabulary.

In contrast with Dalal and Laila, Heba fared relatively well within a traditional
educational system and was goodAahbic. However, she recalls preferring her
engaging English language teacher to her distant Arabic language one. The possible

I mpact of apprenticeship of observation
doingd style, and dosecbneacteith stedents.cAskingthemn t a i |
to work on Windows Movie Maker projects, and providing guidance throughout the
process is a reflection of this theory o
early schooling, one way she learned her less@assthrough imitating her teacher

(H1) . Later, she describes 6l earning by |
ICT development (H53), and expresses a need for time to observe the technology

practice of language teachers in different educatianatexts (H45).
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In the three case studies, there are also accounts of the early role of parents and social
networks in impacting teacher cognition about learning and teaching later on. For
example, Dalal advocates a communicative approach to languagetgesecially

because this was how she herself enjoyed learning English from her neighbors in the
United States (D1). Furthermore, her mother was an Arabic language teacher herself,
which may have contributed to sdamipg ng Da
(D4). We have also seen how Lailads fath

role in directing their language learning in childhood.

We may, therefore, conclude that even in the absence of technology, apprenticeship

of observation within formadbanguage learning settings plays a major role in shaping
teacher cognition and subsequent classrtr
beliefs may also be constructed outside the school context through the influence of

parents or social networks.

8.3 Teache Cognition and Teacher Education

Earlier research has taken different approaches as to the relationship between teacher
cognition and teacher education. For example, some studies have shown that
cognitions formed early in life can outweigh the effect @hcher education in
shaping classroom practi¢Belland, 2009 Johnson, 1994Lortie, 1975 Nespor,

1987 Pajares, 199Phipps & Borg, 200y On the other hand, theievidence that
teacher education plays a pivotal role in mediating teacher bdkefmer &
OttenbreitLeftwich, 2010 Freeman, 19911993 Slaouti & Motteram, 2006

This study supports the latter view as revealed by the three-casesanalyses.
Dalal, Heba, and.aila have the common experience of joining the TAFL teacher
education program in the ALIl, and attest to the importance of these years in
transforming their earlier conceptions of teaching and learning Arabic that were
furnished during their early schoaiin The three participants are aware of the
reconstructive processes that took place duitvegy formal teacher education years
(D5; D6; H2; L4), and drawing on their narratives we may attribute the change in

their beliefs to two main factors:

188



b) Presentig Teaching ModelsA numberof the TAFL modules had a modeling
impact. For example, Heba reported that the instructor of the teaching methods
courses himself gave participants responsibility for their own learning and
appreciated their individual contribabs to the course. Similarly, Dalal stated that

the Arabic grammar module was taught in an inductive manner that stimulated
thinking and sustained student interest (D5). As such, the course presented a practical

example of effective Arabic grammar teaahin

c) Observing Teaching in Contex?ne of the practicum requirements v&itsing in

Arabic language classrooms. Besides providing Dalal, Heba, and Laila with
additional modeling experiences, it allowed them to observe, and sometimes take
part in, teachig Arabic in authentic settings (H4; L4).

Like their experiences of schooling, the teacher training undertaken by the three
teachers did not include an independent CALL module, or integrate technology as we
know it today in their courses. Both Laila and@goined the TAFL program before

Heba, and report the absence of technol
case, however, the teaching methods course introduced her to the basics of

computers and the Internet.

Despite the absence of an ICT elemantheir learning, we understand that the
TAFL program provided the three participants with conceptual tools and pedagogical
insights, which had a profound impact on their subsequent practice. For example, it
introduced them to new understandings ofrtile of the teacher (H2), and inductive
methods of teaching grammar (D5; D6). When the teachers were later faced with a
situation where technology could potentially be used, they approached it with these
cognitions, some of which may have been informedthmir teacher education
experience. For example, we notice that Heba employs ICT to support ambitions for
learner autonomy (H27; H28), and Dalal uses PowerPoint to show detailed changes
in grammatical prefixes and suffixes (D33). Therefore, even if theyvard of
concrete elements of ICT, teacher education experiences can act as filters for

subsequent technology use.
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8.4 Teacher Cognition and Classroom Practice

The three case studies reveal a close relationship between teacher cognition and

technology pradte, reflected in the emergence of the following themes from the

analysis.

Dalal Heba Laila

A An Uphill Struggle A Determination A Determination
for Integration

A Perfectionism, Image A Insecurity vs. A Insecurity vs.
and Fear of Failure Resourcefulness Resourcefuless

A DeliberateSteps A Experimentation A Identity,
toward Integration Representation, and

Image

A Teacher A Responsibility A Teacher

Orchestration Orchestration

Examined in context, these salient themes were further collated under three broader
themes, which déred deeper insights into similarities and differences between the
teachersodo i ndi vardiGTadse. Asrwill dea iluatratedobel®v, theo w

three themes are closely related, and as a group provide a broader understanding of

the unique nature f ach teacher 6s cognitive system

technology.
A Cognitions about Teaching and Learning (TL) Shape Technology Practice
A Cognitions about the Professional Self (PS) Shape Technology Practice

A Cognitions about TL and about PS Sh&mactions to Perceived Challenges

8.4.1 Cognitions about Teaching and Learning (TL) Shape Technology
Practice

A closer look at the relationship between cognition and practice reveals that all three
teachers use ICT to support established cognitions abouirtgaaid learning. As

such, this study corroborates those international papers which document the direct
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impact of teacher cognition on individual technology pract{eeg., Demetriadis et
al., 2003 Gobbo & Girardi, 2001Lam, 2000 Niederhauser & Stoddart, 200\Zeen,
1993 Zhong & Shen, 2002

Hebads case study reveals firm cognitior
their own learning (H25; H26), and we g place the technology in their hands by

sharing her digital material with them (H27), and assigning them corrpased

projects (H28). She also holds cognitions about the importance of the teacher
possessing the requi sit withfadious technblogicab ur a g e
tools (H21), and in her teaching, she explores different media and brings in new
activities (H23).

Similarly, cl ose examination of Lail ads
beliefs about teaching and learning, which iaréurn, reflected in her practice. For

example, through her teachamchestrated style, she directs student learning by

setting them off on the right path and then leaving them to move forward (L19). She

also uses digital media (e.g. video) in the framewo o f her WAtheory «
(L22; L23) . Referring t o thdtwhich lopracticelar@T | e a
us e, I remember . That wh i ¢ &and dbsexdiognhért use
teaching style we notice thahe gives students ample oppmity to practice what

they have | earned. Further mor e, Lail a be
the | earning process, the more effectiwv
introducing ICT into language classrooms implies the use of more sems$les part

of | earner s, and therefore, more effect
animation in teaching Arabic grammar is a manifestation of these cognitions (L14),

and the highly organized lessons in which these slides are presented reflect her
theory of the brick, and, more broadly, her detailed attention to structure and

organization.

Dal al 6s cognitions about teaching and | e
employs digital media in teaching Arabic. Like Laila, she adopts aghts
orchestrated style whereby she is at the center of interaction mediating between the
different elements of her environment. She believes that visualization contributes to

raising student motivation, and therefore, enhances learning (D32). Upon &xamin
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her practice, we note that she employs digital resources mostly for presentation
purposes. Hence, her frequentlyed digital tools are the document camera, the
smart board, video DVD, and PowerPoint. Her use of these media is characterized by

a definte visual element in the form of images, grids, and colors (D33).

Although each of the three participants adopts a distinctive pedagogical orientation,
which is reflected in her path towattle adoption of technology, areas of similarity

may be identif e d . For exampl e, comparing Dal ¢
orientations, we notice that both teachers adopt an orchestrated approach to language
instruction and are of the belief that, with or without the use of digital media, the
teacher o0s r ¢ Istadents dn theio prodessr ef clanguage learning.
Technological resources are employed within a structured framework, by the teacher
herself or one of her students, to display information and both visualization and
animation play a part in sustaining growmpotivation and fostering classroom

interaction.

8.4.2 Cognitions about the Professional Self (PS) Shape Technology Practice

According to their case studies, t eache
language professionals impact their technology useolildralso be noted that these
cognitions are closely associated with cognitions about teaching and learning, as
discussed above.

For exampl e, an e x a ndemoastrates thdtebefs alidwt hea | 6 s p
professional self are reflected in her u$eeducational technologies. She fears that
things may go wrong and that she would appear incapable of handling technical
matters in front of her learners (D17; D19). This is related to her sense of
perfectionism, and her conviction that the smooth prognessf lessons is vital to

the effective use of class time (D18). Her fears are also associated with cognitions
about the importance of a positive professional image in maintaining learner trust,
something she identifies as essential to any educatione¢geD20; D21; D23).
These cognitions may explain why Dalal avottisse tools that she is not totally
familiar with (D25), and why she is deliberate in her approach to integration. This
also explains why, to an external observer, she always comes asrassfident

technology user.
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I n ter ms of her perception of hersel f
conviction that maintaining a positive professional image is a significant aspect of
being a teacher. This is especially the case when faced hétmewly qualified

teachers who already use digital media in their daily lives (L41), and her
technologicallyversed language learners (L38; L39), whom she identified as a
Apositive pressureo for | earning aspd dev.
we also understand why, in relation to ICT integration, she sometimes refers to her

| earners as the fAaudienceodo or the fApubli
performance. What 6s mor e, Lailads cogni't
image have a further dimension as she perceives Arab teachers to be representatives

of their culture (L30). In classrooms where some learners may hold negative
stereotypes about the language and its culture, effective integration of digital
resources becomesssential as they convey a cultural message to these learners
(L34). This understanding of her role as a teacher might also explain why her forays

into ICT mostly take place outside language classrooms (L40). When comparing
Laila to Dalal we may concludé&at whereas Laila uses ICT to support her image,

Dalal avoids it in order to protect hers. It should be noted, however, that Laila is
against ostentatious use of ICT for the sole purpose of making an impression (L34;
L35).

