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Abstract

In an era of increased global investment in the use of technology in education
generally, Saudi Arabia has intensified its quest to incorporate E-learning as a supplementary
tool for English as a Foreign Language (EFL) at the high school levels. The benefits of this
paradigm shift are obvious because the growth of the Internet and the proliferation of
computers appear to have had a direct impact on the steady increase in popularity of E-
learning, especially for EFL, in Saudi Arabia. This research is premised on the assumption
that the successful implementation of E-learning in Saudi Arabia will require the readiness of
students and teachers in particular, ahead of the adoption and use of the technology for

teaching and learning.

This study adopts a mixed method approach using both qualitative and quantitative
methods at three stages in order to achieve distinct research objectives. The first stage of the
research involved qualitative interviews with students and teachers that explored the
underlying factors of readiness of students and English teachers. The second stage of the
research involved surveys with students and English teachers that examined their current
level of readiness, as well as any age and/or gender differences in their readiness to use E-
learning as a supplementary tool for EFL in Saudi Arabia. The third and final stage involved
in-depth qualitative interviews with national and regional government officials as well as
heads of families in order to develop a deeper understanding of the current level of readiness

for students and English teachers.

Overall, the present study provides an alternative perspective to understanding the
readiness of students and teachers to use E-learning, particularly in the Saudi context. The
study establishes that in developing societies where institutions are less established and
considered thinner, the introduction of E-learning in such societies will require more than the
availability of financial resources and political will. The research outcome demonstrates that
the readiness of students and teachers for E-learning in Saudi Arabia is indicated mainly by a
set of underlying personal factors which are influenced by a set of external factors. In terms
of the current level of readiness of the respondents, there is a mixed outcome. Further, there
are also some differences and similarities in the readiness of respondents to use E-learning for
EFL based on age and gender. Finally, this study contributes to the existing body of

international literature on E-learning readiness by proposing an expansive new framework



that takes into account both personal and external factors in exploring readiness. More so, the
propose new framework incorporates the significant role the wider cultural and social context
plays as well as the importance of gender issues and their particular centrality in the Saudi
context in relation to individual and organisational E-learning readiness.
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Terminology

Ease of use: It is defined in this research to mean the extent to which participants believe that
using E-learning as a supplementary tool for EFL in Saudi Arabia will require less effort and

be easy.

E-learning characteristic: E-learning characteristic factors is defined in this research to
mean the extent to which participants perceive the combined effect of E-learning usability
(that is, ease of use and usefulness) and E-learning functionality (that is, flexibility and
interactivity) as being available or not for their use of E-learning as a supplementary tool for
EFL in Saudi Arabia.

E-learning functionality: E-learning functionality is defined in this research to mean the
extent to which participants believe that the use of E-learning as a supplementary tool will
provide flexible and interactive access to instructional and assessment material to facilitate

teaching and learning EFL in Saudi Arabia.

E-learning usability: E-learning usability is defined in this research to mean the extent to
which participants believe that adopting E-learning as a supplementary tool will be easy or

not, and whether or not it will be useful for learning and teaching EFL in Saudi Arabia.

E-learning: the term E-learning is defined in this research to mean, a web-based learning
management system that provides different supplementary educational tools including Virtual
School, e-Tests and Self-evaluation Tool, e-Homework Assignments Tool, Question Bank

Tool and Lesson Planning Tool, for students and teachers (Tatweer 2014).

External factors: These involve a combination of what are considered as social factors, E-
learning characteristic factors and in-school factors that influence individuals to use E-

learning as a supplementary tool for EFL in Saudi Arabia.

Flexibility: It is defined in this research to mean the extent to which participants believe that
using E-learning as a supplementary tool for EFL in Saudi Arabia will offer them options in

their learning and teaching in relation to time and/or place.

In-school factors: In this research In-school factors are the extent to which participants

perceive the combined effect of the technology required, management support and technical
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support as being available or not for their use of E-learning as a supplementary tool for EFL

in Saudi Arabia.

Interactivity: It is defined in this research to mean the extent to which participants believe
that using E-learning as a supplementary tool for EFL in Saudi Arabia will provide a platform
that offer them the opportunity to exchange ideas in their learning and teaching both among

students themselves and with their teachers.

Jazan: an administrative province divided into six educational districts namely: office of
education in Jizan (Jizan is a city in Jazan province), office of education in Abu-Arish, office
of education in Al-Arethah, office of education in Ahad-Almsarh, office of education in

Samtah and office of education in Farsan.

National Level Officials: These are officials at the national level designated to see through

the planning, implementation and evaluation of the E-learning programme in Saudi Arabia.

Native speaker: This is defined by an individual’s ability to use English in communication

as his/her mother tongue.

Personal access to tools: In this research access to tools is related to the availability of

equipment, i.e. computer and internet access, at home.

Personal drivers: In this research personal drivers involve the ability of an individual(s) to
develop a positive attitude towards E-learning, and be motivated and prepared to commit time

to using it.

Personal factors: In this research personal factors are considered as those factors that
indicate the readiness of individuals to use E-learning as a supplementary tool for EFL in

Saudi Arabia, which comprise of self-efficacy, personal access to tools and personal drivers.

Preparatory year: This is the first year in the university where all students from different

areas of study attend in order to prepare them for studying at the university level.

Readiness of Student and English teacher for E-learning: The readiness of students and
English teachers manifested as a composition of personal factors, which are also influenced

by the external factors as well as the wider socio-cultural factors.

XVii



Regional Level Officials: These are officials at the regional level designated to see through

the planning, implementation and evaluation of the E-learning programme in Saudi Arabia.

Self-efficacy: In this research self-efficacy is defined as students’ and teachers’ perceptions
of their own individual abilities, knowledge and skills to use E-learning as a supplementary
tool for EFL in Saudi Arabia.

Social factors: In this research social factors are the extent to which participants perceive the
combined effect of family support and peer support as being available or not for their use of
E-learning as a supplementary tool for EFL in Saudi Arabia.

Usefulness: It is defined in this research to mean the extent to which participants believe that
using E-learning as a supplementary tool for EFL in Saudi Arabia will enhance their learning

and teaching.
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Chapter One: Research background
1.1 Introduction

Increasingly, English language as a lingua franca has become the dominant language
throughout the world. Globally, English language is currently the most common language of
communication amongst people of different first languages in the field of business,
commerce and the sciences as well as in academia. This increasing importance of English
language within the Saudi context can also be felt in educational systems and many
employment sectors (Elyas and Picard 2010). Considering this increasing significance in the
use of English in the Saudi context, the Saudi government introduced a new language policy
that requires all students both at the intermediate and high school levels, that is ages 12-15
and 15-18 respectively, to study English as a compulsory subject (Alkhatnai 2011).
Furthermore, English is now used as the medium of instruction by many universities in Saudi
Arabia (Al-Kahtany et al. 2016). In spite of this effort on the part of the Saudi government by
way of policy and spending, reports suggest that students’ English language skills remain at a
basic level upon completion of their early education — intermediate and high school levels
(Al-Nasser 2015; Al-ahdal et al. 2014; Alharbi 2015). The lack of improvement in the level
of students’ language skills despite the current efforts of the Saudi government seems to have
exacerbated the already herculean challenge of using English as a medium of instruction in
universities, and impacts negatively on students’ successful completion of their programmes.
Taking this into consideration, the Ministry of Education (hereafter, MoE) has proposed the
introduction of E-learning as a supplementary tool for English as a Foreign Language
(hereafter, EFL) at the intermediate and high school levels (Al-Hamidi 2013).

By definition, the term E-learning in the context of the present study means a web-
based learning management system that provides different supplementary educational tools
including Virtual School, e-Tests and Self-evaluation Tool, e-Homework Assignments Tool,
Question Bank Tool and Lesson Planning Tool, for students and teachers (Tatweer 2014).
The above provides a restrictive definition for E-learning and excludes all other approaches
that are off-line and not web-based — that is, the use of other technologies such as DVDs or

CD-Rooms. The main classificatory tools are described in Table 1.1 below.



Table 1.1: Description of Saudi E-learning tools (Tatweer 2014)

E-learning tools Description

It is an e-school that offers virtual educational solutions for the sake of learning
dissemination and sustainability in addition to providing learning to those who
have no access to school. It is also concerned with all students with different
levels and ages. It provides the following virtual educational services: e-
registration, virtual classes, e-tests, e-homework assignments, reports and
statistics, educational support, follow-up and e-certificates.

Virtual School

It is an interactive e- service that supports the evaluation and assessment of
processes that aim to improve the learning process. The e-tests service enables
teachers to develop assessment tools and send them to students electronically.
Furthermore, the e-tests service enables the student to perform self-evaluation
at the level of a lesson, a unit and even the whole course. It is also available,
before, during and after learning. The service also provides the tools for self-
scoring, entering the grades estimated by the teachers, and providing
performance reports on a variety of tests. This enables parents, teachers and
students to have access to them and even keep them in the student’s portfolio.

e-Tests and Self-
evaluation Tool

It is an interactive service that enables teachers to assign homework to students,
score it electronically, provide reports to parents and follow up on the students’
progress.

e-Homework
Assignments Tool

It is an e-system that allows teachers to write and review questions and
homework assignments. It is a huge e-storage that contains e-educational
questions prepared in advance on courses, or prepared in collaboration with
teachers.

Question Bank Tool

It is an e-service that enables teachers to prepare their daily lesson plans
electronically. It provides teachers with the best possible guidelines for lesson
planning in addition to providing them with the following advantages: syllabus
Lesson Planning Tool distribution over the year, recommending best instructional strategies, e-guiding
processor to plan lessons effectively, guiding tips for teachers, guidelines for
smart implementation, a library of e-practical lesson plans and an interactive
library for specialised teachers.

In terms of E-learning implementation, it has been suggested that the processes
involved need to be looked at from different perspectives (Alkhatnai 2013). Broadly,
different schools of thought have emerged over the years, each seeking to emphasise
particular element(s) that is/are deemed to enhance the chances of a successful E-learning
implementation. For instance, Jebeile (2003), has argued that a successful E-learning
implementation requires an understanding of the substantive issue(s) that promote the
effective use of the technologies including technological, pedagogical, social and individual
factors. This could be either at the individual or institutional level. What is nonetheless

required is an understanding of the substantive issue(s) required for a successful E-learning




implementation. Furthermore, Al-Kahtani (2001) emphasises that educational institutions
need to address these larger issues that prevent the use of technology so that they can
integrate E-learning successfully. Here, the focus is not at the individual level but what
institutions need to do in order to boost their chances of a successful E-learning
implementation. Additionally, researchers such as Abas et al. (2004) have argued that the
successful implementation of E-learning requires educational authorities to measure the
readiness of the organisation to adopt E-learning in order to allow students to benefit from its
advantages. They have further identified eight dimensions to measuring organisational E-
learning readiness. These are: the learner, the management, personnel, content, technical,
environmental, cultural, and financial readiness (explored in detail in Section 3.4.1). Other
researchers such as Aydin and Tasci (2005) and So (2008) have specifically highlighted the
importance of understanding and measuring the readiness of the end-user in particular ahead
of the adoption and use of E-learning in order to provide them with the needed support to

enhance their readiness.

The present research explores the readiness of students and English teachers to use E-
learning as a supplementary tool for EFL in Saudi Arabia. Essentially, the present study
argues that the successful implementation of E-learning as a supplementary tool for EFL
within the Saudi educational context will depend on the readiness of students and English
teachers themselves. This is supported by the long held notion that the sort of investments
made in relation to infrastructural development, staff IT training as well as content
development alone may be insufficient to guarantee a successful adoption and use of E-
learning; students and teachers play a key role (Ndubisi 2004; Henderson and Stewart 2007,
Shapka and Ferrari 2003; So 2008; Watson 2001). The research however recognises and
acknowledges that although successful implementation might be possible even when the
readiness of students and English teachers has not been predetermined, the value addition for
doing so is that it enhances the potential of being able to predict the outcome. What is more,
the outcome of the research aims to influence policy by identifying the challenges and

proposing solutions where applicable.
1.2 Statement of the problem

In recent years the government of Saudi Arabia has introduced a number of reforms in

all aspects of life, including reforms in the educational sector in order to maintain its global



competitiveness (Alkhatnai 2013). In line with this, the Saudi government has devoted a huge
amount of money (details of government spending is explored in detail in Section 2.3.3.) for
the incorporation of technology (particularly E-learning) and other technology-based
initiatives in education (Alshumaim and Alhassan 2010). Essentially, the Saudi government’s
initiative to promote the use of E-learning in schools, particularly, in the teaching and
learning of EFL, is premised on the assumption that the appropriate use of technology
enhances teaching and learning approaches (Al-Hamidi 2013). Proponents of the use of E-
learning in EFL have identified a number of merits including: provision of easy access to
useful language resources, communicating directly with native English speakers and
appreciating and accepting different cultures, as well as enabling students to independently
develop in the four main English language skills (listening, speaking, reading and writing)
(Yang and Chen 2007). However, the above stated potential benefits of E-learning may not
be fully realised if the users are not ready (Aydin and Tasci 2005; So 2008).

Internationally, the major challenges usually confronting users of E-learning include:
the non-availability and lack of access to technology (Byrne 2002); the lack of technical skill,
attitudes of students and teachers toward technology; teachers’ ability to control teaching
through technology (Baylor and Ritchie 2002; Selim 2007); and user reluctance to embrace
and use innovative technology, even if such technology offers them better solutions or
advantages (Liaw 2002). Within the Saudi context, these challenges are narrowed down into
three broad thematic areas: social, cultural and religious beliefs of the Saudi society
(Alkhatnai 2013). Although these collectively shape the Saudi educational system, religious
beliefs in particular act as a major influence in determining the Saudi culture thereby playing
a significant role in shaping the norms, traditions, responsibilities and practices of the
individual as well as the society as whole (Al-saggaf and Williamson 2004). The socio-
cultural norm of gender segregation, for instance, is one of the distinctive characteristics that
shapes social interactions both in the public and private spheres of life in Saudi Arabia. As a
conservative country, it is likely that the introduction of E-learning in schools will be
interpreted to be in breach of the boundaries of its strict gender-segregated nature in a way
that western researchers and educationalists perhaps find unusual. This nonetheless provides
justification for the present research which seeks to explore the readiness of students and
English teachers to use E-learning as a supplementary tool for EFL in Saudi Arabia.
Furthermore, it is to be understood that within this study, the underlying assumption was that

in order to explore the readiness of students and English teachers it was essential to consider
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how the wider socio-cultural context influence this process of their readiness as this would
offer better insights into how the needs of students and teachers are to be met. The
overarching aim is therefore to have a better understanding about those factors that promote
the successful deployment and adoption of E-learning in gender-segregated schools in Saudi
Arabia.

1.3 Significance of the study

Current studies on E-learning readiness are largely limited to the study of business
organisations (e.g. Aydin and Tasci 2005; Chapnick 2000). The few studies that have touched
the educational sector are almost limited to higher education — that is, colleges and
universities (e.g. Abas et al. 2004; Hung et al. 2010), rather than primary and secondary
schools (So and Swatman 2006; So 2008). Across the board, these studies on E-learning
readiness are also generally done in Western countries (e.g. Warner et al. 1998; McVay
2000; Hung et al. 2010; Hung 2016). It is therefore suggested that the existing models
derived from the existing research outcomes may not be appropriate if at all applicable to
contexts where there is significant difference in social as well as cultural orientation. This
research therefore explores the readiness of students and English teachers to use E-learning as
a supplementary tool for EFL in schools in Saudi Arabia. The present study assumes that the
successful implementation of E-learning as a supplementary tool for EFL within the Saudi

educational context will depend on the readiness of students and English teachers themselves.

It is hoped that the outcome of the research will help fill the existing gap and enrich
the existing literature with perspectives from the Gulf region. Finally, it is hoped that the
inclusion of students and teachers will fill the existing gap in the Saudi literature, which until
this research has overlooked the importance of eliciting the views of students and teachers

prior to policy formulation and implementation.

1.4 Research aims

Given the current situation in education reforms in Saudi Arabia and the commitment
to implement E-learning for EFL, it is assumed that the immediate potential of using E-
learning as a supplementary tool in this quest cannot be fully realised if the readiness of
students and English teachers is not known. The primary aim of this research is therefore to



explore the readiness of students and English teachers to use E-learning as a supplementary

tool for EFL in Saudi Arabia. The specific objectives of the study include the following:

1. To explore the underlying factors affecting students’ and English teachers’
readiness to use E-learning for EFL in Saudi Arabia;

2. To explore the current level of readiness of students and English teachers to use E-

learning for EFL in Saudi Arabia;

3. To explore any age and/or gender differences in students’ and English teachers’
readiness to use E-learning for EFL in Saudi Arabia.

1.5 Research questions

The main purposes of the present research are to explore the readiness of students and
English teachers to use E-learning as a supplementary tool for EFL in Saudi Arabia. The
main research question seeks to explore the extent to which students and English teachers
are ready to use E-learning as a supplementary tool for EFL in Saudi Arabia. The

specific research questions include the following.

1. What are the underlying factors affecting students’ and English teachers’ readiness

to use E-learning for EFL in Saudi Arabia?

2. What is the current level of readiness of students and English teachers to use E-

learning for EFL in Saudi Arabia?

3. What are the differences in the readiness of students and English teachers to use
E-learning based on selected demographic characteristics (gender, and age) for
EFL in Saudi Arabia?

1.6 Structure of the present study

The thesis is written in ten chapters in order to articulate the entire story of the present
study. It is structured as follows. Chapter One provides the background to the study.
Specifically, the chapter presents a brief introduction to the study, statement of the problem,
significance of the research, aims of the study, and research questions. Chapter Two provides

a detailed description of the research context including the social, cultural and educational



system of Saudi Arabia. The aim is to provide a background that facilitates understanding of
subsequent chapters by contextualising the discussions. Chapter Three provides a review of
the relevant literature which focuses on areas relating to the research questions. In particular,
the chapter reviews the relevant literature associated with E-learning and E-learning
readiness. Chapter Four describes the research methodology and design. It also discusses the
rationale behind the selected methodological approach and illustrates the research sample,
and the techniques for data collection, analysis and presentation. Chapters Five, Six, Seven
and Eight present the findings of the study. Chapter Nine provides an extensive discussion of
the present research outcomes and considers some of its implications. Chapter Ten provides a
conclusion to the present research by recasting the findings and stating its contributions as
well as making recommendations for policy and practice. The limitations of the research and
what this means for future research in the area are also highlighted.



Chapter Two: Research context — Saudi Arabia
2.1 Introduction

This chapter seeks to accomplish two main objectives. Firstly, it provides general
information about Saudi Arabia including its history, geo-political landscape, demography,
economy, culture, religion as well as language. Secondly, the chapter provides general
information about the educational system in Saudi Arabia. Specifically, an attempt is made to
trace the history of education, education policy, government’s expenditure on education, the
teaching of EFL and the current role played by information technology in the Saudi education
system. The significance of the chapter lies in the fact that it might be problematic
interpreting the data outside, or without an understanding of, the research context. The
chapter therefore helps to contextualise and facilitate understanding of the overarching

narrative the research seeks to tell given that context often mediates perceptions.
2.2 Saudi Arabia: Country profile

Following the period of Ottoman suzerainty, the Kingdom of Saudi Arabia was
officially founded in 1932 by King Abdulaziz Al-Saud when he succeeded in merging a
number of autonomous sister provinces in the Gulf region into one country. This took around
30 years (from 1902 to 1932), during which period the King laid foundations for the
development of the Saudi education system (the education system will be discussed in more
detail in Section 2.3). Saudi Arabia is governed by an absolute monarch, in which the King is
the Head of the State and government (Al-Sadan 2000). Geographically, it is part of the
Arabian Peninsula and located between two continents, Africa and Asia. As the second
largest country in the Arab world, Saudi Arabia has an approximation landmass of 2,250,000
square kilometres (868,730 square miles). It borders Kuwait, Iraq and Jordan to the north;
towards the east are the Arabian Gulf and Qatar, Bahrain and the United Arab Emirates; the
Sultanate of Oman and Yemen are to the south; and the Red Sea is to the west (Alosaimi
2013). Currently, Saudi Arabia consists of 13 administrative provinces with over 6,000 cities,
towns and villages (Al-Sadan 2000). The 13 administrative provinces are Makkah, Medina,
Riyadh (which includes the capital, Riyadh City), Jazan, Northern Province, Eastern
Province, Al-Baha, Asir, Al-Jouf, Hail, Tabuk, Najran and Al-Qassim (see Figure 2.1 below).
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Figure 2-1: Map of Saudi Arabia (Samirad 2018)

Demographically, the Saudi population consists of Saudis and expatriates. The
estimated total population per the last population census conducted in 2018 was 32,552,336
million. This signifies a huge increase since the 1974 census which estimated the Saudi
population as 7 million. Notable reasons for this considerable increase in population include a
very high birth rate and significant increase in migration (General Authority for Statistics
2018).

Economically, Saudi Arabia is finding its own place in world affairs. This is as a
result of vast oil reserves (its main source of income) it supplies to the global economy. Since
the discovery of oil in 1933, there has been continuous rapid socio-economic development in
the country. The oil is used to fund the government development work of all the ministries,
with the largest share directed to the MoE and Health. Based on its oil revenue, Saudi Arabia
is considered a major developing world economy which contributes an enormous amount to
the world economy (Ramady 2010). In terms of language, Saudi Arabia has Arabic as its
official language and the mother tongue of the indigenous people, although nowadays
English is increasingly popular in academic life and in multilateral co-operations such as the

big companies in the oil and gas industry.

Culturally and religiously, Saudi Arabia is the birthplace of Islam and contains the

two Holy Mosqgues of Makkah and Medina, which have given the country its special standing



in the Muslim world. Society in Saudi Arabia is strongly influenced by Islam, and all Saudis
are deemed to be Muslim (Almalki 2011; Al-saggaf 2004). There are also other nationals in
Saudi Arabia some of whom are non-Muslims. Al-saggaf (2004, p.1) states that “Islam plays
a central role in defining the culture, and acts as a major force in determining the social

norms, patterns, traditions, obligations, privileges and practices of society”.

The fundamental laws and principles governing the country are based on the Holy
Quran (Koran) and Islamic law known as Sharia (Al-Sadan 2000). Furthermore, Saudi Arabia
IS a very conservative country that is predominantly defined by Islam, and the social and
cultural lives of the people are focused on the Muslim religion as their religious identity. This
means that religious morals come first and foremost in Saudi social life and extend from
personal relations to tribal or family values, which are part of the intricate network of
commitments and tasks given to the people by the Quran (Alosaimi 2013). Additionally, the
Islamic religion shapes all aspects of the daily lives of everyone in the country although it
focuses particularly on their education; learning is a religious duty for both males and females
(Alosaimi 2013). However, males and females are separated in the workplace and strictly
segregated in education after nursery school; a constraint necessitated by the culture of the
people. There is an exception to this gender segregation in Saudi hospitals, particularly when
emergency services are needed (Alosaimi 2013). Unrelated males and females are not
permitted to meet under any circumstance, unless they are married. This is extended to online
interactions and meeting in chat rooms (Almalki 2011; Al-Alhareth 2014). Based on cultural
and political constraints, as well as the geographical nature of the country and the high birth
rate, the government of Saudi Arabia invests a huge amount of money in education.

Education in Saudi Arabia is described in more detail in the next section.
2.3 The education system

In Saudi Arabia, religious belief and the Islamic code of conduct dominate all aspects
of life including the educational system. For instance, all Saudi schools, colleges and
universities are gender segregated in accordance with the strict Islamic law. Similarly,
teachers are employed and allocated teaching responsibility according to their gender.
Nonetheless, education remains a religious obligation for all Muslims, male and female
(Alosaimi 2013). The Saudi educational policy is also controlled by the government, in line

with Islamic law, and the curricula, syllabi and textbooks are unified for all schools in the
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country, private and public. The next section focuses more on the history of education,
education policy, government expenditure on education, English language as a subject and

information technology in the education sector in Saudi Arabia.
2.3.1 Development of education in Saudi Arabia

Historically, education in the Arabian Peninsula, of which Saudi Arabia forms 80 per
cent, started in the 7" century in small schools for teaching the Quran and Islamic studies;
this was known as kuttab (Alosaimi 2013). In the specific case of Saudi Arabia, the first
emergence of modern education systems occurred with the establishment of the Directorate
of Education by King Abdelaziz in 1924 when the country covered only Najd and Hejaz
(now Riyadh and Mecca respectively). It served to lay the foundation stone of the education
system, for boys only. In 1926 the first formal schools were established in Mecca for the
teaching of both religious and fairly general subject areas including the sciences and
humanities (Ministry of Education 2003). Twenty-one years later the number of schools
reached 66, with a total of 10,000 pupils, all male. Another ten years later, the numbers
reached 326 elementary schools, 75 secondary schools, one vocational school, and eight
teacher training institutes (Alosaimi 2013). However, progress was slow because of the
poverty of the country as well as the high levels of illiteracy among Saudi people (Al-Hakel
1994). The country began to make progress in its educational endeavours when it discovered
oil in 1933 and a lot of money was invested in the educational sector. In 1953, the Directorate
of Education was extended and developed in order to establish the MoE, again only for boys’

education.

By 1960, girls’ education was given a consideration under the General Presidency of
Girls” Education, sponsored by the then Crown Prince Faisal and his wife Effat Al-Thunyan.
Researchers, for example Al-Salloum (1995) and Bowen (2008) record strong opposition and
resistance to this initiative. Hamadan (2005) also recounts armed religious leaders protesting
outside of a school in Buraidah in Najd that had begun admitting girls. When the Crown
Prince became the King in 1964, he made extra effort in rebutting the protestors and
persuaded tribal chiefs to enrol their daughters. King Faisal also encouraged the Ulama
(religious leaders) to oversee the education of girls in his effort to convince the general public
to accept his idea of female education. Elsewhere, for example in the region of Hijaz, the

King’s wife was able to open a school dedicated to girls, known as Dar Al-Hanan Private
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School (Saaty 2015). Her objective was to, “replace the dry culture of the desert with a more
compassionate approach to developing young women” (Saaty 2015, p.36). Simply put, her
mission was to promote a culture of female education in Saudi Arabia hitherto which women
were left at home. French, music and physical education appeared in the curriculum,
alongside religious and secular academic subjects. Throughout the reign of King Faisal
(1964-1975), he emphasised the importance of education in general and female education in
particular (Prokop 2003). His Five Year Development Plan which increased budgetary
allocation for education from £1.6 billion to £17.8 billion at the end of his reign was
particularly noticeable and a commendable effort (Roy 1992). King Faisal also initiated the

award of international scholarships for Saudi students to study abroad for the first time.

By 1989 Saudi Arabia had 14,000 educational institutions including universities,
teacher training colleges, technology training, special needs schools and adult education
facilities (Al-Abdulkareem 2001). In 2002, the General Presidency was merged with the MoE
(Ministry of Education 2016). In 2008, King Abdullah initiated a General Education
Development Project (Ministry of Education 2016), focusing on a skilled workforce of both
genders, including proficiency in English language, and greatly expanded international
scholarships, including for females. To date, there remain in Saudi Arabia critics of female
education and in particular enabling women to study abroad (Al-Ginaier 2011; Al-Alhareth
2014). However, there are now 150,000 Saudi young males and females studying abroad. The
Saudi government instituted what is known as the “guardianship system” to allow females to
study abroad. The guardianship system ensures that women studying abroad are accompanied
by a Mahram (husband or male relative). This practice is still debated openly in Saudi by
researchers such as Al-Alhareth (2014), Saaty (2015) and Al-Rasheed (2015). While some
argue it is undermining the right and independence of women (see Saaty 2015; Al-Rasheed
2015), others such as (see Al-Alhareth 2014) argue that it is in line with the religion and

cultural practices of Saudis. Public opinion however is in favour of it for now.
2.3.2 Education policy

The main policy objectives of the Saudi educational system are to meet the religious,
social, linguistic and economic needs of the country and to eradicate all types of illiteracy
among all students in Saudi Arabia (Ministry of Education 2016). General standards for

Saudi education policy are provided by the MoE, which oversees the planning, administration
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and implementation of policies for schools (Al-Sadan 2000). Education in Saudi Arabia is
compulsory for children between the ages 6-15 years, although the existing law that compels

parents to enrol their children into schools is not enforced (Alosaimi 2013).

There are three types of schools: public schools (the focus of this research), private
schools and foreign schools. Public and private schools admit both Saudi and non-Saudi
students, and apply a unified curriculum with Arabic as the medium of instruction, which is
provided by the MoE. In terms of resources and the demography of students, there is no
established pattern in both public and private schools. That is to say that while some public
schools are well resourced and attract students from both rich and poor families, others are
not. The same applies to schools that are privately owned. Overall, 88% of the student
population in Saudi Arabia are in public schools and 12% in private schools. Students in both
public and private schools have an equal chance of progression into higher education. Table
2.1 below lists the distribution of students in both public and private schools per gender for
the last three years (General Authority for Statistics 2016).

Table 2.1: Numbers of students at public and private school (primary, intermediate and high schools)
(General Authority for Statistics 2016).

Public School Private School Total by Gender
Year Total
Male Female Male Female Male Female
2015 3230532 3372791 543748 303248 | 3774280 | 3676039 | 7450319
2014 3078530 2959035 518465 260085 | 3596995 | 3219120 | 6816115
2013 2968857 2939938 506557 267378 | 3475414 | 3207316 | 6682730

Foreign schools also admit non-Saudi students but apply an international curriculum
under the supervision of the Saudi MoE. However, they are also required to teach Arabic
language, Islamic studies and the history of Saudi Arabia using curricula that are developed
by the Saudi MoE. The requirement is for each subject to be taught at least one hour per week
(KACST and Ministry of Economy and Planning 2014). There are 45 educational districts
under the supervision of the MoE throughout the Kingdom. Educational district offices work
to forge links between the schools and the MoE (Ministry of Education 2016).
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Education in Saudi Arabia is free of charge in government schools and universities,
relying on state financial support (KACST and Ministry of Economy and Planning 2014).
The education systems are centralised, and curricula in both public and private schools are
unified under the ambit of the MoE for the whole country. Consequently, there is a specific
department in the MoE responsible for the curriculum and for developing subject textbooks.
Additionally, there is a separate textbook for each subject and every grade, which is

considered to be the national curriculum in all Saudi schools (Ministry of Education 2016).

Education in Saudi Arabia is split into four stages: the pre-school stage, which is for
children from the ages of 3-6; the primary school stage which serves children from the ages
of 6-12; the intermediate and high school stages, which both last for three years, between the
ages of 12-15, and 15-18 respectively (KACST and Ministry of Economy and Planning 2014;
Alosaimi 2013).

In the academic year, there are two semesters of 18 weeks per semester including the
final examinations which last for two weeks. The examinations are based on the textbooks
and do not cover any topic that is not in them. In order to move up to the next grade it is
required for students to pass all the subject examinations with at least the minimum pass
mark, which is 50 per cent. However, there is a resit examination for students who do not
succeed the first time. Students who fail the resit examination are required to repeat the same
year until they pass the end of year examination. The repetition of failed students for a year
has led to the inclusion of students of varied age groups in the same classroom, some a lot
older than others. Assessment in primary schools, however, involves continuous assessment

during the academic year without having a final examination.

At the high school level, which is the focus of this research, Arabic remains the
medium of instruction. The specific objectives of the Saudi high school education are as
follows. Firstly, it is at this level that students can specialise and prepare to study at higher
education institutions. Secondly, this level consists of three grades: in the first grade, all the
students follow the same curriculum; in the second and third grades, they specialise in one
area, such as Islamic and Arabic studies, or natural sciences. Thirdly, students are also given
thorough knowledge of each of their chosen subjects. Fourthly, the curriculum is very
specific and aligned with international standards with the tendency to develop technology and

information resources in order to help build the skills of students in methods of organising

14



and gathering information. The curriculum is also tailored to develop students’ life skills such
as self-learning, thinking skills, cooperation and communication skills, teamwork, dialogue
and discussion. Finally, the high school education is designed to improve high school outputs
including familiarising students with seriousness, timekeeping, and seeking behavioural
change (Alosaimi 2013).

Segregation continues to be strictly enforced in Saudi education. Where it is relaxed,
for example in medical training in some universities, genders enter classrooms via separate
doors and sit separately. It may be that scrutiny of education policies to create the ideal
Muslim woman will be challenged and revised in future; for the present, strict segregation is
embedded in Saudi education institutions. Linkages between opposition to reducing gender
segregation and opposition to teaching English language cohere as an opposition platform in
Saudi Arabia. Karmani (2005) for example, argues that teaching English is a forerunner to
westernisation, which he opposes. Other scholars draw similar links between teaching
English and educating women Saaty (2015). Authors such as Al-Rasheed (2015) vociferously
argue the alternative case for internationalisation and gender equality. The present research is
not about these debates, instead it notes continued segregation and later draws attention to its

influence on E-learning readiness and adoption.
2.3.3 Government expenditure on education

As part of the government commitment to improve education standards including the
use of E-learning in Saudi schools, Saudi Arabia has certainly allocated a large portion of its
annual budget to education. For instance, in the 2013 fiscal year budget, the government
allocated about 204 billion Saudi riyal (54.4 billion US dollars) to school education, higher
education and manpower training (KACST and Ministry of Economy and Planning 2014).
This is equal to 25 per cent of its annual budget in the same year, an increase of almost 21 per

cent on the previous year (see Table 2.2 below).
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Table 2.2: Government expenditure on education between 2009 and 2013 (KACST and Ministry of
Economy and Planning 2014)

Vear Spending Increase Increase
(in billion Saudi riyals) (in billion Saudi riyals) (as percentage)

2013 204 354 21

2012 168.6 18.6 12

2011 150 124 9

2010 137.6 15.5 13

2009 122.1

This huge amount of government expenditure on education has allowed Saudi Arabia

to achieve and develop its national strategy for education, including the following.

>

Providing free education for all students at all academic levels (school and
university levels). In addition, students at universities are paid financial support
estimated at about 1000 riyals per month.

Spreading education to every part of the Kingdom.

A high rate of enrolment in primary education. In 2010, the ratio stood at 100 per
cent and the enrolment rate of university education was 37 per cent.

Opportunities to achieve gender parity in education, as the proportion of female
students in schools rose from 25 per cent in 1970 to approximately 47.5 per cent
of students in 2001.

An increase in literacy rates amongst men and women (aged 15 and over). The
national average was 86.6 per cent in 2010 (KACST and Ministry of Economy
and Planning 2014).

In summary, there is a demonstrable commitment on the part of the Saudi government

to education as a means of preparing the economy for diversification; however, social

pressures continue to insist upon gender segregation. The next section reviews the literature

on the teaching of EFL in Saudi Arabia.
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2.3.4 Teaching EFL in Saudi Arabia

The specific date as to when EFL was introduced into the Saudi education system is
disputed. Alkhatnai (2011), for example, has stated that the teaching and learning of EFL
goes back to the founding of the Directorate of Education in 1924 and the introduction of the

first primary school. However, there have been many developments since 1924.

In 1943, the decision was made by the Directorate of Education to stop the
compulsory teaching of English in primary schools and instead make English a compulsory
subject in intermediate and high schools (Alkhatnai 2011). The disadvantages of such a
decision has been well documented, notably, a delay in the language learning achievements
of children and young people (Baker et al. 2008; Birdsong and Molis 2001). As a result of
this decision, EFL has only been taught in intermediate schools from grades 7 to 9, and in
high schools from grades 9 to 12, for four classes per week, each class lasting for 45 minutes.
However, English language has been introduced again very recently as a subject in primary
school (grade 4 to grade 6, for two classes per week, each class lasting for 45 minutes), as an
introduction to English teaching in the intermediate level (Mahboob and Elyas 2014). The
academic progression of students to the next level does not depend on the grade they achieve

in their English examinations.

The majority of teachers working for the Saudi MoE were expatriates mostly from
Egypt who teach almost all the subjects including EFL at all levels of general education. The
majority of textbooks are also developed by these teachers (Mahboob and Elyas 2014; Al-
Ghamdi and Al-Saddat 2002; Alosaimi 2013). Understandably, it was easier to bring in
teachers from Egypt because of the common language and proximity. Besides, Egypt is seen
to have a long history of well-educated scholars and almost all other countries in the Gulf
region depended on Egypt for human resources once upon a time. The flip side of the
argument is that Egyptians are motivated to migrate to Saudi Arabia because Saudi Arabia
offers better conditions of service — that is, an attractive salary compared to what they are
offered in Egypt. The trend has since changed because the Saudi government decided to
increase the number of Saudi qualified English teachers through training in Saudi
universities. There has also been a creation of a group of English departments in universities
and women’s colleges across Saudi Arabia for two main reasons: to encourage Saudi society

to enter into the English language-speaking community on a large scale in recent times, and

17



to meet the requirement of using English as the medium of instruction at the university level
for all subjects except Arabic and Islamic studies (Alkhatnai 2011). There are also calls for an
increase in the number of qualified English teachers, translators and those with expertise in
English for certain government jobs (Alkhatnai 2011). As a result of the above measures, all
teachers at the school level in Saudi Arabia are Saudi teachers without any foreign teachers.
The teacher sample was therefore made up of only Saudi teachers and excluded foreign

teachers.

The educational system in Saudi Arabia was (and remains) centralised and planned by
the MoE. English teachers at each grade are given a unified syllabus and textbooks with
guidelines and deadlines that they have to follow. To this end, there is a department under the
MOoE responsible for the development of curricula for all education levels (from primary to
high schools) called the Department of Curricula. One of its mandates is to prepare and
develop the national English education curriculum and textbooks. It is also tasked to review
and update the textbooks. The department solicits feedback from a few schools where the
textbooks are piloted before the textbooks are then modified based on the feedback and tested
again in a slightly larger number of schools. In cases where there is the need for any further
modifications, these are carried out and the textbook is then distributed throughout the whole

country (Alosaimi 2013).

Consequently, students are taught English only through regular class teaching based
on rote memorisation; a common pedagogy used in Saudi schools (Alabbad 2011). The
disadvantage of this pedagogy is that not only do students find it difficult to practice what
they have been taught, they are also unable to apply what they have learnt flexibly in daily
life as the language environment is dominated by the Arabic language. Further, students find
it increasingly difficult to cope when English is used as the medium of instruction at the
university level. The current pedagogy nonetheless helps to strengthen students’ grammar,
encourage reading and build their vocabulary. This research explores the readiness of
students and teachers to use E-learning as a supplementary tool for EFL in Saudi Arabia. The
next section specifically explores the need for information technology in education in Saudi
Arabia.
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2.3.5 Information technology in Saudi education system

Historically, the introduction of technology in general, and computer usage in
particular, in Saudi education occurred when the MoE began operating a database that
recorded, processed and stored information about teachers, students and administrators. The
MOoE later introduced computer studies as a major part of the Saudi educational curricula in
the 1990s. Computer literacy programmes were initially piloted in the late 1990s by the MoE
and later made a compulsory subject for high school students and optional in the curriculum
for primary and intermediate schools (Al-asmari and Khan 2014; Alresheed et al. 2015). The
curriculum allowed for students to have computer lessons twice per week, each lasting 45
minutes (Al-asmari and Khan 2014). Computer studies remains an optional subject in the

curriculum for primary and intermediate schools.

Internationally, many countries around the world have become oriented towards
building a knowledge-based economy, and have paid greater attention to education because
of the pivotal role it plays in accomplishing this goal. In Saudi Arabia, the use of technology,
especially computers, has increased considerably over the past years. Beyond the introduction
of computer studies into the education system, the MoE has proposed to introduced the
teaching and learning of many subjects through the use of computer-based information
technology as known as E-learning (e.g. EFL through E-learning) (Al-Hamidi 2013).
Although E-learning can be and has been used as tutor, tool and/or medium depending on the
contexts, for the purposes of this research it is to be seen as a tool to facilitate teaching and

learning, particularly of EFL in Saudi Arabia (see Section 1.1 for definition).

The use of E-learning seeks to increase the efficiency and effectiveness of teaching
and learning, as well as to provide easy and unlimited access to educational materials and
tools, anywhere and at any time (Tatweer 2014). To achieve this, all high schools were to be
equipped with computer facilities and to provide training courses for selected teachers (Al-
Harbi 2014). Efforts on the part of the Saudi government include the construction of about
6,700 computer laboratories containing 139,338 computers for high schools between 2011-
2013. According to KACST and Ministry of Economy and Planning (2014), cummulatively,
the government efforts have brought the country to the level of the global average of one
computer for every ten students as at the end of 2012. Some major milestones in the

government efforts at the school level include the following.
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1. In 1991 the General Administration for Educational Technology was established
in order to develop and administer quality education in schools through the
integration of technology as well as providing educational materials and staff
training.

2. In 2000 the Learning Resource Centres Project was introduced in order to develop
school libraries to be the learning resource centres to support learning processes.
Each learning resource centre aimed to be fully equipped with the requisite
resources such as: computers, projectors, TVs, DVDs, printers and network
connectivity.

3. In 2007 King Abdullah’s Education Development Project was introduced in order
to re-qualify teachers to teach with technology, and to implement technology in
the classroom with the curriculum provided. Moreover, this project aimed to
provide classrooms with ICT equipment including: laptops, computers, projectors
and interactive whiteboards. Further, the project has trained about 400,000
teachers in various subject areas across the country in the use of technology.
Finally, the project sought to ensure that schools are connected to a network that

allows them to participate in E-learning courses.

In spite of all the reforms and efforts on the part of the Saudi government through the
MOoE, the use of E-Learning is still concentrated in higher education to the neglect of schools.
Whereas almost all universities have proceeded to teach some of the courses via an E-
learning system, the same cannot be said about the school level. This research therefore
explores the readiness of students and English teachers to use E-learning as a supplementary
tool for EFL in Saudi Arabia.