Li ke Dal al a n dynititna abbuw herself ad aatéasher @leo shape her
practice. She perceives her role as key to the educational process, and has the
tendency to cooperate with learners on techneletpted matters. Through daily

i nteraction she shahrteemn (H33),wanddddes s\at oninéd r | e s
informing them of certain limitations in her ICT competence or accepting their
assistance in case of technical failures (H36). She identifies her students as a source

of learning about technology (H34; H35), and in that setieey may be considered
Opartnersd in her process of integratio
performance. This particular understanding of the relationship between the teacher
and her learners might also explain why the theme of teachee ididgot appear in

Hebads dat a.
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8.4.3 Cognitions about TL and about PS Shape Reactions to Perceived

Challenges

The three case studies demonstrate shared cognitions about the importance of ICT

for language teaching and learning generally. For example, Dalal statt h a t inal

teaching nowadays is dependent upon tech
Aithere 1 s no other way ahead for teachi
confirms that Atechnology is the | sanguag:

also hold specific cognitions about the role of educational technologies in enhancing

the quality of Arabic language teaching and learning. By way of illustration, Laila

confirms that I CT has fnadded | ifea o cl a
Afenriched Arabic teaching i mmenselyo (D8
particul ar, Heba contends that Aithe fie

resources have brought the realities of Arabic closer to classrooms as instructors and
stucents have access to volumes of authentic material, ancient and modern. In this
sense, technology plays a principal role in conveying the richness of Arabic language
and culture to its learners. The teachers maintain that digital tools are especially well
suited to teaching a number of the particularities of the Arabic language, such as the
derivational system, and that image, sound, and motion play a significant role in this

respect.

However, in the three case profiles the integration of educational tegmwmlis
depicted as a challenging process. This
of Determination and Dal alAd Bphil &rtiggle ferrintegrationwhich

both imply a degree of effort to achieve a desired goal.

In their process oICT integration, the teachers experience a number ctadgy

challenges to their practice, the most direct of which are feelings of insecurity
generated mainly by the technical failur
vary largely depending atheir cognitions about teaching and learning, in addition to

their cognitions about themselves as Arabic language professionals. Therefore,
reactions to perceived challenges, and particularly feelings of insecurity, characterize

individual ICT use.
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With her growing dependence on ICT in teaching, Heba describes technical
breakdowns as a major challenge and her main source of insecurity 3R
However, she is constantly searching for ways to overcome perceived difficulties,
and her resourcefulness isident in her case report. She also reports that the
physical symptoms she had been suffering, associated with times of immense stress,
are no longer as intense (H15). It is, therefore, not surprising that Heba often
interprets these failures as indicatofsa need for more learning and development
(H14), andthat she describes her integration process as a path of no return (H6).

For Laila, the use of I CT is associated
as fAanxiety i s al vedtechnical fakurese spoil hek daeflly Re p e
planned class, and damage her image as an Arab teacher and a competent
professional. These failures, therefore, cause her a great deal of distress and
embarrassment, often reflected in the stretsed physical ygnptoms she
experiences. It is not surprising that she defines a successful class as one that
proceeds in accordance with her plans and without any technical disruptions.
Nevertheless, like Heba, Laila has reported that breakdowns and perpetual feelings of
insecurity do not deter her from using ICT. She endeavors to find ways to overcome
these problems and achieve her pedagogical objectives. Resourcefulness is evident in

her profile. For example, sometimes when failures occur, she finds alternative
methodby empl oying other aspects of | CT anc
problem and the solutiono (L18). I n I igh
use, and particularly her feelings of insecurity, Laila likens her journey of integration

to clock hands that never move backwards (L6). She is determined to use ICT despite

the difficulties. I n that sense, it her e |

As for Dalal, frequent technical breakdowns disrupt her carefidigned lessons,

and waste class time. They affect her professional image, and although she may ask

her |l earners t o resol ve technical prob
embarrassedo (D17). These factors decrea
cause her Ittoo gieatvhoeirdo i(tD 1B ; D25) . Her cog

learning and about herself as a professional shape her reactions to perceived
challenges. These cognitions may also explain why she prefers to use those

instructional resources with which she is yudlonfident, and refrain from working
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with others until she is fully acquainted with them. Dalal is aware that progressing in
her use of ICT is imperative, and expresses her wish to do so. However, she feels

bl ocked, and asks Awhen and how?06(D16) .

With regect to the relationship between teacher cognition and technology practice,

the case studies demonstrate three different but internally coherent belief systems.
We notice that the cognitions about teac
perceptons of themselves, and both of these factors mediate reactions to perceived

challenges to integration.

8.5 Teacher Cognition, Practice, and Context

In each of the case studies, the influence of the work context on teacher cognition
and ICT use is evidentas is its role in creating incongruence between these
elements. On the other hand, the case studies also demonstrate that the weight
assigned by practitioners to contextual factors is influenced by their individual belief

systems.

The themes listed belowrose in discussion of the relationship between teacher
cognition, practice, and contexDespite being highly interrelated, they will be
addressed independently to allow for a careful eceogsa mi nat i on of t he

cognitions in relation to each cortaeal factor.

Dalal Heba Laila

A Institutional A Institutional A Institutional
Philosophy and Philosophy and Philosophy and
Policy Policy Policy

A Time A Time A Time

A Teacher A Teacher A Teacher
Collaboration Collaboration Collaboration

A Learning A Technial Support A Learning
Opportunities Opportunities

A Technical Support
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8.5.1 Institutional Philosophy and Policy

The ALI can be considered a teaching environment of ubiquitous computing and
networking. Within smart classrooms, language teachers have access to educational
tools such as PCs, smart boards, document cameras, satellite TV, and digital audio
and video. There is a computer station for every student, and teachers are each
entitled to a laptop, in addition to their desktop computers. All classrooms &fe Wi
supportedand thelnstitute has its own servefhe ALI also hosts its own CALL

Unit, which is responsible for providing training and support to the teachers. Such an
environment provides opportunities for the three teachers to use technology in their
lessons, antb develop computebased material. Thugenerally speakinghey do

not experience problems of availability of resources nor access, which are central

factors for integratioiCox et al., 2003Pelgrum, 2001

Despite their role in facilitating teaching, availability of, and access to, resources per
se are not sufficient conditions for adoption. The teachers believeh# general
orientation in their workplace is in favor of ICT use, but in reality there is little

evidence of caref ul pl anning or a NfAdefi

Furthermore, although the program endorses the use of digital mediatfer b
learning, there seems to be very little change in areas like-tdiblieg or
professional responsibilities to allow for effective adoption. This means that

i ntegration S possi bl e but Awith di
Communication betweethe teachers, the CALL Unit, and the administration is
another area which requires attention to ensure more useful employment of digital

resources.

Although all three teachers have expressed the need for a more active institutional
role, upon examimg their case profiles, we notice differences in how each one
perceives that role. For example, although Heba identifies a number of barriers to
ICT use and voices a need for institutional support, she advocates a space for
autonomous teacher effort. Stseniot in favor of toglown arrangements for teacher
collaboration, and asserts that motivated teachers will seek to get together for their
own ICT development when they themselves feel the need to do so (H24). Dalal, on

the other hand, is of the opinionathinstitutions are responsible for establishing a
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system to help their staff enhance their computer competence (D36). These
institutions, therefore, bear the heavier burden, especially in light of obstructive
contextual factors that may hinder teachemnfrtaking the initiative (D39). Like

Dalal, Laila supports institutional arrangements for facilitation of teacher
collaboration around ICGTelated matters (L45), but at the same time believes that
teachers play a significant, active role in their own dgwalent. She wonders why

some teachers still refrain from using any kind of technology, describing such an
attitude as fAstrange and unjustifiabl eo
role of their institution in their ICT development mirror theespective learning

theories and illuminate aspects of their cognitions.

852 Time

An inseparable element of institutional culture, and one of the most frequently
recurring themes in the three case profi
obstructiveé ( H4 4) , and fithe most critical f ac
barrier to ICT adoption. The teachers wish (D41; H45; L46) they had time to work

on what they believe is important for their professional development in ICT. For
example, Heba states thshe needs time to observe others within her context and
beyond (H45), to experiment with the tools she is introduced to (H46), and to
practice what she has learned (H47). Comparing this to her early experience as a
learner (H1) and to her teacher tramirfH4) we understand that modeling,
experimentation and practice have been her preferred methods of learning. Relating
these to her cognitions about teaching and learning (discussed above), we notice that

they are also her preferred methods of teaching.

Laila explains that she needs time for training (L45). She also needs time to go over
what she has learned (L46), and to develop instructional material (L48). Again, this
mirrors her cognitions about teaching and learning. We have seen how her students
are presented with certain material, and are given ample opportunity to practice,
before they reproduce what they have learned through functional language activities.

In her account, Dalal states that she needs time for learning, practice, design of

activities (D42), experimentation, matersatievelopment (D43), and collaboration
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with colleagues (D44). Broadly speaking, she needs time for ICT development and

use.

One of the implications of lack of time is that teachers do not get the opportunity to
experiment wh technological tools. Hence, they are likely to experience failures in
the process of adoption, which in turn, generate feelings of disappointment. When
such feelings reoccur, they may lead to a bupdof negative attitudes toward
technology (K. Al Eknawy, Head of the CALL Unit,Interview, 13.022008).

Ertmer (2005 stipulates that because earlier beliefs tend to frame consecutive ones,
teachers whose initial encounters with innovations are characterized by negative
experiences, will tend to develop certain cognitions abouintdogy use that are

hard to change even in the presence of counter evidence. New understandings about

ICT are then filtered though these negative cognitions leading to further avoidance.

8.5.3 Technical Support

In section8.4.3, | addressed the role of teacleegnition in shaping reactions to
perceived challenges in the integration procd&$® need for technical support is
related to this theme, and is one of the areas where differences in teacher cognition
are amplified. For example, unlike Laila and Hebachnical Supporidoes not
appear as an independent concern in Dal a
light of the presence of themes suchAas Uphill Struggle for Integrationand
Perfectionism, Image, and Fear of Failurk closer examination dier pedagogical
beliefs in relation to ICT use may provide an explanation. Her fear of failure and her
concern about her professional image cause her to avoid using tools that she is not
fully familiar with. Consequently, the likelihood that technicaluises might occur is
relatively minimal, and if they do, they will probably be within the bounds of her

computer competence.

At variance with Dalaldés report, techni
profile. This is again related to hergrotions. Breakdowns disrupt her carefully

planned lessons, tarnish her image, and cause her stress and embarrassment.
However, she attempts to find ways around these difficulties and is determined to

integrate ICT in her teaching. Technical support isteéfore, central to this process.
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The need for technical support also emer
is increasingly dependent upon digital media, breakdowns create constant feelings of
insecurity, which she tries to manage. However, discussion of technical support

is not confined to failure of application or equipment. Reflecting on her past
experience in developing computesised course material, Heba underscores the
importance of technical assistance in this respect. As it isugeimg to work on both

the technical and the pedagogical aspects of educational production, she identifies a
need for a qualified team to attend to the technical while she focuses on the
pedagogical (H48).

We may, therefore, conclude that although thedheachers work within the same
environment, and have access to the same digital resources, the weight that they
assign to technical support is related heit individual cognitios and their ICT

practice.

8.5.4 Learning Opportunities

Like Technical Suppt, Learning Opportunitiesloes not feature as a central theme

in all three case stiies. Compared to Dalaland lais pr of i | es, f or ma
|l earning are not given much attenher on in
cognitions about teaelsd responsibility for their own development, and her
tendency to learn from her own experimentation, colleagues, and learners.
Nevertheless, as mentioned earlier, she has expressed a need for opportunities to

observe the ICT practice of others and toegipent with new digital tools.

Lailads account reveals an explicit need
this | earning to be effective it Ashoul c
Aclearo (L43). We n o about #he imporéance df atiudtuee6 S  C «

and organization for effective language learning (margtesh her teaching) are

emphasizé here in relation to her own ICT learning.

Li ke Lail a, Dal al expresses a neer@dnf or A
Aprocedur eso (D51) . It i s t he responsib
sessions for its teachers and to require the teachers to attend (D51; D52). Besides

being structured, computbased training should be directly related to the teadhers
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pedagogical needs (D56), and demonstrably make a difference to their teaching
(D60). Dalal is not, therefore, in favor of genepakpose ICT training (D63). Her

cognitions about effective technology learning aféen reflected in her own

classroom prdci c e, as she teaches in fda syster
|l earnersd i mmediate needs (D58; D59) , an
can make a difference to their | earning

in technology mightndicate an awareness of the crucial role this plays in raising
competence, building confidence, and overcoming fears. The literature suggests a
direct relationship between formal learning and teacher ICT confidglaees,

2004, and underscores the significance ofte@hembedded ICT trainin§Egbert,
Paulus, & Nakamichi, 200%/rasidas & Mclsaac, 2001

85.5 Teacher Collaboration

Across the three case studies, colleagues are highlighted as a principalirfactor
shaping teacher cognition and facilitating adoption and development. The teachers

have described coll aboration as Avery i m
and Aa major influenceo (L53). Peer rela
pecagogi cal support, and seem to be the t

such as lack of time, training, or technical support. We understand that there are a
handful of teachers who are technology competent in the ALI, who explore new
avenues (H52),ass on novel ideas (H53), exchange educational material (D46), and
share experiences of overcoming challenges (D46; D47; H50; Itb8)is context
teacher collaboration is a prime source of motivation, confidence, learning and

support. The impact of cehgues is particularly important in learning about

technol ogy, as evidenced in Dal al ds affi
to |l earn somethingo (D47), Lail ads stat
comment Awhoever | eaross siomebohi mdqhowsw,i ti

(H52). Informal training is seen to be more effective than the formal kind as it is
immediate, contextbased, relevant, and very much built on modeling experiences of

technology use.

The three accounts reveal close comioation between a small group of technology

users, within which employment of digita
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own cognitions but by that of their colleagues as well. Practitioners seem to be
socialized by others within a particular eapjo invested with notions of learning

and teaching with technology. A clear example is the remarkable influence Waheed
had in shaping Hebads early <cognitions

computerbased projects (H49), and helping her overcomédaes (H50).

This study validates a growing body of literature that perceives teacher cognition as
sociccultural in nature(e.g., Johnson, 2006Johnson, 20Q9Windschitl & Sahl,

2002, and corroborates research that sugg
constructed through that of the communities of jpcadh which he or she takes part
(Johnson, 20062009 Lave & Wenger, 1991 Findings in this study advance the
argument that it e a c h ennovaltiom ¢hriva in enyiroranerds i n st
where there are others who (Windsehitt&Sghler i me n
2002 p. 168.

Investigation of the relationship between teacher cognition, practice and context
reveals a number of factors that mediate ICT adoption: institutional philosophy and
policy, time, technical support, learning opportunities, and teacher catador

This study bears out the view that while it is important to identify the role of
contextual factors in informing cognitions and practice, such factors should be
analyzed within the particulZhao & &rank,0l 0gi ¢
2003. Viewing the relationship between cognition, practice, and context through the
ecological lens helps us understandividual ICT integration as an evolutionary
procesgZhao, Pugh, Sheldon, & Byers, 2002

We notice that although the three teachers work within the same envirtbanteare

subject to similar contextual factors, their interactions with these factors vary
depending on the individual gravity they assign to them. This, in turn, is related to
the teachersé cognitions about tAeabic hi ng
language professionals. It is also related to their feelings of insecurity, and their

cognitions about the integration process.

This study confirms the role of teacher cognition in determining the weight that
teachers assign to the different comial factors. In this respect, the research sheds

light on early findings in the field. For example, Ertni&899 reports that despite
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the prediction that teachers of higher digital competence might encounter fewer
challenges than their peers, a more concrete difference lmetivedeachers lies in

the relative significance they give to fustder barriers. For example, teachers might
perceive the same firstrder barrier (e.g. lack of technical support) as annoying,
problematic, or blocking. Ertmer concludes that this migiplan why practitioners
teaching within the same educational context under similar circumstances might be at

different levels of technology adoption.

8.6 Summary of Key Findings
The following outlines the key findings that have arisen from the -@ass anakis.

Aln all three accounts there is evide
shaped by early schooling experiences, and influenced by interactions with
parents and social networks. Despite the absence of elements of technology,
conceptions of teachingnd learning formed during schooling are manifested

in the approaches they take to ICT implementation.

A The teachers share the experience of joining the TAFL program in the ALI.
Although their accounts range from minimal to no use of digital media in
practcum, these years provided them with new pedagogical understandings

that were later reflected in their use of technology.

A The case studies point to a close re
cognitions about ICT and their classroom practice, as neBice the
remarkableinfluence which beliefs about teaching and learning, and beliefs
about the self have in shaping their use of digital media. These cognitions
also mediate reactions to perceived challenges in the process of ICT
integration, and may elgn individual differences between the three

participants in terms of technology use.

A The crosscase analysis contains extended accounts of the role of context in
shaping the teachersdé cognitions and
that althougtthe three participants work within the same environment, their
pedagogical beliefs account for differences in the weight they each assign to

contextual factors for adoption.
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CHAPTER 9: CONCLUSIONS AND CONTRIBUTIONS

9.1 Conclusions

The aim of thisresearchwas to investigate the relationship betwetsacher

cognition and individual technology practice within a TASOL context. Drawing on

the theoretical framework and the research questions that have guided the inquiry,

this relationship was explored in lightofh e t eacher sé6 early exp:
teacher education, classroom practice, and work context. The following presents the
main conclusions to be drawn from this investigation, and thus, the answers to the

research questions.

9.1.1 Teacher Cognition and Early Experiences as Learners

Teacher cognition is shaped by early schooling experiences, and mediated by
interactions with parents and social networks. Apprenticeship of observation
represented by the thousands of hours that pupils spend in classroowide pro
mental images of teaching and learning, and informs teacher practice afterwards. Of
course, practitioners with many years of professional experience will not have met
elements of technology as we know it today during their own years of schooling.
Nevetheless, experiences of positive and negative learning do impact the way they
use technology. For exampl e, admiration
d o i n g @an be sgdn @ctivities designed to engage learners through Windows
Movie Maker projects. Similarly, distaste for rigid methods of teaching grammar
inspires the creation of animated PowerPoint presentations for this purpose.

9.1.2 Teacher Cognition and Teacher Education

Teacher education programs can play a key role in transforming pretionse
about teaching and learning shaped during apprenticeship of observation. Although
these programs may not introduce candidates to educational technologies, the
theoretical and practical understandings developed during practicum impact
classroom praate, and act as filters for potential use of ICT. For example, images of
transmissionist teachers and passiearmers accepted and reinforceldiring

schooling years, may change through teacher education experiences to an approach
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that encourages studentstake responsibility for their own learning and motivates

them to become producers of digital media rather than mere consumers of it.

9.1.3 Teacher Cognition and Classroom Practice

Teacher s6 pedagahgmseiaets and abbut edclsng and dearning
mediate practice, and may account for variation among teachers in this respect. For
example, cognitions about the value of learner autonomy, the importance of a
teacherds professional i mage, or the rol
teaching, ee translated into different types of technology implementation within the

same professional environment.

Furthermore, teachers may hold shared beliefs about the remarkable value of ICT to
Arabic language instruction. However, their cognitions about thegssand about
teaching and learning may shape their reactions to perceived challenges in the
integration process. For example, while some teachers may recognize feelings of
insecurity, withstand the pressure, and carry on, others may experience the same
emotions but feel helpless when confronted with these bgraedsbecome blocked.

This may explain variations among teachers in their level of ICT integration.

9.1.4 Teacher Cognition, Practice, and Context

Contextual factors not only play a pivotal role in poging teacher cognition and

ICT use, but also in creating dissonance between them. For example, teachers might
have the motivation to develop their ICT skills but are unable to do so due to lack of

time. Other central contextual factors emerging in gtigly nclude institutional
philosophyand policy teacher collaboration, learning opportunities, and technical
support. While lack of time is identified as the most significant barrier to adoption,

peer collaboration is recognized as the most effectiablen for ICT integration.
Findings suggest t hat teachersbo I CT us

pedagogical beliefs, but by those of their colleagues as well.

Teacher cognition also determines the weight that practitioners assign to different
contextial factors. For example, some may recognize the role of their institution in

their ICT development, but at the same time prefer to be given space to make their
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own decisionsaboutinnovation. Others may be of the opinion that the institution
they work for carries the majority of the burden of responsibility for teacher
development in ICT, especially when their numerous professional responsibilities
and the obstructive impact of other factors for adoption are brought into
consideration. This may also explawhy teachers working under the same

conditions may exhibit different technology practices.