2.4 Chapter summary

This chapter provides a description of the research context with particular focus on
the Saudi educational system. Over the past few decades, there has been an increase in
government commitment to education in Saudi Arabia. This is manifested in the gradual
increase in the adoption and use of technology, E-learning in particular, across all levels of
the educational sector. This provides the background needed to explore the readiness of
students and English teachers to use E-learning as a supplementary tool for EFL in Saudi

Arabia. The next chapter engages in a much broader review of the literature.
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Chapter Three: Review of the literature
3.1 Introduction

Relevant to the success of an E-learning implementation, in specific reference to
school, is the exploration and evaluation of the readiness of individuals (that is, students and
teachers) for this kind of technology (e.g. Hung 2016; Hung et al. 2010; Smith 2000; Smith et
al. 2003). This chapter reviews the relevant literature associated with E-learning in general,
and E-learning readiness in particular. The first section of the chapter briefly explores the
history of E-learning in language education and its practical implementation. The section also
identifies the terminology associated with E-learning and provides some basic definitions of
E-learning. Finally, the section explores and discusses the benefits of using E-learning for the
study of EFL. The second section of this chapter reflects on the literature of particular
models/theories used in explaining E-learning acceptance and adoption. The aim is to put into
perspective the theoretical lens that informs the study. The particular theories/models of
interest include: the theory of planned behaviour (hereafter, TPB); the theory of reasoned
action (hereafter, TRA); the technology acceptance model (hereafter, TAM); and the socio-
cultural approach. The third section deliberates on the concept of E-learning readiness
including both organisational and individual readiness. The section also provides an overview
of the various models supporting both organisational and individual readiness as well as their
limitations. Finally, the main highlights of the literature reviewed are presented by way of a

chapter summary.
3.2 E-learning: An overview of the literature

As a concept, the evolution of E-learning is traceable to a number of historical
standpoints. The concept has since been widely adopted by diverse communities of practice
and defined in different ways. The need for precision in what E-learning means in this
research cannot be overemphasised. To do this, the historical development in E-learning,
including its general usage in education, and particularly in language education, are explored.
This provides useful insights to the broader practical implication of E-learning
implementation. In addition, the section also focuses on the terminology around, and the
broad semantics associated with, E-learning. A definition for E-learning that guides this
particular research is then provided. Finally, the section provides a discussion of the use of E-

learning for studying EFL.
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3.2.1 History of E-learning

The term E-learning was first used in the late 1990s (Corbeil and Corbeil 2015), yet
computer innovations have a long history of use in education, stretching over five decades in
the specific case of language education (Davies 2012a; Davies 2012b). Davies (2012a) has
mentioned that the use of computer-based technologies in language education has been in
existence since the 1960s following the inception of commercial mainframe computers in the
1950s. This era marked the beginning when educational researchers began to show interest in
using their capabilities in this field. Educational researchers at the University of Illinois, for
example, were among the first to pioneer the use of a mainframe computer system in
education. This system was referred to as the Programmed Logic for Automated Teaching
Operations (hereafter, PLATO) system (Bitzer and Skaperdas 1968; Meer 2003; Peterson
2013). PLATO incorporated course materials into larger interrelated conceptual packages,
and was used in language education to provide a variety of language-learning activities by
deploying audio-lingualism. Typical activities included: vocabulary drills, translation tests
and multiple choice-based grammar (Peterson 2013). PLATO as a system was considered to
have great prospects for foreign language education due to the use of technologies that were
seen as advanced for the time (Bitzer and Skaperdas 1968; Grundlehner 1974). Although
PLATO provided the advantages of self-paced individualised practice, immediate feedback,
an early form of email through which individuals communicated with each other in real time
through text, audio access, an on-screen help system, and an efficient monitoring and record
keeping system for student performance (Peterson 2013), the system had its own limitations.
The main limitations included: the requirement for learner training, limitations of the
hardware, the negative attitudes of teachers to the system as well as the high costs of
development (Marty 1982).

New developments in language-learning software were stimulated by the beginning of
microcomputers in the late 1970s. However, the programmes of the time were designed
mainly to cover text-based activities because most early microcomputers lacked video and
audio facilities (Peterson 2013). In the 1980s, personal computers became more advanced,
incorporating sound cards, CD-ROM drives, and video-playing capabilities (Peterson 2013).
Such developments, together with the development of digital storage capabilities, led to the
creation of multimedia CD-ROMs that were particularly designed for use in language

education. The development of multimedia CD-ROMs, in particular, were viewed as useful
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tools for supporting individualised learning due to their range of multimedia activities,
encouraging the development of learner autonomy, thereby encouraging learners to take
responsibility for their own learning (Iwabuchi and Fotos 2004). Multimedia CD-ROMs also
provide both comprehensible input, as well as immediate feedback, which are considered
significant factors in language learning (Peterson 2013). Despite this, the literature suggests
that whilst innovative work had been undertaken, many activities within CD-ROMs were
continually focused upon language drills (Davies 2012a; Ilwabuchi and Fotos 2004). The
failings of CD-ROMs to provide opportunities for interaction using language and negotiation
of meaning, which are regarded as highly important factors in the acquisition of a second
language is also highlighted in the literature (Iwabuchi and Fotos 2004). Multimedia
development for use in language education continues, but the technology of distribution has
been largely replaced by the coming into existence of the World Wide Web.

The World Wide Web emerged in 1989, a period that marked a new era in the
development of language education. For the first time, learners and teachers were able to
access a wider variety of communication tools that were easily accessible, and allowed for
distance communication (synchronous and/or asynchronous) at the same time (Kern et al.
2008). The implication for such technological advancement was considered to be huge. Of
these new innovations, video-conferencing facilities were particularly promising
developments that incorporated video, text chat and interactive whiteboard technologies
(Wang 2004; Kern et al. 2008). International projects were facilitated by these technologies
which provided opportunities for learners to connect with different groups of peers and native
speakers in other countries, which allowed for the development of communicative skills, as
well as intercultural knowledge (O’Dowd 2000). The full integration of the four language

skills into the process of language learning was also made possible (Peterson 2013).

The most common terms that have been ascribed and used to describe the application
of technology for learning, usually emphasising a particular approach include: computer-
based training, technology-based training, computer-based learning, computer-assisted
learning, computer managed learning, computer managed instruction, computer-mediated
communication, computer-supported collaborative learning, computer-assisted language
learning, online learning, web-based learning, mobile-based learning, and E-learning (Friesen
2009; Sangra et al. 2012; Kirschner and Paas 2001; Jarvis and Achilleos 2013). Arguably,

this variety of terms reflects the continued evolution of E-learning as a concept as well as the
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organisational differences within which educational technologies are employed (Sangra et al.
2012; Bailey and Janagan 2014). However, these terms are synonymous in meaning and the
fundamental commonality across the board is that some sort of instruction takes place at
different times and/or places, using varied forms of instructional materials. The term E-
learning is adapted and used in this study because it seems to imply a wider domain of usage
and conceptualisation. Additionally, the term E-learning is commonly used within the Saudi
MoE and a familiar one in the Saudi educational lexicon. The next section explores existing
definitions of E-learning in the literature with the aim to provide a fit-for-purpose definition
for the present study.

3.2.2 E-learning: Towards a definition

Over the years, the term E-learning (an abbreviation for electronic learning) has been
variously defined depending on the individual and/or organisational goals. E-learning is also
sometimes defined depending on the target audience, access, and type of content it provides
(Sangra et al. 2012). Broadly, it is defined to mean any form of learning done simply with a
computer, a computer and the Internet, CD-ROM or other technology devices designed to
build knowledge and skills related to individual or organisational learning goals (Clark 2002).
Naidu (2006, p.1) also defines the term E-learning as:

...comprising a lot more than online learning, virtual learning, distributed learning,
networked or web-based learning. As the letter “e” in E-learning stands for the word
“electronic”, E-learning would incorporate all educational activities that are carried
out by individuals or groups working online or offline, and synchronously or

asynchronously via networked or stand-alone computers and other electronic devices.

Similarly, Lee et al. (2011, p. 355) view E-learning as:

...an information system that can integrate a wide variety of instructional material (via
audio, video, and text mediums) conveyed through e-mail, live chat sessions, online
discussions, forums, quizzes and assignments. Additionally, E-learning encompasses
Internet, intranet, extranet, satellite broadcasts, interactive TV and CD-ROMs,
allowing for synchronous and asynchronous communication and instructional delivery

between trainers and learners.
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Following from the above definitions it appears that the key facets to E-learning these
days involve the use of Internet technology (Sanderson 2002) and audio/video facilities, CD-
ROM, television, radio and wireless technology (Wagner et al. 2008; Lehner et al. 2003).
Similarly, Cross (2004, p.104) suggests that E-learning is “learning on Internet Time, the

convergence of learning and networks”.

Other perspectives go beyond the technological element of E-learning by emphasising
more on the learning aspect. McConnell (2005), for instance, describes E-learning as the
collaboration of students and other people who use networks to share knowledge, information
and experience to create an environment that will benefit everyone. This stresses that people
using the network regard themselves as part of a community that participates in cooperation,
sharing information and supporting each other in the learning process. Khan (2005) also
states that E-learning is primarily a learner-focused system and emphasises cooperation and
interaction. Although the focus here (networking and cooperation) applies to only a subset of
the technology involved in E-learning, it does extend the use of this technology by

emphasising on the collaborative and learning aspects.

In a generic sense, Sangra et al. (2012) have classified the existing E-learning
definitions into four broad categories: technology-driven (emphasising the technological
aspects of E-learning); delivery system-oriented (focusing on the accessibility of resources
and not the results of any achievements); communication-oriented (emphasising E-learning as
a communication, interaction, and collaboration tool); and educational paradigm-oriented
(emphasising E-learning as a new way of learning or as an improvement on an existing

educational paradigm).

It seems clear from the narratives above that, ultimately, E-learning environments differ
depending on particular technologies and educational goals. As stated earlier in Section 1.1,
the term E-learning is defined in this research to mean, a web-based learning management
system that provides different supplementary educational tools including virtual school, e-
tests and self-evaluation tool, e-homework assignments tool, question bank tool and lesson
planning tool, for students and teachers (Tatweer 2014). The current policy objective of the
Saudi MoE is to provide educational resources through E-learning systems in order that

students and English teachers can use them as a supplementary tool for the learning and
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teaching of EFL (Ministry of Education 2016). The next section explores the literature on

how E-learning is used for studying EFL in different contexts.
2.2.3 Using E-learning to teach EFL

Although the use of E-Learning for teaching and learning in schools has increased
over the years, researchers have concerns regarding the effect that technology in education
has on the achievement levels of students in their language skills — that is, reading, listening,
speaking and writing (Warschauer 1999; Yang and Chen 2007; Farzi 2016). The central
argument of studies discussed in this section is that E-learning can be beneficial to learning
and teaching EFL. The main benefits include: provision of easy access to useful language
resources, an opportunity to communicate directly with native English speakers, appreciating
and accepting different cultures, as well as the possibility of students using it to acquire the
four main language skills — listening, speaking, reading and writing (Yang and Chen 2007).
This section explores and discusses these language skills separately elaborating on the

implications and challenges for Saudi students.

The first language skill explored in relation to the use of E-learning for teaching and
learning EFL is students’ speaking skills. Speaking is considered as one of the major
challenges encountered with traditional face-to-face studying of EFL in Saudi Arabia. The
main reason is that Saudi students are not provided with the authentic English learning
environment to practice speaking, as public life is primarily dominated by use of Arabic
language. Furthermore, individual students have limited opportunities to contribute and/or
communicate one-to-one with their teachers because of the large class sizes, that is, an
average of 35-40 students per class (Al-Jaber 2014). E-learning, therefore, offers a platform
on which students can develop their speaking abilities in English by engaging with other
students in the virtual world (Tatweer 2014). It is worth noting that these limitations are not
peculiar to the Saudi context but affect most other countries where English is used as a

foreign language (Yang and Chen 2007).

Further, there are notable major illuminating works carried out to explore the
development of students’ speaking skills. For instance, Warschauer (1999) and Yang and
Chen (2007) have pointed out that the benefits of E-learning for developing students’
speaking skills include the opportunity for more equal participation compared to face-to-face
interaction. In addition, while face-to-face interaction confines students to the local level,
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opportunities through the use of E-learning extend these opportunities to the international
setting. This exposure to the international setting opens up opportunities for students to
develop their cross-cultural knowledge (Yang and Chen 2007). For example, it is possible for
students in Saudi schools to engage in open discussions with other students from other parts
of the world using E-learning. This could help broaden and enrich the experiences of the
students, without the need to leave the country or physically mix with students from other
cultures and/or gender. However, it is important to note here that, the use of discussion
platforms of this nature are restricted and considered more acceptable for students at the
university level (Madini and de Nooy 2014). Students at the school level might therefore find

such platforms inaccessible on their own in Saudi Arabia.

Another dimension to the use of E-learning in developing students’ speaking skills is
the use of automatic speech recognition technology. This provides opportunities for those
students who rarely have an opening to speak with native English speakers, and for others
who are shy to practise speaking (Yang and Chen 2007). A classic example of this kind of
technology is a web-based conversation environment called Candle Talk which has been
developed to enable students to practice speaking with the computer, interactively (Chiu et al.
2007). This software allows students studying EFL to access explicit speech training
programmes, thereby enhancing their oral skills. Additionally, the application of this
automatic speech recognition software can facilitate the teaching of oral communication and
its instructional methods are welcomed by students.

The second language skills explored in relation to the use of E-learning for teaching
and learning EFL are students’ writing skills. In relation to this, Al-Menei (2008) investigated
the effectiveness of the computer-assisted English writing skills of Saudi students at the
university level. His study demonstrated a significant improvement in the writing capabilities
of these students studying EFL when they had used computer-assisted programmes to correct
their grammar and paragraph writing. Farzi (2016) also observed that computers can be
programmed to provide corrective instruction to identify any mistakes in writing. This
arguably helps students to correct their mistakes and enrich their writing. Further, Lee (2002)
conducted a pilot study using synchronous electronic chat together with task-based
instructions, to enhance students’ writing skills. In brief, the outcome of that study suggested
that the cumulative effect of using online interaction together with task-based instruction

helps to improve students’ writing skills.
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The third language skills explored in relation to the use of E-learning for teaching and
learning EFL are students’ reading skills. E-learning provides students with unprecedented
opportunities to develop their reading skills, due to the unrestricted availability of course
materials online (Brandl 2002). Online information enables students to overcome the confines
of textbook based learning, and promotes access to knowledge acquisition, anytime and from

anywhere.

Finally, how E-learning for teaching and learning EFL develops students’ listening
skills is explored. Indeed, alongside the three other language skills explored above, the
importance of listening exercises in the development of students’ language skills cannot be
overemphasised. It is reported for instance that when more syntactically complex clauses are
used, learners alter their approach to learning to help them understand (Romeo 2008). This is
easily facilitated through the use of E-learning with audio prompts made available online. E-
learning is therefore considered to provide opportunities for students studying EFL to be able

to listen to authentic English language materials online.

Essentially, the above demonstrate the development of students’ language skills
through the use of E-learning. However, the benefits of an E-learning system cannot be
maximised if students and teachers do not use it. Richards and Renandya (2002), Abas et al.
(2004) and Hung (2016) have all argued that the successful implementation of E-learning
requires educational authorities to measure students’ and teachers’ readiness to adopt it in
order to allow them to benefit from its advantages. The next two sections explore the
models/theories used to explain E-learning acceptance and adoption and E-learning readiness

respectively.
3.3 Models used to explain E-learning acceptance and adoption

The aim of this section is to explore the relevant existing models/theories based on
which this study is grounded. The specific ones explored include: TRA, TPB, TAM and the
socio-cultural approach. The section provides insights into the ways these models/theories
can contribute to understanding the readiness of students and teachers to use E-learning as a
supplementary tool for studying EFL in Saudi Arabia. Further, the models/theories will help
to interpret the interplay between the personal factors and external factors and the dynamics
this provides in understanding the readiness of students and teachers to use E-learning in
Saudi Arabia.
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3.3.1 Theory of Reasoned Action (TRA)

TRA was developed by Fishbein and Ajzen in 1975 to explain, in general, why
individuals exhibit certain behaviours. TRA is popular among researchers, familiar to many
students, and accepted by policy makers. While TRA is drawn from the fields of psychology,
it is applied in other fields such as education to explain E-learning usage by individuals. TRA
focuses on explaining behaviour based on the individual’s will to undertake specific
behaviours. The basis for TRA is that the construct of an individual’s intention determines
the actual performance of behaviour. Central to TRA is the individual’s intention which
represents “the individual’s motivation in the sense of her/his conscious plan or decision to
engage in the behaviour” (Al-Harbi 2010, p.20). Intention is therefore considered a necessary
but not sufficient immediate determinant of behaviour in TRA (Ajzen 1985). This means that
there will not be perfect connection between intention and behaviour at all times (Ajzen and
Fishbein 1980). Additionally, the individual’s intention depends on, or is a function of, the
person’s attitude and subjective norms towards a specific behaviour. According to Ajzen and
Fishbein (1980, p. 6), attitude towards a behaviour is defined as “the individual’s positive or
negative evaluation of performing the behaviour”; subjective norms are defined as “the
person’s perception of the social pressures put on him to perform or not to perform the
behaviour in question”. Further, the theory hypothesises that both attitudes and subjective
norms are functions of an individual’s beliefs (attitudinal and normative respectively). Figure
3.1 below gives a visual summary of TRA. It is important to note that although attitudes and
subjective norms are not independent, perceived social pressure may nonetheless be in
conflict with an individual’s own attitudes, or it may coincide with them. Equally important is
the recognition that, conceptually, beliefs underpin attitudes in any given socio-cultural
context. A theory which does not only flag the significance of beliefs and attitudes, but
demonstrates how they interplay in particular context is the socio-cultural approach. This is

explored in detail in section 3.3.4.
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Figure 3-1: The Theory of Reasoned Action (Ajzen and Madden 1986)

In spite of the popularity of TRA in many fields of study, the theory also has its
limitations. The main limitations of TRA in the context of E-learning usage by individuals
are as follows. It is criticised for being insufficiently elaborate considering that the theory is
based mainly on the individual’s intention to explain the actual use of the E-learning. It is
hence perceived as an account of the determinants of behaviour that over-emphasises
intention (Conner and Armitage 1998). This has resulted in questions being raised about its
reliability and/or validity, especially in the field of E-learning usage by individuals. Ajzen
(2005) also argues that the emphasis on intention provides a parsimonious account of the
determinants of behaviour. Another limitation raised about TRA is that, the theory was not
originally developed to explain E-learning usage by individuals. Therefore, the application of
the theory to explain E-learning usage in the education field is particularly overlooked since
the theory is centred on the intention of the user but ignores other equally important factors in
E-learning usage by individuals — perceived usefulness and perceived ease of use (Davis
1989). The limitations of TRA have resulted in the development of TAM. TAM seeks to fill
the existing gap and to serve as a benchmark to explain technology-related behaviour. TAM

is discussed further in more details below.
3.3.2 Technology Acceptance Model (TAM)

TAM is specifically tailored to predict and explain technology-related behaviour in
business organisational settings (Davis 1989). Similar to TRA, TAM is based on the

assumption that behaviour is determined by a person’s intention. It lays the foundation for
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identifying the influence of external factors on internal beliefs, attitude and intentions, so that
practitioners as well as researchers could trace the acceptability or otherwise of particular
systems, and follow the necessary right steps (Davis 1989). The model has two main
important factors identified as perceived usefulness and perceived ease of use of a particular
system. Davis (1989, p.320) defines perceived usefulness as, “the degree to which a person
believes that using a particular system would enhance his or her job performance”. Perceived
ease of use on the other hand is seen as, “the degree to which a person believes that using a
particular system would be free from effort” (Davis 1989, p.320). The main hypothesis of
TAM is that individuals’ behavioural intentions are influenced by attitudes and perceived
usefulness. Further, attitudes are influenced by perceived ease of use and perceived
usefulness while perceived usefulness is directly influenced by perceived ease of use (Davis
1989), as shown in Figure 3-2.

Perceived |
Usefulness
')
Attitude - » Intention ——* Behaviour
Perceived
Ease of Use

Figure 3-2: Technology Acceptance Model (Davis 1989)

As a model tailored to explain technology-related behaviour, TAM has chalked a lot
of successes. However, the model does have limitations. The major criticisms of TAM are
more or less the same as the limitations of TRA, for instance, an over-emphasis on intention
as the main factor to explain technology-related behaviour (Al-Harbi 2010). This means that
the existing accounts of TAM fail to move away from the centrality of intention as the main
determinant of technology-related behaviour. For instance, the model could include
technology-related skill and ability such as IT literacy alongside intention. In its current state,
there is a legitimate question as to whether TAM provides a comprehensive explanation of E-
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learning usage. In order to mitigate the over-reliance on intention in both TRA and TAM,
TPB has been proposed. TPB seeks to shift the focus onto intention as the only element to
predict behaviour by introducing perceived behaviour control. This theory is explored and
discussed further in more detail below.

3.3.3 Theory of Planned Behaviours (TPB)

TPB, which was proposed by Ajzen in 1985, also draws on TRA. Similar to TRA,
TPB assumes that in the available information, human beings usually behave sensibly
considering the implications of their behaviours (Ajzen 2005). TPB hypothesises that the
intention of an individual to perform a particular behaviour, although the most important and
immediate determinant of that behaviour, it is not the only determining factor (Ajzen 1991).
In general terms, TPB suggests that behavioural intentions are affected by attitudes,
subjective norms and perceived behavioural control (hereafter, PBC) towards a particular
behaviour (Ajzen 1991). The theory defines attitudes and subjective norm in the same way as
in TRA demonstrated above. PBC is also defined as “people’s perception of the ease or
difficulty of performing the behaviour of interest” (Ajzen 1991, p.183). Overall, TPB as a
theory assumes that the relative importance of the determinants (attitudes, subjective norms
and perceived behavioural control) depends on how they influence the intention to perform
the actual behaviour. The theory also hypothesises the degree of dependence of behaviour
directly on PBC rather than indirectly through intention, as shown in Figure 3-3. By
introducing the concept of PBC, TPB shifts away from the notion that intention is the only
significant immediate determinant of action. Indeed, other factors either personal or external
can prevent the performance of a behaviour. Success or failure in carrying out the intended
behaviour depends on the ability of the individual to control the different factors that may
delay it.
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Figure 3-3: The Theory of Planned Behaviour (Ajzen and Madden 1986)

TPB is criticised in a number of ways. For instance, the theory introduces the concept
of PBC which has been vigorously criticised as an ambiguous component, and an
insignificant predictor of behaviour (Conner and Armitage 1998; Armitage and Conner
1999). Specifically to technology-related behaviour, Mathieson (1991) has argued that PBC
is a general and abstract concept which needs to be adjusted according to each behavioural
situations. Chu and Chen (2016) have also criticised the PBC component of TPB for being
insufficient to explain technology adoption as it does not focus on technology adoption per
se. It thus seems that the PBC component of TPB is largely seen as an insignificant and
inadequate predictor of E-learning usage in the literature. This calls for the need to concretise
and re-examine the PBC of TPB in order to help predict the needs of E-learning usage. This
is beyond the focus of this research but a worthwhile project for the future.

In the particular context of Saudi Arabia, the country is well known to be highly
religious based on Islamic dictates and has a sense of community. As such, a very high
degree of conformity with social norms is expected. TPB, indeed, recognises this factor, but
mainly in the context of “subjective norms”, an element conditioned rationally by normative
beliefs. This may imply at once too rationalistic and too individualistic a focus. A theory that
considers the social and cultural needs of the people, it appears, will be more applicable to the

context. The socio-cultural approach is explored next.
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3.3.4 Socio-cultural approach

The importance of the social construction of knowledge and learning has been
researched by cognitive psychologists such as Piaget, Vygotsky, and Bruner. Across these
theorists, the social nature of learning is emphasised. The concept of a socio-cultural
approach as espoused by Vygotsky (1978) suggests that human learning and cognition
(thinking processes) have their origins in social life. That is, human cognition is shaped by
participating in social contexts. This theory will help to provide insights into the relationships
between the internal world of the human mind and the external world in which we live.
Essentially, the theory enables the exploration of the closely connected dimensions of the
social, cultural, historical, physical, mental and institutional worlds of people as they engage
in interactions and activities (Daniels 2008; Odessa 2011). This study draws mainly on the
socio-cultural approach for a number of reasons. Principally, the approach offers a unique
opportunity to contextualise the interpretation of the research outcomes taking into
consideration the situational constraints such as socio-cultural barriers. The approach also
helps to interpret the interplay between internal beliefs and external factors and the dynamics
this provides in understanding the readiness of students and teachers to use E-learning as a
supplementary tool for EFL in Saudi Arabia. Finally, the socio-cultural approach allows for
an exploration of how the structures in Saudi Arabia influence students’ and teachers’

readiness to use E-learning for EFL in Saudi Arabia.

At the centre of Vygotsky’s (1978) socio-cultural approach is the notion of context.
He argued that the development of human cognition stems from, and is shaped by,
participation in social activities within situated contexts (Vygotsky 1978). This departs from
the earlier theories and models where context is not fundamental to its application. Kalaja and
Barcelos (2006) have also noted that context is not a static concept, nor a mere recipient for
social interaction; it is dynamic and ever changing. Furthermore, context is understood and
conceptualised as a “socially constituted, interactively sustained time-bound phenomenon
[where] each additional move within the interaction changes the current context while
creating a new area for new interaction” (Duranti and Goodwin 1992, p.5). The above are
echoed by Odessa (2011) who argues that a socio-cultural approach should aim to clarify the
relationships between human behaviour and the cultural, institutional, and historical
situations in which this functioning occurs. Vygotsky stresses the significance of an interplay

between internal factors (referred to as personal factors in this research) and the external
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factors that include the social and cultural aspects of the people. The metamorphosis both
within and between these factors is also mediated by the social and cultural environment. In
the present research the identified personal and external factors seek to help explain the
readiness of students and teachers to use E-learning as a supplementary tool for EFL in Saudi
Arabia. Unlike TRA, TPB and TAM where rationality trumps commitment, for Vygotsky the
isolated mind is impossible. Though, as Levykh (2008) points out emotions vary in intensity
and context, they powerfully influence what we learn and our commitment to the learning.

The next section explores the literature about E-learning readiness in a much broader sense.
3.4 E-learning readiness

The original conception of E-learning readiness by Warner, Christie, and Choy in
1998 was limited to the individual (Warner et al. 1998; Hung 2016). Others have since
defined E-learning readiness broadening it to cover the entire organisation. Further, there are
some who have combined the two levels, individual and organisation, into a single definition
of E-learning readiness. For instance, Andaleeb et al. (2010, p.229) define E-learning
readiness as the “degree to which an individual or institution is prepared, willing and has the
capacity to participate in the digital world of education”. Arguably, many educational
institutions have experienced failure in introducing E-learning because they have done so
without exploring the readiness of the individuals and/or entire institution as a whole
(Aldhafeeri and Khan 2016). It has further been noted that the importance of accessing both
is because organisational readiness without individual readiness (and vice versa) is likely to
result in lack of readiness and failure (Aldhafeeri and Khan 2016). The importance of
exploring the readiness of institutions and individuals to use E-learning therefore cannot be

overemphasised.

Indeed, technology alone does not ensure readiness or a workable and sustainable E-
learning system. It is therefore significant to put in place readiness-based strategies that will
ensure a successful implementation of such technology, which could be done prior, during
and after the implementation process. Readiness should be seen as a continuum, and
depending on where individuals, groups and/or an entire institution is, there should be
appropriate strategies in place to effectively assess their level of readiness. In line with the
above, Farid (2014) and Aldhafeeri and Khan (2016) emphasised that E-learning readiness
must be determined before initiating any steps in the design and development process in order

for an organisation to be successful with their implantation of an E-learning strategy. So
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(2008) and Abeas et al. (2004), for example, emphasise that insight into readiness can inform
future action and help policymakers develop a framework for E-learning implementation by
creating more convenient strategies. This process would help to identify the weakness and
strengths of an origination to implement E-learning and to show where to put their training
and development resources and how they will do so. Exploring E-learning readiness,
therefore, allows and provides key information to supply solutions to meet the particular
needs of each set which can cater for their specific needs, such as the financial, equipment
and human resources. Additionally, Aldhafeeri and Khan (2016) concluded that readiness for
E-learning encourages schools, for instance, to match teaching and learning strategies using
technology with existing methods of face-to-face instruction and it is advisable for
institutions to pursue educational strategies that are in line with the present needs of teachers
and students. Finally, in designing an E-learning implementation strategy, institutions should
be encouraged to take into account the socio-cultural requirements of different students to

avoid resistance to such programmes.

A number of studies, therefore, have been conducted in the area of E-learning
readiness either for the entire organisation (e.g. Abas et al. 2004; Chapnick 2000) or
specifically to the individual levels (e.g. McVay 2000; Hung 2016), using various
methodologies and adopting different theoretical frameworks in order to understand the
underlying factors of readiness of entire organisation or individual level. The focus in the
ensuing two sections is to explore how E-learning readiness is defined of organisational and

individual levels and what underlying factors determine their readiness.
3.4.1 Organisation level

As the name suggests, this category defines E-learning readiness at the organisation
level. For instance, Borotis and Poulymenakou (2004, p.1) have defined E-learning readiness
as “the mental or physical preparedness of an organisation for some E-learning experience or
action”. Borotis and Poulymenakou (2004) have further identified seven aspects of E-learning
readiness in relation to organisations, namely: business, technology, context, training, culture,
human and financial readiness. Equal weight is given to all seven aspects and an organisation
needs to meet all of these in order to be considered ready for E-learning. Schreurs et al.
(2008, p.3) have also defined E-learning readiness simply as, “how ready the organisation is
on several aspects to implement E-learning”. In essence, the degree to which the organisation

is ready for E-learning can be described as the e-maturity of the organisation for learning.
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Bowles (2004), uses this term e-maturity to check the organisation in terms of availability of
infrastructure, suitable aims of the training, teacher and learner support and guidance, and
competent leadership of an E-learning initiative. Bowles’ readiness standards stress the
importance of the readiness, not only of the learner, but also of the trainer [teacher] and the
organisation itself. The significance of exploring the readiness of organisations to use E-
learning is that the outcome can assist policymakers to create more convenient strategies for
the adoption and implementation of such technology though the identification of the strengths
and weaknesses of the proposed strategy (Abas et al. 2004).

A number of models have been proposed at the organisational level in order to
facilitate their E-learning readiness. These models depend on the context, but there are also
overlaps. The first is an eight dimensional model designed by Samantha Chapnick in 2000
(Chapnick 2000). This model was developed to measure and assess the readiness of an entire
organisation for E-learning using questionnaires. Overall, the research outcome was grouped
into eight categories, hence the name eight dimensional model. The categories are considered
equally important and are: content (i.e. the subject matter and goals of the instruction);
environmental (i.e. the large-scale forces operating on the stakeholders both inside and
outside the organisation); equipment (i.e. proper equipment possession); financial (i.e. the
budget size and allocation process); human resources (i.e. the availability and design of the
human-support system); psychological (i.e. the individual’s state of mind as it impacts the
outcome of the E-learning initiative); sociological (i.e. the interpersonal aspects of the
environment in which the E-learning programme will be implemented) and technological
skill (aptitude) readiness (i.e. observable and measurable individual technical competencies).
Haney (2002) and Rosenberg (2000) have also developed similar models for determining the
readiness of organisation to adopt E-learning.

Aydin and Tasci (2005) have also developed a model that helps to determine the
overall readiness of organisations to adopt E-learning. Their model has four dimensions with
sub-categories. This is referred to in the present study as the four dimensional model. The
dimensions are: innovation (i.e. an examination of past experience of employees and
managers to use E-learning); people (i.e. level of education of all human resource personnel
in the organisation); self-development (i.e. actively seeking information to improve ones’
self) and technology (i.e. having at least the minimum hardware requirements and the

software required to use that hardware). The sub-categories under the model are: attitudes of
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users, educational level of employees, budget of the organisation, self-belief among
employees, resources, and skills. Table 3.1 below presents how these dimensions and sub-
categories effectively combine to determine the readiness of organisations to embrace E-
learning. In essence, the dimensions and sub-categories determine the fundamental
requirements for E-learning adoption and the factors associated with it (Aydin and Tasci
2005). They also facilitate the effective use of an E-learning environment in an organisation.
The merit of this model is that it is designed to take care of the human resource development

needs in emerging economies.

Table 3.1: The factors and constructs identified to assess E-learning readiness of companies (Aydin and Tasci 2005)

Resources Skills Attitudes
Access to computers and ’S)brzltli/t;?su:rf q Positive attitude towards use
Technology Internet P of technology
Internet
) . Ability to adopt . .
Innovation Barriers T oyatione Openness to innovations

Educated employees
(Average education level
of employees)

Experienced HR

People specialists Ability to learn

via/with technology

An E-learning champion

Vendors and external
parties

Ability to manage

. Belief in self-development
time

Self-Development Budget

The above are considered the two most instrumental models and are most cited in the
literature to assess and measure the readiness of organisations to use E-learning. Thus, it may
seem that either of these instrumental models can be used by any organisation to assess their
readiness to use E-learning. The outcomes can be used as basis for organisations to
implement E-learning or avoid it altogether. Organisations can also identify areas where they
may need to improve to be able to implement the E-learning with successful outcomes
(Aydin and Tasci 2005). The main limitation of the two well-known models is that they were

developed to measure readiness for E-learning in business organisation environments.

Others have seen the need to design models for measuring readiness in sectors other
than business, arguing that these settings do not exactly correspond with those of the business
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sector (Abas et al. 2004; So and Swatman 2006; So 2008; Lopes 2007; Darab and Montazer
2011). For example, Abas et al. (2004) have proposed another eight dimensional model to
evaluate the readiness of tertiary education in Malaysia for E-learning. The dimensions are:
content (i.e. the variety and availability of appropriate E-learning materials); cultural (i.e. the
enculturation of E-learning in terms of Internet use and networked technologies to
disseminate information, communication, interaction and teaching); environmental (i.e. the
readiness of the country as a whole in terms of the presence of government policy, the role of
mass media, intellectual property regulations and proficiency in the English language);
financial (i.e. learner/trainee and institutional/organisational readiness to spend or allocate
funds to develop and/or acquire E-learning); the learner (i.e. the readiness of the learner or
trainee in terms of time commitment to E-learning, discipline and interest in E-learning as
well as perception of the status of qualifications obtained via E-learning); the management
(i.e. the institution/organisation having a vision/mission or formulated policies related to the
provision of E-learning and the institutional/organisational recognition of qualifications
obtained via E-learning); personnel (the readiness of the institution/organisation in terms of
having a central unit dedicated to E-learning initiatives with a team of dedicated instructional
designers as well as staff development plan for E-learning.); and technical readiness (i.e. the
institution/organisation providing the necessary infrastructure for E-learning in terms of
technical help, E-learning content delivery, broadband facilities as well as a Learning
Management System (LMS)).

Another is that suggested by Lopes (2007) to evaluate and explore the E-learning
readiness of health sciences in higher education institutions (HEI). This is referred to as a six
dimensional model in the present study. The dimensions are: business dimension (i.e. the
alignment of the E-learning strategy with the HEI global strategy and goals and with the
external environment); content (i.e. the availability of existent content, its format, levels of
interactivity, reusability and interoperability); culture (i.e. the habits and perceptions of HEIs
towards E-learning adoption and use); financial resources (i.e. analysing the budget allocation
of HEIs to the E-learning strategy); human resources (i.e. the availability and skills of
everyone involved in the E-learning experience); and technology (i.e. focuses on the HEI

technologic infrastructure and degree of access to the infrastructure and to the Internet).

Similarly, Darab and Montazer (2011) proposed an eleven dimensional assessment

model to explore E-learning readiness at higher education institutions in Iran. Although the
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context is different, the dimensions in their model are: content, culture, equipment, financial,
human resources, management, network, policy, regulations, security and standards. Policy
and standards relate to the efficacy and consistency of applying a certain procedure, whereas
management combines the creation of a successful management methodology with the
necessary regulations. Furthermore, the network element is fundamental to the success of E-
learning in their model. According to Mosa et al. (2016), it enables the educator to inspire a
positive attitude to life-long learning as an essential behavioural attribute in students.
Equipment is also necessary to enable the E-learning system to work because such systems
are based on technology and technological equipment. The significant benefits of E-learning,
and its application, also arise from a positive cultural attitude towards this method required
by employees, students and teachers alike. Keramati et al. (2011) have grouped these
dimensions into three different dimensions: organisational, social, and technical. The
organisational dimension consists of the management of permanence, organisational culture,
organisational rules and support of experts. Social dimension constitutes the administration of
instructions, governmental rules, and society’s conception of E-learning. Finally, the
technical dimension includes the availability of hardware, bandwidth, content, Internet

access, school space and software.

This section is by no means an exhaustive review of the literature on organisational
readiness to adopt E-learning, but it does provide a diverse background to organisational
readiness literature. The reviewed literature was considered broad and fundamental, and
subsumes those excluded (e.g. Rosenberg 2000; So 2008). Thus, the reviewed literature
provides sufficient understanding of E-learning readiness at the organisational level and
provide a solid ground for the advancement of the objective of the present research. Another
level of E-learning readiness that nonetheless needs exploring is the readiness of individuals
(students and teachers) in this regard. The next section explores the literature on individual

readiness for E-learning.
3.4.2 Individual level

For a long time now, researchers have demonstrated interests in constructing and
validating surveys in order to investigate and evaluate the E-learning readiness of teachers
and students at the individual level in various contexts, using various methodologies and

adopting different theoretical frameworks. This has led to the development of a number of
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surveys based on different factors. These factors appear to vary widely between studies, but
there are also overlaps. Under the individual level, Parasuraman (2000) provides the most
acknowledged definition. According to him, E-learning readiness can be defined as,
“people’s propensity to embrace and use new technologies for accomplishing [learning] goals
in home life and at work™ (Parasuraman 2000, p.308). Warner et al. (1998) also define E-
learning readiness as students’ preferences, confidence, and ability to engage in such
technology. Across these definitions, it appears that E-learning readiness at the individual
level in education is measured by the ability of teachers and students to adopt and implement
new technology for teaching and learning. The ensuing literature explores and evaluates

various studies that assess the readiness of students and teachers for E-learning.

Warner et al. (1998) carried out one of the earliest studies to assess and explore
students’ readiness towards E-learning (online learning) based on a mixed method research.
They hypothesised that the three factors determining E-learning readiness are: students’
preferences [attitudes] for online learning over traditional ways of teaching and learning; the
confidence of students to use electronic communication for learning most especially, the
competence and confidence in the use of Internet and computer-mediated communication;
and ability to engage in independent learning (Warner et al. 1998). The study remains
valuable today, although it has been criticised by some as less elaborate compared to later
models of E-learning readiness. The factors identified by Warner et al. (1998) in their study
also appear to overlap and are interdependent.

Another study designed by McVay (2000) in an effort to concretise the concept of E-
learning readiness relied on a survey consisting of 13 items, rated by respondents on a 4-point
Likert scale. The study resulted in two fundamental factors — self-managed learning and
comfort with E-learning. Self-managed learning, also known as self-directed learning, means
the ability of learners to control/manage the learning process regarding content and pace.
Comfort with E-learning on the other hand implies that learners feel comfortable whilst
learning using the Internet (Smith 2005). McVay’s (2000) study offers promise since it has
shown some validity in his own research, as well as other similar research. For instance,
Smith et al. (2003) carried out an investigative study to test and verify the possible worth of
McVay’s (2000) study. Overall, 107 undergraduate university students in Australia and the

United States completed the survey from a variety of educational contexts, which was then
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scrutinised under a reliability and factor analysis. The study generated two factors, comfort

with E-learning and self-managed learning, as suggested by McVay (2000).

Similarly, Smith (2005) used 314 Australian undergraduate university students to
explore the potential value of McVay’s (2000) study. The study confirmed that McVay’s
(2000) study may be useful in terms of its applicability to research and practice in the area of
student dispositions and preferences associated with online learning. However, both studies
by Smith et al. (2003) and Smith (2005) call for adjustments to McVay’s (2000) study in
order to enhance its reliability. These same two factors (comfort with E-learning and self-
managed learning) were again included in comparable findings from the study done by
Blankenship and Atkinson (2010). A possible weakness of these studies is that they are
unable to establish an association between comfort with E-learning and self-managed
learning in their explanation of E-learning readiness. Such an association could help with a
deeper understanding about why people who are comfortable with E-learning are also able to
self-manage their learning or vice versa. The establishment of this association could have
been tried alongside measuring the survey validity and reliability. It is therefore important to
note that comfort with E-learning and self-managed learning may not be independent of each

other — the former may even occasionally conflict with the latter.

Despite the fact that McVay’s (2000) study has potential value and is still the most
prevalent benchmark for assessing and exploring students’ readiness for E-learning at the
individual level, Hung et al. (2010) argue that the study appeared inadequate in its coverage
of additional factors that are critical to E-learning readiness including technical skills and
learner control. Their research was, however, built on McVay’s (2000) study and the relevant
existing literature (e.g. Garrison 1997; Ryan and Deci 2000). In this pursuit, Hung et al.
(2010) developed the Online Learning Readiness Scale (hereafter, OLRS) to measure the
readiness of students at the university level to use E-learning. OLRS contains five factors:
computer/Internet self-efficacy (i.e. online learners’ [perception of] ability to demonstrate
proper computer and Internet skills); learner control (i.e. online learners’ [perception of]
control over their learning and efforts to direct their own learning with maximum freedom);
motivation for learning (i.e. online learners’ learning attitudes); online communication self-
efficacy (i.e. [perception of] learners’ adaptability to the online setting through questioning,

responding, commenting, and discussing); and self-directed learning (i.e. learners’
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[perception of] taking responsibility for the learning context to reach their learning

objectives).

OLRS was conducted and validated with a sample of 1,051 college students using
confirmatory factor analysis. However, in spite of its comprehensive nature, it fails to
consider the underlying external factors that influence the five factors that indicate individual
readiness, that is, the wider socio-cultural context and how it influences the process of
students’ readiness for E-learning. The language of the study also appears vague and
imprecise. For instance, one is not clear whether “self-efficacy” in the study refers to actual
capabilities or rather (as one would expect) the individual’s perception of these. Although this
ambiguity is not uncommon in the literature related to student readiness, “self-efficacy” is
specifically interpreted in the present study to mean a perception as originally proposed by
Alberta Bandura in 1977 (a detailed review of self-efficacy is provided in Section 3.4.2.2).
The failure of OLRS to consider contextual/external factors provides justification for our
development of a study that provides insights into the relationships between the internal
world of the human mind and the contextual/external world in which we live. It can be
argued that these two are inseparable and inter-determining (Vygotsky 1978): the social

context of learning is a crucial consideration in attempting to characterise the students.