9.2 Contributions

This section discusses the main contributions of this research; conceptual,
methodological, and professional. It further identifies new researchnt@dtand
addresses some reflective thoughts.

9.21 Conceptual Contributions

In this study, Figure 2.Elementsand processes in language teacher cognition
(Borg, 2006, p. 283was chosen as starting point from which to explorthe
relationship beveen teacher cognition and individu@IT use Due to theemergent

nature of qualitative inquiry, as the study progressed, | began to have gradual
realizations of where technology is to be situated within the teacher cognition
picture. | also developed darper view of the relationship between the different
elements, and the terms to be used to refer to them. Figure 9.1 encapsulates these
realizations and views, and presents a framework that can be used by future

researchers who may consider travelling ddfe same path.
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Personal history and specific May impact on existing

experience of classrooms which cognitions though, especially
define preconception of education whenunacknowledged, these
(i.e. teachers, teaching) may limit its impact
A A
] |
Early Experiences as Learner Teacher Education

NN S

ﬂeliefs, knowledge, \/ About teachirh

theories, attitudes, LANGUAGE teachers, learning,
assumptions, I g ems,
_ conceptions, TEACHER cur ?i a, m'ats :Ifa|S,
prél%g;i,:;ﬂiﬁgg' COGNITION colleagues, assessmen
context
Contextual Factors
ClassroomPractice

\ Including practice teaching /

\ \/
Around and inside the classroom, Defined by the interaction of
context mediate cognitions and cognitions and contextual factors. In

practice. May lead to changes in turn, classroom experience
cognitions or create tension betwee influences cognitions unconsciously
cognitions and classroom practices and/or through conscious reflection

Figure 9.1 Elementand processes in language teacher cogni{®org, 2006, p.
283)- Refined
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This diagranrefines the originalFigure 2.1)n four specific ways:

A It considers ICT as anverarching issue for investigation alongside all the
others (e.g., teacher, learner, material) as underlyisgd interwoven

elements.

Alt changes the title oefxptehd ehicelso alsi mg
to offer a more accurate representatidntie wider impact of parents and
early social networks on shapirtgachercognition and replaces the term
6professional coursewor kdé with Ot eac

description of this element within the context of this study.

A It connrelcyt se xdpeear i e n c e deaches edacatifitaraugm e r 6w
the Ol anguage teacheraroaondig roi providea d b o X
clearer reflection of the relationship between early cognitions and teacher

education.

Alt positions OGacoondobtedkltaurad u & gaec ttog ssdher ¢
Opracti ced r at hAsrcoghiitibns are invessgatedénontexd,t i ¢ e

they are representedthin rather tharoutsidet he box of O6context

A theoretical implication of this work whichffers scope for continuing research is

the understanding of teachersd pedagogic
Although it is beyond the specific scope of this research, findings suggest that
cognitions exist in constellations which they exmin, and are explained bgne

another For example, in this study we notice a close relationship between cognitions

about teacher responsibility for their own ICT development, perceptions of oneself as

a Ol earning teacher 6, dantdout bnatédiraef of thec o n c e
institution. Similarly, cognitions about the significance of professional image are
related to beliefs in favor of minimal-ciass experimentation, and beliefs about the

role of formal learning in ICT. Additional researchnscessary to delve into these
individual cognitive systems to gain a deeper understanding of the relationships,
processesand interactions therein. As educational technologies are constantly

changing, such under st andi nngvatiomedgcisions.l p pr
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This study examined theelationship between teacher cognition and individual

technology practice within the context of TASOL. Interactions between beliefs and

other factors such as fear, time, technical sup@ord teacher collaborah were

examined in light of the specific purpose of this study. As the integration of ICT into

TASOL contexts is relatively undeesearched, additional studies are needed to

el

uci

dat e

factors

9.2.2 Methodological Contributions

for

adoption

of

technol

This researclplaces special emphasis threrole of affect in fieldwork methodology

in the specificcase of researchers examining their own workplbecéhis study, he

importance of relationshipsay beexplained in lightof the following interrelated

elements of my fieldwork:

«

4

Trustworthiness

I

Collaboration

3

—»  Corroboration

Figure 9.2 The role of relationships in fieldworletimodology

A detailed description of the matrix unfolds as follows:

Unlike ousider researchers who gain participant trust over the course of their

fieldwork, for insides, established trust is the foundation upon whi@ythuild their

entire project.When trustis reinforced it is likely to result in an atmosphere of

collaboration especially if the informants feel that their participation in the research

will make a difference to their current situatidrhis collaboration between the

inquirer and the informanis a pathway togenerating candid accouriSreswell &
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Miller, 2000). Understanding the nature of the project, the participants may also
provide additional sources of information that wiklp the researcher triangulate
data types and produce rich descripsionrroborated by thanformants themselves.
Trust, colhboration and corroboration are then likely tesult inthe production of
rigorous academic accouni&he final report will have a bearing on the level of trust
maintaired when the researcheeturrs to his/ her work site More importantly,
inquirersmustbe caré&ul not to contaminate the field for potential insidere@shers

who may, sooner or later, wish to undertakienilar studieswithin the same
environmentandwho will inevitablyneed a basis of trust on whichdonstructheir

research.

As this study wa conducted in the Arab world, issues arose in relation to the
suitability of measures of ethical codes, set mainly in Europe and North America, to
studies undertaken in other cultural contexts. Such codes may not always be
appropriate to research commiugstwhere relationships are grounded in a particular
soci al et hos. The question of Acul tur al
(Bridges, 2009, p. 5)s an important one to address, especially given the rising
number of international researchersdsting for their degrees in western countries,

while undertaking fieldwork in their local communitiesydthe exponential potential

of cybespacewhich allows more learners to connect to institutions of higher

education worldwide, from their home counsrie

A key methodological implication in this work concerits bilingual nature.This
language elemenprovided a wide range of opportunities such as dravang
literature in both English and Arabic. However, it also had its challesgel as
handlingthe subtletiesof translation, or being confined tertainqualitative analysis
software. Furthermore, detailed methodological decisions suevhether to code
and then translater translate and then code are typicathis kind of researchbut
scarcely gplored The affordances and complexities of conducting research
bilingually is, therefore,an area that merits furtheattention Again, gich
investigation is of major significanceonsidering the growing numbers of

international researchers carrying oegearchn universities worldwide.
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9.2.3 Professional Contributions

A number of professional contributions emanate from this study. These are mainly
related to institutional initiatives for technology integrationservice professional

developmentand preservice teacher education

9.2.3.1 Institutional Initiatives for Technology Integration

Institutions embarking on installation of educational technologies need to recognize

the crucial role the human element plays in the success of the integration process.
Teacher§ hol d established beliefs about t
themselves, which act as filters through which thanoiration decisions are made,

and inform their subsequent ICT use. This may explain why even in teaching
environments of ubiquitous compng, many teachers may still choose not to use

digital resources in their teaching. The discourse within institutions, which is often

topd o wn , has t o t ake account of di ffere
orientations, and their implications for adiop. Furthermore, variation in ICT use

has to be taken into account as institutions draw up plans and implement policies for
integration. This includes standardized whstale ICT training, for example, which

often overlooks the unigueness of the teeghier cogni ti ons throug

training experiences are internalized.

Understanding the human element which underpins technology adoption also implies

a recognition of the social dimension. As teacher cognition about ICT use is socio
cultural in naturgle.g., Johnson, 2006, 2009; Windschitl & Sahl, 20@8) well as

socially distributed among members within certain contef@sitham & Borko,

2000) i t is essential to recognize and und
pedagogical beliefs in infonmg their own use of technology, and that of their
colleagues. Attention should, therefore, be given to existing and emerging

communities of practice for ICT use in language programs.

9.2.3.2 In-serviceProfessional Development

This study underlines the imgance of reflective practice for continued teacher

devel opment in |ICT, or Athe <critical e X [
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Owhat mi(Buims, 1982 @ 64)By examining their thought processes and
focusing on their own professional exigaces, teachers gain deeper insights into

their practice, and are better able to identify areas for improvement rather than
having them imposed on thei@lark & Lampert, 1986; Meijer, Verloop, & Beijaard,

1999) Notions of Obest d porlecrepiace@ dvith an her e f
understanding of effective t eqextstepffagy as t |
each t(Edge&Richabds, 1998, p. 57 onsequently, the most suitable type

of ICT integration is that which results from an individuale ac her 0 s con:
examination of their own practice within
met hodol ogy i s al ways i n a state of b
met h o d ¢Hdgeg 3096, p. 19)This acknowledges the significance of daily
classroom teaching, supports teacher agency, and encourages practitioners to take
responsibility for their own professional growth.

Such implications are of particular relevance to teaching contexts in which
technology integration remains a personal ewndea Participants in this study
reported that taking part added value to their daily classroom practice, enabled them
to investigate their cognitions, and helped them reflect upon their ICT use. This
process of critical examination invited them to notice unusual hidden within the
usual, brought them into closer contact with their professional selves, and motivated
them to identify their own developmental needere, one of the participants traces

this process of sekxploration in her own words

Thestudy gave me a better feel of the value of what | do [...]. The stimulated recalls
made me think more. Well, | teach as | have always done, one class after the other,

one month after the other, one semester after the dimenetimes | stop to reflect,

sametine s | dondt . T hake argeod ladk kAt snyseifaaddeseermeactly

what| was doing... In other words, they placed me in front of a mirror... They made

me connect to [my practice], and think about it. This, in turn, helps in reinforcing
positve aspects of teaching and eliminating
- Interview, 01.07.2008).

This process of d6dunpackingd cognitions al

identifying new directions for professional development.
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One d the positive aspects of this study is that | felt the need to develop, to learn
more about technology... It gave me a positive push forward (Lalitderview,
01.07.2008).

Another teacher noted that articulating pedagogical beliefs was especialljcaignif
in raising her awareness of the relationship between her stated beliefs and actual

classroom practice.

This study has affected me positively, for every time | tell you something, | check with
myself to see if | actually do it, or just say it to ybiry to be more honest with
myself (Dalal Interview, 24.06.2008).

Paying consistent and careful attention to her use of digital media then led her to

identify potential areas for professional change.

The most significant consequence of this study is Ilthaalized that | need to
increase my knowledge of technology, or rather my use of ICT. | need to do
something about it (DalalInterview, 24.06.2008).