Besides the above mentioned individual surveys for E-learning readiness for students,
Hung (2016) has argued for a study that explores and validates the E-learning readiness of
teachers-as-learners. His work is based on that of McVay (2000) and Hung et al. (2010) and
is aimed at understanding the readiness of teachers-as-learners to engage in E-learning.
Referred to as Teacher Readiness for Online Learning Measure (hereafter, TROLM).
TROLM sought to assess and explore elementary and middle school teachers’ readiness to
use E-learning to learn (Hung 2016). The study relied on two sets of samples (128 and 248
teachers) and the results based on exploratory and confirmatory factory analysis supported an
18-items survey. TROLM identified four factors: communication self-efficacy (i.e. learners’
[perception of] the adaptability to the online setting through questioning, responding,
commenting, and discussing); institutional-support (i.e. [perception of] factors that help or
hinder people’s behaviour in certain environment); learning-transfer self-efficacy (i.e.
[perception of] the degree to which individuals effectively apply the skills and knowledge
gained from a training programme to a job situation) and self-directed learning (i.e. learners’

[perception of] taking the initiative and responsibility for establishing personal learning
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goals). Other less explored surveys include studies by Parnell (2003), Bernard et al. (2004)
and Watkins et al. (2008). These studies share similar characteristics with those explored

above and will not be discussed any further in this literature review.

Finally, TROLM and the other surveys explored above have limitations. For instance,
they would have been considered more useful if access to tools in the school and at home was
clearly identified as a factor under the surveys, since access to technology is a qualified
condition of effective E-learning. Another limitation that was noted with the majority of the
existing surveys is that they generally fail to take into account the underlying
contextual/external factors driving readiness for E-learning, and admit no place for qualitative
attention to the individual experiences and stories of students and teachers. This approach
may be an oversimplification and may have limited value from the perspective of teachers
and students. For instance, by relying on concepts from the literature, such as technology
acceptance and dropout risk in online learning to select the underlying factors of students’
and teachers’ readiness, the research outcomes are considered problematic because they tend
to treat learners as if they were isolated individuals and fail to respect the environmental and
social settings in which they are embedded. These may be very different in some contexts,
e.g. the culture of Saudi Arabia, has significant impact on the readiness of students and
teachers for E-learning. Further, a qualitative engagement with individual research
participants, instead of the use of only surveys, would have been more pertinent to students’
and teachers’ E-learning needs since that would have offered students and teachers the

opportunity to identify what they considered to be the underlying factors of their readiness.

This section has explored the literature on the E-learning readiness of students and
teachers based on factors at the individual level. Overall eight individual factors were
identified and discussed: preferences/attitudes, motivation, confidence self-managed,
computer/Internet self-efficacy, learning control, online communication self-efficacy,
learning-transfer self-efficacy, and comfort with E-learning. The next section further explores
these individual factors wunder two broad categories: personal drivers (i.e.
preferences/attitudes and motivation), and self-efficacy (i.e. confidence self-managed,
computer/Internet self-efficacy, learning control, online communication self-efficacy and
learning-transfer self-efficacy). These are explored further below demonstrating their

significance to students’ and teachers’ readiness to use E-learning.
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3.4.2.1 Personal drivers

The importance of personal drivers on users’ learning actions, including their use of
E-learning, cannot be neglected. The readiness of users for E-learning has been consistently
linked to individuals’ personal drivers (i.e. preferences/attitudes and motivation) although
relatively fewer formal studies currently exist in the literature (e.g. Warner et al. 1998; Hung
et al. 2010). This section explores and interrogates the literature on how personal drivers are

linked to users’ readiness for E-learning.

The first personal driver explored is the attitude of users as reflected in example users’
preferences. Attitude is considered one of the most important concepts in social psychology
(Manstead and Hewstone 1995) and has been defined differently over a long period of time.
According to Ajzen and Fishbein (1980, p. 6), attitude towards a behaviour is defined as, “the
individual’s positive or negative evaluation of performing the behaviour (e.g. E-learning)”.
This definition will be relied on throughout the discussions in this thesis. Lin and Lu (2000),
conducted a study into students’ acceptance of an Internet website using TAM. Their results
showed that attitude toward a preferred web site influenced their intentions to use it — an
indication of their readiness to use such an Internet website (Lin and Lu 2000). Liaw (2002,
p.18), has also claimed that, “no matter how good and sophisticated the technology is, its
effective implementation is dependent on the user’s attitude being favourable and positive
toward using it”. Although, this claim was captured in a study into a development and testing
programme for students’ perceptions regarding the use of Internet technology as a training
tool, its plausibility lies in the free choice of individuals. Numerous other studies have been
done in various countries and virtually all agree with the outcome that a positive attitude is
required and will influence the readiness of an individual to use the new technology (e.g.
Warner et al. 1998; Pillay et al. 2007). This means that a positive attitude is not just

indicative, but is to some extent constitutive of individual readiness.

Specific to the Saudi context, although the government has proposed the introduction
of E-learning as a supplementary tool across Saudi schools, it has been demonstrated that
many teachers do not approve of the use of technology in teaching and learning (Alshumaim
and Alhassan 2010). Reasons for their disapproval are traceable to the conservative nature of
Saudi society (for example, teachers preference to use the traditional methods of teaching and

learning) coupled with the lack of governmental support at practical level (Alshumaim and
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Alhassan 2010). This lack of approval highlights a fundamental gap between policy and
practice and might impact negatively on their readiness to use E-learning as a supplementary
tool for studying EFL. Attitude as a social construct will play a huge role in the readiness of
students and teachers to use E-learning for studying EFL in Saudi Arabia. By this, it means
that the attitude of students and teachers is something that does not only come from the
individual but is influenced by the family, peers and society at large. This makes these factors
much more important and are worth emphasising here because their value and influence
might not be the same in other contexts. Yet, the current literature in exploring students’ and
teachers’ readiness have either ignored these factors completely or minimised their

importance.

Besides users’ attitudes, the second personal driver explored is the motivation of users
for using E-learning. Motivation as defined by Garrison (1997) includes the need to do
something out of curiosity and for enjoyment which might come as a result of either the
perceived value of learning or anticipated success in learning, or even sometimes both. In
several classroom contexts, researchers have highlighted the significance of motivation in
determining learning actions (Hung et al. 2010). Insights into the motivations of students to
engage in E-learning may help teachers determine which students are likely to participate in
and benefit from such technology (Hung et al. 2010). Similarly, Tallent-Runnels et al. (2006)
state that knowledge of learner motivations regarding the use of E-learning is fundamental to
the design of effective and ultimately successful E-learning programmes. Hung et al. (2010)
also found there is a direct relationship between the motivation of students to use E-learning
and their level of readiness. This suggests that those who are more motivated to use such
technology for learning are more ready compared to those who are less motivated. Therefore,
in order to reach the optimal level of readiness, it is suggested that educators should be able
to motivate students enough to engage in E-learning activities (Chu and Tsai 2009; Hung et
al. 2010). It has also been suggested that students’ active learning develops in them a strong
sustained desire for learning or keeps them motivated to learn (Hung et al. 2010). Motivation
is therefore a significant factor because as demonstrated above it has a direct relationship

with students’ and teachers’ readiness to use E-learning and its ultimate success.
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3.4.2.2 Self-efficacy

As a concept, self-efficacy was first identified by psychologist Albert Bandura as an
element of his social cognitive theory in 1977. Since then, it has received increasing
sustenance from a growing volume of research from varied disciplines. According to Bandura
(1997, p.3), self-efficacy can be defined as, “beliefs in one’s capabilities to organise and
execute the courses of action required to produce given attainments”. Bandura’s
conceptualisation of self-efficacy suggests that the concept does not evaluate an individual’s
actual ability, or the objective efficacy that one possesses; instead, it refers to the belief by an
individual about their ability to function within various circumstances regardless of their
actual abilities. Bandura (2006, p.70) further stresses that, “whatever other factors serve as
guides and motivators, they are rooted in the core belief that one has the power to effect
changes by one’s actions”. The subjective nature of self-efficacy makes its measurement in
practice problematic using a single standard since it depends on the individual, context and/or

circumstances.

In practice, the concept of self-efficacy has been shown to shape the intention of the
individual (Ajzen and Madden 1986), goal choice and task performance (Locke et al. 1984),
motivation (Zimmerman et al. 1992), technological usage (Al-Harbi 2010; Cassidy and
Eachus 2000) and individual readiness for E-learning (Hung et al. 2010; Hung 2016). Other
sub-concepts under self-efficacy include: communication self-efficacy, learning-transfer self-
efficacy, and self-directed/self-management learning (Hung et al. 2010; Hung 2016; McVay
2000) as well as computer/Internet self-efficacy and learner control (Hung et al. 2010). These
variants of self-efficacy are all largely dependent on the context and are defined in Section
3.4.2.

A large and growing body of literature has also investigated the role of self-efficacy
on adopting technology, with specific reference to user readiness for E-learning. It is also
considered one of the key factors used to explore an individual’s readiness for E-learning
usage particularly in the field of education. For instance, Hung et al. (2010), Hung (2016),
McVay (2000) and Smith et al. (2003) argued that it is crucial to measure students’ computer
and Internet self-efficacy prior to embarking on E-learning. This process is particularly
important because it has the potential of ensuring that students obtain the greatest advantage;

the technology is applied directly to students who are considered ready and those students
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identified to have weaker ability could be provided with the needed support to enhance their
readiness. In addition, individuals with greater perception of self-efficacy employed E-
learning more often, received greater benefits from such technology, and encounter lower
degrees of anxiety or technological apprehension (Eachus and Cassidy 2006). On the other
hand, individuals will be reluctant to persevere in their readiness to use E-learning if they are
faced with challenges and/or do not think that they can achieve the desired results using such
technology (Bandura 2006). In the E-learning context, individuals who are not confident in
their abilities within a specific aspect of E-learning usage may attempt to avoid the challenge
(Hung et al. 2010; Hung 2016). The next section explores how individual readiness for E-
learning differ based on gender and age differences considering their significance to this

present research.

3.4.2.3 Individual differences

There is a rich resource of investigative literature that is dedicated to exploring the
relationship between individual differences and the adoption of information technology
(Science 1979; Agarwal and Prasad 1999; Sun and Zhang 2006). Generally, the following
individual differences are usually considered in adopting information technology: differences
in the personality and demographics of individuals (age and gender) (Hung et al. 2010; Hung
2016; Park and Choi 2009), as well as the experiences and the level of training of individuals
(Agarwal and Prasad 1999; Hung 2016; Hung et al. 2010). All the above may also be
influenced by other situational variables including school and social support. The focus of
this section is to explore the literature on how gender and age as individual variables differ in
their E-learning usage in general and E-learning readiness in particular. The selected
demographic factors are of particular interest to this research because they are understood and

tend to play a different role within the research context compared to other contexts.

3.4.2.3.1 Gender

Regardless of context, the significance of gender in technology adoption over the
years cannot be overemphasised. However, there are variations in the way and degree to
which context has an effect on gender differences in relation to technology adoption. Across
the board, the outcomes of studies provide evidence to suggest that there are gender
disparities in attitudes towards E-learning usage and access to a computer at home (Colley

and Comber 2003), as well as skills relevant to E-learning usage (Hung 2016). The distinct
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variations between men and women in their attitudes towards technology, as well as the
actual adoption and implementation of such technology, particularly in education have also
been identified (Zhou and Xu 2007). While some research outcomes show that males are
more accepting of technology; others suggest the opposite indicating that females are more
accepting of technology. Yet, others do not see any gender differences in the acceptance of
technology. It might be argued that the differences in the outcomes of these studies are
influenced by the wider socio-cultural context. Gender has therefore been a topic of much
investigation regarding technology adoption and usage including E-learning readiness. The

main differences in the literature are further explored below.

Although, a number of studies suggest that there has been a continuous rise in the
number of female Internet users over the years resulting in narrowing the gap between males
and females in technology usage and attitudes (e.g. Colley and Comber 2003; Rainer Jr. et al.
2003), globally, there is still a lingering traditional perception that majority of technology
users are men (Al-Harbi 2010). This might true for the research context because Saudi Arabia
has been and remains one of the conservative countries in the world where strict religious and
cultural belief, including sex role stereotypes, and socialisation differences are applied in the

use of technologies.

Mitra et al. (2000), who studied technology adoption and self-efficacy based on the
differences between men and women, found that men had more positive perceptions about
technology than women, and that men performed more effectively when using computers
than women. Other researchers who have worked extensively in this area of research with
similar outcomes include (Ong and Lai 2006; Young 2000). Ong and Lai (2006), for instance,
discovered that there are gender differences in terms of computer self-efficacy, perceived use
and behavioural interaction towards E-learning. Their study also suggested that females are
significantly influenced by their own perceptions towards technology while males are
strongly influenced by their perception of the usefulness of the technology. Further, Young
(2000) has asserted that overall men are more confident using technology and the Internet,
and display higher levels of self-efficacy. In the specific case of E-learning readiness in
education, Hung (2016) identified that male teachers exhibited statistically significantly
greater learning-transfer self-efficacy than female teachers. In contrast, other researchers have

suggested that females are more amenable to the use of technology compared to men. For
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example, the research outcome by Keller et al. (2007) suggested that females experienced a

higher degree of perceived usefulness of the E-learning environment than male students.

Further it is claimed by others that there are no significant differences in E-learning
readiness between males and females depending on the context and culture. A recent review
by Hung et al. (2010), for instance, found that male and female college students had similar
readiness levels in online-learning environments. Yukselturk and Bulut (2009) have also
found evidence to suggest that the motivational beliefs, self-regulated learning variables, and
achievements of Turkish female and male students did not vary significantly on the basis of
their gender. Furthermore, Gefen and Straub (1997) have indicated marginal differences in
the perceptions of men and women on the use of information technology and concluded that
its effect is negligible. Similarly, Tsai and Lin (2004) have studied attitudes towards the
Internet among Taiwanese students and found no significant difference on the basis of gender
regarding their feelings and behaviour towards using the Internet. This outcome is similar to
that of Leong et al. (2002) who concluded that there is no significant gender difference in
students’ satisfaction with web-based courses. Chen and Lin (2002) have also shown similar
results in their study of the factors affecting the acceptance and success of the courses that
take place over the Internet. Specific to E-learning readiness, Hung (2016) indicated that both
male and female teachers demonstrated an equal degree of E-learning readiness in the areas
of communication self-efficacy, institutional support, and self-directed learning.

Naturally, the literature on gender in one context may have little to say about quite a
different one because gender cannot be separated from its sociocultural context. For example,
in the general sociocultural environment that characterises the Saudi society and many of its
kind, the conceptualisation of gender is shaped by the culture and wider sociocultural values.
Narrowing the discussion of the role of gender on E-learning readiness to the Saudi context
therefore requires an acknowledgement and/or recognition that it is fairly different from most
of the contexts that have been examined in any detail in the literature, and needs to be treated
separately. Overall, there are few studies that have been conducted in Saudi Arabia to explore
the differences in the use of technology based on gender although there is a strict gendering
of virtually everything. In summary, these few studies conducted are unanimous in the
outcome that males are more accepting of technology than females. For example, a study by
Al-Harbi (2010) concludes that generally males are more willing and more confident in

trying online learning systems. Females on the other hand were considered much less
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motivated in their attempt to use E-learning programmes. Additionally, some female
participants also expressed a preference for face-to-face interaction that uses more traditional
instruction methods. Besides these empirical research outcomes, there is also a long held
public perception and belief that learning online may offer female students the rare
opportunity to socialise outside the family and with the opposite gender. This might be a
specific concern regarding the online/Internet aspect of E-learning and its adoption and use in
Saudi schools. Gender differences are therefore of significance to this research and will be
explored further in the research findings.

3.4.2.3.2 Age

Across many contexts, researchers have highlighted the importance of age and age
differences in relation to the adoption of E-learning (Venkatesh et al. 2003; Wang et al.
2009). Age has therefore been a topic of much investigation in this area of research for some
time now. Overall, outcomes of these previous studies demonstrate that there is sufficient
evidence to suggest that age disparities in individuals can be used to explain both E-learning
adoption and E-learning readiness. For example, in relation to computer and Internet self-
efficacy (an aspect of E-learning readiness), Czaja et al. (2006) and Wang et al. (2009) found
that younger (18-39) were perceived to have higher computer and Internet self-efficacy than
older (40-59). Similarly, So (2008) found in their research that older (31-40) usually consider
themselves old to learn a new technology. There is also sufficient evidence grounded in
research that demonstrate the unwillingness of older to learn new computer and Internet skills
because of higher levels of computer anxiety (So 2008). Younger (25-30) are able to engage
in opportunities to learn new computer and Internet skills because they have lower levels of
computer anxiety (So 2008).

Further, within the particular context of schools, age differences have been noted to
play an important role in relation to E-learning adoption. For instance, Comber et al. (1997)
found that younger students (11-12) have had more positive attitudes towards computers than
older counterparts (15-16). This research outcome was confirmed by Colley and Comber
(2003) when they conducted a similar study to examine any potential changes in the
computer attitudes using the same age groupings (i.e. 11-12 year olds and 15-16 year olds).
Although there was an indication that some changes were made over the years, these changes

were rather insignificant. Further, Lahtinen (2012) who has conducted a research about young
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people (ages 12-16) concluded that there is no difference between the age groups in terms of
their ICT usage for informal learning at home. Similar to gender, age is socially constructed
and its meanings vary from one context to another. In the particular context of Saudi Arabia,
students are categorised into what is referred to as “normal” (15-18 years) school age and
“older” age (above 18 years). This is unlike the educational system in most western countries
where students in a particular class are of the same age. The difference here stems from the
fact that in Saudi schools, a student necessarily has to successfully complete an exam at the
end of each academic year in order to move to the next grade irrespective of age. However,
there is a paucity of research that explores age in relation to individuals’ readiness to use E-
learning in Saudi Arabia. This provides justification for the inclusion of age in this particular

research.

In summary, the above has explored the role individual factors play in users adopting
E-learning. In addition to these individual factors, it is recommended that in implementing E-
learning, certain external factors need to be considered. These external factors usually
comprise socio-cultural elements such as school, family, and peer support. These factors are
explored further in the next section.

3.4.3 External factors

The literature reviews on E-learning usage, generally, demonstrate that organisational
support (e.g. school), social support (i.e. family and peer support), E-learning functionality
(i.e. flexibility and interactivity) as well as E-learning usability (i.e. perceived useful and ease
of use) are the main external factors affecting the use of E-learning regardless of the context.
As demonstrated in Section 3.4.2 above, the existing surveys developed in order to
investigate and evaluate the E-learning readiness of teachers and students at the individual
level appear to have often neglected the important role external factors play in readiness of
students and teachers to use E-learning. Considering the significance of these factors for the

present study, these external factors are explored below.
3.4.3.1 E-learning functionality

This refers to the perceived ability of an E-learning system to allow for interactivity
and provide flexible access to instructional material at the same time (Pituch and Lee 2006).

E-learning functionality is achieved through the use of a combination of different types of
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media, including text, video and audio, which are directly controlled by the learner, the
software program, or perhaps both (Al-Harbi 2010). The functionality of an E-learning
system is further divided into two characteristics: interactivity and flexibility.

Interactivity. According to Palloff and Pratt (2007, p.4), for E-learning systems, “the
key to the learning process are the interactions among students themselves, the interactions
between faculty and students, and the collaboration in learning that results from these
interactions”. They further identified a number of interactive tools, such as email, forums and
bulletin boards (Palloff and Pratt 2007). Interactivity as a concept has been defined
differently and examined it from multiple dimensions (Angeli et al. 2003; Chang and Wang
2008). For instance, it is seen as, “the extent to which the communicator and the audience
respond to each other’s communication need” (Ha and James 1998, p.457). Interactivity is
also defined as a “three-dimensional construct including control, exchange of roles and
mutual discourse (Al-Harbi 2010, p.62). Similarly, Neuman (1991, p.104) defines
interactivity as the “quality of electronically mediated communications characterised by

increased control over the communications process by both sender and receiver”.

The significance of the interactive aspect of an E-learning system, besides helping in
the acquisition of knowledge, is crucial in motivating discussion and providing a desirable
motivation for students who sometimes feel isolated (Mclsaac et al. 1999), and helps in the
development of cognitive skills (Angeli et al. 2003). These significances are true whether the
environment is classroom-based, Internet-based or blended (Woo and Reeves 2007). The
impact of interactivity includes: it improves on learning outcome and learner satisfaction in
E-learning environments (Zhang et al. 2006); it influences beliefs and acceptance of E-
learning systems (Chang and Wang 2008); and it influences attitudes towards the use of E-
learning (Al-Harbi 2010). Interactivity is therefore a central feature of most E-learning
systems nowadays and perhaps the main rationale for the wide adoption of the E-learning for

teaching and learning (Wong 2002).

Flexibility. Regarding the provision of flexible access, E-learning systems offer
convenient access and online tools, enabling students to access course content, submit
assignments and undertake online tests or quizzes. Further, the provision of flexible access by
E-learning systems will be enhanced if they were designed to allow access to them even at

remote locations and provide access to course content, anytime and anywhere (Selim 2007).
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The concept of E-learning flexibility can be applied with regard to “time, content, entry
requirements, instructional approach and resources, and delivery and logistics” (Collis and
Moonen 2001, p.10). It does offer students and teachers learning and teaching experiences
similar to face-to-face settings, as well as provide some merits over the traditional classroom
setting (Lee 2001). For instance, it offers students in particular greater control and choice
over what, when, where, how and at what pace to learn. Flexibility also helps students to take
responsibility for their learning, and provides the appropriate support in order to meet their
individual needs (Wong 2002). In addition, both students and teachers are not tied by time
and geographic constraints to facilitate teaching and learning (Meredith and Burkle 2006). As
a result, the flexibility component of E-learning systems has the potential to improve learning
experiences and encourages full-time workers or busy people to enrol for programmes (Wong
2002). The flexibility component of E-learning is also strongly related to user satisfaction
with online courses (Sun et al. 2008). Further, E-learning flexibility can and does encourage
groups such as rural students and those who are young married women to pursue their studies
with greater convenience compared to studying in the traditional classroom setting (Al-Harbi
2010). This could therefore inspire the adoption of E-learning through building positive

attitudes towards its adoption.
3.4.3.2 E-learning usability

Another characteristic of E-learning systems as suggested in the literature is E-
learning usability (i.e. perceived usefulness and ease of use). The perceived usefulness and
ease of use of an E-learning system were first identified as key characteristics by Davis
(1989) in his TAM model (TAM is explored in detail in Section 3.3.2). These characteristics
are explored below.

Perceived usefulness. This is described by Davis (1989, p.320) as, “the degree to
which a person believes that using a particular system would enhance his or her job
performance”. For instance, a system that is perceived to be useful in performing the tasks
required will allow the user to achieve better performance, as well as benefit from its use
(Davis 1989). This is explained to mean that such a system has the potential to make the
educational process better as well as increase access to learning (Al-Harbi 2010). It also

means that users of such systems with higher levels of perceived usefulness will lead to more
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positive attitudes towards the adoption and use of E-learning (Ndubisi 2004; Mahmod et al.
2005).

Lin and Lu (2000) investigated the acceptance of a website, and found perceived
usefulness to be an influential factor of attitude towards the website. It was also found that
perceived usefulness was an important precursor of attitudes towards acceptance of the web
(Moon and Kim 2001). Lee et al. (2003) also found a strong direct influence of perceived
usefulness of new collaboration technology on attitudes towards distance learning. The
attitudes of learners towards the course material were largely based on its usefulness to them
in efficiently completing tasks. Goal-oriented performance expectations led to the formation
of positive attitudes through students’ perceptions of the usefulness of the technology.
Similar findings were reported by Ndubisi (2004) in his investigation of factors influencing
the adoption of Blackboard by 300 university students in Malaysia. Mahmod et al. (2005)
also found through research to explore the intentions of students to adopt an electronic
Masters in Business Administration in Malaysia, that perceived usefulness was a significant
determinant of attitude in order to pursue the course. Learners’ acceptance of E-learning as a
training tool for unemployment was investigated by Huang et al. (2006). Perceived usefulness
was revealed in their study as being the significant critical success factor for E-learning. The
adoption of Web-CT by 836 university students in Hong Kong, using a structural model
based on TAM, was investigated by Ngai et al. (2007). Their results indicated that perceived
usefulness was the main factor that affects the attitudes of students. These findings were

supported by a study in Korea (Park 2009).

Perceived ease of use. Davis (1989, p.320) defines it as, “the degree to which a person
believes that using a particular system would be free from effort”. Perceptions of a system’s
ease of use have been shown to exert influence on attitudes towards acceptance or rejection
of the system (Davis 1989; Rogers 2003; Ngai et al. 2007). The impact of the lack of
consistency of ease of use in technology acceptance research may be explained by users’
familiarity with these technologies. Although perceived ease of use might influence pre-usage
readiness initially, this is likely to reduce over time as users become familiar and skilled with
using the technology. The type of technology being investigated may determine the impact of

ease of use.
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Perceived ease of use is often found to be stronger than perceived usefulness when
influencing users’ acceptance. For example, in investigating intentions to accept a website,
Lin and Lu (2000) discovered perceived ease of use to be a stronger determinant of
preference for a website than perceived usefulness. Similarly, Moon and Kim (2001) found
perceived ease of use of the web to be of greater importance in determining attitude than
perceived usefulness. These authors considered that the perceived ease of use of a technology

might have a greater effect than external factors in creating a positive attitude towards it.

Studies focused on the adoption of E-learning discovered the significant impact of
perceived ease of use. Ndubisi (2004) studied the adoption of Blackboard by students in a
Malaysian university, and found perceived ease of use to be a major determinant of attitude.
Similarly, Huang et al. (2006) explored the acceptance of E-learning for public
unemployment vocational training and commented that positive attitudes towards using E-
learning were affected by perceived ease of use. In studying web course tools adoption, Ngai
et al. (2007) discovered perceived ease of use as a key factor in influencing system usage and
attitude.

TAM was applied in the investigation of students’ use of an E-learning system by
Park (2009), further evidence of the strong influence of perceived ease of use on attitude
towards using E-learning was provided by these studies. Davis (1989) commented that if the
technology is perceived as easy to use, the potential user would form positive attitudes
towards it. Davis (1989) and Rogers (2003) both concluded that technologies that are easy to
use would be accepted and used more than those that are complex. Although E-learning may
have great educational potential, the system will quickly lose its appeal if users cannot
control it effectively within the learning environment (Bates 2005). However, in most cases
there is usually a trade-off between ease of use and usefulness; if a system is useful enough,

individuals will use it, no matter how difficult.

3.4.3.3 Social support

The term social support is defined variedly by different writers. For instance, it is seen
as, “the degree to which a person believes people who are important to him/her want him/her
to perform a particular behaviour” (Hernandez et al. 2011, p.2226). Hsu and Lin (2008, p.67)
also define social support as “the degree to which a user perceives that others approved and

encouraged their participation in E-learning”. Social support is referred to as a subjective
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norm in TPB and provides the theoretical background for its relationship with individual
behaviour. Social support has also been applied in several models of user acceptance of
technology in general (Wu and Zhang 2014). The motivation of users to engage in and use E-
learning can be influenced by the social support available to them such as family and peer
support. This support can either increase the consistency with which E-learning is utilised or

decrease it (Hernandez et al. 2011).

From a general perspective, researching the factors influencing E-learning usage leads
to a vast quantity of literature relating to the social support given to E-learning usage. Pan et
al. (2003), for instance, have argued that the frequency of usage of WebCT is affected by the
factors of social support. Additionally, it is observed that social support has significantly
affected those who engage in the use of E-learning (Rosli et al. 2016) and can affect how
consistently E-learning systems are applied (Taylor and Todd 1995). This suggests that the
usage of such resources depends on societal determinants such as friends and family. Ndubisi
(2006) researched students’ acceptance and use of technology. The research outcome
suggested that peer support was important for the students to accept and use the technology.
Similarly, in research that investigated perceptions and usage of students in an online course,
Saadé et al. (2008) concluded that social support is significantly and positively associated
with intention to use the online course. The intention to engage in E-learning is hence
considered to be strongly affected by social support (Park 2009; Ma and Clark 2003).

Yet, some previous studies have shown that social support has no impact on users to
engage in E-learning. For instance, Wu and Zhang (2014) concluded in their research on
continuance towards E-Learning systems that there is no significant relationship between
social support and attitude towards E-learning usage. This outcome is consistent with that of
Lin and Yang (2012) who performed a questionnaire-based research in order to measure the

extent to which E-learning is affected by social support.

Specific to the literature regarding the impact of social support on users’ intention,
these are considered largely contradictory. For example, Yuen and Ma (2008) failed to
identify any discernible impact of social support on teachers’ intentions to accept E-learning
when they carried out a research to understand teacher acceptance of E-learning. This

outcome is congruent with an earlier study by Miller et al. (2003) who also found similar
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outcomes when examining the determinants of computer usage in the delivery of online

learning.

In summary therefore, although social support plays a significant role in the usage of
E-learning, this depends on the context. This according to the socio-cultural theory offers a
unique opportunity to contextualise the interpretation of the research outcomes taking into
account the situational constraints. The differences in both demographic and geographical
settings between studies, as well as the difference in culture and environment, might explain
the differences placed on the significance of social support. Overall, it is worth noting that

context matters and has a huge influence on the outcome of the research.

3.4.3.4 School support

Several studies have identified institutional support as a major factor that influences
the acceptance and use of technology in such institutions (Ngai et al. 2007; Selim 2007).
School support can take the form of administrative support, technical support and the
provision of equipment (Cheung and Huang 2005). For instance, research by Passmore
(2000) indicated that, to make progress in E-learning, it is necessary to provide for the
technological requirements of institutions in order to meet the students’ and teachers’
expectations. Mahmood et al. (2001) have also identified that institutions which were highly
effective in their use of E-learning have institutional support. They cited the influence of
people in the institution towards accepting and using E-learning as a typical case in point.
Institutional support is therefore considered a crucial factor for technology acceptance and
usage because not only does it seeks to meet the expectation of current and prospective users
(Igbaria 1990), but also it guarantees that the necessary resources are provided for E-learning
(Cheung and Huang 2005). Having the support of an institution would also possibly lead to
an increased use of E-learning and more effective learning (Cheung and Huang 2005).
Conversely, lack of support would have an adverse effect on users’ E-learning readiness and

possibly a rejection of such technology altogether (Hung 2016).

Park and Choi (2009) concluded that the particular importance of institutional support
was as a statistically significant predictor of users’ decision to use E-learning. Specifically
regarding E-learning readiness, Hung (2016) suggested that institutional support appears to
be an important factor that influences teachers’ motivation to participate in online learning. In

the context of the present study, the dimension of institutional support is stretched to include:
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administrative support, provision of equipment and technical support. It is argued that schools
that provide the above institutional support for students and teachers will ultimately
encourage a culture of friendliness and continuous improvement in their teaching and

learning of EFL using E-learning as a supplementary tool.
3.5 Chapter summary

The chapter has explored the literature related to the needs and purposes of the present
study. Principally, this chapter has presented the evolution of E-learning by way of a short
historical overview of the concept. The presentation tracks the changes in the key
technologies and theories of E-learning over the years including various terms which may be
subsumed into the E-learning concept. Overall, defining E-learning is currently so fraught
with debates, although it is largely seen as a concept that emerged to describe a broader, more
inclusive set of technologies in the contexts of education. It was highlighted that the four
main English language skills — listening, speaking, reading and writing — are key

considerations when using E-learning in EFL.

Literature on the various theories and models used to explain E-learning acceptance
and adoption was also reviewed identifying their strengths and weaknesses. This provided
clarity on their similarities and differences as well as areas of complementarity. Based on the
review, it was decided that no single individual existing theory or model adequately meets the
needs of this study. The theoretical lens of this study is therefore a combination of the
different existing theories and models including TRA, TPB, TAM and the socio-cultural
approach. This theoretical lens will guide the interpretation and analysis of the data in later

chapters.

Finally, the chapter has reviewed the literature about E-learning readiness focusing on
specific surveys proposed by other researchers. It was clear that, across the board, all the
surveys that explore and evaluate students’ and teachers’ readiness for E-learning are limited
in nature depending on the context (i.e. related directly to context settings and pertinent to a
specific group of users of particular E-learning systems). There are however overlaps among
the factors identified in these surveys. The main limitations identified throughout the
literature include the following. Firstly, the existing ones mainly focus on personal drivers
and self-efficacy factors but often ignore the role played by external factors. However, such
external factors are considered important in this research based on the theoretical lens. This
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provides insights into the relationship between the internal world of the human mind and the
external world in which we live. Secondly, the surveys appear not to address the
interrelationships between various factors and the significant role these play in students’ and
teachers’ E-learning readiness. For example, no clear significant relationships were found
between self-efficacy and personal drivers. Thirdly, it has also been identified that although
students’ and teachers’ readiness for E-learning, generally, may be widely explored and
evaluated in different contexts, this is still under-researched in reference to the Saudi Arabian
context. Finally, the majority of the existing surveys are mainly based on a literature review
that is not directly linked to the identification of the underlying factors indicating students’

and teachers’ readiness for E-learning.

Collectively, these limitations provide justification for this research which seeks to
address them and to ensure that the outcome of this study is applicable to the Saudi context.
The study therefore provides an in-depth insight into this complex phenomenon by
recognising both individual and external factors. It also aims to paint a holistic picture about
the current level of readiness of students and English teachers to use E-learning as a
supplementary tool for teaching and learning EFL in Saudi Arabia. The next chapter

discusses the research methods used in the present study.
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Chapter Four: Research methodology

4.1 Introduction

The aim of this chapter is to demonstrate the methods and procedure used in doing the

present research. The chapter also deliberates on the exploratory steps that were taken in

order to explore the readiness of students and English teachers to use E-learning as a

supplementary tool for EFL in Saudi Arabia. The specific sections of the chapter address the

following:
>

>

Restating the aims of the study.

Exploring the epistemological issues involved in doing mixed method research, in
particular issues concerning the distinction between qualitative and quantitative

research.

Discussing the use of a mixed method in the research design. This means attention
is paid to the multi-strategies used in the research data collection in three stages.
The first stage involved qualitative research using group interviews with students
and teachers. The outcome of the first stage was then fed into building a
questionnaire for the second stage of the research which involved administering
the questionnaire to a larger constituent of students and teachers. The third and
final stage involved follow up in-depth interviews with families and educational
officials at the national and regional levels. This was deemed necessary in order to
provide a deeper understanding to the research questions.

Finally, the ethical dilemmas and practical challenges that were faced in

conducting this research are also presented.

4.2 Research aims

The main aim of the present research is to explore the readiness of students and

English teachers to use E-learning as a supplementary tool for EFL in Saudi Arabia. The

specific objectives include the following:
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1. To explore the underlying factors affecting students’ and English teachers’

readiness to use E-learning for EFL in Saudi Arabia;

2. To explore the current level of readiness of students and English teachers to use E-
learning for EFL in Saudi Arabia;

3. To explore any age and/or gender differences in students’ and English teachers’

readiness to use E-learning for EFL in Saudi Arabia.

4.3 Research paradigm and philosophy

The term epistemology, fundamentally, refers to “inquiry into the conditions,
paradigms, and limits of knowledge including the nature of truth claims and the historical
contexts that have shaped human inquiry” (Lobe et al. 2007, p.6). Over the years, there have
been challenges as researchers consider an appropriate methodology through which to
explore human behaviour and perceptions within the social sciences. Traditionally, there are
two main schools of thought when one thinks about research epistemology: positivists and
interpretivists. Positivism is an epistemological position whereby the researcher takes an
objective view of reality or the research process (Bryman 2004; Creswell 2009). This means
that the researcher is usually independent of the research process and approaches it as a
matter of objective reality. The success of the research is evaluated through measuring how
closely the outcomes of different researchers doing the same or similar research match. This
view emphasises relationships between variables using scientific procedures rather than on
processes that impact on how meaning is made (Bryman 2004). Interpretivism on the other
hand is an approach of social reality with the aim to understand the meanings and
interpretations particular social actors ascribe to certain cultural practice (Bryman 2004).
There is an understanding that there is no objective social reality waiting to be discovered,
and that knowledge is socially constructed by both the researched and researchers
(Schoenberg and McAuley 2007). The interpretivist approach therefore seeks to provide an
illuminating process within particular contexts that are usually not generalisable to other

jurisdictions.

There is a third epistemological approach which is a hybrid of the two traditional
approaches with the hope to overcome the demerits of either and/or both (Woolley 2009).
This epistemological approach is referred to as pragmatism. Pragmatism recognises the
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importance of both the physical and social worlds, and offers a productive, immediate and
useful middle position, philosophically and methodologically, that is practical and result-
oriented. It is generally viewed as the most popular epistemological approach among
researchers who use mixed methods for social research (Greene 2007; Johnson and
Onwuegbuzie 2004). In the case of the research reported in this thesis, it was decided to use
this third approach because it seemed “fit for purpose”. This approach was also chosen
because it was felt that the outcome of both the quantitative and qualitative research would
help in interpreting and enhancing understanding of the perceptions of participants better.
The use of the approach also helped in interpreting the interplay between internal beliefs and
external factors as well as the dynamics this provides in understanding the readiness of
students and teachers to use E-learning in Saudi Arabia. Considering the aims of this
research, and to help answer the research questions, the use of the two approaches could help
to answer particular research questions, individually, and help to mitigate the weaknesses in

each other, as well as benefit from their strengths.

4.4 Using a mixed method approach

Mixed methods research can be defined as, “the class of research where the researcher
mixes or combines quantitative and qualitative research techniques, methods, approaches,
concepts or language into a single study” (Johnson and Onwuegbuzie 2004, p. 17). This
research used a mixed method approach in order to achieve the different research objectives.
The first stage involved the use of a qualitative method in order to explore the underlying
factors affecting students’ and English teachers’ readiness to use E-learning as a
supplementary tool for EFL in Saudi Arabia. Specifically, a qualitative method, by definition,
involves exploring and understanding the meaning(s) that an individual and/or group(s)
assign to a human or social problem (Creswell 2009). It sees social reality as a constantly
changing emergent property of individuals’ creation. Further, it is defined as a research
strategy that usually emphasises words rather than quantification in the collection and
analysis of the data. Simply put, it seeks to achieve depth rather than breadth (Blaxter et al.
2010; King and Horrocks 2010; Howe and Eisenhart 1990). Qualitative methods aim to
develop an in-depth exploration of a phenomenon, but not to generalise to a population
(Creswell 2009). It normally has a direct source of data with the researcher being the main
instrument (Bogdan and Biklen 1982). Additionally, qualitative researchers do not usually

search for evidence to support or refute hypotheses, because abstractions are built as the data
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gathered are grouped together (Bogdan and Biklen 1982). “Meaning”, is the main concern to
qualitative researchers who are interested in ways that different individuals make sense of
their lives (Bogdan and Biklen 1982; Creswell 2009).

The second stage involved the use of a quantitative method to cover the voices of a
larger sample of research participants using a questionnaire. Although this was always likely
to provide superficial information, it complemented data collected through the first stage of
the research — that is data collected using group interviews (qualitative data set). Ultimately,
the quantitative method aimed to explore the current level of readiness of students and
English teachers. It also aimed to explore any age and/or gender differences in the students’
and English teachers’ readiness to use E-learning in Saudi Arabia. The quantitative research
can be understood to mean a research strategy that highlights quantification in the collection
and analysis of the data. It embodies a view of social reality as an external, objective reality
(Bryman 2007). In using this approach, variables are measured with instruments and
numerical data are analysed by applying statistical tests. Quantitative methods use a
deductive approach to the relationship between research and theory (Bryman 2007).
Researchers using this method have assumptions, guard against bias, provide control for other
explanations and are able to generalise and replicate the outcomes of the research (Creswell
2009).

The third stage of data gathering involved the use of qualitative method (individual
interviews) seeking to: (a) develop a deeper understanding of the readiness of students and
English teachers to use E-learning in Saudi Arabia and (b) to explore the perspective of
national and regional officials and heads of families regarding the E-learning implementation.
This was aimed at providing further and deeper understanding to the findings gathered in the
second stage of this research.

In summary, the objective of using a mixed method approach was not to substitute
either of the two approaches, but to produce distinctive findings by drawing from the
strengths of both approaches, while reducing their weaknesses (Johnson and Onwuegbuzie
2004). The combination of both the qualitative and quantitative methods resulted in greater
detail, by creating awareness of generalisations and trends, as well as in-depth knowledge of
the perspectives of participants (Creswell and Clark 2011). According to Bryman (2007, p.9)

“bringing quantitative and qualitative findings together has the potential to offer insights that
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could not otherwise be gleaned”. Although the present research was meticulously planned at
the design stage, there were some challenges at the implementation stages. For instance, a
greater level of skill, as well as additional time, effort and resources were required on the part
of the researcher (Bryman 2007; Creswell and Clark 2011). A further difficulty encountered
as a result of the use of a mixed method was that the research design was relatively expensive
(Polit-O’Hara and Hungler 1999). Finally, the use of dissimilar research philosophies had the
potential of creating complications and difficulties in research findings, as well as their
interpretation (Bryman 2007).

4.5 The use of a proxy researcher

Given the research context and the constituents of the research sample, to successfully
carry out the practical research aspects such as interviewing and administering the
questionnaire required navigating around particular cultural issues. For instance, the Saudi
culture prevents or prohibits non-family males from direct contact with non-family females in
Saudi Arabia, that is gender mixing regardless of intent. As a result, the main researcher
needed to employ the services of a competent female relative who could help in carrying out
the research with female participants — such a female relative is referred to as a proxy
researcher in this research. In this research the proxy researcher is the researcher’s sister, who
is an English teacher in Saudi Arabia. She was therefore chosen with the conviction that she
has the needed linguistic competence to facilitate interviews and administer the
questionnaires subsequently. The added advantage of using her services as a female proxy
researcher is that she was available when needed and the researcher only paid for her
transportation. The use of the female proxy researcher, though not familiar in other contexts
and might be considered unconventional, is a growing method used to access research
participants of the opposite gender in contexts such as Saudi Arabia (e.g. Alkhatnai 2013; Al-
Harbi 2010). The use of the proxy researcher was therefore compelling in this research
because without her involvement the voices of female participants would have been missing.
Given the context of the present research, the researcher would not have been able to reach
female participants on their own. The convention is that the researcher works closely with
those of the opposite gender that he/she is permitted to communicate or interact with freely
(e.g. mother, wife or sister). A number of steps were taken to prepare the proxy researcher for
the task. The researcher ensured that she was briefed and trained through the use of pilot

interviews in order to enhance her skills (see Section 4.6.2). This was in order to ensure
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consistency in the quality of data gathered. The next section presents and discusses the three
stages of data collection. It also provides reasons for each particular stage and highlights the

role of the proxy researcher.

4.6 The First Stage: Qualitative data gathering using group interviews

Blaikie (2009) conceptualises data collection as the systematic gathering of
information relevant to the research purpose. Given the aims of the present research, various
different qualitative research instruments, such as individual interviews, focus group
discussions or participant observation, could have been used for data collection. The
researcher however chose to use group interviews as the research instrument for a number of
reasons. Firstly, group interviews enabled the researcher to gather information rapidly. For
example, the researcher was able to interview 4 to 8 participants at the same time. Secondly,
group interviews are cost effective compared with individual interviews (Kumar 1987).
Thirdly, it was felt that the use of group interviews would help stimulate the group members
to come out with new ideas, raise issues and concerns that the researcher might not have
considered in individual interviews or in using any other research instrument. Although the
use of group interviews did not allow for the gathering of as much in-depth information about
individual research respondents as might have been gained in individual interviews (Ritchie
and Lewis 2003), it still allowed for the gathering of a considerable amount of information
that helped in answering the research questions. This first stage specifically aimed to develop
a deeper understanding of the issues involved by examining the underlying factors of
readiness of students and English teachers to use E-learning as a supplementary tool for EFL.
This involved several sessions of in-depth group interviews and the outcome included in
designing the questionnaire for the second stage of the research. This section reviews the

processes involved in this stage of the research.

4.6.1 Developing the interview questions

Krueger (1998) identifies two different questioning strategies: firstly, that, the topic
guides which list of topics or issues to be pursued in the group interview; and secondly, that,
the questioning route should be a sequence of questions in complete and conversational
sentences. The second, the questioning route strategy, was used in the present research. The

main reason for using this strategy was to enhance consistency in terms of questioning
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between the main researcher and the proxy female researcher. Using the questioning route
strategy therefore provided clear guidance and ensured that all the relevant issues under
investigation were covered systematically and with some uniformity between the two
researchers. Further, this strategy helped to mitigate any potential bias between the main
researcher and the proxy female researcher. Procedurally, the main researcher was always
available on phone in case help was needed. Finally the strategy allowed flexibility to pursue
the detail that each individual participant considered important (Ritchie and Lewis 2003). The
stages involved in using the questioning route strategy include following four steps:
collecting the personal information of respondents; asking introductory or transitional
questions; asking the key/main questions; and asking closing questions. Below is a detailed

discussion of the four steps used.

Personal data questions: These were designed to gather the background information
about the participants. This included their names, experience with E-learning, where they
live, their academic discipline (only student participants), proficiency in English (only
student participants), experience in teaching EFL (only teacher participants), and the name of
the school (only teacher participants). This step was useful because such information aided
the main and the proxy female researchers to become familiar with the background
information of research respondents as well as research respondents themselves. It also
helped in the researcher’s style of questioning bearing in mind, for instance, the difference

between respondents with E-learning experience and those without E-learning experience.

Introductory and transition questions: These aimed to ease participants gently into the
main discussion, and to get them engaging actively. This step was to facilitate respondents’
understanding based on a discursive, conversational style of data collection. The questions
asked were designed to be relatively straightforward to answer and non-threatening. They
were also aimed to be used as a stepping stone to collecting data that provide insights about
the context of the research. This was important for the later stages of the interview. They
included definitions of and initial reflections on the topic, as well as questions on the
advantages and disadvantages of E-learning.

Key/main questions: At this stage, the groups were asked to work interactively in open
discussions on the main research questions. This step ultimately proved to be the most

productive stage of the group discussion process because it allowed participants the
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opportunity to agree and/or disagree with each other. Also, working together provided a
synergy that helped to achieve greater depth of insights regarding the research questions

about the underlying factors of their readiness towards E-learning.

Closing questions: Both Ritchie and Lewis (2003) and Krueger (1998) have cautioned
against the abrupt end of interviews in academic research. This stage involved group
discussions aimed towards ending the interview. Participants took the opportunity to repeat
the things they had said earlier or to give their final thoughts. The main and the proxy female
researchers also thanked them for what had been achieved.

Overall, the style of questioning was tailored to suit the age and status of respondents.
All group interviews were conducted in Arabic and later translated into English. Arabic was
considered the most appropriate language because it is the first language of the researcher,
the proxy female researcher and the research participants (see Appendix A for an overview of

interview questions — Arabic and English versions).

4.6.2 Piloting the questions

Ritchie and Lewis (2003) have suggested that a research instrument needs some
revision if it is not producing the needed clarity, scope or depth of data the researcher is
seeking. To this end, the decision was made to have an initial group interview discussion as a
pilot for this study. Piloting the questions helped the researcher and the proxy female
researcher to become really familiar with its structure and detailed contents. It also helped the
researcher to think about how different issues might be addressed, and the type of responses
they might yield and how they would need to be followed up. This kind of preparation was
not intended to pre-empt what would come up during the main interview sessions but it was
to provide the researcher and the proxy female researcher glimpses of what to expect during
the main interview sessions. The outcome of the pilot interviews also provided justification

for any future revisions made to the interview questions.

In summary, two pilot studies were conducted, one by the main researcher and the
other by the proxy female researcher. The pilot consisted of two male teachers and three
female students who were interviewed separately using the same questions. They revealed
two main problems, namely ordering of questions and the inclusion of questions that were

considered minor. These problems were resolved through the re-ordering of the questions and
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those considered not to have any added value were removed. Additionally, the pilot helped to
develop the interviewing skills of both the main researcher and the proxy researcher
including addressing possible language problems and checking the duration of the group
discussions. Finally, it helped in resolving any other difficulties that were encountered during
the procedure of the group interviews and ensured that the recorder was working properly

ahead of the main interview sessions.

4.6.3 Sampling process and study sample

This section provides an overview of the sampling process and study sample used in
this research. It is a common feature in social research to plan and select samples for study,
whether it is quantitative or qualitative research (Ritchie and Lewis 2003; Blaikie 2009 and
Krueger 1998). A purposive sampling technique was ultimately adopted for this study
although a range of different types of sampling technique and strategy were considered. A
purposive sampling technique is defined as “a form of non-probability sampling in which
decisions concerning the individuals to be included in the sample are taken by the researcher,
based upon a variety of criteria which may include specialist knowledge of the research issue,
or capacity and willingness to participate in the research” (Jupp 2006, p.244). The
participants were selected to meet and represent a location or category in relation to a main
criterion. The two main aims of the selection process included to ensure that all the main
constituencies of relevance to the subject matter are covered, and to ensure that, within each
of the main criteria, some range of diversity was included so that the influence of the
characteristic concerned can be discovered (Ritchie and Lewis 2003). The selection of
participants also depended on the purpose of the interview (Mann and Stewart 2000). The
sub-sections below discuss the sample procedure and size for students and teachers

respectively.

4.6.3.1 Student sample

Considering the specificity of the research questions, the student sample covered
students from the preparatory year group at Jazan University who are studying EFL. The
rationale for choosing the preparatory year students at the university instead of high school
students was due to the ease of access to students coming from different regions — inner city,

urban and rural areas. The preparatory year students at the university were also preferred
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because they presented the researcher with different experiences as opposed to high school
students who shared the same regional origin and experiences. To guarantee some diversity in
relation to the characteristics concerned, the selection process included differences in terms
of regional location and type of area of participants. An additional reason for selecting the
preparatory year students was that these are people who can look back, and provide articulate
opinion about their past experiences, and are in a position of just starting university to see the

importance of EFL in their studies.

In recruiting student participants, the researcher used inclusion/exclusion criteria such
as the willingness of students to participate in group interviews, their availability after school
hours and students’ proximity or access to the interview venues. The researcher and the proxy
female researcher attended different classes separately and asked for volunteers amongst the
student body after briefing them about the research topic, its aims and objectives and what
was involved in taking part in the research — i.e. conducting interviews in a group. Students
were also briefed that the group interviews would take place after school (i.e. between 3-
4pm). In addition, students who lived nearer to the university or had access to the interview

venue after school hours were encouraged to volunteer for practical reasons.

Furthermore, the researcher and the proxy female researcher explained the need to
have diversity regarding the use of E-learning (those with E-learning experience and those
without E-learning experience) and/or English proficiency (those who consider themselves
good at English and those do not). According to Ritchie and Lewis (2003, p.197) “diversity in
group composition enriches the discussion, but there also needs to be some common ground
between participants-based on how they relate to the research topic or their socio-
demographic characteristics”. The decision to include these features as criteria was therefore
to ensure that the selected sample was as diverse as possible and to guarantee that responses

from the research covered all aspects of the research questions.

Overall, 13 male and 8 female students volunteered to participate. The decision was
then made to select 8 male students out of the 13 males using an online randomising
technique (Research Randomizer 2015). The essence was to ensure that each group had an
equal number of representatives — i.e. 8 male participants and 8 female participants
constituting the two groups (Ritchie and Lewis 2003). The selection of males and females

was a primary criterion to ensure gender balance and because the underlying factors of
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readiness of each gender to use E-learning may be different. Male and female students were
interviewed separately because of the strict rules against gender mixing in Saudi Arabia. The
distributions of the number of students who volunteered as well as those selected based on
the online randomised technique are presented in Table 4.1 below.

Table 4.1: Students (male and female) participant category

Gender Male Female
.. Number who Number Number who Number
Participant
Category volunteered selected volunteered selected
With E-learning experience
and 2 1 2 2

High proficiently in English

With E-learning experience
and 5 3 2 2
Low proficiently in English

Without E-learning experience
and 4 3 1 1
High proficiently in English

Without E-learning experience
and 2 1 8 8
Low proficiently in English

Total 13 8 8 8

4.6.3.2 Teacher sample

The teacher sample involved the selection of English teachers from a number of high
schools in Jazan province, Saudi Arabia. Similar to the student recruitment process explained
above, the inclusion and exclusion criteria for teacher participants included: their willingness
to participate in group interviews, their availability after school hours as well as teachers’
proximity to and access to the interview venue — that is, the Department of Education in
Jazan province. The Department of Education in Jazan province was selected as the venue for
both male and female English teachers because it is a central point in Jazan province and has

facilities to facilitate group interviews in a comfortable manner.

Practically, 5 male schools and 3 female schools were considered to be of reasonable
proximity and accessibility to the interview venue where all the participants could meet. In
the case of male participants, the researcher visited all the 5 schools and asked for volunteers
after briefing the teachers about the research project including its aims and objectives. There
were 3 English teachers in each of the 5 male schools — that is, 15 male teachers as the

sample population. All 15 English teachers were invited to volunteer to participate in the
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research. However, only 4 male teachers accepted the invitation — 2 with E-learning
experience and 2 without E-learning experience. Although reasons were not given for the low
number of English teachers volunteering to participate in the research, it was thought that the
lack of willingness might have been as a result of the lack of public transportation in Saudi
Arabia (discussed later as a practical challenge in Section 4.10), and the fact that the research
could only take place outside school hours and at venue outside their schools. A meeting was
then arranged by the researcher involving all teachers who volunteered in order to agree on

the data and time for the group interview.

In the case of female English teachers, the female proxy researcher followed similar
procedure as did the main researcher. Only 3 female schools were considered to be of
reasonable proximity and accessibility to the interview venue. However, the female proxy
researcher found it relatively difficult to recruit participants primarily because of
transportation related issues — lack of public transport and the fact that women were not
allowed to drive in Saudi Arabia (discussed later as a practical challenge under Section 4.10).
This means that the female proxy researcher visited the schools a number of times explaining
the research and its aims and objectives before she was able to recruit volunteers. There were
7 female English teachers in all — 2 in 2 schools and 3 in the third school. All 7 teachers were
invited to participate in the research but only 4 accepted the invitation — 2 with E-learning

experience and 2 without E-learning experience.

Overall, a total of 8 teachers from both male and female genders with some diversity
in their E-learning experience participated in two independent group interview sessions. The
selection of males and females as a primary criterion was for the same reason as explained
with the selection of students above. The distribution of the participants are presented below
(see Table 4.2).

72



Table 4.2: Teachers (male and female) participant category

Number of participants
Participant category
(male — female)

With E-learning experience 2-2
Without E-learning experience 2-2
Total 4-4

As described above the selection of students from the preparatory year in Jazan
University helped in identifying students from different regions — inner city, urban and rural
areas. Similar criteria were used in the selection of teachers except that in this case they

shared similar experiences since they were all English teachers in the selected high schools.

Overall, care was taken to guarantee that all the main constituencies of relevance to
the aims of the present study were covered in the selection of the study samples. The main
recruitment process of the study sample sought voluntary participation, and no remuneration
was paid to participants for their participation. Jazan province was chosen over other
provinces in Saudi Arabia for the research study because it is more representative and easily
accessible to the researcher. Moreover, the Saudis have a shared religion and almost similar
cultures (Alosaimi 2013; Al-Alhareth 2014), although there is also a large immigrant
population. The focus of this research, nonetheless, was about public schools where there is a
unified education system and attended mostly by Saudis. Non-Saudis were therefore not
accounted for since they attend international private schools as explained in the research
context chapter. These collectively reduced the potential of any bias in terms of where the

research was carried out. The next section presents the conduct of the group interviews.

4.6.4 Doing the group interviews

Procedure prior to main interviews. Before the main interview sessions the researcher
used different means to gain access to the research participants. This involved contacting
gatekeepers such as the Education Department Administration in Jazan province in the case

of teachers, and the lecturers in charge of students in the preparatory year in Jazan University
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in the case of student participants. The Education Department Administration and lecturers in
charge of male students in the preparatory year were contacted by the main researcher.
Lecturers in charge of female students were contacted by the female proxy researcher. A
purposive sampling procedure was used to select both students and teachers who met the set
criteria (see Section 4.6.3 above). Those selected were asked to provide their phone numbers
for follow up and in order to set an agreed time for the interview sessions. The WhatsApp
application was also used by the main researcher and female proxy researcher to agree on the
most appropriate times to conduct the interviews for male and female participants
respectively. There were however challenges over the provision of transportation to convey

participants to the agreed venue.

Main interview. During the interview sessions the main researcher or female proxy
researcher gave personal introductions, background information on the research purpose,
outline of the research topic and the source of funding to the different groups of participants
they were working with. In addition, confidentiality was stressed, and a clarification was
made to explain what will happen to the data and of proposals for reporting. Additionally,
groups agreed to treat what other participants said during the interview sessions as
confidential and were asked not to repeat what was discussed outside the sessions.
Participants were reminded also that they have the right to refuse to answer any question(s)
that they did not feel comfortable discussing or even decide to stop participating in the group
interview sessions at any time. As the interview was in a discussion form, a clarification was
also given to the participants not to wait to be asked before they can step into the
conversation. The interviewers stressed that there are no right or wrong answers and that
everyone’s perspectives were valued since the research aimed at hearing as many different
thoughts and voices as possible on the subject matter. Participants who were observed to be
inactive were also encouraged to contribute to the discussion. All these helped to mitigate any

potential bias in the data.

Moreover, participants were reminded that the interviews needed to be recorded so
that they could later be transcribed and analysed. In terms of procedure, both interviewers
used audio recorders to record all interviews. Room was made for stoppages and pauses
either as a result of interruptions and/or if participants needed to share information that they
did not wish to be captured on the audio recorder. These were reasons audio recording of

interview sessions was considered the most appropriate technique in this research. Audio
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recording interviews provide an accurate, verbatim record of the interview session, capturing
the language used by the participant including their hesitations and tone in as much detail as
expressed (Ritchie and Lewis 2003). The technique further allows interview data to be
captured in its natural form and allows the researcher to concentrate and pay full attention to
listening to the interviewee(s) and probing in-depth (Ritchie and Lewis 2003). Finally, the
use of audio recording was also seen to be more neutral and less intrusive. In the practical
sense, the audio recorders were switched on after participants introduced themselves to the
group. This was part of the confidentiality procedure and the researcher’s quest to gathering
anonymised data. The discussions were then facilitated using open-ended questions to engage
as many of the participants as possible. The discussion usually ended with an opportunity for
research participants to make further suggestions relevant to the research study that were not

captured in the interview questions.

Field notes were also taken to help clarify specific issues or to confirm that all main
points in the interview were appropriately transcribed. Only the researcher had access to the
audio recorders which were always locked away after the interviews. The proxy female
researcher was given access to the audio recorders in order to help check the correctness and
consistency of the transcripts. Male research participants were informed from the start that
the main researcher is working with a female proxy researcher who will listen to the audio
recording device to ensure that the right thing is written. Similar information was provided to
the female participants as well. Student participants were interviewed in the preparatory year
building in Jazan University, while teachers were interviewed at the Education Department in
Jazan province. All the interviews lasted between 45 min and 1 hour. The section below

discusses how the data were analysed.

4.6.5 Data analysis

According to Ritchie and Lewis (2003, p.200) “approaches to analysis vary in terms
of basic epistemological assumptions about the nature of qualitative enquiry and the status of
the researchers’ account”. They also vary between different traditions in terms of the key
focus and the aims of the analytical procedure (Ritchie and Lewis 2003). This section

showecases the processes involved at the analysis stage of the qualitative data of this study.

A thematic approach was used in analysing the data collected from the group

interviews. Braun and Clarke (2006, p.97), define thematic analysis as “a method for
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identifying, analysing and reporting patterns (themes) within data”. This involves the
identification, examination and interpretation of themes in textual data and asking how these
themes helped answer the research questions. Thematic analysis is also seen as an ongoing,
fluid, and cyclical process that happens throughout the data collection stage and carries over
to the data entry and analysis stages (Bryman 2004). Thematic analysis was chosen, as an
analytical tool, because the qualitative phase of the research sought to develop a deeper
understanding of the issues involved by examining the underlying factors of readiness of
students and English teachers to use E-learning. To ensure that the process was rigorous, data
were also triangulated to highlight the points of convergence, divergence and
complementarity. Triangulation refers to the use of different sources or means to either
investigate and/or analyse a piece of research in order to enhance confidence in its findings
(Bryman 2004). According to Denzin (1970), a triangulation process could involve: data
triangulation, investigator triangulation, theoretical triangulation and methodological
triangulation. The specific type used in the present research was data triangulation. This
involved a thorough comparison of the views of different responses — i.e. males versus
females, students versus teachers — in order to establish areas of convergence, divergence
and/or complementarity. Convergence of views indicated a common understanding both
within and between groups of participants, divergence showcased differences in
understanding, and complementarity data helped in giving a fuller understanding of the
research. The following analytical approach was used in this research.

1. Data transcription and familiarising with the data. This was an important phase of the
research process because it involved the transformation of the interviews from an oral
mode to a written form for analysis (Kvale 1996; Cohen et al. 2007). There are different
styles of transcribing data depending on the intended use of the transcript. These include
verbatim or condensed and summarised forms of transcribing (Al-Harbi 2010). For the
present research, this stage started with a verbatim transcription of each group interview
separately as soon as the data had been collected. This was done in order to gain insights
into the participants’ opinions, which calls for a detailed transcription. This means that
each interview session was considered as a comprehensive and meaningful chunk of data
in itself. The transcription was done together with the detailed notes that were taken
during and shortly after the interviews. In order to ensure consistency and correctness of
the transcripts each tape was played and listened to several times allowing the researcher

to compare the interview tapes with his typed scripts. The proxy female researcher also
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reviewed all the transcripts vis-a-vis the tapes. The entire transcription process appeared
time-consuming, frustrating, and at times boring (Riessman 1939), yet, it was an excellent
start to familiarize the researcher with the data. All these processes facilitated the
researcher’s familiarity with the content of the interviews, and helped in making an

overall sense of the data. This therefore marked the start of the data analysis.

. Translation of transcripts. All the group interviews were conducted and transcribed in
Arabic as explained above, and were later translated into English. Translation was
deemed appropriate ahead of data analysis for both practical and epistemological reasons.
Epistemologically, the recognition that this is not a neutral exercise (Bradby 2002;
Duranti 2003) and that people using different languages may construct social reality
differently (Barrett 1992) was a significant consideration. Practically, translation was
necessary in order to facilitate communication between the researcher and his supervisory
team as well as enhance their understanding of subsequent data analysis since they are not
able to read in Arabic. In this research although other translation technique such as back-
translation and parallel translation were weighted, the researcher adopted a direct
translation technique. This meant translation was conducted from the source language
(Arabic) directly into the target language (English). The advantage of this technique is
that it is relatively cheap and easy to implement and devoid of technicalities (Saunders et
al. 2009). However, the technique also has the tendency of resulting in discrepancies
between what was said in the source language and its translation into the target language.
Aware of the potential drawbacks in the technique, the researcher (who is linguistically
and culturally competent in both Arabic and English) decided to take responsibility for
the translation (Bracken and Barona 1991). The translated transcripts from Arabic to
English were then checked by the female proxy researcher (who is also a fluent bilingual
in both Arabic and English) in order to mitigate any inconsistencies and to offer as close
as possible meaning as well as ensure consistency and correctness in the translated
transcripts. The review exercise by the proxy female researcher also aimed to enhance the
quality, trustworthiness and credibility of the data. After the review exercise, the
researcher and the proxy female researcher had a set of discussions in order to harmonise
and agree on words and/or phrases identified to be problematic or ambiguous. Based on

the discussions, some changes to the wordings of some statements were made to enhance
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clarity in meaning in the target language. Table 4.3 below provides an example of the

statements and the amendments made.

Table 4.3: An example of a statement that needed rewording after translation to English

Original statement Modification

We hope to see E-learning as a tool that can be | We hope to see E-learning as a tool that can be
used to support what the students are learning in | used to support what the students are learning in
the classroom. But to do this, headteacher in | the classroom. But to do this, managers in charge
charge of the programme, first of all, need to give | of the programme, first of all, need to give us and
us and the students the appropriate assistance to | the students the appropriate assistance to raise our
raise our skills to a level that will enable us use | skills to a level that will enable us use this type of
this type of technology. technology.

3. Coding. Coding was done manually and involved a number of steps that included: initial
coding, focused coding, searching for themes as well as reviewing and naming the themes
(adapted and modified from the works of Clarke 2006 and Charmaz 2006). The procedure
involved working systematically through the entire transcripts, giving full and equal
attention to each data item, and identifying interesting aspects in the data items. The steps
followed to help make sense of the data are presented below.

Initial coding, a segment-by-segment coding technique using Word electronic comments
was used at the start of the initial coding process. This allowed identification of initial
codes from the data. According to Charmaz (2006, p.47), “initial coding should stick
closely to the data ...”. In light of this, the researcher engaged in looking for similarities
and differences within and across the interviews, and then made notes about the patterns

that were starting to emerge and began to relate them to the research questions.

Focused coding, the researcher was aware of the need to synthesise the initial codes that
emerged in phase one into focused ones. This process began through the selection of
codes that were considered significant within and across the data (Charmaz 2006). The
process of focused coding helped the researcher to engage more with the initial codes that
were considered significant and highlighted under the initial coding phase. The researcher
then began sorting through the codes and linking them together in order to establish
further patterns within and across the data hence boosting his understanding of the data.
These additional insights into the data were kept on record using an electronic comment
function. The focused codes provided a summary of the data without distorting the
original meaning of what the respondents said, but reducing the data into something more
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manageable. Finally, through focused coding the researcher was able to “check his own
preconceptions about the research topic” (Charmaz 2006, p.59), and it provided the basis

for newer perspectives or interpretations to be made of the data.

Searching for themes, the process of coding operated as a framework to support the
categorisation process that allowed for thematising. Polit-O’Hara and Hungler (1997,
p.470) define a theme as, “a recurring regularity emerging from analysis of qualitative
data”. Themes capture something significant about the data relative to the research
question, and represent some level of patterned response or sense within the data. In this
phase, all the codes identified as explained in the previous stage were copied to an Excel
sheet. This enabled the researcher to combine some codes into relevant potential themes
called sub-themes. Additionally, it also became clearer that some sub-themes were related
to the same idea that emerged from the data. Such similar sub-themes were then put
together into bigger themes and were labelled main themes. Finally, the main themes

were grouped into major themes referring back to the research questions.

Reviewing and naming themes, Patton (2002) prescribes dual criteria for reviewing and
naming themes in qualitative data analysis: internal homogeneity and external
heterogeneity. Internal homogeneity requires that data within themes need to cohere
together meaningfully. External heterogeneity on the other hand means that there needs to
be a clear and identifiable distinction between these themes. This was particularly
significant because the data collected included views from research participants of
different gender and ages. It was therefore important to be clear what each group made of
the interviews. Overall, the process helped to have a clearer understanding of the data as a

whole and how it helps to answer the research questions.

Producing the analysis. This final phase involved two major steps: first, the presentation
of the themes into a tabular form; and second, interpreting the data. The first step
facilitated the identification of dominant patterns across the themes. It also helped
arrange, make complex connections and think about the data in new ways that assisted in
the interpretation of it. The researcher was faced with two options at the second step —
either using participant based group analysis or analysing the data produced by a group as

a whole (Ritchie and Lewis 2003). Participant based group analysis involves a type of
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data analysis that pays attention to contributions of individual participants separately
within the context of a whole group discussion (Ritchie and Lewis 2003). The merit of
this type of analysis is that it essentially allows the information of each participant to be
retained and for interactions between individual members to be noted as part of the
recording of the group dynamic (Ritchie and Lewis 2003). The whole group analysis, on
the other hand, involves treating the data produced by a group as a whole without
delineating individual contributions (Ritchie and Lewis 2003). This means that the group
becomes the unit of analysis and is treated in the same way as a unit of individual data. In
the case of the present research the whole group analysis was considered more
appropriate because it was recognised that in most cases groups were in agreement on
issues. Doing a whole group analysis therefore provided opportunities for comparison
between gender and status (teacher and student). It also allowed the identification of
patterns and relationships that were observable within and across the groups illustrating
what was unique to either gender or status (i.e. students or teachers). However, instances
where group members expressed divergent views on an issue or when an experience
shared was specific to a member of the whole group, these were duly acknowledged.
Additional information (in the form of notes) about group interactions or the balance of

individual contributions was added to the data as part of the evidence.

In order to protect the identities of respondents, data were anonymised. The codes F.T.
and M.T. represent female and male teachers respectively, while F.S. and M.S. represent
female and male students respectively. The findings are discussed and presented using a
method of triangulation (Bryman 2004; Ritchie and Lewis 2003). Through this method,
findings that look the same or similar are presented together — demonstrating data
convergence. Those that contrast or are different are also presented together —
emphasising divergence. Finally, findings that appear to support each other are presented

— highlighting data complementarity.

As demonstrated throughout the phases of the data analysis, it can be suggested that,

although the phases appeared sequential in theory, these did not always occur in isolation of

each other in practice. This involved moving between and within the steps of analysis in

order to tell the complicated story of the analysis with the aim to convince the reader of the

merit, robustness and systematic nature of the analysis. It was significant to do this because
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the analysis needed to be a coherent, non-repetitive, concise, logical, and interesting account
of the story the data told — within and across themes. In order to draw reasonable conclusions,
it was necessary to step back and interpret what all the findings meant, determine how my
findings helped in answering the research questions, and draw meaningful implications from
the findings (Miles and Huberman 1994). To verify these conclusions, the data were revisited
(multiple times) to test and confirm the conclusions drawn. Findings of the qualitative

research phase are presented in Chapter 5.

4.7 The Second Stage: Quantitative data gathering using questionnaires

Having identified the underlying factors of readiness of students and English teachers
to use E-learning, this second stage of the research involved the development of a
questionnaire to help explore the current level of readiness of students and English teachers to
use E-learning as a supplementary tool for EFL in Saudi Arabia. The procedure at the second
stage also aimed to explore any age and/or gender differences in the students’ and teachers’
readiness. Defined as a sequence of self-report measures that are administered either through
an interview or a printed questionnaire (Stangor 2007), the questionnaire is the most widely
used research instrument in quantitative research on technology implementation (Choudrie
and Dwivedi 2005). The design of the questionnaire is often used to test and measure a wide
field of issues and populations, or to describe any generalised issues (Cohen et al. 2007).
Studies that involve a large number of participants using a questionnaire may allow the
researcher to make generalisations of the data collected at the sample level to the wider
population (Aday and Cornelius 2006; Cohen et al. 2007). The use of the questionnaire in this
present research was considered the most suitable method at this stage because it helped to
obtain personal and self-reported information in a wider scale which was unavailable at the
qualitative stage of this research which involved group interviews. This section reviews the

processes at this stage of the research.

4.7.1 Designing the questionnaires

In designing questionnaires researchers generally have the following three principal
options to choose from: adopting questions that are used in other questionnaires, adapting
questions that are used in other guestionnaires, or developing their own questions (Bourque

and Clark 1992; Saunders et al. 2009). It is also suggested that in order to develop a
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questionnaire that will gain satisfactory responses, the questionnaire must be short, clear, and
unambiguous (Wilkinson and Birmingham 2003). The warning by Gillham (2000) that once a
questionnaire is distributed, it cannot be corrected, was also heeded in developing the
questionnaire for this present study. As a result, the final questionnaire for the present study
included some self-developed questions and others adapted from questionnaires from other
similar studies. The final questionnaire consisted of two main sections relating to the findings
of the first stage, which included: self-efficacy, personal drivers and personal access to tools
(personal factors), E-learning characteristics factors, social factors and in-school factors
(external factors). In order to construct the questions of in-school factors for the purpose of
the present study, for example, the group interviews suggested words and phrases that the
interviewees were using to express their ideas which were employed in developing the
questions for the questionnaire. This aspect of the questionnaire consisted of six statements
measured by a five-point Likert scale ranging from Strongly Disagree to Strongly Agree. The

questions arrived at are as follows.

1. The school where I'm studying/teaching provides the necessary computer

equipment for E-learning. (Self-develop based on the qualitative data).

2. The school where I'm studying/teaching provides the necessary Internet

connectivity for E-learning. (Self-develop based on the qualitative data).

3. In the school where I’m studying/teaching, the school management would allow
me to use the school’s facilities for E-learning. (Self-develop based on the

qualitative data).

4. In the school where I’'m studying/teaching, the school management would
support my use of E-learning. (Self-develop based on the qualitative data).

5. In the school where I’m studying/teaching, an IT technician is available to

provide assistance when | need help (Ngai et al. 2007).

6. | think that the technical support in the school where I’m studying/teaching is
good (Ngai et al. 2007).

The section of the questionnaire that asked questions about personal factors helped to

explore the current level of readiness of students and English teachers to use E-learning as a
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supplementary tool for EFL in Saudi Arabia. Further, the section of the questionnaire that
asked questions about the external factors aimed to explore the extent to which these factors
influence the identified personal factors which indicate the current level of readiness of
students and English teachers to use E-learning. It is to be acknowledged here that the
positive framing of all the questions design had the potential of resulting in a
positive/negative bias in the results (Bell 2005). However, the results proved to be different

(see Chapter Seven). This means that the respondents were discerning in their responses.

The responses to the questionnaire were gathered using a Likert scale — i.e. a rating
scale which allowed the respondents to answer how strongly they agree or disagree with
series of statements. A Likert scale was used because it is easily understood and requires a
shorter time to answer the questions (Saunders et al. 2009). It usually were either an even
number of points (four or six) or an odd number of points (three, five or seven) rating scale
(Alosaimi 2013; Saunders et al. 2009). In the case of the present study, a seven-point Likert
scale was considered inappropriate because using it could lead to a decrease in response rate
and response quality since respondents might become frustrated (Buttle 1996). The decision
was therefore made to use a five-point Likert scale for questions under self-efficacy, personal
drivers, E-learning characteristics factors, social factors and in-school factors, and a three-
point Likert scale for questions under personal access to tools. Finally, the use of an odd

number of alternatives allowed for a neutral response.

Moreover, the questionnaire captured the demographic information of the
participants, such as responding type (student — teacher), age and gender. The latter helped to
explore any gender and/or age differences in students’ and teachers’ readiness to use E-
learning as a supplementary tool for EFL (see Appendix B for the full questionnaire — Arabic

and English versions).

4.7.2 Language of questionnaire and translations

Given that the questionnaire was originally designed in English, it was necessary to
have it translated into Arabic. This was done in order to boost participants’ understanding and
to reduce non-responses. The translation process required dexterity and care in order not to
change the intended meaning of the original questionnaire (Saunders et al. 2009; Usunier
1998). A decision was therefore made to use parallel translators, which means that more than

one independent translator was employed to translate the text (Saunders et al. 2009).
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Comparisons were then made and the final version produced by the researcher paying
attention to lexical meaning, grammar and syntax of both languages. Specifically, particular
attention was paid to the use of gendered language bearing in mind that different words are
used in addressing males and females in Arabic (see Table 4.4 below for an example).
Finally, two different final versions of the cover letter and questionnaire were prepared to

address females and males respectively (Appendix B and C).

Table 4.4: Examples of gendered words

Arabic language

English language
Male Female
Teacher AP Lalaa
Student lla At

4.7.3 Piloting the questionnaire

The pilot phase of any research is always a critical step in a study since it greatly
increases the chances of a successful outcome (Van Teijlingen et al. 2001). Thus, the decision
was made to pilot the questionnaire prior to the main study. The aim of the pilot study was to
refine the questionnaire in order to decrease the chances that participants would encounter
problems in answering the questions and to prevent or avoid problems in the data recording.
Piloting the questionnaire was also important because it helped the researcher to find out if
there were any unclear wordings and/or errors, to predict the percentage rate of return for the
main study, and to inform the researcher as to how much time was needed to fill out the
questionnaire (Bell 2005). Finally, the pilot in many ways enhanced the possibility that the
data to be collected would allow the researcher to answer the research questions. The
questionnaires were designed in English and later translated into Arabic (see Section 4.7.2

above for the translation process).

The piloting and testing was done online with both male and female participants from
the target sample. A total number of five teachers (3 males 2 females) and 16 students (8
males 8 females) took part. All participants consented to the ethical considerations that

guided the research. Students were provided with printed consent forms to be given to their
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parents. They were signed and returned to the researcher. However, teachers had the
opportunity to sign an online consent form (see Appendix C for the consent form — Arabic

and English versions). The pilot study was completed in two weeks.

The teachers and students contributed valuable feedback, enabling the researcher to
produce an improved final version of the questionnaire. Feedback included requests for
clarification of wording and clarity with regard to the instructions intended to help
participants understand the purpose of each section of the questionnaire. They also gave
estimates of the time needed to fully understand and answer the questionnaire. Finally, the
pilot study supplied the researcher with useful indicators for designing the final version of the
questionnaire (see Appendix B for the full questionnaire — Arabic and English versions).

4.7.4 Sampling process and study sample

Sampling was necessary in this study because budgetary and time constraints made it
impossible to survey the entire population. The decision was therefore made to select a
sample which represented the total population of the study. Saunders et al. (2009) and Bell
(2005) have argued that using the total population as a sample size would not essentially offer
more useful obtainable outcomes than gathering data from a selected sample which represents
the entire population. This section provides an explanation and justification for the sampling

process in the present study. It also provides details of the present study sample.

According to Saunders et al. (2009), sampling techniques offer a range of approaches
that allow researchers to reduce the quantity of data that are required to be gathered by
considering only data from a sub-group rather than all potential cases or elements. A
probability sampling technique, which involves the use of random sampling to select a
sample and in which each unit in the population has a known probability of being selected
(Saunders et al. 2009), was used in the present study. The advantages of the probability
sampling technique include: cost effectiveness, less time consuming, offering every
participant an equal chance to be selected, and producing a sample that is representative of
the population and minimising the tendency of bias in the selection process (Bell 2005; Al-
Harbi 2010). The sampling technique involved the following three stages: identifying the
sampling frame, selecting the sampling technique and selecting the sample size that represent

the total population (Saunders et al. 2009).
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The sampling frame can be defined as “a complete list of all the cases in the
population from which the sample is selected” (Saunders et al. 2009, p.214). For the present
research, the frame included high school students and English teachers in high schools for
both males and females in Jazan province in Saudi Arabia. A cluster sampling technique was
ultimately adopted for the present study although a range of different types of sampling
technique and strategy were considered. A cluster sampling technique is defined as a form of
probability sampling in which “the population is divided into discrete groups or clusters prior
to sampling” (Saunders et al. 2009, p.588). This was initially done and a random sample
drawn from these clusters. The process involved first adopting the six educational districts
under the administrative department in Jazan province based on the local government

classification as a cluster.

The second cluster was to divide schools based on gender in each of the six
educational districts. The rationale for the above strategy was to guarantee that the diversity
in each of the clusters was represented in the sample. In total there were 212 (124 males and
88 females) schools but only half of this number (i.e.106; 62 male and 44 female schools)
were randomly selected using an online random number generator (also known as research
randomiser) — in order to give each school an equal chance to be selected (Research
Randomizer 2015). In the end there were more male schools than female schools in the
selected sample. The imbalance between male and female schools was worth noting,
particularly so when the latest statistics suggest that there are more girls than boys in Saudi
public schools — that is, 3230532 for males and 3372791 for females (see Table 2.1). A
plausible explanation might rest on the fact that although education of males started 36 years
ahead of the education of females in schools (see Section 2.3.1), there is currently an
unprecedented number of females in Saudi schools. Additionally, female schools are
noticeably larger than male schools in Saudi Arabia. This is in spite of the fact that more
schools have been built for boys at this present time compared to schools that have been built
for females — a situation referred to as a historical structural deficit in this research. Table 4.5
below shows the number of schools for both males and females in each province. Bryman
and Bell (2011) emphasise that probability sampling rests on the premise that each case in the
population has an equal chance of being selected; hence the study sample size was also

reached through a rigorous statistical process. This process is described below.
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In the case of English teachers, the researcher did not have access to the
comprehensive data stipulating their numbers and distribution in each province, and therefore
relied on estimates based on the assumption that the minimum number of English teachers in
each school is one and the maximum three (Department of Education in Jazan 2014). This
gave an assumed average number of two English teachers in each school. Given that there are
124 male schools and 88 female schools in Jazan province, it meant that the total number of
schools was 212. This total number was then multiplied by the average number of English
teachers (2) which gave a total number of 424 estimated English teachers in all the six
educational districts in Jazan province. Based on power sampling calculation, a technique
used in estimating a representative sample of a population with a confidence level of 95%, it
was estimated that a total number of 202 English teacher participants was needed (Calculator
2014). This number aimed to guarantee a representative sample size with sufficient diversity
across all six provinces. The average was divided equally for male and female schools — that
gave 101 per gender. In the case of students, the total population of students was 33522
(Department of Education in Jazan 2014). Using the power sampling calculation technique
with a confidence level of 95%, a representative sample size of 380 was selected (Calculator
2014).

Table 4.5: Schools the six educational districts in Jazan province

Educational districts Numbers of schools (Male-Female)

Office of Education in Jizan 16-14

Office of Education in Abu-Arish 20-19
Office of Education in Al-Arethah 20-9
Office of Education in Ahad-Almsarh 24-16
Office of Education in Samtah 28-26
Office of Education in Farsan 16-4

Total numbers of schools (male-female) 124-88
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4.7.5 Data gathering process

The choice of questionnaire technique usually depends on the research question(s)
and aim(s) as well as the population or sample from which the data will be collected (Bell
2005; Saunders et al. 2009; Bryman and Bell 2011). The first choice was an online self-
administered questionnaire as the main data gathering tool considering the aim of the
research. This questionnaire was designed using Google Forms and provided a link
(hyperlink) to the questionnaire for participants. The consent forms and approval letter from
the education department in Jazan province were also sent to participants via the school
email. Follow-up emails were then sent once every week starting from the week after the
questionnaires were placed online. This was to thank early respondents and to remind those
who had not responded. The merit of this technique were that it allowed participants the time
and space to answer the questionnaire at their convenience and the data was imported to the
analytics software automatically and with minimum effort. Despite reminders, of the 106
schools (62 male and 44 female) contacted online, there were responses from only 19 and 7
of these schools respectively. This meant that 43 male and 37 female schools did not respond.
The gender distribution of those who participated in the online questionnaires were male

schools (54 students and 23 teachers), and female schools (53 students and 15 teachers).

Having decided the response rate was too low (less than 25% of a small size sample),
the decision was then made to distribute the same questionnaire using hardcopies in order to
improve the response rate (the main researcher distributed to the male schools and the female
proxy researcher to female schools). In this case, the questionnaires were distributed to the
remaining 80 schools (43 male and 37 female), giving each school ten copies. Out of the 80
schools, 33 schools did not respond (15 male and 18 female). Deductively, 47 schools
responded to the hardcopies (28 male and 19 female). This resulted in an overall total
distribution of 800 hardcopies with a general response rate of 55.5%. Generally, a response
rate of more than 50% is considered reasonably satisfactory, whereas less than 30% indicates
serious doubts about the usefulness of the research and the validity of its results (Bryman
2004). The gender distribution of the returned questionnaires were males (126 students and
113 teachers), and females (144 students and 61 teachers). The data from the hardcopies were
entered manually which complemented the online self-administered questionnaire. Although

this combination helped in meeting the targeted estimated representative sample size of a
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population, there were cost and time implications (more details in Section 4.10). Table 4.6

below provides the distribution of the administered questionnaire.

Overall, there was no difference in the outcome between the questionnaires
distributed online and those given out in hardcopies (see Appendix D for a detail report of
analysis). Similar to the many studies that have used paper based questionnaire and an online
based one, the advantage this method (that is, paper based questionnaire and an online based

questionnaire) provides, is that the potential of bias is minimised (Berg et al. 2011).

Table 4.6: Questionnaire sample distribution

- Total Male Female
Distribution method
(Student — Teachers) (Student — Teachers) (Student — Teachers)
145 77 68
Online

(107 - 38) (54 -23) (53 -15)

444 239 205
Hardcopy
(270 - 174) (126 — 113) (144 - 61)

4.7.6 Data analysis

The data analysis stage began with data coding and cleaning the raw data. The coding
process involved defining and labelling each question and respondent including the
demographic information. This was converted into a numerical form and the data were then
entered into a statistical package (SPSS) V21. In order to ensure the accuracy of entering the
scores of each question, the data entry was checked. The next stage of the data analysis
process was to discover any score(s) that fell outside the range of possible values for the
question score. For example, the minimum and maximum as well as the frequency scores

were checked. Finally, an assessment of the data was done to find any possible missing data.

The main analysis involved the use of both descriptive and inferential statistical
analysis techniques. The descriptive statistics provided a summary of the main features of the
data collected. Percentages were used as descriptive statistics in this study. On the other hand,
the inferential statistics were used to draw conclusions about the broader population of the
study including the use of Pearson’s correlation coefficient and t-test (for more details about

Pearson’s correlation coefficient and t-test test, see Appendix E).
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4.8 The Third Stage: Qualitative data gathering using individual interviews

This stage specifically aimed at developing a deeper insight into the findings of the
first and second stages of this research. In order to achieve this aim, in-depth individual
interviews were conducted. Individual interviewing is a very popular procedure in qualitative
research of described as a conversation with purpose (Maykut and Morehouse 1994; Bryman
2004). It is seen as an effective means of gaining a deeper understanding of experiences, by
delving beneath the superficial level of an ordinary conversation and turning it into “a rich
discussion of thoughts and feelings” (Maykut and Morehouse 1994, p.76). According to
Alrasbi (2013, p110), “interviews enable the detailed follow-up of points arising from the
analysis of quantitative data of complex topics, a method of discovering other people’s
thoughts and feelings, which cannot be directly observed”. The researcher therefore chose to
use in-depth interviews at this stage of the research for the following reasons. Firstly,
interviews protect the privacy of respondents. Secondly, they allow respondents to share
sensitive issues that they might not otherwise raise in group interviews. Thirdly, they offer
respondents the opportunity to be reflective in their responses (Ritchie and Lewis 2003;
Bryman 2004). In-depth interviews were also used at this stage of the present research
because the objective was to elicit in-depth information from relatively few respondents by
exploring deeply the respondents’ feelings and perspectives on the outcomes of the preceding

stages.