The three pedagogical orientations presented in this research have helped the
participants place mme value upon their own everyday classroom teaching, connect
with themselves as teachers, and identify areas for improvement. In relation to the
role of teacher cognition research in fosteringsenvice teacher professional
development, we may, therefoomnclude that:

Ultimately, the practical aim of research on teacher beliefs and classroom
practice must be to empower teachers themselves. This comes about by
enabling teachers to become more aware of who they are as teachers, what they
do and why, thergb allowing them to establish their own professional

development agendéGarton, 2008, p. 85)

Teachers should be supported in finding ways to investigate their practice and
improve it. For example, Hubermgt992, p. 131)argues that introducing small
chagmes to onebds practice or Atinkeringbo
necessary for lonterm professional satisfaction. Similarly, learning through

personal experience has been identified as essential to ICT intedMtietier, et

213



al., 2008) an d described as At he mo st power fu
confidence in technologiMueller, et al., 2008, p. 261)

In this study, the three participants have each taken small experimental steps in using
digital resources in Arabic language teachiagd invited the camcorder into their
classrooms to record these new experiences. Building on these initial attempts,
practitioners can then conduct largeale and more systematic investigation of their
own classroom practicgarton, 2008)such as amin research{Burns, 2005, 2009;

Edge, 2001) We may, therefore, identify a close connection between teacher

cognition research and practitioner research.

Another association to be emphasized is that between teacher cognition research,
practitionerresearch, and igervice teacher education. According to Johr(2006)

Al ocated L2 teacher education begins by
do within the social, historical, and c
246). The role ofeacher education is, therefore, to assist teachers in articulating their
pedagogical beliefs and give meaning to their classroom pra@ioes, 1992;

Garton, 2009) At the same ti me, Apractitioner |
base of L2 teachedacation precisely because it is generated in and emerges out of
teachersd | ived experienceso, it i1 umi
practice, and it addresses conteribedded issues encountered in -tiaglay
practice(Johnson, 2009, p. 23).

In light of this interconnectedness between teacher cognition, practitioner

knowledge, and teacher education, we conclude that:

We do not look to research on teacher thinking for prescriptions of how
teachers ought to think or how novices ought to taénéd. Rather, the
knowledge from research on teacher thinking that we believe holds the most
potential worth for teacher educators and teachers is knowledge about the
mental lives of teachers directly derivable from descriptions of the way
teaching is.(Clark & Lampert, 1986, p. 30)

This study does not intend to provide a fixed formula for technology integration, nor

present standardized methods for teacher education in ICT. Rather, it aims to
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recognize the significance of individual articulation of datigns and careful
examination of technology use in helping practitioners understand their practice and
improve it. The research supports ICT use, teacher education, and classroom research
which are derived from practichthelpthent S0 0w
enrich these experiences. The objective of this study is, therefore, the empowerment

of the language teacher.

9.2.3.3 Pre-service Teacher Education

This research hafurther implications for TASOL pre-service teacher education

programs.

First, as pdagogical beliefs constitute a filter through which learners internalize
practicum experiences, teacher educators need to realize that the former do not
embark on their studies as blank slates, but rather carry with therrateegd
preconceptions ofeaming and teaching thdtave been furnished with over many

years of schoolingProspective teacherseed t o be encouraged t
experiences, and become more conscious of their individual belief systems.
Furthermore, iyen the presentstate of dgital technologiesin pre-university
education within a | arge Arab state sucl
basic computer skills necessary for app
Republic of Egypt Ministry of Education, National strategian for preuniversity

education reform, 2007/2008 2011/2012, p. 186)we may conclude that the

majaity of studentteachers have not experienced learning with ICT during
apprenticeship of observation, and as a consequelreajot come to teacher

educaibn programs with pedagogical beliefs in which educational techndkgy

incorporated.

Second, the sta$ of technology within th&’ASOL teacher educatioprogram

referred to inthis research echoes that of many teacher education contexts
throughout the wrld in which technology is either absent or merely offered as a
standalone courséBelland, 2009) Con®quently, it does not become integraied

the | earnersd over aflwé wish tburainapreservige dehcheesx p e r i
so that they might iplement technology in their teachingturally, we need to give

them the opportunity to use it naturally in their learning
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Third, sincelearners may be apprenticed teservice teachers who might not use

any technology in teaching, the formame less kely to observe ICT integration in
authentic Arabic language teaching settings.Hanftins er vi ce t eacher so
perceptionsof what constitutes good gctice are likely to be passed on to their
apprenticeswhich may have the effect of slowing dowwdoptionprocesses within

particular teacher educatigmograms.Computerbased facilities such d3VDs, the

Internet, and videoconferencing can be employagacher education classrootos

suggespotential uses of ICT.

Fourth, Arabic language teacheducators face the challenge of preparing student
teachers for digital environments without having experienced such settings
themselves. Research is, therefore, needed to explicate a) means of preparing
educators for such critical roles, and b) the relatis hi p bet ween ed
cognitions, studest eacher s6 cognitions, and I CT i
teaching.

9.3 Potential for Further Research
The following defines the limits of this study and suggests new areas for research.

A In accordance wittthe case study approach adopted in this research, the
numberof participants was limited to three. This was to allow for ithe
depth investigion required to yieldr i ¢ h descriptions of
cognitive processe$here is clearly scope for continuingsearch in this area
in orderto reveal a wider variation deacherpedagogical beliefs around

technology use.

A Given the specific purpose of this study, the design chosen for it, and the
sampling process, it was not possible to explore the likely rialgeg by
factors such as age, gender, teaching experience, and ICT competence on the
data elicited from the teachers. Through the use of a mixed methods
approach, such correlations can be explored in future studies on teacher
cognition and technology usalso, in line with some of the research that was
conducted on the relationship between teacher cognition and IC{e.gse
Hennessy, et al., 2005} would be interesting taindertakeanterdisciplinary
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research between teachers of TASOL and TESOL fompleggto examine
the extent to whichhe subject matter accounts for differendaslanguage

teacher8cognitions about the use of digital media.

Context plays a prime role in research on teacher cognition. This study was
conducted within a specific worenvironment in which a number of factors
interacted. Replicating the study within other professional TASOL settings

will offer broader insights into the issue in question.

A researchareawhich deserves ftiner attention is the rolef longitudinal
studies in examining teacher cognition in relation to ICT practice.
Considering the practicalities snanaging this kind of projea@nd makiig

sense of the data that emergézt time available for fieldwork was limited to
nine months. Studies of a longer rang# allow for a deeper examination of

the evolving relationship between cognition and practice, and more likely
yield deeper understandings of the cognitive transformations that occur as a
result of certain technology use, in addition to changes in ICT

implementation influenced by particular beliefs.

Since the purpose of this study was the examination of teacher cognition in
relation to individual technolgg practice, the focus was primarily on
practitioners. Additional researcis needed to elucidate thelationship
between differenbeliefs aboulCT and learningpoutcomesespecially as the
relationship between teacher cognition astddent learningstill receives
scant attentiofBorg, 2006)

An issue that merits further research is the relatipndldtween teacher
cognition and emotions. Although Chapter 4 focused on this area in terms of
the impact of field relations on the research process, and despite the emphasis
on the affective in the context of technology implementation (particularly
feelings of fear, embarrassment, insecurity, enjoyment, achievement), the
relationship between teacher cognition and emotions remains-exyplered

(Borg, 2006; Zembylas, 2005Jhis is also true in relation to ICT integration.
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A Additional research is also needéd elucidate shared cognitions among
teachers working within the sanemvironment(Borg, 2006) Although the
scope of this research has been indi:
shared cognitions have been referred to, for example in the context of
pedagogical beliefs about the relationship between technology and the Arabic
language. However, exploring shared cognitions among a larger number of
technologyusing teachers within a specific TASOL ecology will definitely
add new dimensions to the role a@intext in framing teacher cognition and
practice, and also enrich our understanding of this complex area of

investigation.

9.4 Final Reflections

These final lines shall be dedicated to sharing a few reflections on the impact

carrying out this research haachon me as a teacher and researcher.

First, according to Borg2001) iteachers who read accoun
lives may benefit from added understandings of their own work which reading about
someone el sebds can br ingtgioreséapch had contriputed | n d e
to raising my awareness of my own cognitions as a teacher. Throughout the process,

as | was | earning about the participant
became more aware of my own cognitions and approacteshnology. Questions

directed to the teachers evoked memories of teaching situations, and observation of
technology implementation generated thoughts about my own classroom activities.

In the end, as | was drafting the three case profil@sndstaddeda fourth, my own.

Second, conducting this research has been a valuable learning experience, and a
gradual process of growth in the field of teacher cognition and ICT. A number of
parallels may be drawn between the evolution of my researcher developmdnisan

true story by Holliday2002)

A young Egyptian woman was living in the capital for the first time. She had never
been to a restaurant before. In order to work out how to do this she first watched
customers coming and going from across the stsgtshe gained confidence she

went and stood just inside the door of the restaurant, which was sufficiently large
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and crowded for her not to be noticed. Here she watched and listened to how
customers sat down armmtdered. Eventually, she learneshough to ¥ down and

order herself- to try out the hypotheses she had formulated as a result of her
observations. (p. 11)

Finally, this study has emphasized how importarg to maintain close relationships

wi t h o0 n e 0 sinopertotievetop rg@auscsounts. However, relationship

based research is not only about the close ties we have within our communities and

the way they inform our fieldwork, but it is also about the relationship we have with
ourselves. Establishing an inner voice and engagiraggdralogue with the self is a

source of personal enrichment and professional growth. It gives the researcher the
reflective space needed throughout the research journey. Adding this introspective
hyphen to oneds | i ved e xgoideas)serting en®tionss eSS
evaluating situations, gauging relationships, revising objectives, and planning ahead.
Research that is suitably O&édhyphenatedo

learned from.
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Appendix 1: Overview of Data Collected

APPENDICES

Dalal

Heba

Laila

Backgrounds irgrviews 48.8min 67.5min 92 min
Non-ICT beliefs interview | 125.1 min 132.9 min 206 min

(=2 hour$ (=2.2hours (=3.4hourg
Mini and follow~up 53.7min 123.3min 220 min
interviews (2 hours) (= 3.6hourg
Materials development 458 min 51 min 85 min
interview (= 1.4 hours)
Member checking 36 min 41.2 min 43.2min
accounts/ interviews
Total 309.4 min 415.9 min 646.2 min

(= 5.1 hours) (=6.9 hours) | (=10.7 hours)

Sessions recorded as field

(20 sessions)

(20 sessions)

(19 sessions)

notes 24 hours 24.8 hours 27 hours

Video recorded sessions | 510.9 min 535 min 329.2 min
(=8.5 hour} (= 8.9houry (= 5.4hour9

Total 32.5 hours 33.7hours 32.4hours
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Appendix 2: Questionnaire

ALI Language Teaching
And Techn ology Questionnaire

Dear Colleagues,
Thank you very much for taking the time to complete this questionnaire. Its aim is twofold:

First, | hope that it will stimulate your reflection on ICT as a tool for teaching in the ALI. Your
responses will provid e us with some information about our ICT experience. Establishing a
realistic baseline to start from and understanding the ICT context we work in are essential for

a successful training. The ultimate purpose is not to make all teachers use ICT but to provi de
you with some ideas and skills that will later enable you to make your own intelligent decisions
about when to use and when not to use ICT.