Specific research participant groups were included to help in addressing particular
outcomes from the preceding stages of this research. For instance, educational officials at the
national level (i.e. at the MoE) and regional level (i.e. at the Education Department
Administration in Jazan province) were included to explore their views on why some schools
are under-resourced (especially girls’ schools); and why a significant proportion of
teachers/students lack E-learning capability. Further, the research outcome that some students
and teachers lack access to computers and Internet at home was of grave concern and was
pursued. Heads of families (i.e. fathers) on the other hand were included because it emerged
from the preceding stages that some families constrain their children, especially girls, from
using E-learning; and that some students lack access to computers and the Internet at home.
Together, these provide a justification for the inclusion of national officials and heads of
families at the third stage of the research. These conclusions were also used as guidance

topics for developing the interview questions at this stage of the research (Appendix F gives
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an overview of the interview questions). The procedure followed in this stage of the data

gathering using the above four thematic areas as guidance topics are discussed below.

4.8.1 Sampling process and study sample

The outcome of the group interviews with students and teachers, as well as surveys
with students and teachers, revealed broader issues relating to policy and culture. The
researcher therefore decided to approach educational officials at the national and regional
levels as well as heads of families of students, seeking to probe further and unpack some of
the concerns that came out of the first and second stages of the research. The sampling

process and study samples are presented below.

Considering the difficulties of gaining interview access to educational officials and
families in Saudi Arabia, snowball sampling was used in the selection of educational officials
as well as heads of families for interviews. Snowballing is a non-probability sampling
technique in which known population and sample members are asked to nominate/arrange
access to further respondents (Charmaz 2006). The use of the snowball sampling technique
allowed the researcher access to an otherwise hidden sample. The disadvantage is trusting the
judgement and accepting the limitations on the network of the initial contacts, which may
introduce bias (Bryman and Bell 2011). In order to mitigate this, the researcher deliberately
sought a diverse set of nominees and allowed nominated interviewees to make additional
nominations i.e. not taking complete sample nominations from the first contact (Saunders et
al. 2009). On the basis of the above the following samples were arrived at for educational

officials and families respectively.

Educational officials at the national and regional levels. Usually in qualitative
interviews, the number of interviews to be conducted and type of interviewees depend on the
purpose of the interview (Cohen et al. 2007). In this research the reachability of the target
sample was equally important. In terms of recruitment, the researcher personally knew two
officials at the regional level and only one at the national level. These three officials were
useful starting points in the snowball sampling process. For instance, the researcher’s initial
contact at the national level, NL-1, who had expertise on the pedagogical aspects of E-
learning was particularly helpful. NL-1 was able to nominate NL-2 with expertise in
resourcing and NL-3 with expertise in E-learning training. NL-3 then made arrangements for

the successful recruitment of NL-4 who is centrally involved in the rollout of E-learning and
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ensuring quality assurance of the programme in Saudi schools. Finally, NL-4 helped in the
recruitment of NL-5 with general expertise in E-learning. Of all these five officials, only NL-
3 is female but all interviews at this stage were conducted by the main researcher (NL-3
agreed to be interviewed via Skype by the main researcher). The above sample provided a
diverse sample by way of expertise for the research. Table 4.7 below shows the respondents’

backgrounds and positions.

Table 4.7: Respondents at the national level (NL)

National-level interviewees

NL-1 (Male)

Role/Position General Manager of E-learning at MoE

Background PhD in Education

NL-2 (Male)

Role/Position E-learning Supervisor at MoE for school resourcing
Background MSc in Computer Science

NL-3 (Female)

Role/Position Manager, E-learning and training at MoE

Background MSc in Information Systems

NL-4 (Male)

Role/Position E-learning Supervisor for Quality Control and Assurance at MoE (17 years)
Background MSc in Information and Communications Technology
NL-5 (Male)

Role/Position Consultant on E-learning to MoE

Background PhD in Software Engineering

A similar process and sampling procedure was followed at the regional level. At this
level care was taken to have a representative from each educational districts under the
education department in Jazan province, in order to have a diverse sample and to ensure that
no two officials came from the same educational district. The snowballing process involved a
contact with the two regional officials known to the researcher — that is, RL1 and RL2. RL2
then nominated RL3 and RL4. Finally, RL4 nominated RL5. There was no female at the
regional level within the MoE in the education department in Jazan province. Table 4.8 below

shows the respondents’ background and position.
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Table 4.8: Respondents at the regional level (RL)

Regional-level interviewees

RL-1 (Male)

Role/Position E-learning supervisor at Education Department in Jazan province
Background MSC Information Technology

RL-2 (Male)

Role/Position E-learning supervisor in Education Department in Jazan province
Background MSc in Teaching English Language

RL-3 (Male)

Role/Position E-learning Supervisor in Education Department in Jazan province
Background MSc in Teaching English Language, previously English language Teacher
RL-4 (Male)

Role/Position Manager of E-learning Support Centre in Jazan Department of Education province
Background PhD in Information Systems

RL-5 (Male)

Role/Position E-learning Supervisor in Education Department in Jazan province
Background MSc in Teaching English Language

In terms of families, since data from the group interviews and the survey revealed
major influences on E-learning readiness in the home (especially for girls), the researcher
decided to interview some parents to get their perspectives. Again this proved to be a
challenge because of the lack of data and the conservative nature of the society. Initially, the
researcher contacted the parents of students who had participated in the group interviews
(first stage of the research) but only a few responded — that is, 7 out of 16 students who
participated in the group interviews. A decision was then made to use snowball sampling
technique as described above under the sampling of educational officials. This means that
those parents who agreed to be interviewed from the original contact — that is, 4 females and
3 males were then asked to nominate or point to another parent they felt would like to

participate and their contact details were taken.

Overall, 20 interviews were planned with families but only 18 interviews were carried
out — that is, six interviews with families with only male children at high school (FR1 to
FR6), six interviews with families with only female children at high school (FR7 to FR12),
and six interviews with families with both gender at high school (FR13 to FR18). Participants
with different professional backgrounds were selected across all the six educational districts
under the education department in Jazan province, in order to ensure the diversity or
representativeness of the research sample. Although the research does also include
participants from different socio-economic backgrounds, this was not a criterion for selection.

Table 4.9 below provides details about family respondents.
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Table 4.9: Family respondents (FR)

Family interviewees

Respondents Educational districts Professional background N“rT‘be’ of
children

FR-1 (Male) Office of Education in Jizan Accountant 5 boys
FR-2 (Male) Office of Education in Samtah Policeman 2 boys
FR-3 (Male) Office of Education in Samtah soldier 2 boys
FR-4 (Male) Office of Education in Samtah Security man 1 boy
FR-5 (Male) Office of Education in Samtah Farmer 3 boys
FR-6 (Male) Office of Education in Ahad-Almsarh | Salesman 1 boys
FR-7 (Male) Office of Education in Jizan Retired teacher 2 girls
FR-8 (Male) Office of Education in Abu-Arish Soldier 2 girls
FR-9 (Male) Office of Education in Abu-Arish Soldier 1 girl
FR-10 (Male) Office of Education in Samtah Security man 1 girl
FR-11 (Male) Office of Education in Samtah Farmer 1 girl
FR-12 (Male) Office of Education in Al-Arethah Salesman 3 girls
FR-13 (Male) Office of Education in Al-Arethah Soldier 2 boys and 1 girl
FR-14 (Male) Office of Education in Al-Arethah Soldier 2 boys and 3 girls
FR-15 (Male) Office of Education in Ahad-Almsarh | Soldier 1 boy and 2 girls
FR-16 (Male) Office of Education in Jizan Salesman 4 boys and 2 girls
FR-17 (Male) Office of Education in Ahad-Almsarh | Soldier 2 boys and 5 girls
FR-18 (Male) Office of Education in Farsan Salesman 1 boy and 4 girls

4.8.2 Piloting the interview questions

This was considered an important part of the third stage in order to test the scope of
the topic guide, and to review whether it allowed the participants to fully engage with the
central issues. The researcher was also looking to be sure that participants were not
constrained in any way in expressing their views either through the environment or style of
questioning. Therefore, six pilot studies were conducted, four interviews with families and

two with national and regional officials.

In relation to families’ interviews, only two relatively minor wording changes resulted
from the pilots, and regarding national and regional officials, again, no serious revision was
needed after the pilot. According to Bryman and Bell (2011) and Ritchie and Lewis (2003), if
the pilot study suggested a minor revision and there was no radical change of direction, it was
included in the main data collected. Therefore, the researcher used the first four interviews as
pilots from the families, and the first two interviews as pilots from the national and regional
officials, in the main study because the data collected were still significantly contributing to

the research findings even if the emphasis changed slightly.
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4.8.4 Conducting the interviews

This stage is concerned with the actual execution of the interview. The interviews
were conducted over a period beginning October 2017 till end of March 2018, via Skype
since the researcher was in the UK and the participants were in Saudi Arabia. Before the
substantive interviews the researcher took time to introduce himself and explained to the
participants the purpose of the study and the nature of the interview. This involved discussing
with the interviewees ethical issues such as consent and confidentiality. Particularly on the
issue of consent, the searcher sent out consent forms to officials by email and got the forms
back before the interviews. For families, the researcher sent the consent forms to his brother
to be given to the families. The forms were signed and returned to the researcher by email
before the interviews were conducted. The researcher also thanked them by way of his
appreciation for their time and contribution at the end.

Interviews were semi-structured, since in all cases the researcher was able to ask
supplementary questions. Interview time ranged from 40 minutes to one hour. All interviews
were conducted in the Arabic language and later direct quotations were translated. For
consistency, parallel translation (with the proxy researcher) was adopted (see more details

about translation in Section 4.6.5).

The interviews were audio recorded using a digital MP3 player with a recording
feature. The advantage of using this is that allowed an immediate and easy transfer of files to
the computer. The recording device also provided an opportunity to easily go back and forth
during transcription in order to pay attention to important words and/or sentences (see more
details in Section 4.6.4).

4.8.5 Data analysis

Strauss and Corbin (1998, p.3) define data analysis as, “the interplay between
researchers and the data.” The procedure usually involves a constant comparison between
data and the literature (Maykut and Morehouse, 1994). Accordingly, Bays (2001, p.53) points
out that, “the main goals of the data analysis are to identify categories within the data, to
identify properties and dimensions of those categories, and to establish how categories relate
to one another”. In relation to qualitative data, many researchers believe that qualitative data

gained through interviews should be analysed immediately after the interviews (e.g. Bryman
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and Bell 2011; King and Horrocks 2010; Charmaz 2006; Bryman 2004). This strategy was
used during this stage of the research process which helped to guide and direct the researcher
by indicating where to focus and flagging which areas/issues remained unanswered.
Following similar steps of analysis presented under Section 4.6.5, a thematic analysis was
used to interpret the qualitative data. This means that data analysis started with data
transcription, familiarisation with the data, coding and producing the analysis. Again,
although these steps are somewhat sequential they did not always happen in isolation of each
other — the researcher moved between and within the steps of analysis. Data from family and
educational officials at the national and regional levels interviews is presented in Chapter
Eight.

4.9 Ethical issues

Bryman (2004) makes the point that all social research involves ethical issues, choices
and decisions since the researcher is interacting with other people. Cohen et al (2007) go
further to suggest that the precise nature of these issues depends on the following: research
context, procedures, data gathering methods, character of population and sample, and how the
data are treated. In this present study, ethical approval was sought from all the institutions
that were involved including the University of Edinburgh, the Saudi MoE and Jazan
University. Clearance was received from all these institutions before the data collection
commenced. The process involved the provision of clear information and guidance about the
purpose of the research and what to do in writing in the form of a formal letter (see Appendix

B and C). The following specific ethical issues needed dealing with.

Informed consent. This involved sending out consent letters with information about
the aims of the study, to all research participants including students, parents, teachers and
officials. The consent forms also stated that all the data, information and any recordings will
be treated as anonymous and then destroyed at the end of the researcher’s PhD study.
Essentially, the information on the consent letter informed participants about their rights, and
what to expect during and after their involvement. Parents signed for student participants
under 18 years of age because, culturally the consent of children is considered invalid until
they are 18 years and above within the Saudi context. This applied specifically to students
who participated in the questionnaire. For those who took part in the group interview sessions

and individual interviews, the researcher and the research assistant checked with the groups
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whether everyone understood the information before the interviews took place. Similar
checks were made with participants who participated in the manually distributed
questionnaires. Participants were also assured that they would withdraw at any time during
the research period. Assurances were given to participants that all data and information
provided by them would be treated with strict confidentiality and used for the purpose of

research only.

Anonymity. Throughout the research process, all data were anonymized in order to
protect the identities of all participants. This involved the use of codes and pseudonyms
rather than the real names of the participants during data transcription and the actual writing
up of the thesis. For instance, members of group one which constituted female teachers were
identified as (F.T.); members of group two which consisted of male teachers were identified
as (M.T.); members of group three which consisted of female students were identified as

(F.S.) and members of group four which consisted of male students were identified as (M.S.).

Confidentiality. Strauss and Corbin (1998) have argued that anonymising data does
not necessarily guarantee confidentiality, and that the two are not mutually exclusive either.
Steps were therefore taken to ensure that the research was conducted in a confidential
manner. This involved carrying out interviews at places where other people could not intrude,
ensuring that all participants agreed not to discuss anything that was said during the interview
sessions outside the group, and ensuring that the recorder and transcribed data were kept in a
safe place.

4.10 Chapter summary

The methodology chapter of any research always has substantial implications for the
research because it guides how the research is conducted, and has implications for the
outcome of the research. Precisely, this chapter restated the aims of this study. It also
explored the possible paradigms and philosophies that underpin any piece of research,
emphasising these that were used in this research. The chapter then discussed the research
approach and emphasised why a mixed method approach was used for this study. Further, the
various processes that were involved in carrying out both the qualitative and quantitative
aspects of the research were presented. Finally, the ethical and practical challenges

experienced in doing this research were highlighted and presented.
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Overall, it is acknowledged in this chapter that there are numerous and diverse
research methodologies and there is no agreement which is the best. The mixed-method
approach (the use of quantitative and qualitative methods) was considered most suitable for
this research because by each method individually helped in answering particular research
questions and, collectively, they helped to mitigate the weaknesses in either approach and
benefitted from their strengths. It was also approached in three stages. The first stage which
involved group interviews (qualitative method) was conducted to explore the underlying
factors affecting the readiness of students and English teachers to use E-learning as a
supplementary tool for EFL in Saudi Arabia. The second stage which involved the use of
questionnaires (quantitative method) aimed to explore the current level of readiness of
students and English teachers, and aimed to explore any gender and/or age differences in the
students’ and English teacher’ readiness to use E-learning as a supplementary tool for EFL in
Saudi Arabia. The third stage of data gathering involved the use of a qualitative method
(individual interviews) seeking to: (a) develop a deeper understanding of the readiness of
students and English teachers to use E-learning in Saudi Arabia and (b) to explore the
perspective of national and regional officials and heads of families regarding the E-learning
implementation. This aimed to provide further and deeper understanding of the findings

gathered in the second stage of this research.

Finally, issues such as informed consent, data anonymity and the confidentiality of
research participants were discussed as ethical challenges experienced in conducting this
research. The main practical challenges encountered also included recruitment, time and cost
of doing the research as well as organising the data. The next chapters focus on the reporting
of data resulting from the first stage (group interviews), present the findings resulting from
the second stage (questionnaire) and reporting the data resulting from the third stage

(individual interviews).
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Chapter Five: Findings from the group interviews — Underlying factors of readiness
5.1 Introduction

This chapter presents research findings on the underlying factors of readiness of
students and English teachers to use E-learning for EFL in Saudi Arabia. These factors are
identified either as personal factors or external factors in this study. While the personal
factors are considered to indicate the readiness of students and teachers, external factors are
perceived to influence these identified personal factors. The chapter is divided into three main
sections. Firstly, the findings under personal factors that indicate the readiness of students
and English teachers to use E-learning are explored and presented. Secondly, the findings
under external factors that influence the identified personal factors are explored and
presented. Finally, the main discussion points across the first two sections are highlighted by

way of a chapter summary.

5.2 Personal factors

In this research personal factors are considered as those factors that indicate the
readiness of individuals to use E-learning in Saudi Arabia. These factors have been identified
in this research to include: self-efficacy, personal access to tools and personal drivers. It is to
be acknowledged here that similar research in the past has limited factors under this to two —
that is, self-efficacy and personal drivers (this is highlighted in Chapter 3, Section 3.4.2). The
ensuing sub-sections present a synthesis of the research findings. This provides evidence to
showcase what participants mainly considered under each personal factor and how this

indicates their readiness to use E-learning.
5.2.1 Self-efficacy

Self-efficacy was identified as one of the main personal factors that indicate the
readiness of both students and English teachers to use E-learning in Saudi Arabia. Self-
efficacy was defined in the research as students’ and English teachers’ perceptions of their
own individual related abilities, knowledge and skills to use E-learning. Across the board,
students and English teachers showed how crucial a factor self-efficacy is and/or can be in
indicating their readiness to use E-learning. For instance, it was clear from the data that
persons who see themselves as having high E-learning self-efficacy considered themselves

more ready to use E-learning for EFL compared to those whose perceptions were low. The
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data are presented below under three sub-factors, skills and knowledge in E-learning,

experience as well as training in E-learning.
5.2.1.1 Skill and knowledge in E-learning

In terms of skill and knowledge in E-learning, responses from all four group interviews
were consistent in their views that this indicates their readiness to use E-learning. For

instance, in the view of a member of the M.S. group:

. sometimes E-learning requires high skills in computer and use of the Internet...
some students are not educated enough in schools to manage the use of computer.

The above quote provides a general view summarising the views of the majority of
participants. Members of the group acknowledged the need for skills and knowledge in
computing and use of the Internet, in general, for them to be able to use E-learning. They also
highlighted the inadequacy of such skills and knowledge in Saudi schools. In addition, the
group showed how the link between skill and knowledge in computer and Internet usage on
the one hand, and school support on the other hand, can facilitate the acquisition of such skill
and knowledge (school support is discussed in detail in Section 5.3.2). Teachers also made

this connection, for example, a member of the F.T. group mentioned that:

We hope to see E-learning as a tool that can be used to support what the students are
learning in the classroom. But to do this, managers in charge of the programme, first of
all, need to give us and the students the appropriate assistance to raise our skills to a
level that will enable us use this type of technology..

This suggests the need for the use of E-learning for EFL but at the same time calls for
skill development by way of training both teachers and students (explored in detail under

Training in E-learning, Section 5.3.1.3). Similarly, an F.S. noted that:

... We do not have enough skill in using the computer and Internet through the school
to be able to use E-learning, but at least we have good skills in using computer and
Internet outside the school.

This group recognised their inefficiencies in the use of technology for studying EFL
in school but were quick to acknowledge their capability of using technology outside the
school. Another contribution made by an F.T. emphasises the need for skill in using E-

learning for teaching when she stressed that:

.. it is not just the students who do not have enough skill to use E-learning. ... Some
teachers also have difficulties in using E-learning.
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The above raised a concern that both students and English teachers do not have the
requisite skill and knowledge that facilitate their teaching and learning of EFL using E-
learning. Further, the same F.T. attempted to trace the root cause of the problem when she
identified that:

... based on weakness in teaching computer subject in the school from the early stages,
this is why some students if not the majority have low level of knowledge and skill using
computer and Internet needed to use E-learning successfully.

The narrative in the above quotation suggestes the need to introduce students to
computer literacy and IT skills, perhaps beginning in the primary school level. The lack of
skill and knowledge was also suggested to discourage people from using E-learning in many

respects. This is exemplified in the words of a member of the F.S. group who stated that:

Because we do not have any skill with this technology, we will have anxiety about E-
learning, so, we think this kind of lack of skill will stop us using E-learning.

Perceived lack of technology skills creates anxiety and limits the ability to learn using
E-learning by students and teachers. The next two sections explore and discuss how self-

efficacy is promoted through experience and training.
5.2.1.2 Experience

This was identified as one of the sub-factors that promote self-efficacy in the use of
E-learning. In general, only female student and teacher respondents identified with this as a
significant personal factor that promotes the individual’s self-efficacy to use E-learning. The
groups cited personal instances to support their views on this issue. For instance, one F.S.’s
perception on the value of experience was that:

... having some prior experience in E-learning generally is one of the factors which
enhances students’ use of E-learning ....

Specifically, a member of the group who was popular among the group for her self-
efficacy in the use of computers admitted that her level of self-efficacy is as a result of her

experience with such technology. In her words:

You know, my dad is a mathematics teacher, sometimes he helps me to access some

websites which are designed to help students learn mathematics.
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For her, this exposure to websites by her father allowed her some experience which is
likely to have enhanced her self-efficacy to use E-learning, lacking experience is reported by

another member of the F.S. group who said:

... using E-learning without experience is very difficult ... it is difficult to use E-learning
for learning English without prior experience

Lack of experience in use of E-learning is not confined to female students. For

example, a member of the F.T. group too suggested that:

... [having no experience] makes us feel a bit scared to use E-learning to teach students
because we have no previous experience....

Lack of experience in E-learning makes the teachers reluctant to experiment and
become conscious they may make mistakes. This was captured in the expression of another
member of the F.T. group without E-learning experience. This view again supported the point
raised by the F.T. These views collectively lay emphasis on the significance of how
participants believe that prior E-learning experience can promote the self-efficacy of students

and English teachers to use E-learning for EFL in Saudi Arabia.
5.2.1.3 Training in E-learning

This was the third sub-factor under self-efficacy that emerged from the data. Training,
it was identified, plays a major role in building the self-efficacy of students and teachers to
use E-learning. For instance, an F.T. expressed the need of prior training in E-learning as

follows:
... for us, actually, to use E-learning in our teaching will require having training first...

Female teachers perceive training in E-learning as essential if they are to effectively
and confidently use E-learning pedagogy with students, going on to suggest that as a

supplementary tool, E-learning in EFL is desirable. Another F.T. noted that:

We are confident that E-learning would be good for teaching English, but this would
involve training first on how to use E-learning in teaching.

Members of the F.S. group too called for training on E-learning before beginning the

programme and/or during the implementation. A member of the group noted that:
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We believe that providing for us and other students training is an important factor for
E-learning success, before or during its implementation for learning English...

This point can be related to another point raised and discussed under skill and
knowledge in E-learning above which suggested that the weakness of teaching IT literacy in
schools negatively affects the self-efficacy of students. An M.S. expressed some similar
views, which interestingly noted the need for training in and outside the school. In his words:

... providing training outside the school or inside the school will help student to be
skilled in computer and that will help them to use E-learning. And it is very important
to provide training to all users towards the use of E-learning. We think it is important
to provide training for teachers before the actual implementation of E-learning....

F.S. group members were also emphatic in their views about the significance of prior

training. According to a member of the group:

... the most important factor for us is some training before the actual use of E-learning,
to encourage us to use it ... We think it is difficult to use E-learning without prior
training...

An M.T. also focused on the need for teacher training suggesting that, “... traditional

teachers need some training regarding the use of E-learning .

In summary, all groups and both genders agreed on the importance of training for E-
learning delivery or study prior to programme commencement, and that skill training should

precede E-learning implementation.
5.2.2 Personal access to tools

Access to tools was another sub-factor under personal factors that was identified in
relation to students’ and English teachers’ readiness to use E-learning as a supplementary tool
for EFL in Saudi Arabia. However, little attention has been paid to access to tools in the E-
learning readiness literature as an underlying factor that indicates the readiness of students
and teachers to use E-learning. It is not clear whether this is an oversight or something
deliberate from the existing literature. Simply put, access to tools relates to the availability of
equipment, i.e. computer and Internet access at home. The basic argument here is that the
more access users have to the equipment and technology, the more they are likely to be ready
to use such technology for EFL. The groups interviewed expressed varied views on how the
access to tools can and does (or would) indicate their readiness to use E-learning for EFL in

Saudi Arabia. There were however variations in their emphasis. For instance, some members
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of the F.T. group stressed the impact of lack of access to tools at home. According to a

member of the group:

. 1t is not everyone that has access to a computer and Internet connection at home
especially students ....

They ascribe lack of access as a major factor influencing readiness for E-learning,
however, a contrary view was expressed by other members of the F.T. group. For example,
another F.T. noted that:

... In our country, there aren’t any homes without a computer and Internet, which
makes the integration of E-learning easy.

Unlike the view expressed earlier, the view expressed here seemed to suggest that
every home in Saudi Arabia has access to computer and Internet. This demonstrates the two
divides in Saudi Arabia, that is, the rich versus the poor. While to the rich it seems
unimaginable for families not to own computers and Internet facility, the poor seem to see it

as something normal.

Further views about how access to tools impacts on students’ and English teachers’
readiness to use E-learning in Saudi Arabia were aired by other groups. For example,
members of the F.S. group explained the cost implications of accessing these tools.

According to one of the members of the F.S. group:

... E-learning will be very costly for parents to provide at home because of the cost of
computers and the Internet....

What this meant was that the cost implication of using E-learning is and/or will be a
defining factor for some families considering the social class groupings® explained above.
Access to tools was hence seen as a reason that can impact on the readiness of students and

teachers to use E-learning in Saudi Arabia.

! There are basically three classes of people in Saudi Arabia based on their socio-economic status — that is,
upper, middle and lower classes. According to available statistics, the Saudi upper class constitutes only 3% of
the total population, whiles the middle class constitutes 67% of the total population and about 30% of the total
population constitutes the lower class. Although there is a wider gap between the upper and lower classes in
terms of disposal income, the relatively stronger and larger middle class in the country helps to disguise the

plight of low class families in the country (Alnuaim 2013).
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The views of both male teachers and students were in agreement with those expressed
by their female counterparts. Another dimension to the whole scenario was nonetheless

flagged by a member of the M.T. group who noted that:

... Even if we have these tools, maybe the Internet is very slow, which will create some
difficulties in making contact with teachers and students.

The group felt that they will need fast and reliable Internet access in order to facilitate
their E-learning usage. Reliable and fast Internet connectivity will therefore encourage the
use of E-learning more effectively. However, the general feeling was that the state of Internet
connectivity in Saudi Arabia is unreliable even if one owns a computer and has access to the
Internet. In summary, access to tools was fundamentally identified as a factor that indicates
the readiness of students and English teachers to use E-learning.

5.2.3 Personal drivers

This was the third and final main factor identified as a personal factor by participants
to indicate the readiness of students and English teachers to use E-learning. The related sub-
factors identified here include: attitudes towards E-learning, motivation and time

commitment. These sub-factors are presented below.

5.2.3.1 Attitudes toward E-learning

In the present study, participants were quite clear in their views on how the attitudes
of students and English teachers indicate their readiness to use E-learning. A comment by a

member of the F.T. group suggested that:

. if the teacher has a positive attitude about E-learning this will influence the
students’ attitudes positively to use E-learning. You know, positive attitudes will help
users to use E-learning, if it is negative they will not use E-learning.

This view suggested that teachers with a positive attitude towards E-learning is an
indication of their readiness to use the technology, while those with a negative attitude
illustrate their lack of readiness. Another view expressed by another member of the F.T.

group was that:

... Some students are growing up with this kind of technology with their daily lives. This
means that most of the students have experience with those kind of technologies, so they
for sure will have a positive attitude towards E-learning, because of their experience.
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This view sought to link users’ experiences to their attitudes towards E-learning and
how this could indicate their readiness to use such technology for EFL in Saudi Arabia. Other
views expressed included those of members of the M.T group and that of the M.S group.
According to a member of the M.T. group:

. We like using technology, and we think the learning level of students using E-
learning will be better than with traditional method of education....

This view expressed by this group demonstrated a positive attitude towards the use of
technology for teaching and learning. The orientation that using E-learning will be better for
teaching and learning than traditional educational methods also demonstrated the rationale
behind this line of thinking (the benefit for using E-learning for EFL will be discussed in
Section 5.3.3). This positive attitude towards E-learning, suggesting even that it is a better
alternative than traditional classroom teaching for EFL is not echoed by the M.S. group. For

instance, a member of the M.S. group said that:

... Sometimes we find difficulties to understand the context not because we can’t use
computers, it’s about the explanation of substance which needs a teacher. So, for us, we
do not think E-learning will enhance the learning of English process.

The members of the M.S. group had a negative attitude towards E-learning because
they felt it was difficult to use such technology for learning. Here, it appeared that their
attitudes were shaped by the fact that they felt certain things cannot be taught (only) by
technology.

5.2.3.2 Motivation

This was another sub-factor identified under personal drivers. Motivation, broadly,
was believed to be another factor that indicates the readiness of students and English teachers

to use E-learning. A member of group F.T., for example, believed that:

... providing adequate incentives for teachers will help to integrate E-learning into the
teaching process because teachers have to spend more time and more effort preparing
the materials to the students.

The above comment suggests that using E-learning is time consuming, and in order
for teachers to spend more time promoting E-learning, they should be provided with some
additional incentives. Supporting this view, members of the M.T. group included the need to

also motivate students. For example, one of the members noted that:
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Giving incentives and awards to both students and teachers who use E-learning will
encourage other students and teachers to use E-learning.

The additional dimension of this comment is that it included students as a group, who
can also be motivated to use E-learning through rewards. This suggests that incentives and
rewards can enhance the readiness of both students and teachers to use E-learning for EFL.
Students appear more motivated, as a member of the F.S. group suggested that:

... they consider the use of E-learning to obtain information easily as a good motivator.

For this group of students, they will be motivated to use E-learning provided it helps
them to access information easily. Finally, a member of the M.T. group explained that:

If you want to work, do not wait for someone to thank you. The stimulus is not an
important aspect, but that could raise the morale of teachers.

Similar to the previous comments that underscore the significance of motivation,
members of the M.T. group were of the opinion that stimulus or incentives as described by
other research participants is not an end in itself but a means to an end. This suggests that
motivation is another factor that indicates the readiness of teachers and students to use E-

learning in Saudi Arabia.
5.2.3.3 Time commitment

This was the final sub-factor under personal drivers that was identified as an indicator
of students’ and English teachers’ readiness. The data revealed that the issue of committing
time may be an important factor to indicate the readiness of students and English teachers in
using E-learning for EFL. This point was made against the backdrop that using E-learning as
a supplementary tool means there will sometimes be an overlap with the traditional means of
education such as face-to-face teaching and learning, which will require more time and
individuals should be willing to commit such amounts of time. Quoting a member of the F.T.

group, she noted that:

. it will require teachers to prepare some lessons through E-learning or some
exercises or may be more than that, for example to be online to meet students or other
teachers ...

This view demonstrated the perceived time commitment that will be required on the

part of English teachers if E-learning is adopted in Saudi Arabia.
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Expressing negativity towards becoming ready for E-learning, another member of the

F.T. group included time spent training. In her words:
... using such kind of technology needs too much effort — more time and training.

This view also highlighted the demands of using E-learning not only in terms of time
commitment but the need to make an effort and to undergo training. Similar sentiments were
expressed by members of the M.T. group. In addition, a member of the M.T. group remarked
that:

.. shifting from traditional education to E-learning will require of us [teachers] a lot
more time because it requires a lot of practice to learn and to apply it.

Neither group of teachers considers time spent from the viewpoint of the learners.
Each is concerned with their own time and familiarity with traditional teaching methods — in
this case rote learning and textbooks. Students on the other hand had a different perspective
and appeared more willing to commit time for E-learning. They actually saw the use of E-
learning as time saving, contrary to the views of teachers as stated above. For instance, a
member of the F.S. group noted that:

.. we're impressed by it because we can get information without effort and wasting
time. It will really be amazing...

For this group the use of E-learning will save them some time. As a result, they were
willing to commit time to use E-learning which was also indicative of their readiness to use
such a technology for their studies. Overall, while teachers considered time commitment as a
disincentive which inadvertently will impact on their readiness to use E-learning, students

appeared excited about the prospects.
5.3 External factors

This section presents the identified underlying external factors that are perceived to
influence the identified personal factors discussed above. In this study, what defines the
underlying external factors involve a combination of what are considered as social factors, E-
learning characteristic factors and in-school factors that influence individuals to use E-
learning. These three main external factors were further put into sub-factors for analysis. For
instance, the sub-factors under social factors are perceived family support and perceived peer

support. Those under E-learning characteristic factors are E-learning usability (i.e. ease of use
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and usefulness) and E-learning functionality (i.e. flexibility and interactivity). Finally, the
sub-factors under in-school factors are perceived provision of equipment and perceived

school support. These sub-factors are presented below.
5.3.1 Social factors

Social factors in this research mean the extent to which participants perceive the
combined effect of family support and peer support as being available or not for their use of
E-learning. It was the first main factor explored and discussed under external factors. The
views here were put under two sub-factors, namely: family support and peer support. These
two main factors according to the data influence the identified personal factors that indicate

the readiness of students and English teachers to use E-learning.
5.3.1.1 Family support

Family support in relation to this study refers to the amount of help participants
perceive their families are willing to offer them towards the use of E-learning. In general,
participants in the group interviews expressed a diverse range of family values which will
influence their use of E-learning. These values, the data suggest, will impact on the readiness
of students towards the use of E-learning. The data identified that family support can come in
one or more of the following ways: acceptance of the technology, prioritising the technology,
and providing access to the technology. The discussion below provides detailed analysis of

the data from the group interviews.

Family acceptance of the technology. This includes the views of participants on their
families’ acceptance of technology. Across all groups, it was demonstrated that family
acceptance to use E-learning might be influenced by their beliefs, perceptions and attitudes
towards the use of such technology, often posed in terms of safety. For example, a member of
the F.T. group mentioned that:

They [Families] do not want their children to use Internet in order to protect them from
the danger they hear about it. You know most of the families perceived the Internet as a
dangerous place for the children.

What the F.T. group meant was that families have concerns about the children using
E-learning because they consider the Internet as a dangerous and an unsafe place for the

children.
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Another view explaining the source of the potential danger and lack of safety was

echoed in a comment by a member of the M.T. group who noted that:

... the Internet leads to contact between males and females which is unacceptable in the

Saudi culture.

Collectively, the above views sought to stress the potential danger and lack of safety
when male and female students are offered an opportunity to have contact even in the virtual
world. At another level, there were suggestions that parents are less strict with boys compared
with girls. Quoting a member of the F.S. group for example, she mentioned that:

... to be honest, our families are less strict with our brothers even if they are younger.
Parents deal differently in some cases between girls and boys in our culture.

Thus, from a typical Saudi family perspective children are a vulnerable group and
require family protection, especially so girls and especially when in spaces (including virtual
spaces) un-policed by adults. In defence of their families, some members of the F.S. group
agreed with the above view, when one of them noted that:

... parents deal differently with boys and girls regarding the use of Internet because
they want to keep us [girls] safe and be away from many dangers that can occur via the
Internet ....

Following the above discussion, it seems that safety or perceived lack of it has an
impact on families’ acceptance of E-learning. This was therefore considered a social factor

that is capable of impacting on the readiness of students to use E-learning.

Regarding the perception and attitudes of families, a member of the F.S. group noted
that: ... parents see the use of E-learning as more time consuming compared to the tradition
ways of teaching and learning. Therefore, some parents have a negative perception and
attitude towards E-learning simply because they consider the use of technology as time-
consuming. In addition, another member of the F.S. group suggested that this perception of
parents towards the use of E-learning might be as a result of a generational gap in technology
and the overall tendency for older people in Saudi Arabia to see technology as a bad thing

which must be avoided if possible. She highlighted this point in the following quote:

... using E-learning will not be consistent with our parents’ worldview .... They do not
understand the advantages of using E-learning for our studies and won'’t allow us to
use this technology.
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This latest suggestion by members of the F.S. group flags the fact that the position of
parents can be a significant factor that can influence the readiness of students to use E-
learning since the readiness of families has direct influence on the readiness of students given
the socio-cultural context of this research and other similar contexts.

In summary, in the absence of persuasive arguments and evidence to the contrary,
students and teachers perceived most Saudi parents to have negative preconceptions of E-
learning. Chapter Eight presents evidence from interviews with 18 families inquiring more

deeply into the family perspective on E-learning.

Prioritising the technology and providing access to the technology. This is measured
in terms of the significance families place on the usefulness of the technology, its perceived
advantages, as well as allowing their children access to the technology. The main factor
highlighted under this category was the family provision of equipment (e.g. laptop, and
Internet). In relation to the provision of equipment, a member of the F.S. group cited the
following as one possible way that can influence their readiness to use E-learning in Saudi

Arabia. In her words:

Students who have laptops and their parents allow them to connect to the Internet
anytime, means that their parents understand that technologies are very useful to their
children’s studies....

The above expressed view showed that parents who appear to have some knowledge
about the usefulness of technology provide their children with such technology and access to
the Internet. However, it was also suggested that the financial cost of acquiring this
equipment can prevent families from providing the technology. For instance, a member of the

M.S. group observed that:

... the high cost of Internet which will be an additional strain on the family budget...
influences the readiness of the student to use E-learning ...

This view also demonstrated the potential of how the family’s inability to provide
such facilities can influence students’ readiness to use E-learning. Students’ lack of access to

technology will therefore influence their use of E-learning.

Other members of the F.S. group also noted that parents who know the value of E-

learning to a student will allow their children to use such technology to study. For instance, as
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illustrated earlier in Section 5.3.1.2, a member of the group whose father is a mathematics

teacher stated that:

... my dad is a mathematics teacher, sometimes he helps me to access some websites
which are designed to help students learn mathematics. He knows that E-learning is
useful for students, so he will let me use E-learning.

The experience of this student can be seen as a direct result of the priority her father

places on using E-learning which leads him to provide her with the access.

In summary the section identified two main factors under family support: one, family
acceptance of the technology; and two, prioritising and the provision of access to the
technology. The latter was explained in terms of the family provision of equipment (e.g.
laptop, and Internet) while the former included family beliefs, as well as perceptions and

attitudes.
5.3.1.2 Peer support

Peer support is defined in this research as the assistance and encouragement students
and teachers get from their friends and/or colleagues that could influence their readiness to
use E-learning. Peer support also refers to the amount of help participants perceive their peers
(including friends they associate with online) are willing to offer towards their use of E-
learning. In the present study peer support, as another sub-factor under social factors, featured
prominently in the coded data from group interviews. For example, a member of the F.S.

group suggested that:

... sometimes it is possible to have chats with some people online. We might not know
them, but the idea is to have some friends... that you can try to communicate in English
with them.... These friends we meet online are really supportive in our communication
in English.

Members of the group considered this as one of the possible ways that could influence
their readiness to use E-learning as a supplementary tool for EFL in Saudi Arabia. However,
other members of the group expressed that help from friends is not always available, but it is
a good thing to know that one can rely on friends when in need. For instance, a member of

the group expressed that:

.. it is absolutely right ... the first time | used E-learning | found it so difficult, but |

asked for some help from friends....
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In this particular case, a member of the F.S. group mentioned that she initially had a
difficulty in using E-learning which was mitigated by the support she got from the friends.
This has enhanced her use of such technology and demonstrates how peer support can

influence students to use E-learning.

Other views expressed by members of the other groups interviewed included that of a

member of the F.T. group who stated that:

... a friend built my confidence to use the computer and Internet in my teaching when
she introduced me to the technology and taught me how to use it. This has helped me
prepare for my lessons....

Further, this view demonstrates how peer support can influence individuals to use E-
learning. This member of the F.T. group also intimated how the support she got from the
friend helped in boosting her confidence to use the computer and Internet in her teaching and
lesson preparation. Another commented on imitative behaviour between peers. Another

member of the F.T. group said that:

... I think, if I do not see my colleague using E-learning I will be less motivated to use
it.

This means that people are more inclined to embrace and use E-learning if their peers
are using such technology. So, a student and/or teacher who uses E-learning by themselves

might do so with less interest compared to if they were doing it with a friend or colleague.

Finally, a viewpoint that expressed the possible lack of peer support that might impact

on the readiness of users was captured by a member of the M.T. group who noted that:

Sometimes there is no encouragement from colleagues to use E-learning. | think we
have more teachers who prefer the traditional teaching than the teachers who like to
use E-learning. Traditional teachers will have negative influences over each other.

Traditional teaching here implies a face-to-face method of teaching without the use of
technology. It also suggested that within groups where people are not amenable to use E-
learning, this can have a debilitating effect on the individual who was originally inclined to

use E-learning.
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5.3.2 In-school factors

In-school factors in this research mean the extent to which participants perceive the
combined effect of the technology required, management support and technical support as
being available or not for their use of E-learning as a supplementary tool for EFL in Saudi
Arabia. It was the second main factor explored and discussed under external factors. The
views here were put under two sub-factors, namely: provision of equipment and school
support. These two main factors according to the data influence the readiness of students and
English teachers to use of E-learning. The two sub-factors are further explored and discussed

below.
5.3.2.1 Provision of equipment

This is defined in this present study to mean the extent to which participants perceive
the technology required for E-learning as being readily available or not available for their use
in the school. This factor was considered important because the availability of tools such as
computers and Internet connection in schools is one of the essential elements supporting the
use of E-learning. From the data, all the groups considered the provision of equipment as an
important sub-factor because they were able to identify the impact of its absence on students’
and teachers’ readiness to use E-learning in the school. For instance, a member of the F.S.

group suggested that:

... [to use E-learning] that needs availability of Internet and computers [in schools].

This was similar to the view expressed by members of the M.T. group, when one of
them noted uneven availability of technology even within the same province, that:

... unfortunately, there are a lot of schools here in Jazan without any equipment at all.

The lack of equipment in schools can affect the skill and attitudes of the students
which in turn can impact negatively on their readiness to use E-learning. It also supplements
and provides an explanation to earlier concerns raised in Section 5.3.1.1, which identified
lack of skill as a contributory factor that impacts on the readiness of students and teachers to

use E-learning.

Other responses included comments by members of the F.T. group and members of

the M.S. group who spoke about the current state of equipment in their individual schools.
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Both groups noted that what they have in their schools cannot support the use of E-learning.

Quoting them respectively:

. If the equipment in the school remains the same as now, honestly speaking, the
situation for applying E-learning will be very bad since the equipment is the most
important part towards E-learning usage (F.T).

To be honest, this type of learning can’t be at the school level, because the condition of
the facilities in the school isn 't helping to apply this type of learning; old machines and
slow Internet (M.S).

These comments appear serious, since without the appropriate technology in
sufficient numbers to be accessible, E-learning is doomed to fail. There is a clear disjuncture
here between policy statements emanating from central government on investment in
information technologies in schools and the experience of the groups interviewed (see
Section 2.3.4 above on government spending).

Further, it was identified that the availability or having the equipment in better
condition can motivate students and teachers to use the technology. Perhaps members of the
M.T. group captured what needs to be done to help improve the current state of affairs more
succinctly. A view expressed by a member of the group suggested that:

Providing the appropriate equipment in the classroom such as smart blackboards,
computers and Internet will encourage the use of E-learning by both teachers and
students.

This view expressed above supported the position that the provision of modern
equipment will influence students’ and teachers’ use of E-learning in Saudi Arabia. This
might require a range of diverse school management support. Explaining this further, a
member of the F.S. group also noted that:

We will need the school’s support to use E-learning. ... providing and selecting the
appropriate requirement for E-learning, will influence us positively to use E-learning.
For those of us who do not have access to the computer and Internet at home to use, if
computers and Internet are available in the school, then that will influence us to use E-
learning in the school.

This view expressed by this member of the F.S. group indicated that for students who
do not have computers and Internet access at home, school management support through the

provision of these resources can influence them to use E-learning in their study.
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Overall, this section demonstrated how the provision of equipment influences the
readiness of students and teachers to use E-learning. The general view was that participants

were dissatisfied about the current state of their schools’ equipment.
5.3.2.2 School support

School support is defined in this study as the extent to which participants perceive and
believe that support is provided by the school management and technicians to encourage the
use of E-learning as a supplementary tool for EFL in Saudi Arabia. This was the other sub-
factor identified under In-School factors. In relation to this, two different kinds of support
were identified. These were support by the school management, and technical support. These

are explored and discussed below.

Support by the school management. Here, a range of diverse views were expressed to
show how school management support or the lack of it can influence the readiness of students
and English teachers to use E-learning. These views were expressed across all group
interviews. For instance, a member of the M.T. group whose view was embraced by the

entire group membership noted that:

| tried to motivate my students to use E-learning and | asked the school to help me to
apply this method but there wasn’t any support from the school which can help me to
use E-learning.

Reflecting on the above view, members of the group shared their personal experiences
on how the lack of school management support has thwarted their efforts to use E-learning in
their teaching. A similar view was expressed by another member of the M.T. group who
mentioned that:

... another barrier | can think of, is the absence of management support in the school,
some head teachers can’t differentiate between the traditional education and E-
learning and how to mix the two methods together. So, the teacher who wants to apply
E-learning in his teaching will stop because the lack of head teacher support.

Again, this view identified how the lack of school management support can manifest
itself. In this case, it comes as a result of the lack of knowledge in relation to how such
support can influence the readiness of students and English teachers to use E-learning.

Finally, a member of the M.S. group suggested that:
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We have strong financial support from the government to provide technologies in our
school. But whether the schools are equipped with those kinds of technologies depend
on the school managers. Unfortunately, some older managers prefer face-to-face
teaching and learning rather than using both traditional teaching and learning with E-
learning.

What this group felt was that although Saudi Arabia is a rich country and is capable of
having the latest technology to facilitate teaching and learning using E-learning, some
managers deliberately refuse to use these new technologies because they do not want change
to take place. Overall, the study found that the provision of management support is crucial in

influencing students and teachers use of E-learning.

Technical support. This is defined in this research to mean the availability of the
needed expert support in order to facilitate the smooth operation of E-learning. It was
identified as another significant factor that influences the readiness of students and English
teachers to use E-learning in Saudi Arabia. Across all group interviews conducted in the
present study, there were differences in the views of participants about how technical support
can influence the readiness of students and English teachers to use E-learning. From the data,

a member of the F.T group mentioned that:

.. we do not have full technical support or sometimes the technical support does not
exist in some schools which makes the situation even worse. This makes it scary for
those without previous experience to use E-learning to teach students since there is no
technical support in the school

The above was typical of the views and perhaps attitudes of users who have limited or
no skills in using such technology and do not think that they have the appropriate technical
support in place in their schools. The availability of technical support can therefore increase
the motivation of teachers to use E-learning in teaching EFL. This view was shared by the
majority of participants from other groups. For instance, sentiments expressed by a member
of the F.S. group also showed that the lack of technical support is a problematic issue.
Quoting a member each of the F.S. and M.T. groups who used the situation in their schools as

examples, they noted respectively that:

.. my school has few computers that my classmates and I can use, but we do not have
basic maintenance support of these computers... (F.S.).

... even if the equipment is available in the school, you have a lack of maintenance for
that equipment. (M.T.).
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The above views highlighted the significance of technical support to both students and
teachers respectively in schools. As illustrated in each individual quotation, the unavailability
of technical support in schools means that those with E-learning facilities (computers and
Internet) cannot maintain these facilities. The general view was that the availability of
technical support will help those without such technology experience in many ways; not least,
it will lower their level of apprehension and anxiety as well as guarantee them the needed
guidance and support. For instance, members of the M.S. group expressed that the
availability of sufficient technical support can help them overcome any lack of skills in

relation to the use of E-learning. According to a member of the group:

. there should be a technical team in each school to help students with any skill
related problems that might occur because we are not skilled enough to use E-learning
without technical support....

This group believed that starting the use of E-learning requires some skills (explored
in detail earlier in Section 5.3.1.1). They were confident that the availability of technical
support in schools will ensure that the technicians are able to intervene and help in case they
experience skill related problems. The availability of technical support will therefore help
build the confidence of students and teachers to practice with the technology without fear.
Overall, the findings demonstrated that the availability of technical support will have a
significant positive influence on the readiness of students and teachers to use E-learning.
Additionally, the section highlighted the level of support needed in order to influence users to
use E-learning. It also suggested that the continued availability of technical support will

increase users’ skills, attitude, motivation and ultimately their readiness to use E-learning.
5.3.3 E-learning characteristic factors

E-learning characteristic factors is defined in this research to mean the extent to which
participants perceive the combined effect of E-learning usability (i.e. ease of use and
usefulness) and E-learning functionality (i.e. flexibility and interactivity) as being available
or not for their use of E-learning as a supplementary tool for EFL in Saudi Arabia. Simply
put, it means how far participants believe that E-learning is (or will be) easy to use, useful,
flexible and interactive. This was the third and final main factor discussed under the external
factors that were identified by participants to influence the identified underlying personal

factors that indicate the readiness of students and English teachers to use E-learning in Saudi
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Arabia. The discussion below explores and provides analysis under E-learning usability and

E-learning functionality as sub-factors of E-learning characteristics identified by respondents.
5.3.3.1 E-learning usability

E-learning usability is defined in this research to mean the extent to which
participants believe that it will be easy or not, and whether or not it will be useful for learning
and teaching EFL in Saudi Arabia. The discussion below explores and interrogates the views

of participants under two sub-factors — ease of use and usefulness.

Ease of use. It is defined in this research to mean the extent to which participants
believe that using E-learning will require less effort and be easy (more details about ease of
use in Sections 3.3.2 and 3.4.3.2). This section focuses on the perceptions of participants on
how the ease of use of E-learning impacts on their attitudes and motivations to use the
technology. Citing a member of the F.T. group for instance, she suggested that:

... if it [E-learning] is implemented in the right way, this will reduce the effort required
to use it in the school, but that will mean teachers will do more work outside the school.

Principally, it is acknowledged in the quotation that less effort will be needed to apply
E-learning in schools provided it is correctly and appropriately implemented. Additionally,
the member of the F.T. group highlighted the point that more time is nonetheless required for

preparation outside the school in the case of teachers by way of preparation.

Some members of the F.S. group also made a comment that was considered

interesting. According to a member of the F.S group:

The one thing that stimulates students to use E-learning is the huge amount of
information that is easily accessible on it. What I mean here is that relative to the
traditional classroom which is restricted to the use of textbooks, E-learning offers
students’ opportunities such as videos and other recorded materials which can be
easily accessible.

The above suggested that through E-learning a lot of information can be made readily
available to students to enable learning regardless of place. This was the characteristic of
technology that was considered by participants as user friendly. Other members of the F.S.
group who had never used E-learning expressed their views about it nonetheless. One of them
noted that:
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You know, it will not be easy for students who do not have any experience with E-
learning to use it.

The position of this member of the F.S. group was that it will not be easy to use E-
learning as a supplementary tool for EFL without any experience (E-learning experience is
discussed in detail in Section 5.3.1.2). Overall, the above were considered to impact on the

attitudes and motivation of users to use E-learning.

Usefulness. Perceived usefulness is defined in this research to mean the extent to
which participants believe that using E-learning will enhance their learning and teaching.

From the data, a member of the F.T. group suggested that:

.. it’s hard to replace face-to-face teaching and communication, not because teachers
do not want to change, or we do not have enough skill to use computer and Internet but
the idea of applying it [E-learning] in our teaching is very hard, and E-learning is a
new style of teaching and the outcome of it is not known.

The above comment suggested that although the member of the F.T. group saw the
usefulness of applying E-learning to their teaching, they were nevertheless hesitant and
seemed unsure of its comparative advantages to face-to-face teaching. Here, the focus centred
on the fact that the member of the F.T. group above seemed to consider it less useful because

it is something new. Another member of the F.T. group suggested further that:

... the adoption and use of E-learning in schools should not affect other skills that
students acquire from face-to-face teaching and learning, such as handwriting skill....

This group cautioned against its potential negative impact on students — such as
developing their handwriting skills. It therefore seemed that, overall, although the majority of
the members of the F.T. group saw the usefulness of E-learning in their teaching, there were
some dissenting views. The members of the F.S. group also saw E-learning as useful in many

ways. For example, one of them mentioned that:

... E-learning gives feedback on time, which is sometimes helpful especially when you
do not need a teacher to know if your answer is correct or not. ... this will really
encourage us to use it.

This view saw the usefulness of E-learning in the fact that students are able to use it to
learn on their own without their teachers watching over them. Another usefulness of E-
learning raised in the quotation is that it offers students the opportunity to be able to access

instant feedback without the need for teachers. All of the above corroborated the position of
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members of the F.S. group who saw it as a motivation to use E-learning for EFL in Saudi
Arabia.

The members of the male groups also had some comments regarding the usefulness of

E-learning. According to one member of the M.S. group:

E-learning will open for students a big amount of information to use which will
improve their English as opposed to traditional learning which students are restricted
to the book. For example, nowadays with Google, translation is very easy and that will
help learners to learn English. Also, listening is one of the most important skills in
learning English. You know, E-learning can provide audio and video to listen and
watch as much as you can, which will improve students with weak listening skills and
something like this E-learning should be used.

The above quotation illustrated two significant points: a comparison between E-
learning and traditional methods of learning and development of students’ listening skills.
Another quotation that was considered interesting from a different member of the M.S. group
stated that:

There are many positive aspects, for example speaking ... E-learning can maintain
openness in communication if used in the right way which can be extended to the
community. ... E-learning can also support students’ speaking skills by using chat
rooms that are available in English. Since we are in a non-English speaking country,
using E-learning will help to develop students’ speaking skills.

This group also focused on speaking as a particular skill considered useful in E-
learning. They specifically felt that students can rely on chat rooms to practice their speaking
skills which they felt was missing in the traditional way of teaching and learning. In the case
of this research the participants identified development in their speaking skills as the core
benefit.

Overall, the analyses on usefulness identified the following benefits of E-learning:
promoting independent learning with less intrusion from teachers, as well as helping to
develop students listening and speaking skills. In the views of the majority of participants the
above mentioned benefits influence their attitudes and motivation towards E-learning. The
section therefore provides glimpses of participants’ understanding of how E-learning
usability influences the identified underlying personal factors that indicate the readiness of
students and English teachers to use E-learning as a supplementary tool for EFL in Saudi
Arabia from the perspective of participants. The next section explores E-learning
functionality as a factor.
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5.3.3.2 E-learning functionality

E-learning functionality is defined in this research to mean the extent to which
participants believe that the use of E-learning will provide flexible and interactive access to
instructional and assessment material to facilitate teaching and learning EFL in Saudi Arabia.
The views of participants on E-learning functionality (flexibility and interactivity) are

explored and discussed below.

Flexibility. It is defined in this research to mean the extent to which participants
believe that using E-learning will offer them options in their learning and teaching in relation
to time and/or place. Here, participants provided suggestions to how the flexibility of E-
learning systems can influence the teaching and learning of EFL. According to a member of

the F.T. group:

Through [E-learning] students have access to coursework 24 hours/day which give
them more flexibility on time to follow up what they missed in the classroom. This could
help to improve their English.

Looking back to the comment above, the group thinks unlike the traditional face-to-
face method of teaching and learning, E-learning provides a sort of flexibility in relation to
time and place/space. This means that if E-learning is adopted as a supplementary tool for
EFL in Saudi Arabia, the expectation is that students should be able to access coursework and
other learning materials at any time. Further, another member of the same group suggested
that:

.. Students can have access to coursework within the school or home. They can also
access it where ever they have access to a computer and Internet connection. Teachers
also can have the same flexibility to monitor students’ progress.

This comment illustrated the flexibility in terms of place that is offered by the use E-
learning. It means that the concept of flexibility here extends beyond time to include space as
well. It also demonstrated that both students and teachers can benefit from the advantage(s)
the flexibility of E-learning offers. For instance, both students and teachers can perform their
respective duties at any place using E-learning. Similar viewpoints were presented by

members of other groups. For instance, a member of the F.S. group mentioned that:

We can use it [E-learning] any time which means we have flexibility to use E-learning
to do more exercises or to do homework.
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The above supports earlier suggestions that E-learning provides students in particular
the flexibility with regard to both time and place. The male group also provided insights as to
how they consider E-learning to be flexible for their teaching and learning needs. Quoting a
member of the M.S. group:

The traditional classroom offers limited time to learn but with the use of E-learning we
will have unlimited access to the lessons. Most students spend a lot of time on the
Internet and can learn at their free times. In our learning of English nowadays, we are
restricted in learning only in the classroom, which means we do not have place
flexibility. E-learning will help to overcome all geographical and spatial barriers for
students to learn English and exchange knowledge.

The above comment also contributed to the debate on flexibility as an E-learning
functionality by echoing the views previously raised by other groups. It also goes a step

further to suggest that E-learning removes geographical and spatial barriers for students.

Overall, the analyses on flexibility highlighted that respondents associated E-learning
flexibility to two different forms: first, flexibility in terms of time, and second, flexibility in
terms of place. These two forms of flexibility, they demonstrated in their responses
individually and jointly, can impact on the attitude and motivation of students and English

teachers to use E-learning.

Interactivity. It is defined in this research to mean the extent to which participants
believe that using E-learning will provide a platform that offers them the opportunity to
exchange ideas in their learning and teaching both among students themselves and with their
teachers. Here, the participants indicated that E-learning is an interactive tool that has the
potential of facilitating very effective communication between students and/or with their

teachers. Citing a member of the F.T. group:

... the E-learning environment is different to traditional learning because E-learning
can be a complete set of technology tools which allow teachers and students to interact
in a new style through the Internet...

The above comment suggested that learning and teaching English using E-learning
will provide an interactive relationship among students and between teachers and students.

This was supported by views expressed by a member of the F.S. group who noted that:

In our educational system now, the methods of teaching and learning in the classroom
does not support interaction with students who come from different regions, while we in
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the school come from the same area. The use of E-learning will help us to interact
somehow with other students even from different countries...

The view expressed above acknowledges the non-interactive nature of the current
methods of teaching and learning in Saudi Arabia. The implication of this is that students and
teachers do not have any other means of interacting outside the classroom. The adoption and
use of E-learning in Saudi Arabia can help to overcome the challenge the lack of interaction
poses to students and teachers currently. The interactive component of E-learning can also
help Saudi students to communicate with students from different regions which can be an
avenue for them to learn from each other. The members of the male gender groups also
expressed similar sentiments. Quoting a member of the M.S. and M.T. groups respectively,
they noted that:

We will use it [E-learning], because it will add something new to our learning and
allow us to interact with other students or teachers in a more open way even outside the
school. (M.S.)

... the online interaction aspect that E-learning will provide to students and teachers is
one of the most important advantages of E-learning. For instance, E-learning will
increase the possibility of contact between students and teachers using email,
discussion boards and chat rooms. It also helps in activities such as, marking, sending
and receiving the homework as well as providing immediate feedback. | think in this
way, so, the students will have more time to participate and interact in the learning of
English outside the classroom. (M.T.).

The above two comments suggest that, although they considered interactivity between
teachers and students as something important in the learning of EFL, they identified that E-
learning facilitates this better outside the classroom setting. For instance, E-learning systems
encourage students and teachers to be proactive in the learning and teaching of EFL through

various forms of interaction, including online collaboration and providing instant feedback.

Overall, the view of the participants sought to show that the interactions and
collaboration between teachers and students are key to an effective teaching and learning
process. Based on the above, it was instructive that the interactivity component of E-learning
serves as a motivation to students and teachers as well as developing a positive attitude in
them. Interactivity was therefore considered an important factor that can influence the
attitude and motivation of students and teachers to use E-learning in Saudi Arabia.
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5.4 Chapter summary

The chapter explored and discussed the identified personal factors that indicate the
readiness of students and English teachers to use E-learning for EFL in Saudi Arabia and the
external factors that influence these personal factors. In summary, the section has highlighted
the need to examine the interrelationships between and among these identified factors, in
exploring the readiness of students and teachers to use E-learning for EFL in practice. In
addition, it was observed that the external factors have a crucial role in shaping the decisions
of students and teachers. For instance, it was identified that the broader social and educational
setting of the students and teachers will have important hidden implications concerning e.g.
the underlying conceptualisations of teaching and learning using E-learning, the roles of
students and teachers, and the relationships between families and students. From the literature
review, it was also observed that the majority of studies on the readiness of students and
teachers for E-learning have been carried out in settings that can be broadly characterised as
Western. The settings of the existing literature tend to be somewhat similar to each other at
least in social terms. This research outcome is in line with Vygotsky’s (1934) approach to
individual learning in a social setting that highlights the importance of culture and context.
He argues that these factors are inseparable and inter-determining. Accordingly, a list of
hypotheses is postulated to test the correlation within the personal factors, on one the hand,
and between the personal factors and external factors, on the other hand (see Chapter Seven,
Section 7.4, for the lists of hypothesises). These correlations will be tested in Chapter Seven.
Figure-5.1 below illustrates the inter-connectivity between the identified underlying factors

of E-learning readiness.
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The next three chapters will explore the current level of readiness of students and
English teachers, as well as any age and/or gender differences in the readiness of students and
English teachers to use E-learning as a supplementary tool for EFL in Saudi Arabia.
Specifically, Chapter Six will explore the validation of the questionnaire that was designed to
explore the readiness of students and teaches to use E-learning for EFL in Saudi Arabia;
Chapter Seven will present the findings from the quantitative data on the readiness of

students and teachers; and Chapter Seven will present the qualitative data findings from the

national and regional officials as well as families on the readiness of students and teachers.
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Chapter Six: Validation of the research questionnaire
6.1 Introduction

Following from the first stage of data collection that explored the underlying factors
of the readiness of students and English teachers to use E-learning in Saudi Arabia using a
qualitative study, two major groups of factors were identified namely: personal and external
factors (see details in Chapter Five). However, the current level of readiness of students and
English teachers to use E-learning in Saudi Arabia could not be explored in the first stage of
data collection. As a result, a questionnaire was built to explore this based on the findings of
the first stage (for more details about designing the questionnaire of the present study see
Chapter Four, Section 4.7.1). This chapter focuses on validation of the research

questionnaire, using both content and construct validity.

Questionnaire validation simply refers to whether an instrument measures what it was
designed to measure (Field 2013). This process is considered a “prior and primary”
requirement in empirical survey research (Straub 1989, p.8). Basically, the process of
validating a questionnaire involves establishing the validity and reliability of the survey
instrument in order to enhance the credibility of the conclusions that are to follow (Straub et
al. 2004). This has a number of advantages. Firstly, it is suggested that, “greater attention to
instrumentation brings more rigour to the scientific endeavour in general” (Al-Harbi 2010,
p.118). This enhances greater confidence in the findings. Secondly, it strengthens research
efforts and promotes triangulation in the sense that tested questionnaires can be adapted,
modified and utilised by other researchers across contexts and times (Straub 1989). Thirdly,
by engaging in the process of questionnaire validation, the researcher in many ways is
engaged in a very real sense in a reality check (Straub 1989). He/she is able to find out in
relatively short order how well conceptualisation of problems and solutions matches with
actual experience of the research participants. Finally, the steady comparison of theory and
practice leads to more theoretically meaningful variables and variable relationships
throughout the process of questionnaire validation (Bagozzi 1980; Straub 1989). Therefore, it
stands to reason that researchers validate survey instruments in the interests of scholarly
transparency to increase public confidence in methods employed in published research
(Nunnally 1978).
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Across disciplines, researchers either design their own questionnaires at any given
time or adopt previously validated ones with the knowledge that both have their strengths and
weakness. For instance, a previously validated questionnaire is often considered to be reliable
and saves time (Straub et al. 2004). However, one can only adopt a previously validated
questionnaire if significant changes have not been made to it. Otherwise there will be a need
for re-validation (Straub et al. 2004; Straub 1989). In the present study, the researcher has
chosen to adapt some questions from a previously validated questionnaire, in addition to
adding a few developed from scratch, in order to meet the needs of the current study (see
Chapter Four, Section 4.7.1). This chapter discusses the process of validity and reliability of
the present research’s questionnaire. The first section addresses content validity. The second
section discusses construct validity and is followed by the final section, which discusses the
reliability of the questionnaire.

6.2 Content validity

Content validity assesses, “the degree to which individual items represent the
construct being measured, and cover the full range of the construct” (Field 2013, p12). In
other words, it is a subjective measure of “how appropriate items or scales seem to a set of
reviewers who have some knowledge of the subject matter” (Litwin 2003, p. 33). It is an
essential first step in the questionnaire validation process, although it is not particularly
simple to assess (Rubio 2005; Straub et al. 2004). In order to assess the content validity, the
current research relied on the expert judgement method. This meant that expertise was sought
based on their experience, standing in the field and qualifications as well as research output
(Rubio 2005). Regarding the ideal number of experts’ reviews, no firm consensus exists in
the field, although a minimum of three appears to be the norm (see Lynn 1986; Rubio et al.
2003). In this study, six expert reports were used to assess the content validity of the research
questionnaire: Four doctoral candidates in the field from Manchester Metropolitan
University, one professor of educational technology at Jazan University, and a professor of

educational technology at King Saud University in Saudi Arabia were recruited.

The selected experts were contacted by email and asked to participate. Those who
agreed were forwarded a package of documents, that is, an introductory letter introducing the
research and the questionnaire (see Appendix 1). All experts were invited to identify and

include in the reviews errors, repetition, ambiguities or possible points of misunderstanding
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on the questionnaire. The reviewers were also invited to recommend any changes, such as
questions to be removed, amended, and/or clarified. Three reminder emails were sent to
ensure the experts returned completed response forms within three weeks of dispatch, all six
did so. A few judgements that found room for clarity of parts of the questionnaire. For
example, Question 25: “E-learning offers multimedia types to be used for learning and
teaching English” was revised to “E-learning offers multimedia (audio/video and text) types
to be used for learning and teaching English”, following suggestions by the experts. The
researcher then sought a second review of the amendments before the changes were finalised.
No other concerns were raised, indicating that, overall, the content validity of the

questionnaires had been supported by the experts.

Although content validity is an important step in evaluating a questionnaire (Brown
2015; Rubio 2005; Straub et al. 2004; Straub 1989; Bagozzi 1980), its process is inherently
subjective, even with a reasonable sample of expertise, meaning that the process is subject to
potential expert bias (Ary et al. 2010; Brown 2015; Gay et al. 2009). Therefore, another
process of validation, that is construct validity, was conducted in order to ensure that the
questionnaire in fact is able to measure what it is intended to measure. The process of

construct validity for the questionnaire is discussed below.
6.3 Construct validity

Construct validity is “the extent to which a measured variable actually measures the
conceptual variable (the construct) that it is designed to assess” (Stangor 2007, p.92).
Construct validity is typically assessed by a factor analysis technique, which is defined as a
class of multivariate statistical methods, “whose primary purpose is to delineate the
underlying structure among the variables in the analysis” (Hair et al. 2006, p.104). In a
general sense, factor analysis is used to “analyse the structure of the interrelationships
(correlations) among a large set of items/questions by identifying a set of common underlying
dimensions, known as factors” (Al-Harbi 2010, p140). A factor is essentially, a
“unidimensional construct within a data set which is characterised by the variables of which it
is comprised” (Watson 1998, p.1361). This means that, by using factor analysis, the
researcher can initially determine the separate dimensions of the structure before describing
the degree to which each variable is explained by each dimension (Hair et al. 2006). Some of

the unidimensional variables of interest in this research were self-efficacy, personal drivers
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and personal access to tools related to E-learning readiness which was considered

multidimensional.

There are two main methods used in factor analysis namely, exploratory factor
analysis (hereafter, EFA) and confirmatory factor analysis (hereafter, CFA). EFA is usually
performed in the early stages of research seeking to describe the relationships between
variables without determining the extent to which the outcomes fit a particular model — that
is, exploring the structure of a questionnaire (Brown 2015; Bryman and Cramer 2001). CFA,
on the other hand, is a more complex method used in the advanced stages of the research to
test hypotheses about latent variables? (Field 2013). Fundamentally, both EFA and CFA
analysis help to establish validity by assessing the factor loadings, resulting from such factor
analysis. The analysis also helps to check for clean-loadings (convergence of factors), and
cross-loadings (divergence of factors) on constructs/factors on which they are theorised to
load or not to load (Bagozzi 1980; Straub et al. 2004). The following sub-sections illustrate

how construct validity was established for the research questionnaire using EFA.
6.3.1 Exploratory factor analysis

EFA was conducted at the beginning of the research process. It details the basic
structure of relations between variables but does not seek to provide any answers as to how
they fit any particular theoretical model of explanation (Bryman and Cramer 2001). This
process is widely applied in the social sciences (Brown 2015) and can help researchers: (1) to
understand the structure of a set of variables, (2) to aid in the construction of a questionnaire,
and (3) to reduce a dataset to a more manageable size while retaining as much of the original
information as possible (Field 2013). To perform EFA for the present study, a number of key
decisions were taken in consideration including: (a) deciding the adequacy/suitability of the
study sample for the analysis; (b) choosing factor extraction methods for identifying the
unique factors; and (c) choosing the rotational method(s) to interpret the factors. The three

key decisions made in this research process are discussed in more details below.

2 Latent variables are latent in the sense that they are not immediately observable, i.e. there are no direct and
obvious measures that capture the essence of the variable (Straub et al. 2004).
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6.3.1.1 Key decisions

In relation to sample adequacy, this was guided by the assumption that the sufficiency
of the research sample is a pre-condition for conducting EFA (Tinsley and Tinsley 1987,
Field 2013). There is also consensus in the literature that suggests that a sample of 300 or
more will most probably provide a stable EFA (Comrey and Lee 1992). Tinsley and Tinsley
(1987) have also suggested that at least 5-10 participants per question is good enough when
conducting EFA. Based on the above pre-conditions, the questionnaires for the present
research were designed consisting of 38 questions and distributed to a total sample of 589
participants, with the ratio of 15 participants per question (see Appendix B for the
questionnaire). This demonstrated, to a large extent, the adequacy of the sample of the
present study to conduct EFA. Additionally, a statistical technique known as Kaiser-Meyer-
Olkin (hereafter, KMO) was used to measure the sample adequacy in the present study. KMO
is a statistical technique that is used to measure the suitability of the data for EFA. The KMO
statistical result varies between 0 and 1 which indicates the likely inappropriateness or
appropriateness respectively, for using EFA (Field 2013). Further, the recommendation is that
values greater than 0.5 are acceptable and values below 0.5 calls for either the gathering of
more data or a reconsideration of the variable(s) to include or not (Kaiser 1974). Furthermore,
“values between 0.5 and 0.7 are considered ordinary; values between 0.7 and 0.8 are good;
values between 0.8 and 0.9 are great; and values above 0.9 are superb” (Field 2013, p.647).
The KMO value for the present study is 0.8, an indication that the sampling was adequate for
EFA.

In relation to factor extraction methods, which is a process of deciding whether a
factor in factor analysis is statistically important enough to be extracted from the data and
interpreted based on the magnitude of the eigenvalue® associated with the factor. In order to
determine the magnitude of the eigenvalue, two different average communalities* needed
interpretation in this present research — that of the personal and external factors. The average
of communalities for the personal factors was 0.69 (see details in Appendix G) and that for
the external factors was 0.73 (see details in Appendix G). Because the communalities in both

cases are close to 0.7 or greater, it was considered appropriate to use the magnitude of the

3 Eigenvalue indicates the substantive importance of that factor.
4 A communality is the extent to which an item correlates with all other items.
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eigenvalue as recommended by Kaiser (i.e. > 1), over other choices available in this situation
(Field 2013).

In relation to settling on the rotational method(s) to interpret the factors. Rotation is a
strategy to simplify and clarify the data structure so as to improve the interpretability of
factors. As earlier noted in the literature, it highlighted the interrelationship among the
personal factors and even between the personal and external factors. In this situation it was
considered appropriate to use the promax method under oblique rotation rather than the
orthogonal rotation. The decision was informed by the fact that, unlike orthogonal rotation,
oblique rotation allows for a correlation among identified factors (Field 2013). Additionally,
for the substantive importance of factor loadings, in the present study, the researcher also

interpreted only factor loadings greater than 0.6 as recommended by Alosaimi (2013).
6.3.1.2 Results of EFA

The presentation of the results of the EFA were done under each substantive

identified underlying factors — personal and external.
Personal factors result

Overall 12 questions were designed to measure the personal factors, which were
subjected to EFA in order to determine the construct validity of personal factors. The result of
EFA indicated a three factor solution explaining 68.85% of the variance (see Table 6.1
below). This means that there are three underlying reasons (factors) that explained all the
inter-question correlations that have occurred. The three factor solution is explained in detail

below.

Factor 1 had five questions which loaded highly ranging between 0.83-0.61 (see
Table 6.1 below). All the questions loaded onto Factor 1 were named as personal drivers as
defined in the qualitative findings.

Factor 2 also had five questions which loaded highly ranging between 0.93-0.61. All
the questions loaded onto this factor were related to self-efficacy as defined in the qualitative
findings (see Table 6.1 below). However, two questions (Q4 and Q5), which asked about
respondents’ computer and Internet skills respectively, cross-loaded with Factor 3, which was

about respondents’ personal access to tools. This means that computer and Internet skills
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under Factor 2 were found to be highly associated with personal access to tools under Factor
3. Upon careful consideration, it was decided to include these two questions under Factor 2 in

the analysis because skill in computer and Internet is regarded as an aspect of self-efficacy.

Factor 3 had two questions of high loading ranging between 0.81-0.72 (see Table 6.1
below). These questions were designed to measure respondents’ personal access to tools to

use E-learning as defined in the qualitative findings.

Table 6.1: Factors’ loading component matrix — Personal factors

Extraction Method Principal Component Analysis
Rotation Method Promax
Total VVariance Explained 68.845%
Questions Loaded Loading Values

14. 1 would devote some time to use E-learning for my

n learning/teaching of English 0.833
(5]
>
= 15. In general, | would have available time to use E-learning for my
a . . . 0.829
Tg learning/teaching of English
(@]
g 16. 1 would use E-learning in my learning/teaching of English even
S . . 0.805
S if | were not rewarded for it.
—
% 12. Using E-learning in learning/teaching English is a good idea 0.774
©
- 13. Overall, | like using E-learning 0.606
7. 1 am skilled enough to use E- learning in my learning/teaching of
. . . . 0.927
_ English even if there is no one around to show me how to use it
>
_§ 8. | am skilled enough to use E- learning in my learning/teaching of 0.888
= English even if | have not used such a system before '
=
B 4. 1 am skilled enough to use E- learning in my learning/teaching of
~ . . 0.879
N English without help
o
E 5. I have enough skills to use the Internet 0.627
4. | have enough skills to use the computer 0.614
11. In my home I have Internet connection to use for E-learning
- o . 0.813
™ < = . whenever | need it
— »n N
S 3 9%
QO = o O . .
8 & g = 10. In my home I have a computer to use for E-learning whenever | 0.715

need it
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From the above discussion, EFA results based on the factor leadings show evidence of
construct validity of the identified personal factors in this research — this is, each question is
loaded into the factors that is theorised to load into it. The next section will discuss the
construct validity of the external factors.

External factors results

An initial EFA with eigenvalues greater than 1 was conducted on the questions that
are related to in-school factors, peer support factors, E-learning functionality and E-learning
usability, in order to determine the construct validity of these factors. This gave a five factor
solution of which one question (Q18) was loaded alone to form a single factor and had no
cross-loading with any other factor (see Appendix H for the result of EFA). In this situation,
it was considered appropriate to eliminate question 18 from the set of questions since the
minimum number of questions to form a factor are two, as recommended by Costello and
Osborne (2005). A second EFA was then run after eliminating question 18 was conducted.
The EFA produced a four factor solution explaining 65.82% of the variance (see Table 6.2

below). The ensuing section discusses the four factors in detail below.

Factor 1 had five questions with a loading range between 0.85-0.66. One more
question (Q22) had a cross-loading between Factor 1 and 3. This might have happened due to
the high level of association between these two factors. In this situation and upon careful
consideration, it was considered appropriate to count it with Factor 3 because it fitted
logically with Factor 3 (see Table 6.2 below). Factor 1 was designed to be about perceived E-

learning functionality.

Factor 2 also had six questions with high loading ranging between 0.88-0.65 and
without any cross-loading with other factors (see Table 6.2 below). These six questions were
all related to students’ perceptions about in-school support to use E-learning as defined in the

qualitative findings.

Factor 3 also had five questions with high loadings ranging between 0.85-0.68. There
was another cross-loading between this factor and Factor 1, which is (Q24) this time. In this
situation, it was considered appropriate to count question 24 with Factor 3 because it loaded
highly with this factor and fitted logically with it (see Table 6.2 below). Factor 3 was termed
perceived E-learning usability as defined in the qualitative findings.
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Lastly, Factor 4 had only two questions with high loadings ranging between 0.94-
0.85 (see Table 6.2 below). These two questions were both related to peer support as defined

in the qualitative findings.

Table 6.2: Factors’ loading component matrix — External factors

Extraction Method Principal Component Analysis
Rotation Method Promax
Total Variance Explained 65.824%
Questions Loaded Loading Values

26. E-learning allows (or would allow) interactive communication

o between me and students/teachers 0.849
E — 27. E-learning enables interactive communication among students to 0.822
g2 develop their English. :
0 g 25. E_—Iearningioffers mul'gimedia (audio, video, and text) types to use for 0.814
= learning/teaching of English.
(&)
§ S 28. The communicative tools that E-learning provides are effective (email, 0.724
S = message board, chat room, etc.) '
- 23. E-learning offers (or would offer) me flexibility in learning/teaching 0.664
with respect to time and place. '
42. | think that the technical support in the school where I'm 0.879
studying/teaching is good '
£ 38. The school where I’'m studying/teaching provides the necessary 0.837
§ Internet connectivity for E-learning '
E 37. The school where I’'m studying/teaching provides the necessary 0.778
§ computer equipment for E-learning '
[&]
‘é’ 41. In the school where I’m studying/teaching, an IT technician is
= . . . 0.740
~ available to provide assistance when | need help
% 40. In the school where I’m studying/teaching, the school management 0.724
3 would support my use of E-learning '
39. In the school where I’m studying/teaching, the school management 0.651
would allow me to use the school’s facilities for E-learning '
19. Using E-learning in my learning/teaching of English is (or would be) 0.854
= easy for me '
:_c_% 20. Overall, | believe that E-learning is (or would be) easy to use 0.807
3 17. Interacting with E-learning systems is (or would be) clear and 0.791
£ understandable. '
c
s 21. Using an E-learning system improves (or would improve) my 0.738
i’ learning/teaching performance of English '
g 22 In general, I think an E-learning system is (or would be) useful in my 0.692
5 learning/teaching of English. '
ELOS 24._ E_-Iearning offers (or would offer) me control over learning/teaching 0.682
activity.
- = 36. My friends/colleagues help (or would help) me with E-learning when | 0.936
= £ need it '
288
& 2 35 My friends/colleagues encourage (or would encourage) me to use E-
L2 0.846

learning in my learning/teaching of English
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In relation to the family support as a factor, six related questions were distributed
among students only. Hence a separate EFA was conducted for this factor. The result
indicated that there was only one factor solution explaining 67.76% of the variance; and all
the six questions loaded highly, on this factor, ranging from 0.92-0.71 (see Table 6.3 below).

Table 6.3: Factor’s loading component matrix — Family factor

Extraction Method Principal Component Analysis
Rotation Method Promax
Total Variance Explained 67.76%
Questions Loaded Loading Values

29. My family believes that using E-learning for learning

English is a good idea 0.922
= 34. In general, my family sees E-learning systems as something
§_ that is (or could be) useful for learning English 0.921
% 33. My family sees E-learning as something that improves (or
> could improve) my performance in learning English 0.890
% 30. My family encourages (or would encourage) me to use E-
L learning for learning English 0.858
—
s 31. My family perceives that using E-learning is (or would) be
% safe for me to use (protection of personal information, images 0.802
L etc)

32. Overall, I think my family would like me to continue (or 0.707

start) using E-learning

From the above discussion, EFA results based on the factor leadings, show evidence
of construct validity of external factors — this is, each question is loaded into the factors that

is theorised to load into it.
6.3.1.3 Computing the factor scores

After the EFA had been concluded, as shown above, the researcher decided to
calculate factor scores by using the factor loadings and regression method, for all eight sub-
factors derived from both personal and external factors (that is, self-efficacy, personal
drivers, personal access, E-learning usability, E-learning functionality, peer support, in-
school support and family support). Conceptually, a factor score is the score that would have
been observed for a person if it had been possible to measure the factor directly. It is a single
score from an individual entity representing their performance on some latent or dependent
variable, which can be used to carry out further analysis based on the factor scores rather than

the original data (Brown 2015; Field 2013). The rational for using factor scores in the
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analysis is to reduce a large set of data to a smaller subset of measurement variables, then the

factor scores tell us an individual’s score on this subset of measures.

Since the resulting factor scores are positive (+) and negative (-) a normalising
method was followed to compute these values (for each factor) to range between 0 and 1. In
the next chapter, the eight identified sub-factors are used as dependent variables and
measured against the two independent variables associated with this research (that is, age and
gender) using factor scores. The next section explores the reliability of the research

questionnaire.
6.4 Reliability

This final section addresses the reliability of the questionnaire, which is defined as,
“the extent to which a questionnaire yields consistent results over repeated observations”
(Eagly and Chaiken 1993, p.67). Checking reliability is essential because if the questionnaire
of a piece of research is not reliable, the research is unlikely to yield useful information
(Graziano and Raulin, 2007). There are two methods to check reliability, that is test-retest
reliability and internal reliability (Field 2013; Straub 1989). The test-retest reliability is the
extent to which test scores are consistent when applied to the same sample repeated over an
extended period (Field 2013). However, this procedure can introduce a problem known as
“practice effect> (Litwin 2003). Internal reliability, on the other hand, is the degree to which
a given measure is consistent within itself (Stangor 2007). The later method is used in this
research and can be assessed by a statistical method known as Cronbach’s coefficient,
symbolised as alpha (a). Alpha (o) assesses the average correlation between all the
items/questions on a questionnaire (Field 2013). It is given as an alpha (a) score that ranges
between 0-1.0 (Eagly and Chaiken 1993; Stangor 2007). Hinton et al. (2004) proposed four
cut-off points for describing reliability scores: score of 0.90 and above implies excellent
reliabilities, 0.70-0.90 implies high reliability, and 0.50-0.70 implies moderate reliability,

0.50 and below implies low reliability.

Overall, only one sub-factor (family support) had an alpha score of 0.91 which

indicated excellent reliability; and another sub-factor (personal access to tools) had an alpha

5 Practice effect is the tendency of research participants answering a questionnaire partly based on their memory
or familiar with the items of what is being asked.
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score of 0.69, indicating moderate reliability. The remaining sub-factors had alpha values
scored above 0.80 which are also regarded as high reliabilities. The overall instrument
reliability of 0.87 also indicates a scale of high reliability. The summary of the alpha (o)
scores for all the sub-factors in this study are presented in Table 6.4 below.

Table 6.4: Reliability of the whole questionnaire and sub-factors

Scale a
Personal drivers 0.84
Self-efficacy 0.81
Personal access to tools 0.69
E-learning functionality 0.85
In-school support 0.86
E-learning usability 0.87
Peer support 0.83
Family support 0.91
Whole questionnaire 0.87

6.5 Chapter summary

This chapter has described how the research survey questionnaire was validated using
content validity and construct validity methods. Overall, the above discussion shows
evidence of content validity of the questionnaire based on expert judgement and construct
validity of the questionnaire based on EFA. Further, the chapter demonstrates the internal
reliability of the questionnaire using Cronbach’s alpha (). Based on the above results, it was
considered appropriate thereafter to conduct the main analysis in order to answer the research

questions 2 and 3 — discussed in the next chapter.
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Chapter Seven: Findings from the quantitative data on readiness — Students’ and

teachers’ perspective
7.1 Introduction

The findings presented in this chapter sought to address the following research
questions. Firstly, it explores the current level of readiness of students and teachers to use E-
learning as a supplementary tool in learning EFL based on what are referred to as personal
factors in this research (i.e. self-efficacy, personal drivers and personal access to tools) and
explores the extent to which external factors (i.e. E-learning usability, E-learning
functionality, peer support, school support and family support) influence these personal
factors. Secondly, the chapter explores the differences and similarities in the readiness of

students and teachers in relation to gender and age on all personal and external factors.

A total of 589 questionnaires from student and teacher respondents were completed
and retained for the final analysis. Regarding the students, the findings are based on a survey
with a sample of 377 Saudi students (180 male; 197 female) in high school who were selected
randomly. Further details of the survey sample were, 297 students within the normal school
age, that is ages between 14-18 years (165 male; 132 female); and 80 students in the older
age, that is, 19-26 years (15 male; 65 female)®. On the part of teachers, the outcome is based
on a survey involving a sample of 212 Saudi English teachers (136 male; 76 female) in high
schools, with an age range of between 27 and 58 years. Based on the age distribution’, 35
years and less were classified as younger teachers (64 male; 48 female) and above 36 years
were considered older (72 male; 28 female). Table 7.1 below provides a snapshot of

respondents’ demographics.