Second, it is hoped that through this questionnaire a general picture of the current state of

ICT use in the ALl  will emerge, which might later serve as a foundation for further research in

the department. The questionnaire is designed so that it can be used again in the near future

for comparative purposes. Therefore, please make sure to answer all the questions an  d to add
any comments if necessary.

Your responses will be held strictly confidential and will not be released to any one without your

prior consent. Neither will they be used for any assessment purposes whether inside or outside

the ALI. Of course, the o verall results will be available in the ALI, but your individual responses
will not. The two main reasons for asking for your names are: First, to enable me to contact you

if 1 need further information, especially since | plan to situate the practical part of my
research in the ALI. Second, if you wish to take the questionnaire again after a year or so, we

can easily retrieve your former answers and note any interesting changes. However, if you
prefer to remain unidentified, please feel free to be so.

Once you have finished answering your questions, they will be collated in the multi -media unit.
The overall results will be sent to Diane and myself and the hard copies will be kept with me for
research considerations.

Thank you again.

Mariam Attia
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ALI Language Teaching

And Technology Questionnaire

Name (for possible
future contact):

Years of experience
in teaching Arabic:

| usually teach the
following courses:

| usually teach the
following levels:

Please select: Full-time Part -time TAFL Fellow
ICT for Personal Use
1) Please circle the most appropriate answer
1 o Strongly Agree 2 - Agree 3 0 Neutral 4 0 Disagree 5 0
Strongly disagree
Technology plays an importan t role in my personal life
(outside work) , e.g. shopping online, digital cameras or 1 2 3 5
di ari es, 6Skyped to communica
I am familiar with computer security and copyright issues 1 2 3 5
I am familiar with Health and Safety issuesr  elating to the 1 5 3 5
computing environment
| am satisfied with my general skills as a computer user 1 2 3 5
ICT Access

2) Please mark (&) next to the most appropriate answer

yes no

I have a computer at home

| have access to the Internet at home

I have a computer at work

| have access to the Internet at work
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| have access to technical support at work

I have my own WebCT course(s)

General ICT Use

3) Please consider each of the following applications/equipments and mark ( a) next
to the most appropriate answer
I am not lam lus eit I am
aware of aware of but still confident
this it but need using it
applicatio have no more
n/ experienc | practice/
equipment | einusing | training

it

Word processor

PowerPoint

Excel

Arabic Software (e.g. ready -made
educational material on CD Rom)

WWW resources (e.g
www.aljazeera.net)

Email

Synchronous communication ie
O0r galme communicat
Chat or Skype

BLOGS

Collaborative online writing
environments such

Shared online spaces (e.g.
MySpace, Flickr, YouTube)

WebCT

Discussion forums (e.g the
discussion boar d within WebCT)

Tape recorder (the portable ones
in the ALI office)

Tape recorder (the ones installed
in the smart classrooms)

Video (VHS)

Video (DVD)

Satellite facilities (in the smart
classrooms)

Document camera
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Smart board

Video conferencing

Digital camera

Digital video camera

Digital voice recorder/ MP3

Other ( )

ICT & Taught Subjects

(Part 1)

4) Please consider the following taught subjects and

normally teach:

only circ le the ones that you

| teach: The Vocabulary . -,
. Grammar | Readin Writin
Alphabet building g g
Now, consider the following list of applications/equipments. Please mark ( a) when
using these applications/equipments in your teaching:
The Vocabulary . "
Alphabet building Grammar Reading Writing
Word processor
PowerPoint
Excel

Arabic Software (e.g. ready -
made educational material on
CD Rom)

The WWW resources

Email

Synchronous communication ie
O r eimé communicat i on o
as Chat or Skype

BLOGS

Collaborative online writing

environments s ud(

Shared online spaces (e.g.
MySpace, Flickr, YouTube)

WebCT

Discussion forums (e.g the
discussion board within
WebCT)

Tape rec order (the portable
ones in the ALI office)

Tape recorder (the ones
installed in the smart

classrooms)
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Video (VHS)

Video (DVD)

Satellite facilities (in the
smart classrooms)

Document camera

Smart board

Video confer encing

Digital camera

Digital video camera

Digital voice recorder/ MP3

Other ( )
ICT & Taught Subjects  (Part II)
5) Please consider the following taught subjects and only circle the ones that you
normally teach:
| teach: Listenin Speakin
! g peaxing Media | Translation | Colloquial
(Fusha) (Fusha)
Now, consider the following list of applications/equipments. Please mark ( a) when
using these applications/equipments in your teaching:
Listening Speaking ) . .
(Fusha) (Fusha) Media Translation Colloquial
Word processor
PowerPoint
Excel

Arabic Software (e.g. ready -
made educational material on
CD Rom)

The WWW resources

Email

Synchronous communication
i e 6timea@mhmunication 6
such as Chat or Skype

BLOGS

Collaborative online writing
environments s

U

Shared online spaces (e.g.
MySpace, Flickr, YouTube)

WebCT

Discussion forums (e.g the
discussion board within
WebCT)
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Tape recorde r (the portable
ones in the ALI office)

Tape recorder (the ones
installed in the smart
classrooms)

Video (VHS)

Video (DVD)

Satellite facilities (in the
smart classrooms)

Document camera

Smart board

Video conferenci ng

Digital camera

Digital video camera

Digital voice recorder/ MP3

Other ( )

ICT & Language Levels

6) Please consider the following language levels and

normally t each:

only circle the ones that you

| teach: Elementary | High Intermediate High Advanced/
Elementary Intermediate CASA
Now, consider the following list of applications/equipments. Please mark ( a) when
using these applications/equipments in your teaching:
Elementary High Intermediate High Advanced/
Elementary Intermediate CASA
Word processor
PowerPoint
Excel

Arabic Software (e.g.
ready -made educational
material on CD Rom)

The WWW resources
(e.g www.aljazeera.net)

Email

Synchronous

communicati on i -e
time communi (
as Chat or Skype

BLOGS

Collaborative online
writing environments

such as O6Wiki

Shared online spaces
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(e.g. MySpace, Flickr,
YouTube)

WebCT

Discussion forums (e.g
the discussion board
wit hin WebCT)

Tape recorder (the
portable ones in the ALI
office)

Tape recorder (the ones
installed in the smart
classrooms)

Video (VHS)

Video (DVD)

Satellite facilities (in
the smart classrooms)

Document camera

Smart board

Video conferencing

Digital camera

Digital video camera

Digital voice recorder/
MP3

Other (
)

The Smart Classroom

7) Please circle the most appropriate answer:

1 o Strongly Agree 2- Agree 3 0 Neutral 4 0 Disagree 5 0
Strongly disagree
I am confident wusin the teacherd

) St nd 1]/2|3]4ls
teacherds desk) in our smart cl as
I am confident using the data projector (fixed in the ¢ eiling) 1123|415
It is very important to me to teach in a smart classroom 1123|415
In general, | find the equipments in the smart classrooms user -friendly 1123|415
In general, | make sure to book computer -based equipment when | 1l213lals
teach in a traditional classroom
In general, | like the physical layout of our smart classrooms 112(3|4]|5
8) Please mark yes or no

yes no

I know how to monitor my students?d

I know how to display my scerseen on

I know how to design tasks around
classroom

t
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I know how to design tasks that involve student collaboration around
computers

ICT Training

9) Please mark yes or no:

yes

no

| taught myself to use ICT

I lear ned about using ICT from friends and colleagues

I learned about using ICT through formal training

| learned about using ICT in teaching Arabic in the TAFL MA program

| have attended the ICT sessions offered by ACS

| have attended the ICT sess ions offered by CLT

I have taken ICT training outside the university

10) Please circle the most appropriate answer

1 o6 Strongly Agree 2 - Agree 3 0 Neutral 4 0 Disagree
Strongly disagree

5

| am motivated to take ICT trai  ning

I have time for ICT training during the semester

The training | had was directly related to Arabic (e.g.
used examples from the language)

The department provides incentives for ICT training

I have future pl ans for ICT professional development

In general, | am satisfied with the level of ICT training |
have received so far

ICT for Professional Use

11) Please mark ( &) nextto the most appropriate answer

Always Frequently Sometimes Rarely

Never

| prepare the worksheets for my
classes on the computer myself

| ask another person (e.g. the
secretary) to type them for me

| develop my own computer -based
material

| give my students computer -based
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homework

| use the ICT material available in
the ALI (e.g. in the multi  -media unit)

| need advice on using ICT in my
classes

I need technical support in using ICT

I make use of the mu Iti -media unit in
the ALI

I look for Arabic ICT material
available in the market

12) Please mark yes or no

yes | no
| have ideas about how | can use ICT with my classes
I am a member of an online electronic list (e.g. Arabic  -L)
| hav e given a presentation, locally or internationally, on the use of ICT in
Arabic language teaching
13) Please circle the most appropriate answer
1 o Strongly Agree 2 - Agree 3 0 Neutral 4 0 Disagree 5
Strongly disagree
I can see the relevance of ICT in teaching Arabic as a 1 5 4 5
language
! think the language itself constitutes a barrier to ICT 1 5 4 5
integration
| can see the relevance of ICT in teaching elements of the 1 5 4 5
Arabic culture
I think ICT provides the teacher with a diversity of Arabic 1 5 4 5
material
I think ICT provides the teacher with access to Arabic 1 5 4 5
authentic material
I think ICT helps the teacher extend activities beyond the 1 5 4 5
classroom
I think ICT motivates students to learn Arabic 1 2 4 5
I think ICT encourages Arabic learners to become more 1 5 4 5
independent
I think ICT reduces eye contact and personal 1 5 4 5
communication