& This group is predominantly female for a number of reasons. The reason advanced most forcefully was that
females normally get married while in school, which eventually leads them to stop schooling (e.g. AIMunajjed
2009). They however are encouraged to go back to school when they are settled in their marital homes, with
children more often than not. The long-held belief is that females who have children are less prone to
misconduct of any kind (e.g. Al Alhareth 2013).

7 As shown in the histogram, the teachers age distribution is bimodal distribution with age 35 as the middle
point of the age distribution. As a result, the researcher decided to divide teachers age into two groups with age
35 as the middle point (see the histogram in Appendix L).
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Table 7.1: Demographics and statistics of the student and teacher respondents of the questionnaire

| Groups | Frequency | Percentage | Mode
Students respondents
Male 180 47.75 Female
Gender Female 197 52.25
297
Normal school age (165 male - 132 female) 78.78 Normal school
Age 30 age
Older age (15 male - 65 female) 21.22
Total number of students 377
Teacher respondents
Gender Male 136 64.15 Male
Female 76 35.85
112
Age Younger (64 male - 48 female) 528 Younger
’ old 100 47.2
(72 male - 28 female) '
Total number of teachers 212

The chapter contains three sections: the first section presents the descriptive statistics
showing the distribution of responses across all the underlying factors of readiness in order to
explore the current level of students’ and teachers’ readiness. The second section explores
gender and age differences among students and teachers across all the underlying factors
readiness using t-test as inferential statistic. Lastly, the correlations between these factors
based on Pearson’s correlation coefficient as inferential statistic are presented. This is

followed by a chapter summary.
7.2 Descriptive statistics

This section presents the descriptive statistical data of all identified eight sub-factors
with the aim to examine the current level of student readiness. The presentation is done based

on the individual factors beginning with personal drivers.
7.2.1 Personal drivers

Personal drivers are defined in this research in relation to students’ and teachers’
attitudes, their motivation and time commitment to use E-learning in their teaching and
learning. In order to explore further the views of students and teachers on personal drivers,
five questions about personal drivers were included in the larger questionnaire which was
administered to the student and teacher respondents.
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In relation to students, the outcome showed that about two thirds of students appeared
to be positively inclined towards E-learning (the proportion of respondents choosing agree or
strongly agree ranged from 58.1% to 68.5%). On the other hand, a third of the student
respondents appeared uncertain or showed a more negative perspective (the proportion of

respondents choosing strongly disagree, disagree or neutral ranged from 31.6% to 42.0%).

The outcome for teachers also demonstrated that over two thirds of teachers who
responded to the survey appeared to be positively inclined towards E-learning (that is, the
proportion of respondents choosing agree or strongly agree ranged from 66.1% to 83.1%).
The remaining third of respondents appeared uncertain or to have a more negative
perspective (that is, the proportion of respondents choosing strongly disagree, disagree or
neutral ranged from 17.0% to 34.0%). Tables 7.2a and 7.2b below provide the statistical
analysis in terms of percentages and frequencies showing the descriptive statistical data for

students and teachers respectively.

Table 7.2a: Descriptive statistics for students — Personal drivers

. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree
Using E-learning in learning English is a 37 12 70 172 86
good idea. (9.8%) (3.2%) (18.6%) (45.6%) (22.8%)
Overall, | like using E-learning 33 10 115 195 64
' ' (8.8%) (2.7%) (30.5%) (41.1%) (17.0%)
I would devote some time to use E- 27 22 70 174 84
learning for my learning of English. (7.2%) (5.8%) (18.6%) (46.2%) (22.3%)
ittt SN S S
English gformy g (5.3%) (4.0%) (23.9%) (44.8%)  (22.0%)
I would use E-learning in my learning of 33 22 79 138 105
English even if | were not rewarded for it. (8.8%) (5.8%) (21.0%) (36.6%) (27.9%)
Table 7.2b: Descriptive statistics for teachers — Personal drivers
. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree
Using E-learning in teaching English is a 14 6 24 76 92
good idea. (6.6%) (2.8%) (11.3%) (35.8%) (43.4%)
Overall, I like using E-learning 10 10 22 108 62
' ' (4.7%) (4.7%)  (10.4%)  (50.9%) (29.2%)
I would devote some time to use E- 12 6 18 118 58
learning for my teaching of English. (5.7%) (2.8%) (8.5%) (55.7%) (27.4%)
In general, | would have available time to 22 10 12 117 51
use E-learning for my teaching of English. (10.4%) (4.7%) (5.7%) (55.2%) (24.1%)
I would use E-learning in my teaching of 14 12 46 82 58
English even if | were not rewarded for it. (6.6%) (5.7%)  (21.7%)  (38.7%) (27.4%)
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7.2.2 Self-efficacy

Self-efficacy in this research is understood to mean the perception of students and
teachers of their own individual abilities, knowledge and skills to use E-learning. In order to
explore further the views of respondents on self-efficacy, five questions about self-efficacy
were included in a larger questionnaire which was administered to both student and teacher
respondents. These questions reflected on how the respondents perceived their skills on using

computers, the Internet and E-learning.

Overall, while the students appeared reasonably confident in using computers and the
Internet (that is, the proportion of respondents choosing average skill, high skill or very high
skill ranged between 70.6% and 77.5%), their confidence appeared much less in areas where
they were required to use the technology in learning (that is, the proportion of respondents
choosing average skill, high skill or very high skill ranged between 36.8% and 38.7%).

Similarly, the outcome showed that teachers appeared reasonably confident in using
computers and the Internet (that is, the proportion of respondents choosing average skill, high
skill or very high skill ranged between 87.5% and 87.7%). However, their confidence
appeared less in areas where they were required to use the technology in learning (that is, the
proportion of respondents choosing average skill, high skill or very high skill ranged between
52.8% and 65.1%). Tables 7.3a and 7.3b below provide the statistical analysis in terms of
percentages and frequencies showing the descriptive statistical data for students and teachers

respectively.

Table 7.3a: Descriptive statistics for students — Self-efficacy

. . . Average . . Very High
Questions No Skill ~ Low Skill SKill High Skill Skill
I have enough skills to use the 49 62 130 86 50
computer. (13.0%) (16.4%) (34.5%) (22.8%) (13.3%)
. 54 31 112 110 70
I have enough skills to use the Internet. (14.3%) (8.2%) (29.7%) (29.2%) (18.6%)
I am skilled enough to use E-learning in 128 109 108 25 7
my learning of English without help. (34.0%) (28.9%) (28.6%) (6.6%) (1.9%)
ekt A T AN T T
0, 0, 0, 0 0,
no one around to show me how to use it. (39.5%) (21.8%) (27.1%) (8.2%) (3.4%)
et T N S TR
(37.9%) (25.2%) (24.1%) (5.8%) (6.9%)

not used such a system before.
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Table 7.3b: Descriptive statistics for teachers — Self-efficacy

Low  Average High Very High

Questions NoSKill g skill skill Skill
h h skill h 6 20 82 84 20
I have enough skills to use the computer. (2.8%) (9.6%) (38.5%)  (39.6%) (9.4%)
. 10 16 50 108 28
I have enough skills to use the Internet. (4.7%) (7.5%)  (23.6%)  (50.9%) (13.2%)
I am skilled enough to use E-learning in my 34 40 96 36 6
teaching of English without help. (16.0%) (18.9%) (45.3%) (17.0%) (2.8%)
I am skilled enough to use E-learning in my 40 46 76 44 6
teaching of English even if there is no one 0 0 0 0 0
around to show me how to use it. (18.9%)  (21.7%) (35.8%)  (20.8%) (2.8%)
I am skilled enough to use E-learning in my 48 59 66 44 2
teaching of English even if | have not used (22.6%) (245%) (31.1%)  (20.8%) (0.9%)

such a system before.

7.2.3 Personal access to tools

Personal access to tools in this research is thought of as the availability of computers
and Internet for the students and teachers to use at home for E-learning. In order to explore
further the views of students and teachers on personal access to tools, two questions about
computers and the Internet were included in the larger questionnaire which was administered

to student and teacher respondents.

Overall, the result showed that about two thirds of student respondents appeared to
own or have access to computers at home either all the time (36.9%) or sometimes (31.3%);
whereas a third of respondents appeared to have no access to computers at all (31.8%). In
terms of the Internet, a slightly higher proportion appeared to have access to the Internet
access at home (that is, about 40.8% of respondents appeared to have access to Internet
connectivity all the time and 39.0% have access sometimes; whereas 20.2% appeared to have

no access to Internet connectivity at all).

On the part of teachers, the outcome of the questionnaire demonstrated that 55.7% of
respondents appeared to own or have access to the computer at home all the time; while
33.0% of respondents appeared to have access to the computer at home sometimes. In
addition, a minority of 11.3% appeared to have no access to the computer at home at all. In
terms of the Internet, the outcome of the questionnaire demonstrated that 40.6% of
respondents appeared to have access to Internet connectivity all the time; 50% appeared to

have access sometimes; and 9.4% appeared to have no access at all. Tables 7.4a and 7.4b
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below provide the statistical analysis in terms of percentages and frequencies showing the

descriptive statistical data for students and teachers respectively.

Table 7.4a: Descriptive statistics for students — Access to Internet and computers

Questions No Sometimes All the Time
In my home | have a computer to use for E- 120 118 139
learning whenever | need it. (31.8%) (31.3%) (36.9%)
In my home | have Internet connection to use for 76 147 154
E-learning whenever | need it. (20.2%) (39.0%) (40.8%)

Table 7.4b: Descriptive statistics for teachers — Access to Internet and computers

Questions No Sometimes All the Time
In my home | have a computer to use for E-learning 24 70 118
whenever | need it. (11.3%) (33.0%) (55.7%)
In my home | have Internet connection to use for E- 20 106 86
learning whenever | need it. (9.4%) (50.0%) (40.6%)

7.2.4 E-Learning usability

E-learning usability is defined in this research to mean the extent to which
participants believe that it will be easy to use or not, and whether or not it will be useful for
teaching and learning. In order to explore further the views of students and teachers on E-
learning usability, six questions about E-learning usability were included in the larger
questionnaire which was administered to student and teacher respondents.

Overall, the outcome demonstrated that a majority of students who responded to the
survey appeared to be positively inclined towards E-learning, based on E-learning usability
(that is, the proportion of respondents choosing agree or strongly agree ranged from 55.9% to
71.6%); while the remaining of respondents appeared uncertain or showed a more negative
perspective (that is, the proportion of respondents choosing strongly disagree, disagree or
neutral ranged from 28.4% to 44.1%).

On the part of teachers, the results revealed that over two thirds of teachers who
responded to the survey appeared to be positively inclined towards E-learning based on E-
learning usability (that is, the proportion of respondents choosing agree or strongly agree
ranged from 70.8% to 84.9%), while the remaining respondents appeared uncertain or
expressed a more negative perspective (that is, the proportion of respondents choosing

strongly disagree, disagree or neutral ranged from 15.0% to 29.2%). Tables 7.5a and 7.5b
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below provide the statistical analysis in terms of percentages and frequencies showing the

descriptive statistical data for students and teachers respectively.

Table 7.5a: Descriptive statistics for students — E-learning usability

. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree
Interacting with E-learning systems is (or would 23 44 99 172 39
be) clear and understandable. (6.1%) (11.7%) (26.3%) (45.6%) (10.3%)
Using E-learning in my learning of English is (or 31 35 95 171 45
would be) easy for me. (8.2%) (9.3%) (25.2%) (45.4%) (11.9%)
Overall, | believe that E-learning is (or would be) 51 27 55 151 93
easy to use. (13.5%) (7.2%)  (14.6%) (40.1%) (24.7%)
Using an E-learning system improves (or would 22 18 67 178 92
improve) my learning performance of English. (5.8%) (4.8%) (17.8%) (47.2%) (24.4%)
In general, | think an E-learning system is (or 27 27 58 183 82
would be) useful in my learning of English. (7.2%) (7.2%) (15.4%) (48.5%) (21.8%)
E-learning offers (or would offer) me control over 31 29 99 168 50
learning activity. (8.2%) (7.7%)  (26.3%) (44.6%) (13.3%)
Table 7.5b: Descriptive statistics for teachers — E-learning usability
. Strongly . Strongly
Questions Disagree Disagree Neutral  Agree Agree
Interacting with E-learning systems is (or would 17 5 38 131 21
be) clear and understandable. (8.0%) (24%)  (17.9%) (61.8%) (9.9%)
Using E-learning in my teaching of English is (or 27 7 24 103 51
would be) easy for me. (12.7%) (3.3%) (11.3%) (48.6%) (24.1%)
Overall, | believe that E-learning is (or would be) 10 10 26 95 71
easy to use. (47%)  (47%) (12.3%) (44.8%) (33.5%)
Using an E-learning system improves (or would 12 4 32 89 75
improve) my teaching performance of English. (5.7%) (1.9%) (15.1%) (42.0%) (35.4%)
In general, | think an E-learning system is (or 2 2 28 116 64
would be) useful in my teaching of English. (0.9%) (0.9%) (13.2%) (54.7%) (30.2%)
E-learning offers (or would offer) me control over 18 6 38 128 22
teaching activity. (8.5%) (2.8%)  (17.9%) (60.4%) (10.4%)

7.2.5 E-Learning functionality

E-learning functionality is defined in this research to mean the extent to which

participants believe that the use of E-learning will provide flexible and interactive access to

instructional and assessment material to facilitate teaching and learning. In order to explore

further the views of students and teachers on E-learning functionality, five questions about E-

learning functionality were included in the larger questionnaire which was administered to

student and teacher respondents.
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Overall, the outcome showed that over two thirds of students who responded to the
survey appeared to be positively inclined towards E-learning based on E-learning
functionality (that is, the proportion of respondents choosing agree or strongly agree ranged
from 67.3% to 76.7%); while the remaining of respondents appeared uncertain or a more
negative perspective (that is, the proportion of respondents choosing strongly disagree,

disagree or neutral ranged from 23.3% to 32.6%).

On the part of teachers, it can be seen that over two thirds of teachers who responded
to the survey appeared to be positively inclined towards E-learning based on E-learning
functionality (that is, the proportion of respondents choosing agree or strongly agree ranged
from 73.6% to 87.7%). The remaining of respondents appeared uncertain or expressed a more
negative perspective (that is, the proportion of respondents choosing strongly disagree,
disagree or neutral ranged from 12.3% to 26.4%). Tables 7.6a and 7.6b below provide the
statistical analysis in terms of percentages and frequencies showing the descriptive statistical

data for students and teachers respectively.

Table 7.6a: Descriptive statistics for students — E-learning functionality

. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree

E-learning offers (or would offer) me flexibility in 13 20 90 195 59
learning with respect to time and place. (3.4%) (5.3%) (23.9%) (51.7%) (15.6%)
E-learning offers multimedia (audio, video, and 9 25 54 210 79
text) types to use for learning of English. (2.4%) (6.6%) (14.3%) (55.7%) (21.0%)
E-learning allows (or would allow) interactive 26 21 67 177 86
communication between me and students/teachers. (6.9%) (5.6%) (17.8%) (46.9%) (22.8%)
E-learning enables interactive communication 21 24 59 175 98
among students to develop their English. (5.6%) (6.4%) (15.6%) (46.4%) (26.0%)
The communicative tools that E-learning provides 9 29 67 190 89

are effective (email, message board, chat room,

etc.). (2.4%) (5.8%) (17.8%) (50.4%) (23.6%)
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Table 7.6b: Descriptive statistics for teachers — E-learning functionality

. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree

E-learning offers (or would offer) me flexibility in 14 2 18 120 58
teaching with respect to time and place. (6.6%) (0.9%) (8.5%) (56.6%) (27.4%)
E-learning offers multimedia (audio, video, and 4 8 22 110 68
text) types to use for teaching of English. (1.9%) (3.8%) (10.4%) (51.9%) (32.1%)
E-learning allows (or would allow) interactive 12 2 12 106 80
communication between me and students/teachers. (5.7%) (0.9%) (5.7%) (50.0%) (37.7%)
E-learning enables interactive communication 8 10 38 96 60
among students to develop their English. (3.8%) (4.7%)  (17.9%) (45.3%) (28.3%)

The communicative tools that E-learning provides
are effective (email, message board, chat room,
etc.).

8 6 36 116 46
(3.8%)  (2.8%)  (17.0%) (54.7%) (21.7%)

7.2.6 In-school support

In-school support is defined in this research as how much students and teachers
believe that schools would support their use of E-learning — that is, through the provision of
school management and technical support, as well as the provision of equipment. In order to
explore further the views of students and teachers on in-school support, six questions about
in-school support were included in the larger questionnaire which was administered to

student and teacher respondents.

Overall, over half of the students did not believe that school management would
support E-learning usage (that is, the proportion of respondents choosing strongly disagree,
disagree or | do not know ranged from 52.9% to 57.3%). In terms of technical support,
around two thirds of students perceived poor technical support (that is, the proportion of
respondents choosing strongly disagree, disagree or | do not know ranged from 58.9% to
60.4%). Finally, in regard to provision of equipment, around two thirds of students perceived
lack of computers and Internet connectivity (that is, the proportion of respondents choosing

strongly disagree, disagree or | do not know ranged from 51.0% to 62.1%).

On the part of teachers, the outcome showed that while around two thirds of the
teachers believed that school management would support E-learning usage (that is, the
proportion of respondents choosing agree or strongly agree ranged from 57.5% to 68.9%),
their belief was much less in relation to provision of equipment and technical support (that is,
the proportion of respondents choosing agree or strongly agree only ranged from 40.5% to
40.6%; 26.5% to 32.1% respectively). Tables 7.7a and 7.7b below provide the statistical
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analysis in terms of percentages and frequencies showing the descriptive statistical data for

students and teachers respectively.

Table 7.7a: Descriptive statistics for students — In-school support

. Strongly . I Do not Strongly
Questions Disagree Disagree Know Agree Agree
The school where I’m studying provides the 27 79 86 125 60
necessary computer equipment for E-learning. (7.2%) (21.0%)  (22.8%)  (33.2%) (15.9%)
The school where I’m studying provides the 74 70 90 99 44
necessary Internet connectivity for E-learning. (19.6%)  (18.6%) (23.9%) (26.3%) (11.7%)
maregement ol allowme o gsethe (S0, A M8 w7
school’s facilities for E-learning. 270 (70 970 0 (9.8%)
e e s e e
Ieami%g pportmy (14.6%)  (17.8%) (24.9%) (31.8%)  (10.9%)
technician s vailable {0 provide assstance 2 . 07 83 108 52
0, 0, 0, 0, 0,
when | need help. (8.5%) (28.4%)  (22.0%) (27.3%) (13.8%)
I think that the technical support in the school 39 119 70 102 47
where I’m studying is good. (10.3%) (31.6%) (18.6%) (27.1%) (12.5%)
Table 7.7b: Descriptive statistics for teachers — In-school support
I Do
Questions St_rongly Disagree not Agree Strongly
Disagree Know Agree
The school where I’m teaching provides the 64 50 12 68 18
necessary computer equipment for E-learning. (30.2%)  (23.6%) (5.7%) (32.1%) (8.5%)
The school where I’m teaching provides the 54 56 16 66 20
necessary Internet connectivity for E-learning. (25.5%) (26.4%) (7.5%) (31.1%) (9.4%)
mansgement would allow me fo e e school’s 22 18 % . 18 28
0 0, 0, 0, 0
facilities for E-learning. (10.4%) (8.5%)  (12.3%) (55.7%)  (13.2%)
In the school where I’m teaching, the school 30 24 36 94 28
management would support my use of E-learning.  (14.2%) (11.3%) (17.0%) (44.3%) (13.2%)
gcﬁlne igiC;;OiOsl X/gielr;bllt’ent]ote?gcligg,:sr;ils-trance when 42 68 46 44 L2
P (19.8%) (32.1%) (21.7%) (20.8%)  (5.7%)
I need help.
I think that the technical support in the school 46 64 34 56 12
where I’'m teaching is good. (21.7%) (30.2%) (16.0%) (26.4%) (5.7%)

7.2.7 Peer support

Peer support is defined in this research as the assistance and encouragement students
and teachers get from their friends and/or colleagues to use E-learning. In order to explore

further the views of students and teachers on peer support, two questions about peer support
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were included in the larger questionnaire which was administered to student and teacher

respondents.

Overall, the outcome revealed that over two thirds of students who responded to the
survey appeared to be positively inclined in relation to peer support (that is, the proportion of
respondents choosing agree or strongly agree ranged from 69.0% to 70.5%). The remaining
number of respondents appeared uncertain or expressed a more negative perspective (that is,
the proportion of respondents choosing strongly disagree, disagree or neutral ranged from
29.5% to 31.1%).

On the part of teachers, the outcome revealed that over two thirds of teachers who
responded to the survey appeared to be positively inclined in relation to peer support (that is,
the proportion of respondents choosing agree or strongly agree ranged from 62.3% to
70.8%). The remaining number of respondents appeared uncertain or expressed a more
negative perspective (that is, the proportion of respondents choosing strongly disagree,
disagree or neutral ranged from 29.3% to 37.8%). Tables 7.8a and 7.8b below provide the
statistical analysis in terms of percentages and frequencies showing the descriptive statistical

data for students and teachers respectively.

Table 7.8a: Descriptive statistics for students — Peer support

. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree
My friends/colleagues encourage (or would 15 97 69 160 106

encourage) me to use E-learning in my learning of 0 o o 0
English. (4.0%) (7.2%) (18.3%) (42.4%) (28.1%)

My friends/colleagues help (or would help) me 30 20 67 156 104
with E-learning when | need it. (8.0%) (5.3%) (17.8%) (41.4%) (27.6%)

Table 7.8b: Descriptive statistics for teachers — Peer support

. Strongly . Strongly
Questions Disagree Disagree Neutral Agree Agree
My friends/colleagues encourage (or would 32 8 29 132 18
encourage) me to use E-learning in my teaching 0 o o 0 0
of English. (15.1%) (3.8%) (10.4%) (62.3%) (8.5%)
My friends/colleagues help (or would help) me 28 12 40 114 18
with E-learning when | need it. (13.2%) (5.7%) (18.9%) (53.8%) (8.5%)
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7.2.8 Family support

Family support is defined in this research as the amount of help participants perceive
their families are willing to offer them towards the use of E-learning. In order to explore
further the views of student respondents on family support, six questions about family
support were included in the larger questionnaire which was administered to student

respondents.

Overall, the outcome revealed that around half of student respondents to the survey
perceived family support (that is, the proportion of respondents choosing agree or strongly
agree ranged from 45.4% to 61.6%), while the remaining number appeared not to perceive
family support in relation to E-learning usage (that is, the proportion of respondents choosing
strongly disagree, disagree or neutral ranged from 38.5% to 54.6%). Table 7.9a below
provides the statistical analysis in terms of percentages and frequencies showing the

descriptive statistical data for students.

Table 7.9a: Descriptive statistics for students — Family support

. Strongly . Strongly
Questions Disagree Disagree  Neutral Agree Agree
My family believes that using E-learning for 35 41 84 137 80
learning English is a good idea. (9.3%) (10.9%) (22.3%) (36.3%) (21.2%)
My family encourages (or would encourage) me 53 26 66 150 82
to use E-learning for learning English. (14.1%) (6.9%) (17.5%) (39.8%) (21.8%)
My family perceives that using E-learning is (or 59 51 96 105 66

would) be safe for me to use (protection of
personal information, images etc).

Overall, | think my family would like me to 34 29 91 141 82
continue (or start) using E-learning. (9.0%) (7.7%) (24.1%) (37.4%) (21.8%)

My family sees E-learning as something that
improves (or could improve) my performance in
learning English.

(15.6%)  (13.5%)  (255%) (27.9%) (17.5%)

23 41 86 153 74
(6.1%)  (10.9%) (22.8%) (40.6%) (19.6%)

In general, my family sees E-learning systems as
something that is (or could be) useful for learning
English.

25 33 97 177 45
(6.6%)  (8.8%)  (25.7%) (46.9%) (11.9%)

7.3 Inferential statistics showing gender and age differences

It is worth noting that, in order to identify differences within gender (male versus
female) and age (younger versus older) in the readiness, based on the identified underlying
factors of readiness, of students and teachers to use E-learning, factor scores of each factor

were used (for more details about factor scores see Section 6.3.1.3). Since factor score is a
150



continuous variable, a decision was made to use independent t-tests to identify differences
within gender and age in the readiness of students and teachers to use E-learning. An
independent t-test allows for the examination of the hypotheses associated with particular
independent variables — that is, gender and age in this case — against the identified underlying
factors (dependent variables) of readiness (for more details about t-test see Appendix E). In
doing so, a number of hypotheses were tested with a value of p < 0.05 reflecting acceptance
of the hypothesis and a value of p >= 0.05 rejecting the hypotheses. Before conducting the
independent sample t-test, all eight identified underlying factors of readiness were also
assessed for normality (£2 in kurtosis and skewness levels) and for outliers. Again, the
assessment was conducted separately for gender and age, and the outcomes indicated that the
data are normally distributed and there were no extreme outliers to indicate problematic
distribution of the results (see Appendix E for the outcomes of normally and outliers tests).

The following section will expand on the results of all the independent t-tests for
gender and age against all eight identified underlying factors of readiness for students and

teachers.
7.3.1 Gender differences

What are the differences in the readiness of students and English teachers to use E-

learning for EFL in Saudi Arabia based on gender?

In answering this question, a number of hypotheses based on the eight identified
underlying factors of readiness for students and teachers were tested. The results under each

of the eight factors based on the independent t-test results is presented below.

Personal drivers

Hla: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to personal drivers for their use of E-learning for EFL.

For H1la, the mean score for the male students (M = 0.73, SD = 0.17) showed a higher
agreement with the personal drivers compared to female students (M = 0.59, SD = 0.25). This
difference was significant [t (353.74) = 6.37, p < 0.001], where Cohen’s d is 0.67, which is a

medium-sized effect according to Cohen (1988). Thus, H1a was supported.
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H1b: There is a significant difference in the perceptions of male and female teachers

in Saudi Arabia in relation to personal drivers for their use of E-learning for EFL

For H1b, the mean score for male teachers (M = 0.70, SD = 0.20) compared to the
mean score of female teachers (M = 0.74, SD = 0.22) showed no significant difference. This
means that the t-test value [t (210) = 1.12, p > 0.05] was not significant, and H1b was
rejected. The t-test for students and teachers in relation to personal drivers is presented in

Tables 7.10a and 7.10b respectively.

Self-efficacy

H2a: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to self-efficacy for their use of E-learning for EFL.

For H2a, the mean scores were (M = 0.38, SD = 0.24) and (M = 0.36, SD = 0.22) for
males and females students respectively. This means that the t-test value [t (375) = 0.93, p >

0.05] was not significant, and H2a was rejected.

H2b: There is a significant difference in the perceptions of male and female teachers

in Saudi Arabia in relation to self-efficacy for their use of E-learning for EFL.

For H2Db, the male teachers level of self-efficacy (M = 0.52, SD = 0.22) was found to
be significantly different compared to the female teachers (M = 0.36, SD = 0.19). This means
that the t-test value [t (210) = 5.13, p < 0.001] was significant, and Cohen’s d is 0.78, which
is considered a medium-sized effect (Cohen 1988). Thus, H2b was supported. The t-test for
students and teachers in relation to self-efficacy is presented in Tables 7.10a and 7.10b

respectively.

Personal access to tools

H3a: There is a significant difference in the perceptions of male and female students
in Saudi Arabia in relation to personal access to tools for their use of E-learning for
EFL.

For this hypothesis, the mean score of personal access to tools for female students (M
=0.57, SD = 0.22) was very close to the mean score of male students (M = 0.55, SD = 0.23).
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This means that the t-test value [t (375) = - 0.82, p > 0.05] was not significant, and H3a was

rejected.

H3b: There is a significant difference in the perceptions of male and female teachers
in Saudi Arabia in relation to personal access to tools for their use of E-learning for
EFL

On the part of teachers, the mean score of personal access to tools for male teachers
(M =0.66, SD = 0.17) varied marginally from that for female teachers (M = 0.64 SD = 0.19).
This also means that the t-test value [t (210) = 0.72, p > 0.05] was not significant, and H3b
was rejected. The t-test for students and teachers in relation to personal access to tools is

presented in Tables 7.10a and 7.10b respectively.

Peer support

H4a: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to peer support for their use of E-learning for EFL.

For this hypothesis, the mean score of personal access to tools for male students (M =
0.69, SD = 0.18) varied significantly from that of female students (M = 0.61, SD = 0.22). This
means that the t-test value [t (370.12) = 3.77, p < 0.001] was significant with a small-sized
effect — Cohen’s d is 0.39 (Cohen 1988). Thus, H4a was supported.

H4b: There is a significant difference in the perceptions of male and female teachers

in Saudi Arabia in relation to peer support for their use of E-learning for EFL

On the part of teachers, the mean score of personal access to tools for female teachers
(M =0.63, SD = 0.21) appeared significantly more compared to male teachers (M = 0.54, SD
= 0.23). This means that the t-test value [t (210) = 2.81, p < 0.01] was significant, and
Cohen’s d is 0.42, which is considered a small-sized effect (Cohen 1988). Thus, H4b was
supported. The t-test for students and teachers in relation to peer support is presented in

Tables 7.10a and 7.10b respectively.
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In-school support

H5a: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to in-school support for their use of E-learning for EFL.

For this hypothesis, the mean score for male students (M = 0.61, SD = 0.23) was
significantly higher compared to that of female students (M = 0.41, SD = 0.21). Students’
perception of school support was considered significant based on gender [t (359.91) = 8.78, p
< 0.001], and Cohen’s d is 0.91, which is a large-sized effect according to Cohen (1988).
Hence, H5a was supported.

H5b: There is a significant difference in the perceptions of male and female teachers

in Saudi Arabia in relation to in-school support for their use of E-learning for EFL

On the part of teachers, the mean score for male teachers (M = 0.44, SD = 0.24)
appeared similar to that of female teachers (M = 0.45, SD = 0.28). This means that the
perceptions of teachers in relation to school support showed no significant difference in terms
of gender [t (113.70) = - 0.21, p > 0.05]. Accordingly, H5b was rejected. The t-test for
students and teachers in relation to in-school support is presented in Tables 7.10a and 7.10b
respectively.

E-Learning usability

H6a: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to E-learning usability for EFL.

For this hypothesis, the mean score for male students (M = 0.65, SD = 0.19) compared
to that of female students (M = 0.58, SD = 0.21) showed a significant difference. This means
that the t-test value [t (374.92) = 3.66, p < 0.001] was considered significant, and Cohen’s d
is 0.38, which is a small-sized effect (Cohen 1988). Thus, H6a was supported.

H6b: There is a significant difference in the perceptions of male and female teachers

in Saudi Arabia in relation to E-learning usability for EFL

On the part of teachers, the mean score for male teachers (M = 0.70, SD = 0.18)
compared to that of female teachers (M = 0.68, SD = 0.23) showed no significant difference

on their perception about E-learning usability. This means that the t-test value [t (111.10) =
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0.92, p > 0.05] was considered not significant, and H6b was rejected. The t-test for students
and teachers in relation to E-learning usability is presented in Tables 7.10a and 7.10b

respectively.

E-Learning functionality

H7a: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to E-learning functionality for use of E-learning for EFL.

For this hypothesis, the mean score for male students (M = 0.70, SD = 0.16) compared
to that of female students (M = 0.59, SD = 0.21) showed a significant difference in relation to
their perception about E-learning functionality. This means that the t-test value [t (364.51) =
5.40, p < 0.001] was significant, and Cohen’s d is 0.55, which is a medium-sized effect
(Cohen 1988). Consequently, H7a was supported.

H7b: There is a significant difference in the perceptions of male and female teachers

in Saudi Arabia in relation to E-learning functionality for use of E-learning for EFL

On the part of teachers, the mean score for male teachers (M = 0.72, SD = 0.13)
compared to that of female teachers (M = 0.67, SD = 0.20) showed a higher mean score in
relation to E-learning functionality. This means that the t-test value [t (187.78) = 2.20, p <
0.05] was significant, and H7b was supported. However, Cohen’s d is 0.30, which is a small-
sized effect according to Cohen (1988). The t-test for students and teachers in relation to E-

learning functionality is presented in Tables 7.10a and 7.10b respectively.

Family support

H8a: There is a significant difference in the perceptions of male and female students

in Saudi Arabia in relation to their family support to use E-learning for EFL.

For this hypothesis, the mean score for male students (M = 0.68, SD = 0.24) compare
to that of female students (M = 0.56, SD = 0.22) showed a significant difference in relation to
their family support. This means that the t-test value [t (375) = 4.89, p < 0.01] was considered
significant, and it did represent a medium-sized effect — Cohen’s d is 0.50 (Cohen 1988).
Accordingly, H8a was supported. The t-test for students in relation to family support is
presented in Table 7.10a.
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Table 7.10a: Results of t-tests and descriptive statistics for Hla to H8a by gender — Students

Group
Hypothesis Male students Female students t df
M SD n M SD n
Personal drivers 073 017 180 059 025 197 637" 353742
(H1a)
Self-efficacy 038 024 180 036 022 197 0.93 375
(H2a)
Personal accesstotools oo 3 159 057 022 197 -0.82 375
(H3a)
Peer Support 069 018 180 061 022 197 377" 370.12°
(H4a)
In-school support 061 023 180 041 021 197 878" 359912
(H5a)
E-Learning usability 065 019 180 058 021 197 3.66™  374.92°
(H6a)
E-Learning functionality 25 16 180 059 021 197 540™2 364512
(H7a)
Family support 068 024 180 056 022 197 4.89™ 375
(H8a)
***p <0.001; ** p<0.01; * p<0.05; 2 The t and df were adjusted because variances were not equal
Table 7.10b: Results of t-tests and descriptive statistics for H1b to H7b by gender — Teachers
Group
Hypothesis Male teachers Female teachers t df
M SD n M sD n

Personal drivers 070 020 136 074 022 76 112 210
(H1b)
Self-efficacy .
(+20) 052 022 136 036  0.19 76 5.13 210
Personal accesstotools g oo 17 135 064 019 76 0.72 210
(H3b)
Peer Support 054 023 136 063 021 76 2.81" 210
(H4b) : : ' ' :
In-school support 044 024 136 045 028 76 -021°  113.70°
(H5b)
E-Learning usability 070 018 136 068 023 76 002  111.10°
(H6b)
E-Learning functionality 7, 13 136 067 020 76 220 187.78°

(H7b)

*** p<0.001; ** p<0.01; * p <0.05; 2 The t and df were adjusted because variances were not equal

156



7.3.2 Age differences

What are the differences in the readiness of students and English teachers to use E-

learning for EFL in Saudi Arabia based on age?

In answering this question, a number of hypotheses based on the eight identified
underlying factors of readiness for students and teachers were tested. The results under each

of the eight factors based on the t-test is presented below.

Personal drivers

H9a: There is a significant difference in the perceptions of younger and older
students in Saudi Arabia in relation to personal drivers for their use of E-learning for
EFL.

For this hypothesis, the mean score for younger students (M = 0.67, SD = 0.22)
showed higher agreement compared to that of older students (M = 0.60, SD = 0.24). This
means that the t-test value [t (375) = 2.59, p < 0.05] was significant, and Cohen’s d is 0.31,
which is a small-sized effect (Cohen 1988). Thus, H9a was supported.

H9b: There is a significant difference in the perceptions of younger and older
teachers in Saudi Arabia in relation to personal drivers for their use of E-learning for
EFL.

On the part of teachers, the mean score for younger teachers (M = 0.75, SD = 0.20)
was considered higher compared to older teachers (M = 0.68 SD = 0.21) in relation to their
personal drivers. This means that the t-test value [t (210) = 2.54, p < 0.05] was significant,
and it did represent a small-sized effect — Cohen’s d is 0.35 (Cohen 1988). As a result, H9b
was supported. The t-test for students and teachers in relation to age-related personal drivers

is presented in Tables 7.11a and 7.11b respectively.

Self-efficacy

H10a: There is a significant difference in the perceptions of younger and older
students in Saudi Arabia in relation to self-efficacy for their use of E-learning for
EFL.
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For this hypothesis, the mean score for younger students (M = 0.37, SD = 0.23) was
very close to the mean score of older students (M = 0.34, SD = 0.19). This means that the t-
test value [t (149.16) = 1.55, p > 0.05] was not significant, and H10a was rejected.

H10b: There is a significant difference in the perceptions of younger and older
teachers in Saudi Arabia in relation to self-efficacy for their use of E-learning for
EFL.

On the part of teachers, the mean score for younger teachers (M = 0.47, SD = 0.18)
was also very close to the mean score of older teachers (M = 0.46, SD = 0.26). This means the
t-test value [t (174.41) = 0.22, p > 0.05] was statistically not significant, and H10b was
rejected. The t-test for students and teachers in relation to age-related self-efficacy is

presented in Tables 7.11a and 7.11b respectively.

Personal access to tools

H1la: There is a significant difference in the perceptions of younger and older

students in Saudi Arabia in relation to personal access to tools for their use of E-

learning for EFL.

For this hypothesis, the mean score for younger students (M = 0.55, SD = 0.23)
showed less personal access compared to older students (M = 0.62, SD = 0.19). This means
the t-test value [t (375) = - 2.56, p < 0.05] was significant, and Cohen’s d is 0.34, which is a
small-sized effect (Cohen 1988). Therefore, H11a was supported.

H11lb: There is a significant difference in the perceptions of younger and older

teachers in Saudi Arabia in relation to personal access to tools for their use of E-

learning for EFL.

For H11lb, the mean scores for younger teachers (M = 0.69, SD = 0.18) showed
significantly more personal access to tools compared to that of older teachers (M = 0.61, SD
= 0.17). This means that the t-test value [t (210) = 3.27, p < 0.001] was significant, and
Cohen’s d was estimated at 0.45, which is a small-sized effect based on Cohen’s (1988)
gaudiness. Thus, H11b was supported. The t-test for students and teachers in relation to age-

related personal access to tools is presented in Tables 7.11a and 7.11b respectively.
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Peer support

H12a: There is a significant difference in the perceptions of younger and older
students in Saudi Arabia in relation to peer support for their use of E-learning for
EFL.

For this hypothesis, the mean score for younger students (M = 0.64, SD = 0.21)
showed a perception of more peer support compared to that of older students (M = 0.59, SD =
0.23). This means that the t-test value [t (375) = 1.75, p > 0.05] was not significant, and H12a

was rejected.

H12b: There is a significant difference in the perceptions of younger and older
teachers in Saudi Arabia in relation to peer support for their use of E-learning for
EFL.

On the part of teachers, the mean score for younger teachers (M = 0.57, SD = 0.23)
showed no significant difference compared to that of older teachers (M = 0.56, SD = 0.22).
This means that the t-test value [t (210) = -0.04, p > 0.05] was not significant, and H12b was
rejected. The t-test for students and teachers in relation to age-related peer support is
presented in Tables 7.11a and 7.11b respectively.

In-school support

H13a: There is a significant difference in the perceptions of younger and older

students in Saudi Arabia in relation to in-school support for their use of E-learning
for EFL.

For this hypothesis, the mean score for younger students (M = 0.53, SD = 0.25)
showed more perceived school support compared to that of older students (M = 0.47, SD =
0.23). This means that the t-test value [t (375) = 1.63, p > 0.05] was not significant, and H13a

was rejected.

H13b: There is a significant difference in the perceptions of younger and older
teachers in Saudi Arabia in relation to in-school support for their use of E-learning
for EFL.
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On the part of teachers, the mean score for younger teachers (M = 0.43, SD = 0.21)
showed no significant difference compared to that of older teachers (M = 0.45, SD = 0.28).
This means that the t-test value [t (179.95) = -0.39, p > 0.05] was not significant, and H13b
was rejected. The t-test for students and teachers in relation to age-related in-school support
is presented in Tables 7.11a and 7.11b respectively.

E-Learning usability

H14a: There is a significant difference in the perceptions of younger and older
students in Saudi Arabia in relation to E-learning usability for EFL.

For this hypothesis, the mean score for younger students (M = 0.61, SD = 0.20)
showed more E-learning usability compared to that of older students (M = 0.57, SD = 0.23).
This means that the t-test value [t (375) = 1.73, p > 0.05] was not significant, and H14a was
rejected.

H14b: There is a significant difference in the perceptions of younger and older

teachers in Saudi Arabia in relation to E-learning usability for EFL.

On the part of teachers, the mean score for younger teachers (M = 0.70, SD = 0.16)
showed no significant difference compared to that of older teachers (M = 0.68, SD = 0.23).
This means that the t-test value [t (172.71) = 0.62, p > 0.05] was considered not significant,
and H14b was rejected. The t-test for students and teachers in relation to age-related E-

learning usability is presented in Tables 7.11a and 7.11b respectively.

E-Learning functionality

H15a: There is a significant difference in the perceptions of younger and older
students in Saudi Arabia in relation to E-learning functionality for use of E-learning
for EFL.

For this hypothesis, the mean score for younger students (M = 0.59, SD = 0.21)
showed more E-learning functionality compared to that of older students (M = 0.54, SD =
0.24). This means that the t-test value [t (375) = 1.92, p > 0.05] was not significant, and H15a

was rejected.
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H15b: There is a significant difference in the perceptions of younger and older
teachers in Saudi Arabia in relation to E-learning functionality for use of E-learning
for EFL

On the part of teachers, the mean score for younger teachers (M = 0.66, SD = 0.20)
showed no difference compared to that of older teachers (M = 0.70, SD = 0.13). This means
that the t-test value [t (194.14) = -1.70, p > 0.05] was considered not significant, and H15b
was rejected. The t-test for students and teachers in relation to age-related E-learning

functionality is presented in Tables 7.11a and 7.11b respectively.

Family support

H16a: There is a significant difference in the perceptions of younger and older

students in Saudi Arabia in relation to their family support to use E-learning for EFL.