ICT & the Arabic Language Teacher

14) Please c ircle the most appropriate answer
1 o Strongly Agree 2 - Agree 3 0 Neutral 4 0 Disagree 5

Strongly disagree
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I dondét feel the need to int]| 1 2 5

Professionally speaking, | have more important thingst o 1 5 5

think about than ICT integration

| feel confident using ICT in my teaching 1 2 5

I am aware of when to use ICT and when not to use it in 1 2 5

my teaching

| see myself fully inte grating ICT in my teaching in five 1 5 5

years time

| think using ICT is time consuming 2 5

| think integrating ICT is costly 2 5

I think ICT is not reliable (things may go wrong) 2 5

| think using ICT is important for my image in front of my 1 2 5

students

15) Please circle the most appropriate answer

1 o Strongly Agree 2 - Agree 3 0 Neutral 4 0 Disagree

Strongly disagree NA- Not Applicable

I think using ICT has improved the quality of my teaching 112 |3 NA

| feel my teaching style has changed since | started using 112 |3 NA

ICT

| feel my role as a teacher has changed since | started 112 |3 NA

using ICT

Overall, my experience using ICT has been a positive one 112 |3 NA
ALI Culture & ICT

16) Please circle the most appropri  ate answer :

1 o6 Strongly Agree 2 - Agree 3 0 Neutral 4 0 Disagree

Strongly disagree

| am familiar with the ICT material available in the ALI 1 2 5

The ALI up -dates me with new ICT material when it is 1 2 5

available

| am familiar with the services provided by the multi - 1 5 5

media unit

My Head of Department is supportive of the use of ICT in 1 5 5

teaching

My colleagues are supportive of the use of ICT in teaching 2 5

| think ICT can foster collegia lity in the department 2 5
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I think ICT can help Arabic language teachers worldwide
exchange experiences

In terms of priorities, | think the department has more
important things to work on than ICT

| feel pressured by my work e nvironment to use ICT when
| am not ready to do so

| think the department is pressured by the university to
use ICT

In general, | think the department has a clear plan for
ICT integration

There is good communication between the multi -media

unit, the department and the teachers when it comes to 1 2 3 4 5
ICT matters

In general, | think the department provides the teachers

with a suitable environment for ICT professional 1 2 3 4 5

development

17) If you have any further co mments, please add them here (or on the back):

Thank you very much for  your cooperation

Acknowledgements:

Thank you to Diane Slaouti and Amanda Barton, from the University of Manchester, for
allowing me to use the questionnaire thatt hey had earlier developed for their study:
Slaouti, D. and Barton, A. (2007 in press). Opportunities for practice and  development:
newly qualified teachers and the use of ICT in teaching foreign languages in English
secondary school contexts. Journal of In -service Education, 3(4)
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Appendix 3: Interview Schedule- Teacher Background

Theseinitial interviews were conductedith the teachetrarticularly in relation to
their early learning experiences and teacher education ®OLA The following
constituteghe broad areas covered. Further probegetailored in accordance with

each parmamaton pant 6s
a) Early Learning Experiences

Following Borg (2006), the initial questions were ab8ahoolingonly. However as
the three teachers referred to the iotpa parents and social networks in early years,
| later decided to expand thasea of research froi&choolingto Early Experiences

as Learners

Il will not call it Njc = F4 dzl EhDBE O

a discussion or [an open spgcpries

about your background L et 6 s pt GPp Wt G cqGda 2p7

your early schooling. Could you please peETIE P
tell me a little about your experience of

_ _ pDAYt+ hGpW D¥F¥ ]
learning languages in general, and the

Arabic language in particular? YUTFQ h2TG hi Gpy)

In light of your personal experience,wa s+ € 27 paqt DF I

teaching Arabic diffeent toteaching ) )
Yegi |l YFIlpi
other languagésin what way? ¢! FipT 3

Do you think that your schooling X+yepi kDt Hhiap
experience has an impact on your pres

teaching? In what way?
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b) TAFL Teacher Education and Early Teaching Experience

Why did you choose the teaching

profession?

vei pqt e R

Has the TAFL program had an impact ¢

you as a teacher? How?

Y hoa p ap T BAFL i & DA DF

Yei
Are there things that you wish you had iz FNIDZYyt qs5 | d
learned in TAFL? )
YTAFL
Do you remember your first teaching Yeilpsqtl z  uDNUpel
day?
What are somef things you used to do JF$ GFe2 FNX Di DAjb

in the pasbutno longer do?

Y F NXzY

What are things you did not do in the p

but have started doing now?

FNXG Di DANjst T dzNjl

YFNOZ +y2t

What used to affect you the most as a

novice teacher?

Yhoaqt GDZ hue p q D1

What is your advice to a novice teache

Yhoaqt GDZ hue p q Di

What are the most important stages in

your professional development?

YT dZ2NDZA € p p NjU

Your technological developemt. How
did it start?

Yy GHHAWNjI Njdzl + I

Do you remember your first computer?

YLit | #1 DE pt 1

When did your relationship with the

Internet start?

YI dpt d2UF G

Did you receive any training on using tf

computer? Was it useful?

Ybt NG GOt

Y €1

DF |

ulj
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What are your sources of information o Y hui WNjIl Njdzl f D24

technology?

What are your ambitions in relation to Y hui WNjIl Njdzl +
technology?

What are youprofessional ambitions, YYhDFY hi diN
generally?
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Appendix 4: Interview Schedule- Material s Development

In the process of eliciting teacher cognition about ICT use, the three participants
were invited to showcase computesed mateéal of their design. Reflecting various
aspects of using educational technologies in teaching Arabic, their presentations were

as follows:
A Dalal discussed the use of PowerPoint in teaching reading (Arabic prose)
A Heba discussed the use of video materigédaching listening and speaking
A Laila discussed the use of PowerPoint in teaching grammar

The questions below guided our conversaicand the sessions were videoorded

to capture both teacher production and our discussion.

Why was thismediumsuitabe for

teachingArabic?

g+l € 2T pat Il

Y hui

How did you think abot it? What wa

your source of inspiration?

Y! FNJ UgZl B aiTzDZ

How did you teach it in class

YuT2l€e 13

How did you teach it withut computer

technology?

YfNeFole hididt !4

What didyou aim to achieve?

Y Ljs DI @NjHP Il

What difference did it make to you and

the learners?

YDi DAY+t DZI Nj p

Where doed fall within the entire

lesson?

What did you use befoPeAnd what
would you do in the absence of a

computer?

Yiull 2paql € D
l'qY hIlFe 13 Di#y
Y f Nje F®©

What would you do if it does not wad?k

YUubDay Ul
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Do years of {eaching) experience play &

role?

Y F ADADZ € np Njq

Has the nevstrategy contributed to

changingyour way of thinking?

e Y pU piW @ 8t g

pp I
Has the ne strategy contributed to ptsT puU piiT et 13
changingyour way of teaching .
Y2Ti pq
Hasthe newstrategy contributed to ptsiY piTEEPTagUy

changing your relationship with the

learners?

Y Di O

What is the role of theearners?

YDi DAyt [

Did your colleagues play a role?

YpNjg | 671

What were some of the supportive

factors?

YhDX E€aql € Njc hyl

What were some of thehallenges

obstacles?

Yhus T Yy DIV ET @ OFE Njg

Do you use other technological resces

in teachingArabic?

2T pqt T3 njpdc |

Y hui

Do you usehis mediumin teaching othe

subjects?

Y njp Qc

aq € MjDZ 8Bjiil § q& P
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Appendix 5: Interview Schedule- Teacher NorICT Beliefs

In addition to technologyelatedcognitions t e a ¢ HGT baigis were probed.
Questions were largely borrowed from Richards & LockKB®96, pp. 2919), and
i n | i ght (2006f diagamrtiiep were eitheefined or supplemented with
additional onegSections extracted from Richards & Lockhart (198@marked in

bold for clear idenfication).

Sour ces o felets@em30h32)r so6 b
The authors identify the foll owing

1) Their own experience as language learners

2) Experience of what works best

3) Established practice

4) Personality factors

5) Educationally based or researchbased principles

6) Principles derived from an approach or method

What do you think is/are the main source(s) of your beliefs?

Beliefsabout ... [Arabic] (pp. 32-33)
Do you think... [Arabic] is more difficult to learn than other languages?

If there are any difficult aspects about theguage, what do you think they are?
What attit udesdo your learners associatewith... [Arabic]?
Do you think... [Arabic] has any qualities thatmake it different from other

languages?

Beliefs about leaning (p. 34)

How do you define learning?
What are the best ways to learn a language?
What kinds of learning styles and strategies do you encourage in learners?

What kind s of learning styles and strategies do you discourage in learners?

Beliefs about théearners

Tell me about Arabic language learners in the ALI?
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What kinds of students do best in your classeqp. 34)
What roles are students expected to assume in your classrooKp? 34)

How would you define your relationship with your learners?

Beliefs about eaching(pp. 36-37)

How would you define effective teaching?

What teaching methods do you try to implement in your classroom?
What teaching resources do you make use of?
What is your approach to classroom management?

What is the most rewarding asject of teaching for you?(p.41)

Beliefs about the teacher

How would you define aeffective teacher?
How do you see your role in the classroom?

Do you think there is a certain view of the role of the teacher in the Arab culture

Beliefs about learningctivities and teaching aterial

What are your criteria for selecting activities and material?

What are some of the enabling and hindering factors in this respect?

Beliefs about olleagues

Tell me about the role of colleagues in your professional life?

Beliefs about the program and the arriculum_(p. 39

What do you think are the most important elements in an effective language
teaching program?

How do you decide what you will teach?

To what extent is your teaching bas
What is your attitude toward assessment in é&anguage program?

What changes would you like to see in your program?

Beliefs about.. JArabic] Lanquage Teaching as a Pofession(p. 41)
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How would you characterize... [Arabic] language teaching. as a profession?

What changes do you think are necessary in the [Arabic] language teaching

profession?
What kinds of professional development activities best support [Arabic]

teaching?
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Appendix 6: Interview Schedule- Impact of Study on Participants

At the end offieldwork, the three teachers were invited to reflect on their

participation in this study. Both positive and negative comments were encouraged.

What impact has this study had on you

positively and negative®y

Y9FGFW aNj yF G{

Has your participation in this study
changed anything about the way you

perceive yourself as a teacher?

pz2ddl pti Dp DDZ h

Y hue f

Has your participation in the study
affected your use of ICih teaching
Arabic?

pDEqGEH I DDA W p

W Ghiypldelz  Fi

In terms of methods of data collection
(e.g., questionnaire, interviews,
stimulated recalls, and recording
teaching sessions), has any of that left

impact, positively or negatively?

questionnaire,a )l KO GIl € |

interviews, stimulated recalls, af

4 ¢ [(t&cording eaching sessio

Y9FGF Wi 4

Finally, are there any additional

comments you wish to add?

YLjt 3FTd Di qNjt 5
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Appendix 7: TechnologicalReflections

(Technological Reflectior)m T UJ N_I " N_I dZI 'I' b U 8 NJ G]

IJ D7 p Pk-1 P7f PPE1 ADYAo Kfaodook! fA KGZGLjl ! fA
4 dhuez! f t3zDZf o2

(.- An open space for the freepegssion of thoughts, opinions, beliefs, and biases about usingpt
using- technology in teaching Arabic*):

(Technology and the Teache)) & pA#Z GO n Al A Lj:

(Technology and the Teaching ProceZs)0 2 P(IO)JBHZBE 6 n Al A Lj:

(Technology and the Student) U O! f Aj+ @ d 1f Al

toAoh Ufegl0 U ydzzklk “LX A 1t dX
(Opinions will remain strictly confidential, and only used for research purposed)
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(Technology and the Learning ProceBYDZ( 0 BAEZO n A1 A Lj*

(Technology and the Educational Materidl) O d40 M!!nﬂ%\ 1A Lj¥ K

(Technology and Laguage Activities)Jr 0 /B( 5(5[32/!.;5\ GO n A ! A

(Technology and the Arabic Language, in Speci(Z)f UR{eY0)) W@ZDE{(T II{V\A 1A Lj¥
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(Technology and Assessment/ Ted€)f & G B BADKN! Af! AA Lj+ k

(Technology and Colleagueg 'Elze ! f A GO n A !

(Technology and the ALI: AdministrationPolicy - Scheduling Classes)f) n] Zfdi\ GO n A ! A

VAT y/ApPEID iz did fi Hf P& |

(Technology and the CALL Uni® K A & o dBRMfA ! A Lj+ K
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(Technology and Myself{5 ngé n Al A Lj¥ K

(Technology and Anything Elsa Pc C éqé I’T :ED'AA Lj F K

U2+ T! f ydz

t 602 DD cdz

(With thanks,
Mariam Attia)
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Appendix 8: Interview Schedule-

Dr. Zeinab Taha, ALI Director

Why the use oftechnology (in the ALI)?

X! 2 & )IFEl UINgIl! Ngd& G NjEEdE 1

What are the stages of ICT developme
in thelnstitute?

I 2 FT WNjl NjdzI + I €

Y q N

What is the policyf the Ingitute in

relation to ICT use?

I €qQt 2 U0 hGe dz

YFT W

Is there a technology plan for thestitute

as a whole?

Yull aqNYyD&I R

The importance of ICT iher opinion-

Whatdifferencedoes itmake?

pi ffe ©l FDNj*y DA €Nj |

YLk qot &1

What is the role of the teacher in the

presence of these tools?

YI ENjqUE LIPIj ql

What is theattitude of the teachers

towardusing technology?

YFT WNjlIl NjdzI + '€ I €

Wha are some of the prevailing beliefs

convictions in thanstitute?

YaqNyDAE T3 Yqd

How do the teachers in thestituteuse
ICT? Why?

| OFT+ UE€ F1 WNjll Njg

Y € PrRoDM/NDA €
Is ICT used in certain levels/ with certa T2 | FDNj#y DA €Nj | {
skills rather than others? )

Y nj@ QDNja I/IF& f
Are certainmedid equipment used rathe Y njp dc  DBRIF & NjINJUC E

than others?

Whatshout we do to support ICT usa
the Institute?

| OFT+ U€E FT1 WNjl Njdzl

Y qNYy DA €
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How can we explain teacher reluctance
despite technological resources,

encouragemnt andraining?

' €qdt 2&€ DX D7 e
U7 Wit I ENj UDOFe

YIT P

What is the role of thinstitutein raising

teacher competende ICT?

13 DAiRPAFRE UL3|

Y| F DAj# y DA € Nj

What are the biggest achievements? H

can we proceed?

YFAD&s | TDA € F dzdzl

What are some of the challenges/

obstacles? How can we overcome then

f+@dzl BI FeW/ FY §OFIGE

Y F N

What is the vision of thinstitute with
regard tgpreparingnewly qualified

teachers in terms of ICT use?

Di DASYRDAYSE of NI RO
F1 WNP dNidEl @ £PDI d ¢

Y| F DANj* y D]

What areyour ambitions for using ICT in
theInstitute?

| F DNj* y DA €lpH F @INjp4
Yo N3 O§1 CEF T
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Appendix 9: Interview Schedule- Mr. Kamal Al Ekhnawy
Head of the CALL Unit

Kamal contributed to this study, both as an Arabic language teacher and as the Head
of the CALL Unit. Like several other teachers in the ALI, he filled out the
guestionnaire and provided his Technological Reflections. Several short and long
interviews were caducted with him, either in relation to his own cognitions (as
reflected in the Technological Reflections, for example), or in association with
specific issues raised by the particular informants. He also showcased some of the
latest material developed ihe CALL Unit for ALI teacher use.

The following were the main issues addressed in the first interview with him.

Could you please tell melittle about Ypti2+Q D Gi

your background?

Whatsparks your interegor ICT leqadt 2ENj ! £y1

learning andlevelopmerft . “ -
Y| F DANj¥ y D4 € N;j

What does the computer add to teachin

Yai p@t fFSljzkBI €

Do you think that the one who uses ICT|
should be characterized by inner richne

- Some kind bpotential for creativity and

| F DANj* y DA & qF 2 WNjD

DDZ ONjdzG YT #QiEGF D

change, ors thisnot a condition? ci I EPI Dxr ! c
87
In light of your constant use of the ilj OUOfNeFoe#l pbD

computerhave you encountereany
opportunities and limitations related to

hu# T+ DA € qNji &I

the use of this tool with Arabic as a YhE+] hi Gpyl e |
language?
Could you please descriltiee nature of YFdZj pt 27 wNj hy

your job here?
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In your opinion, what are the biggest Iz Ilkqe Ttle 1¢g

changes thdtave beelntroduced to the

YLjll NjTINGDZ Ge |

CALL Unit since September (his arrival

From your contact with the teachers he| yy i GRUDB F dZ2j Di 2 p q DA

what is the nature of their ICT use? L .
YUFTt UEN] | FIDENjo

What are some barriers teachedCT Di epqDd € ! €qAQt :

use? i
Y UF Tt UE NjF INHR

Does the Uniplaya role in overcoming YI FGsY Il € LIPINjodh
these obstacles?

Do we need a change in the structured  py|wiLje 2 dz2 q Ny DA € !

the Institute itself to encourage more IC o 5
Y UFTt UEN] | FDMNK

use?

Do we need more communication? YUTEN I € DDZ
How do you envisage the future of this YYq@ONjl € LIPI I
Unit?

Is there a question that you expectedn| y gy z¢ 1 INj plIl  Ljl De
toaskyoybut | didnodot?
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Appendix 10: Interview Schedule- Mr. Ayman Mostafa,
Computer Specialist, CALL Unit, ALI

Could you please tell us a little about
your background?

How did you come to the ALI and when YAt DAj Yhi Gpyl §
Whatmade you apply for this job? Yh2i wNjl € LIPN
Could you please describe to us the Y dzlj  p # DA2 T
nature of your work here?

What are some of the advantagestoyd ¢ v G T |j +PRM Y FEd¥lj
work here? And what are some )
challenges? vIF
Are you satisfied with your job here? YFdZj p# DX
What is it that you would like to change YYqONjl € LIPI T3
about this Unit?

In your opinion, whaaresome attitudes UNj© qNYyDAE T ebpid
held by teachs in this Institute about )

using ICT in teaching Arabic? YRiGpyle hExle
Based on your experience in dealing w FDZ UDi 2 pqDZ € ULDZ
the teachers what is the rate of ) 5 5
technologyusing teachers in tHastitute WWFBiamg/ipa € 1z Fi
(approximately)?

Specificdly, whatis the mostwidely- A+Y qNyDide 13 9F
used computebased material in the .
Institute? vara
In your opinion, what is the reason for t F1 WNjl Njdzl + I € T Dy

minimal technology use despitesth
presence of the CALL Unit and other

facilities?

DDZ FYImfOING N a NjW N

Y njp U &
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In your opinion, what does ICT add to

teaching?

| FONj#y DA € FT WNjf A

Yyai pat Il €

What role can the CALL Unit play to

promote more ICT use?

VY W1t AjGY & ® NjDX
| FDNj#y D4 € FT U

Y UIF Tt

In your opinion, whamotivates some
teachers to use ICT and others not to u
it althowgh they may work under the

similar conditions?

Di 2 p q DUYE&IPHI \EG F &
FND&qt e7 0O paoe

YUbDZIle gN

Some say that that role of the Unit is
more technical than pedagogical, in oth
words that you offer technical services
only, and no more than that. Do you

agree with this?

Ljd?DZ p kIl [&Njd desB G

ONpshgi dzs t I € | F D& q

Yl Njs DA € pP®P p

How do you view the future of the

Institute in terms of ICT use?

l €EqQt 2€ KI © DDZ

YI UFTt UENj | J

Is there something you would like to ad
that | havenodot ask

U dq LjdiAvNjpljbz T4

Y hu#
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