For this hypothesis, the mean score for younger students (M = 0.62, SD = 0.24) was
similar compared to that of older students (M = 0.60, SD = 0.24). This means that the t-test
value [t (375) = 0.73, p > 0.05] was considered not significant, and H16a was rejected. The t-

test for students in relation to age-related family support is presented in Table 7.11a.
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Table 7.11a: Results of t-tests and descriptive statistics for H9a to H16a by age — Students

Group
Hypothesis Younger students Older students t df
M SD n M SD n
Personal drivers 067 022 297 060 024 80 259" 375
(H9a)
Self-efficacy 037 023 297 034 019 80 1550  149.16°
(H10a)
Personal accesstotools g oc (o3 597 062 019 80 256" 375
(H1la)
Peer Support
064 021 297 059 023 80 1.75 375
(H12a)
In-school support 053 025 297 047 023 80 1.63 375
(H13a)
E-Learning usability 061 020 297 057 023 80 1.73 375
(H14a)
E-Learning functionality .9 551 597 054 024 80 1.92 375
(H15a)
Family support 062 024 297 060 024 80 073 375
(H16a)
***p <0.001; ** p<0.01; * p<0.05; 2 The t and df were adjusted because variances were not equal
Table 7.11b: Results of t-tests and descriptive statistics for H9b to H15b by age — Teachers
Group
Hypothesis Younger teachers Older teachers t df
M SD n M SD n

Personal drivers 075 020 112 068 021 100 254" 210
(H9b)
Self-efficacy a a
(H100) 047 018 112 046 026 100 0.22 174.41
Personal access to tools -
(H11b) 069 018 112 061 017 100 3.27 210
Peer Support 057 023 112 056 022 100 -0.04 210
(H12b) : ' ' ' '
In-school support .0 202 a
(H13b) 043 021 112 045 028 100 0.39 179.95
E-Learning usability a a
(H1ab) 070 016 112 068 023 100 0.62 172.71
E-Learning functionality o oo 59 115 070 013 100 1700 194.14°

(H15b)

*** p<0.001; ** p<0.01; * p<0.05; 2 The t and df were adjusted because variances were not equal
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7.4 Inferential statistics: Correlations between factors

It is worth noting that, in order to explore the association within personal factors on
the one hand and external factors on the other hand, factor scores of each factor were used
(for more details about factor scores see Section 6.3.1.3). Since factor score is a continuous
variable, a decision was made to use Pearson’s correlation coefficient as an inferential
statistic to examine the correlations between factors. Pearson’s correlation coefficient
examines if any two factors are positively or negatively correlated with each other (for more
details about Pearson’s correlation coefficient see Appendix E). In doing so, a number of
hypotheses proposing at least moderate correlations (> 0.3) were tested with a value of p <
0.05 reflecting acceptance of the hypothesis and a value of p >= 0.05 rejecting the hypothesis.
Before conducting the Pearson’s correlation coefficient, all eight identified underlying factors
of readiness were also assessed for normality (2 in kurtosis and skewness levels) and for
outliers. Again, the assessment was conducted separately for gender and age, and the
outcomes indicated that the data are normally distributed and there were no extreme outliers
to indicate problematic distribution of the results (see Appendix E for the outcomes of
normality and outliers tests). The following section will expand on the results of all the
Pearson’s correlation coefficient within personal factors on the one hand, and external factors

on the other hand.
Personal drivers

In order to examine the correlation between personal drivers, on one hand, and self-
efficacy, personal access, peer support, school support, E-learning functionality and E-
learning usability, on the other, seven hypotheses (H17a-H23a) were formulated, postulating
significant correlations between personal drivers and each of these factors. The following
hypotheses were tested on the part of students.

H17a: There is a significant positive correlation > 0.3 between students’ perceptions
of their personal drivers and their self-efficacy to use E-learning for EFL.

H18a: There is a significant positive correlation > 0.3 between students’ perceptions

of their personal drivers and their personal access to tools to use E-learning for EFL.

H19a: There is a significant positive correlation > 0.3 between students’ perceptions

of their personal drivers and their peer support to use E-learning for EFL.
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H20a: There is a significant positive correlation > 0.3 between students’ perceptions

of their personal drivers and their in-school support to use E-learning for EFL.

H21a: There is a significant positive correlation > 0.3 between students’ perceptions
of their personal drivers and their E-learning usability to use E-learning for EFL.

H22a: There is a significant positive correlation > 0.3 between students’ perceptions

of their personal drivers and their E-learning functionality to use E-learning for EFL.

H23a: There is a significant positive correlation > 0.3 between students’ perceptions
of their personal drivers and their family support to use E-learning for EFL.

As shown in Table 7.12, personal drivers had a weak positive correlation with self-
efficacy, r (377) = 0.240, p < 0.001; personal access, r (377) = 0.293, p < 0.001; E-learning
usability, r (377) = 0.283, p < 0.001; and E-learning functionality, r (377) = 0.136, p < 0.01,
as well as a moderate positive correlation with family support, r (377) = 0.457, p < 0.001 and
in-school support, r (377) = 0.359, p < 0.001. However, no significant correlation was found
with peer support, r (377) = 0.100, p > 0.05. Hypotheses H20a and H23a, were therefore
supported statistically with different degrees of correlation as explained above, but H17a,
H18a, H19a H21a and H22a were rejected. This means that the student respondents who were
positively inclined towards E-learning based on personal drivers also perceived themselves to

have more in-school and family support.

Table 7.12: Pearson’s correlation coefficient between personal drivers and other underlying factors of
students’ readiness

Self- Personal  Family Peer In-school  E-learning E-learning
efficacy access  support support support usability  functionality
Personal r 0.240 0.293 0.457 0.100 0.359 0.282 0.136
drivers p 0.001 0.001 0.001 0.052 0.001 0.001 0.008

On the part of teachers, six hypotheses (H17b-H22b) were formulated, postulating
significant correlations between personal drivers and each of these factors. The following
hypotheses were tested in relation to teachers.

H17b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their personal drivers and their self-efficacy to use E-learning for EFL.

H18b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their personal drivers and their personal access to tools to use E-learning for EFL.
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H19b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their personal drivers and their peer support to use E-learning for EFL.

H20b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their personal drivers and their in-school support to use E-learning for EFL.

H21b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their personal drivers and their E-learning usability to use E-learning for EFL.

H22b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their personal drivers and their E-learning functionality to use E-learning for EFL.

As shown in Table 7.13, personal drivers had a moderate positive correlation with
self-efficacy, r (212) = 0.463 p < 0.001; personal access to tools, r (212) = 0.545 p < 0.001;
E-learning functionality, r (212) = 0.479 p < 0.001; and strong correlation with in-school
support, r (212) = 0.712 p < 0.001; as well as a weak correlation with E-learning usability, r
(212) = 0.258 p < 0.001. However, no significant correlation was found with peer support, r
(212) = -0.005 p > 0.05. Hypotheses H17b, H18b, H20b and H22b were therefore supported
statistically with different degrees of correlation as explained above, but H19b and H21b
were rejected. This means that the teacher respondents who were positively inclined towards
E-learning based on personal drivers were also perceived to have more self-efficacy, had
more personal access to tools and were more inclined towards E-learning based on

functionality. They also perceived themselves to have more in-school support.

Table 7.13: Pearson’s correlation coefficient between personal drivers and other underlying factors of
teachers’ readiness

: Personal E-learning peer In-school  E-learning
Self-efficacy : : L

access functionality  support  support usability
Personal drivers " 0.463 0.545 0.479 -0.005 0.712 0.258
0.001 0.001 0.001 0.937 0.001 0.001

Self-efficacy

Regarding self-efficacy, seven hypotheses (H24a-H30a) were formulated, postulating
significant correlations between self-efficacy on one hand, and personal drivers, personal
access, peer support, in-school support, E-learning functionality and E-learning usability, on

the other. The following hypotheses were tested on the part of students.

H24a: There is a significant positive correlation > 0.3 between students’ perceptions

of their self-efficacy and their personal drivers to use E-learning for EFL.
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H25a: There is a significant positive correlation > 0.3 between students’ perceptions

of their self-efficacy and their personal access to tools to use E-learning for EFL.

H26a: There is a significant positive correlation > 0.3 between students’ perceptions
of their self-efficacy and their peer support to use E-learning for EFL.

H27a: There is a significant positive correlation > 0.3 between students’ perceptions

of their self-efficacy and their in-school support to use E-learning for EFL.

H28a: There is a significant positive correlation > 0.3 between students’ perceptions
of their self-efficacy and their E-learning usability to use E-learning for EFL.

H29a: There is a significant positive correlation > 0.3 between students’ perceptions

of their self-efficacy and their E-learning functionality to use E-learning for EFL.

H30a: There is a significant positive correlation > 0.3 between students’ perceptions
of their self-efficacy and their family support to use E-learning for EFL.

As reflected in Table 7.14, Pearson’s correlation coefficient tests reveal that self-
efficacy had a moderate significant positive correlation with personal access, r (377) = 0.520,
p < 0.001; in-school support, r (377) = 0.367, p < 0.001; and family support, r (377) = 0.342
p < 0.001; as well as a weak significant positive correlation with personal drivers, r (377) =
0.240, p < 0.001; E-learning functionality, r (377) = 0.177, p < 0.01; and E-learning usability,
r (377) = 0.294, p < 0.001. On the other hand, students’ self-efficacy was not correlated with
their peer support, r (377) = 0.062, p > 0.05. Hypotheses H25a, H27a and H30a were
therefore supported statistically with different degrees of correlation as explained above, but
H24a, H26a, H28a and H29a were rejected. This means that the student respondents who
were perceived to have positive self-efficacy were also perceived to have more personal

access to tools as well as more in-school and family support.

Table 7.14: Pearson’s correlation coefficient between self-efficacy and other underlying factors of
students’ readiness

Personal  Personal E-learning  E-learning  In-school Peer Family

drivers access  functionality  usability support  support support
Self- r 0.240 0.520 0.177 0.294 0.367 0.062 0.342
efficacy p 0.001 0.001 0.001 0.001 0.001 0.229 0.001
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On the part of teachers, six hypotheses (H24b-H29b) were formulated, postulating
significant correlations between self-efficacy on one hand, and personal drivers, personal
access, peer support, school support, E-learning functionality and E-learning usability, on the
other. These hypotheses are listed below.

H24b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their self-efficacy and their personal drivers to use E-learning for EFL.

H25b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their self-efficacy and their personal access to tools to use E-learning for EFL.

H26b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their self-efficacy and their peer support to use E-learning for EFL.

H27b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their self-efficacy and their in-school support to use E-learning for EFL.

H28b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their self-efficacy and their E-learning usability to use E-learning for EFL.

H29b: There is a significant positive correlation > 0.3 between teachers’ perceptions
of their self-efficacy and their E-learning functionality to use E-learning for EFL.

As reflected in Table 7.15, Pearson’s correlation coefficient tests reveal that self-
efficacy had a moderate significant positive correlation with personal drivers, r (212) = 0.463,
p < 0.001; personal access to tools, r (212) = 0.407, p < 0.001, and in-school support, r (212)
= 0.495, p < 0.001 as well as a weak correlation with E-learning functionality, r (212) =
0.272, p < 0.001. Hypotheses H24b, H25b and H27b were therefore supported statistically
with different degrees of correlation as explained above. On the other hand, no significant
correlation was found between self-efficacy and E-learning usability, r (212) = -0.045, p >
0.05; and peer support, r (212) = -0.040 p > 0.05. Thus, hypotheses H26b, H28b and H29b
were rejected. This means that the teacher respondents who were perceived to have positive
self-efficacy were also perceived to have more personal access to tools as well as being more
inclined towards E-learning based on personal drivers. They also perceived themselves to

have more in-school support.

Table 7.15: Pearson’s correlation coefficient between self-efficacy and other underlying factors of
teachers’ readiness

Personal Personal E-learning E-learning  In-school Peer
drivers access functionality usability support  support
. 0.463 0.407 0.272 -0.045 0.495 -0.040
Self-efficacy
p 0.001 0.001 0.001 0.511 0.001 0.560

167



Personal access to tools

In order to test the correlation between students’ personal access to tools, on the one
hand, and their self-efficacy, personal drivers and family support, on the other, three
hypotheses (H31a-H33a) were formulated, postulating significant correlations between
personal access to tools and these factors. The following hypothesis were tested on the part of

students.

H31a: There is a significant positive correlation > 0.3 between students’ personal

access to tools and their perceptions of self-efficacy to use E-learning for EFL.

H32a: There is a significant positive correlation > 0.3 between students’ personal

access to tools and their perceptions of personal drivers to use E-learning for EFL.

H33a: There is a significant positive correlation > 0.3 between students’ personal
access to tools and their perceptions of family support to use E-learning for EFL.

The results of the Pearson’s correlation coefficient analyses, as presented in Table
7.16, showed personal access to tools had a moderate significant positive correlation with
family support, r (377) = 0.356, p < 0.001; and self-efficacy, r (377) = 0.520, p < 0.001; as
well as a weak significant positive correlation with personal drivers, r (377) = 0.293, p <
0.001. Accordingly, hypotheses H31a and H33a were supported statistically with different
degrees of correlation as explained above, but H32a was rejected. This means that the student
respondents who were perceived to have access to personal access to tools were also
perceived to have more self-efficacy, as well as more family support.

Table 7.16: Pearson’s correlation coefficient between personal access, self-efficacy, personal drivers and
Family support — Student

Self-efficacy Personal drivers Family support
r 0.520 0.293 0.356
Personal access
0.001 0.001 0.001

In relation to teachers, the correlation between personal access to tools on one hand,
and self-efficacy and personal drivers on the other hand, were tested on the following two
hypotheses (H31b-H32b).
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H31b: There is a significant positive correlation > 0.3 between teachers’ personal
access to tools and their perceptions of self-efficacy to use E-learning for EFL.

H32b: There is a significant positive correlation > 0.3 between teachers’ personal
access to tools and their perceptions of personal drivers to use E-learning for EFL.

The results of the Pearson’s correlation coefficient analyses, as presented in Table
7.17, showed personal access to tools had a moderate significant positive correlation with
self-efficacy, r (212) = 0.407, p < 0.001; and personal drivers, r (212) = 0.454, p < 0.001.
Accordingly, hypotheses H31b and H32b were supported statistically with different degrees
of correlation as explained above. This means that the teacher respondents who were
perceived to have access to personal access to tools were also perceived to have more self-

efficacy, as well as being more inclined towards E-learning based on personal drivers.

Table 7.17: Pearson’s correlation coefficient of personal access with self-efficacy and personal drivers —
Teachers

Self-efficacy Personal drivers
0.407 0.545
Personal access
0.001 0.001

7.5 Chapter summary

This chapter presented the results from the questionnaire survey, beginning with a
detailed description of the findings in relation to all identified underlying factors of readiness
of students and teachers to use E-learning in this research. In summary, the analysis showed
that the majority of the student and teacher respondents were inclined to use E-learning with
the majority of them giving positive responses. However, their responses about their level of
self-efficacy showed that the majority of respondents indicated a lack of self-efficacy to use
E-learning. In terms of provision of equipment and technical support in school, the analysis
showed that around two thirds of the student and teacher respondents indicated that the
current level of school support for E-learning usage is inadequate, especially in female
schools. In addition, the outcome revealed that a little over half of student respondents
perceived that they are likely to be given family support. In spite of this, a sizable percentage
of students also perceived a lack of family support to use E-learning, especially female
students. Moreover, the outcome revealed that over two thirds of student and teacher

respondents thought they are likely to be given peer support.
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On the gender specific questions, the analysis showed that although there were no
differences between male and female students in terms of their personal access to tools and
self-efficacy, male students appeared more inclined to use E-learning in terms of their
personal drivers, E-learning usability and E-learning functionality compared to female
students. Further, the analysis showed a significant difference between male and female
students’ perceptions regarding family support, peer support and in-school support — female
students perceived less in all three factors to use E-learning in Saudi Arabia (Table 7.10a

provides a summary of the results of t-tests and descriptive statistics for students).

On the part of teachers, the analysis demonstrated that there was no difference
between male and female teacher respondents in terms of personal drivers, access to tools, in-
school support and E-Learning usability. However, the analysis revealed a statistically
significant difference between male and female teachers in relation to self-efficacy, peer
support and E-Learning functionality — that is, male teachers exhibited greater scores in all
three factors (Table 7.10b provides a summary of the results of t-tests and descriptive

statistics for teachers).

In terms of age, the results demonstrated three significant outcomes. Firstly, older
students perceived higher personal access to tools. Secondly, younger students appeared more
inclined to use E-learning in terms of personal drivers, E-learning usability and E-learning
functionality as well as higher in-school support to use E-learning. Thirdly, there was no
significant difference between younger and older students in terms of self-efficacy (Table

7.11a provides a summary of the results of t-tests and descriptive statistics for students).

On the part of teachers, the analysis demonstrated that there was no difference
between older and younger teacher respondents in terms of self-efficacy, peer support, in-
school support, E-learning usability and E-learning functionality. However, the analysis
revealed a statistically significant difference between older and younger teachers in relation
to personal drivers and personal access to tools — that is, younger teachers appeared to be
more inclined to use E-learning in terms of personal drivers and had more access to personal
tools (Table 7.11b provides a summary of the results of t-tests and descriptive statistics for

teachers).
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Finally, in terms of correlation, personal drivers were found to be significantly
associated with both personal and external factors at different degrees of correlation. Table

7.18 below shows the correlations between personal drivers and personal and external factors.

Table 7.18: Correlations between personal drivers and other underlying factors of students’ and teachers’
readiness

Students respondents

Self- Personal ~ Family Peer In-school  E-learning E-learning
efficacy access support  support support usability functionality
Personal X x - « - « x
drivers
Teachers respondents
Self-efficacy Personal E-Iefarnm_g peer In-school E-Iear_n_lng
access functionality ~ support support usability
Personal drivers * * * X ** X

X correlation not supported; * moderate correlation; ** strong correlation

Self-efficacy was also found to be significantly associated with both personal and
external factors at different degrees of correlation. Table 7.19 below shows the correlations

between Self-efficacy and personal and external factors.

Table 7.19: Correlations between self-efficacy and other underlying factors of students’ and teachers’
readiness

Students respondents

Personal Personal E-learning E-learning In-school Peer Family
drivers access functionality usability support support  support
Self-efficacy X * X X * X *

Teachers respondents

. Personal E-learning E-learning In-school Peer
Personal drivers N L
access functionality usability support  support
Self-efficacy * * X X * X

x correlation not supported; * moderate correlation; ** strong correlation

Further, personal access to tools was found to be significantly associated with both
personal and external factors at different degrees of correlation as shown in Table 7.20.
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Table 7.20: Correlations between personal access and other underlying factors of students’ and teachers’ readiness
Students respondents

Self-efficacy Personal drivers Family support

Personal access * X *

Teachers respondents

Self-efficacy Personal drivers

Personal access * *

x correlation not supported; * moderate correlation; ** strong correlation

The discussion chapter (Chapter Nine) attempts to discuss the implications of these
findings against the research questions presented in Section 1.5. The next chapter (Chapter
Eight), presents the data in the third stage of data gathering, which sought to gain deeper
insights into the findings of this chapter (Chapter Seven) and Chapter Six, based on in-depth
interviews with educational officials at the national level (that is, at the MoE) and regional
level (that is, at Education Department Administration in Jazan province), as well as heads of

families.
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Chapter Eight: Findings from individual interviews — Perspectives of national and

regional officials as well as families
8.1 Introduction

This research has involved three stages: first stage, group interviews with 16 students
and eight teachers (both of mixed gender) with the aim to explore the underlying factors of
readiness of students and English teachers to use E-learning for EFL in Saudi Arabia.
Analysis of the qualitative data at this stage informed the design of the questionnaire for the
second stage of the research. At the second stage, a questionnaire was distributed to 212
English teachers and 380 final year students (both of mixed gender) in Jazan province. This
stage aimed to explore the current level of readiness of students and English teachers to use
E-learning for EFL in Saudi Arabia, and to explore any age and/or gender differences. The
third stage of data gathering, reported here, was considered in order to explore and interrogate
the findings of the first and second stages. It involved using qualitative interviews with five
national level officials at MoE with involvement in E-learning, five regional level officials
from the Education Department at Jazan province with involvement in E-learning, and 18
heads of families (all male). The specific questions asked and other details about the research
participants at this stage are presented in Section 4.8 of this thesis. The aim here was to dig
deeper into the findings of the first and second stages (see Section 4.8). This chapter presents

the findings of this third stage of data-gathering.
8.2 Perspectives of national education officials

The themes explored in this section include the following: government commitment
to E-learning, skill level of teachers, the current state of infrastructure for E-learning, access
at home and gender issues, implementing E-learning and E-learning evaluation. These themes

are explored further below.
8.2.1 Government commitment to E-learning

The data gathered from participants at the national level suggested that government
commitment to E-learning can be perceived to be driven by three main factors: their quest to
internationalise Saudi education, their bid to cut down cost and towards building a

knowledge-based economy. These three broad views are further explored below.
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8.2.1.1 Internationalising Saudi education

The participants suggested that part of the reasons why Saudi Arabia has embraced
the use of E-learning in schools is the desire of the Saudi government to internationalise

education drawing from international experiences. NL-5, for instance notes that:

During the reign of King Abdullah, education was made a higher priority for Saudi
Arabia. The King setup a committee of experts who met on numerous occasions to
discuss the Saudi education and to show the way forward. The committee was also
tasked to compare education in Saudi Arabia with education elsewhere. This is what
resulted from the current E-learning project... The committee came out with a vision of
E-learning which was accepted by the King and we are now trying to implement it....

NL-3 agreed with NL-5’s comment stating further that:

The King called for a collaboration between the experienced people in Saudi Arabia to
partner with expert companies outside the Kingdom in order to develop curricula that
will meet both international and Saudi standards... 4s you can imagine there were a lot
of disagreements. But one of the strategic goals that was eventually agreed on was to
develop and use E-learning systems. So, we introduced E-learning and we are
improving it step-by-step — that is, a percentage every year-....

Some participants also mentioned that although the government quest to
internationalise Saudi education was carried out in the usual top-down and centralised
manner, they think things could and should have been done differently given the magnitude

and future implications of this E-learning project. According to NL-2:

| understand we are a centralised state and all decisions are taken by the minster and
his advisors, but on matters like the implementation of E-learning in our schools we
needed to Consult broadly to gather stakeholders’ views on the matter. ... You know, I
appreciate that we are trying to meet global standards but our efforts to achieve that
must not be the usual top-down approach. At least the experts from the MoE and
Department of Education should be invited to express their opinion on the matter. But
this is only my opinion....

On the above comment, NL-4 seemed to disagree when he suggested that:

... this seems to be a genuine commitment on the part of the government to improve the
current educational standards. But there are also suggestions from external
organisations such as UNESCO and UNICEF for Saudi Arabia to meet agreed global
standards and to make our education more competitive and attractive .... E-learning is
seen as a way forward...

The viewpoints presented here appear to have a historic undertone and a futuristic

undercurrent. King Abdullah, whose vision this is attributable to, reigned from 2005 — 2015,
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but the data suggest that it is as a result of his vision that E-learning is being implemented in
Saudi Arabia today. While the majority seem to embrace the idea, others think it would have
worked better if other stakeholders, particularly experts in the field of education, were
consulted. The goal at the end of the day, nonetheless, is to help raise the standards of

education in Saudi Arabia to that of international standards.

8.2.1.2 Cutting down cost

On this sub-theme, participants suggested that the strategy is to use the few competent
and experienced teachers in the cities and urban areas through E-learning as a medium to
teach a wider population, particularly those in the rural areas who lack the expertise of such
competent and experienced teachers in the classroom. This is considered cost effective
relative to the cost of recruiting such teachers, usually from abroad. So, in essence part of the
reason for the adoption of E-learning is to cut down cost in teacher recruitment. According to
NL-2, ... in order to cut down cost, the mission is to use the few experienced teachers in the
system only as monitors for students via an online system (E-learning) instead of having
teachers for each subject... This is thought to be cost-saving ... This view is echoed by NL-4

who remarked that:

By using E-learning, yeah. We have a lot of problems actually in education. Some of
the rural areas, okay, you spend a lot of money hiring teachers who are not well
educated and have limited knowledge in the subject area. Okay. This situation is worse
in the rural areas compared to cities for a number of reasons. For example, while the
majority of teachers in Riyadh are qualified with degrees, only teachers with diploma
and with less experience are hired to teach in most villages. Okay. So, when you have
E-learning in place, our thinking is that it would help to solve this problem by
providing students in the rural areas the opportunity to learn from the most qualified
and experienced teachers. We are doing this to ensure that all the students have a good
education with a professional teacher using a virtual classroom. This plan is also cost
effective....

Another contribution made to explain the cost effectiveness of adopting and using E-

learning was by NL-5. In his view:

We think the use of E-learning will be cost effective. As you know, Saudi Arabia is a big
country and there is always the shortage of qualified teachers in our schools. So, by
introducing E-learning which allows students to learn from anywhere, for example in
their home, the provision of a virtual school can help to cover a wider range of schools
with fewer but highly qualified teachers without compromising the quality of service.
This is going to be very good for subjects with skill shortage such as EFL.
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In addition to the money that will be saved from recruiting competent and
experienced teachers from abroad, another way E-learning is going to help cut government
expenditure is in relation to the printing of textbooks. Both NL-1 and NL-2 suggested,

respectively, that:

... Cost-wise, to reduce printing some books. ... We have about 3,070 textbooks needing
to be printed based on the number of students distributed over this education types. ...
Most of the textbooks are to be in digital forms like pdf, and like videos, and like
SCORM or interactive materials. (NL-1).

... MoE for some time now has been saying that the government spends a lot of money
in printing and importing textbooks in order to meet the needs of students. These books
keep changing from time to time and the old books become obsolete. As a result, the
government thinks that it will reduce the cost of printing textbooks if students are able
to learn using E-learning (NL-2).

It therefore seems clear that one goal of introducing E-learning in Saudi Arabia is

cost-saving, by reducing teacher numbers and printed materials.
8.2.1.3 Towards building a knowledge-based economy

Participants at the national level also identified that the adoption of E-learning in
Saudi Arabia is in order to help a knowledge-based economy. All five national officials made
connections between the Government strategies (Vision 2030) of building a knowledge-based
economy diversified from oil and the implementation of E-learning in schools. However only
four out of the five were positive about the project. The view expressed by NL-1 seemed to

encapsulate the position of the other three participants. According to NL-1:

| think Saudi Arabia is ambitious and part of our ambition is to build a knowledge-
based economy. If the country is able to implement the use of E-learning in our schools
effectively, | am sure that will help in improving our educational system and our desire
not to rely solely on oil revenue in the long term. I think this is a good plan because |
do not know what else the country can do if the oil runs out and the people have no
other way of making ends meet.

NL-5 appeared to have doubts about Saudi Arabia’s quest to building a knowledge-
based economy. He suggested that building a knowledge-based economy is a distant

possibility in Saudi Arabia. In his view:

... | have my doubts. There are inadequate computers and no Internet connectivity in
schools throughout Saudi Arabia. We also have many rural schools that find it difficult
to recruit teachers. I am aware of the MoE Tatwer’s programme, a project called
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knowledge gift, through which computer tablets are supplied to students. These are
given to students free of charge, but this is insufficient for all students in the country. 1
think more needs to be done if indeed we are working towards building a knowledge-
based economy.

In summary, national officials differed in their views regarding the possible
contribution of E-leaning towards building a knowledge-based economy in Saudi Arabia with

the majority professing a positive view.
8.2.2 Skill level of teachers

Officials at the national level made the following contributions regarding the skill

level of teachers. For example, NL-2 pointed out that:

... the majority of teachers were trained for face to face teaching ... most of them need
to be trained how to use E-learning system ... ideally schools should have technical
assistant units to help teachers... But there is a shortage of such units in the country ...
| know that we have trained all the head-teachers of the 150 schools are running E-
learning right now. We have also trained about 500 male teachers and 500 female
teachers in those schools, and some of them are also now qualified to provide training
to other teachers. ...

In agreement, NR4 also noted that:

.. a large number of teachers lack the right skills to use E-learning. For example,
teachers will need to acquire skills in how to use E-learning tools such as virtual
classroom, how to create culturally appropriate videos and upload them to the E-
learning system and so on. So, for me this is a big challenge that needs to be looked at
before we implement the E-learning programme. There must be training programmes
for all teachers.

As a result of these challenges, the MoE has put in place an online training scheme to
train a wider population of teachers to sharpen their skills to enable them to use E-learning in
their teaching. However, the current infrastructure poses a barrier for this online training.

How the current state of the infrastructure poses a barrier is explored below.
8.2.3 The current state of the infrastructure for E-learning

Although Saudi Arabia is a rich country and outsiders might expect the country to
have a sophisticated ICT infrastructure, the reality is different. Indeed, the country is vast in
terms of landmass and depends solely on oil and gas as the main source of foreign exchange.

The country is also at an early stage of development and has limited state of the art

177



infrastructure particularly in the rural areas. The lack of infrastructure is therefore one of the

barriers to E-learning implementation in Saudi Arabia. According to NL-2:

The MoE is facing many obstacles when it comes to infrastructure of the schools. ...
There are around 7000 computer labs in our schools, or more, 70% of the computers in
those schools are very old, and 80% without Internet. | am also aware that the quality
of the Internet varies from one school to other. There are schools, for example, with
DSL connection with speed of 4MB and others with 1MB. The new contract signed by
the MoE is to ensure that all schools have up to 4MB speed. Other schools have mobile
broadband Internet service, either 3G or 4G. But overall this is not good news for the
proposed implementation of E-learning in these schools, is it? | think before the MoE
take any further steps, these schools will need to be equipped with new computers and
provided with good Internet access. It is really an obstacle. ... Yes.

The lack of proper school infrastructure is mentioned by NL-3 and NL-4. For
example, NL-4 suggests that:

... schools are not ready to implement E-learning because most of our schools lack
computers and Internet facility. Most schools have old buildings, and some are even
not big enough to have learning resource centres which can be equipped with enough
number of computers for students to use...

NL-5 also appeared frustrated by the fact that schools lack the needed infrastructure.
He however alluded to the fact that the government might be struggling to meet competing

priorities with limited resources. In his view:

If the money is mine, | would spend it on education, but the government has some
priorities as well. Health and other sectors need to be improved as well as....

Participants were quizzed whether they felt or experienced any differences between
the male and the female schools in terms of infrastructure. Only two out of five national level
officials agreed to discuss this point, while the others refused because it is a sensitive subject.
The regional officials were a little more forthcoming on this issue (see Section 8.3.4). Both
national level officials, NL-1 and NL-4 rejected suggestions that girl’s schools are less well

equipped than boy’s schools. According to NL-1:

[Girls] have very, very good school complexes for education. | have not heard that
girls’ schools have less good computer resources in the schools. It just isn’t true that
schools for girls are worse resourced than schools for boys. They are treated equally.
And we do not care about the gender at all. ...

178



NL-4 in agreement also suggested that:

All schools, male and female are similar in their situation, both need to be reformed
again, but it is difficult to reform because of the high numbers of schools. We can’t be
sure that the readiness of schools in terms of infrastructure meet the required standard
to implement E-learning. Boys’ and girls’ schools are similar to each other, they are
almost non-existent of computers or very old computers as well as Internet contact is
poor.

This section suggests that though a rich country with highly developed cities, the
technical ICT infrastructure for E-learning is a major barrier to readiness in Saudi Arabia.

8.2.4 Access at home and gender issues

Another major issue that was flagged by research participants at the national level is
the issue of access at home. This was discussed at two broad levels — that is, how culture and
gender segregation as well as related issues might impact on access; and how government

support or the lack of it impact on access and parents’ awareness.
8.2.4.1 Culture and gender issues

Like many other cultures, the way things are done in Saudi Arabia is shaped by the
culture and religion of the people which differ in many ways from that of other people,
particularly that of western cultures. According to NL-1:

... Even when we provide the students with laptops, the parents ... they break it because
they do not want the student - girl student - to access the Internet. But the culture has
been changing for the last three years....

NL-3 also suggested that the gendering of Saudi Arabia education is big issue that
needs to be looked at if E-learning is to work in Saudi Arabia. In his words:

We have a problem. The culture of the people is not to accept different genders to be in
the same class even online. ... This makes the use of E-learning in our teaching and
learning difficult...

NL-5 endorses this view when he noted that:

... some parents still have resistance against E-learning in general. ... They still have
very strong cultures in terms of the segregation between girls and boys. The irony for
me is that some parents are willing to give their daughters and sons mobile devices, or
smart devices to text with strangers. But, they do not want to allow their children to be
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part of an E-learning classroom. | believe these parents are the minority, not majority
and such mentality is fast changing.

Interestingly, other participants felt the government is using E-learning to de-gender

education in Saudi Arabia. According to NL-4:

... the MoE is trying to make many programmes to support education including online
learning which encourages in many ways the mixing of males and females. | will give
you an example of what we do in in the Ministry. We provide lessons for students online
and this is mixed girls with boys all together and virtual classroom.

But NL-2 cited a historical narrative to suggest that the Saudi governments is likely to
succeed overtime if it perseveres. In his view the resistance is usually because of the lack of
awareness of the projects to be implemented. Hence, he calls for the need to educate the

family about E-learning and the potential gender mixing. In his words:

In general, the Saudi society culture, their resistance and refusal to any change grows
under such similar circumstances. For example, we faced such resistance with the
beginning of TV and then with mobiles and now with the Internet... I think when the
people begin to know the importance of E-learning in their children’s education, they
will accept it .... But until they learn these benefits, families will continue to say no to
their children using E-learning because of their cultural and religious views ...
Families are even more restricted with their girls than their boys ...

Gender separation is a prominent feature of Saudi society, found in education and
though expected by parents in E-learning environments. It appears challenging for at least
some participants at the national level, which they feel might impact on the readiness

strategy.
8.2.4.2 Government support and parents’ awareness

As Section 7.2.3 reveals, around a third of students who participated in the survey
lack computer and Internet access at home. This section explores the availability of

governmental support or the lack of it for families in Saudi Arabia. Quoting RL-4:

About 70% of family households in Saudi have access to computers and Internet, but
one computer in a household might not be enough because of the large family sizes. We
live in big families, the average number of children per family is six to eight. Suppose
that a family has six students in the household and only one computer. What will happen
if all of them need to attend an online lesson or need to do some homework or
activities? So, this is a challenge for the MoE and for families with a lot of children.
This could also mean that E-learning is likely to only benefit families that have the
financial ability to provide equipment for all their children, unless the government is
willing to provide these families with such equipment.
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Some parents cannot or choose not to provide computers in the home. In the view of NL-2

some families simply prefer the use of traditional pedagogy. In his words:

E-learning is an option for students, parents who know the benefits of E-learning and
what its future results will allow their children to use it. But parents always prefer their
children to have traditional learning. This is actually because they [families] learned in
this way by going to the schools and the teachers talk and use the chalk.

NL-2 further suggested that:

... They [families] do not have the ability to provide the needed computer and Internet
connection to their children
NL-5 believes the benefits of E-learning will alter parents’ attitudes and NL-4 suggests

endorsement by the MoE is influencing parents. According to NL-5:

| think, when students use E-learning in their schools and see its benefits, they will
influence their families at home, and this will change in the near future, but this will
take time.

NL-3 (the only woman official) made the following comment:

| do not have, now, a real statistic regarding how many people can access the computer

from home. But ... more than 50% or 60% of the Saudi people, nationality, use the
Internet. And we can access the Internet from mobiles ... in Riyadh ... it seems to be
90%. We are using Internet access by mobile. If we talk about the south, for example,
we are more poor people. We start up 12 TV channels.

In summary, the MoE is hopeful that parents will support E-learning when its benefits
become apparent, a view that is discussed further in Section 8.4 below from the perspective

of parents.
8.2.5 Implementing E-learning

The government has adapted a gradualist strategy in relation to how E-learning is
implemented in Saudi Arabia. Some research participants at the national level attested to this
fact and suggested reasons for the current government strategy. For instance, NL-2 suggested
that:

... we launched the Future Gate Project which aims to have both educational systems,

traditional learning and E-learning. A total of 150 schools consisting of 75 boys’

schools and 75 girls’ schools, in three province s out of 13 provinces, have so far

implemented this project. The aim is that next year we will have reached 1500 schools

and by 2020 we are aiming that all schools in Saudi Arabia will be using both

educational systems... The plan now is that any school that becomes ready in terms of
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equipment, computers and Internet connection, we provide to their teachers with online
training for all aspect they need to use E-learning.

Implementation appears guided by the readiness of ICT infrastructure (Internet
connectivity and availability of computers), followed by the training of teachers. Both the
form and content of E-learning implementation is centrally controlled as a result of which
some feel there is no flexibility. The view expressed by NL-4 is that:

There is currently no flexibility in the implementation of the E-learning project in Saudi
Arabia because of the centralised nature of the MoE. Things are difficult right now
because teachers and students lack the basic skills to use E-learning if it is
implemented in Saudi schools. We need to train our people and provide them with the
needed resources for a successful implementation of the E-learning project... We are
now trying to provide online training courses for those who need training.

NL-1 also mentioned that although the MoE began with EFL, other subjects followed
immediately and up to three courses are now studied using E-learning in Saudi Arabia. He
further suggested that: ... the MoE thus seem to have an expansion criterion although we do
not know the details for now. We have moved from English to maths to science now, to
computer, step by step. It also seems that the implementation of E-learning has been initially
in areas where foreign E-learning partners have content for E-learning, though this is not the

official position of the Saudi MoE.

NL-5 bemoans the lack of long-term strategy fearing significant mid-stream project

changes. In his view:

. there is no long-term educational strategy in Saudi Arabia. This is because
successive MoE constantly effect policy changes depending on what they think is right
for the country at any given time. This is making it difficult for teachers and schools to
follow particular policies through. Things would better if there is a long term plan in
place...

Other views expressed by the national officials include that of NL-3 who noted that:

The MoE currently does not have a systematic plan to raise awareness of the society
about the benefits of E-learning, we do some adverts using Facebook, Twitter and
YouTube. | think education departments in each province should establish educational
centres in the markets centres.

The above provide diverse glimpses of participants’ views about the current state of

affairs in relation to the implementing strategy of E-learning Saudi Arabia.
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8.2.6 E-learning evaluation

The importance of having a clear evaluative mechanism for the implementation of the
E-learning project cannot be overemphasised if the MoE is to accurately assess the benefits of
the project. The participants at the national level thought the MoE has no form of evaluation
mechanisms in place at the moment, although this could be part of their future plans. For
instance, NL-3 noted that:

... Our E-learning project has been evaluated by international organisations such as
UNESCO and has given us a good evaluation report.

In agreement, NL-5 also suggested that:

The 150 schools that are now using E-learning will give us the opportunity to judge
and evaluate the success of E-learning. So, the MoE is trying to put in place some form
of evaluation... but not so far.

Further, NL-2 suggested that E-learning is still in its early implementation stage and
there are no known studies showing whether it has successfully improved the learning
process in Saudi Arabia or not. In his words:

... there are no clear evaluation criteria and no ability to compare E-learning assisted
exam results with those from traditional teaching. The MoE has no criteria to evaluate
the impact E-learning is making in our schools in terms of effective teaching and
learning.... We think when schools are equipped with computers and Internet
connectivity, such schools will automatically start to do better academically.... But this
might not be the situation at all.

Agreeing with NL-2, NL-1 also noted that:

Actually we do not have accurate statistics showing that E-learning is helping to
improve teaching and learning in this country... I think what we need are comparative
studies evaluating the results between the use of E-learning and other traditional
learning methods... We can do this either in terms of subject areas or using the entire
educational system. But because we are still in the beginning with E-learning projects,
these data are not available... We are still working on the governance of E-learning.

NL-4 also agreed with both NL-1 and NL-2 when he commented that:

The current situation of the schools implementing E-learning are not known and | am
not sure if we have any clear cut strategy of evaluating the E-learning project... I am
not sure....
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In short, E-learning is a complex innovation requiring robust qualitative and
quantitative evaluation, no persuasive criteria or processes appear to be in place to officially

evaluate the introduction of E-learning or E-learning readiness.
8.2.7 Section summary

This section has recorded the views of national level officials on E-learning. The
findings suggest mixed reasons for the government’s introduction of E-learning — that is,
rural reach and cost reduction along with a variety of educational aims including good
teaching practice in rural areas. The findings also suggest that E-learning can be used to
complement the existing traditional pedagogy in line with the national Vision 2030 of

building a knowledge-based economy and the need to improve educational quality.

Readiness for E-learning appears significantly constrained by infrastructure deficits
and implementation seems to follow rather than lead readiness (Section 8.2.3). Other
significant barriers identified include: access at home and other gender related challenges
(Section 8.2.4). Home support for E-learning is a major constraint on readiness for E-
learning, with many officials (against their hopes) pointing to parental concerns that E-
learning de-segregates education. Finally, Section 8.2.6 suggests that a robust framework and

evaluation criteria of E-learning readiness are not in place.
8.3 Perspectives of regional education officials

This section reports on the perceptions of officials at the regional level. The themes
explored in this section include the following: regional commitment to E-learning, education
and Saudi Arabia’s knowledge economy strategy, levels of teacher and student skills, the
current state of the infrastructure for E-learning, access at home and gender issues, as well as

E-learning evaluation. These themes are explored further below.
8.3.1 Regional commitment to E-learning

Regional officials appeared unanimous in the view that the introduction of E-learning
has nothing to do with them but comes directly from the MoE — that is, another example of
the top-down approach of doing things in Saudi Arabia. They gave different opinions for

their observation. According to RL-4: “... the region is committed to E-learning because
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we’re told to do so...” RL-2 also expressed that: “... the only reason for introducing E-

learning in the region is that we are tasked to follow the lead by the MoE "
The above views were also endorsed by RL-5 who said that:

We at the regional level has no involvement in any policy formation about E-learning
implementation. Always such policies, and decisions are made at a senior level at the
MokE. ...

RL-3 also expressed some frustration when he noted that:

... MoE has proposed so many reforms in the schools education for the past few years,
but not all has succeeded. This is because their decisions are based on their
expectations but do not meet the expectations of the people in the field. | can see the
same strategy with E-learning implementation, which brings a big question mark about
the successful implementation of E-learning...

Another view expressed by RL-1 was that:

We face a problem in our traditional education as being talk and chalk, and the MoE
wants to take advantage financial support by the government to support excellence in
teaching and learning through the optimal implementation of E-learning in order to
achieve national goals. Actually, there is a belief in E-learning from the MoE that E-
learning will have a big positive impact on the educational system. In my viewpoint, the
main driver behind this was the desire and need to make our education one of the best
in the world. The MoE is behind the introduction of E-learning, but, I personally think
this project makes the MoE look better than it actual is in relation to their support for
teaching and learning. We in Jazan Education Department have no involvement in E-
learning strategic planning, we only have to apply the strategy.

Following on from the above, it appears that officials at the regional level generally
saw the E-learning project as something that comes from the MoE. Some of the officials
identified the advantages of the E-learning project. For instance, RL-4 suggested that:

... E-learning will provide students and teachers with different tools that they can use
in their teaching and learning. For example, teachers will be able to post homework to
the students online and track their progress. In terms of students, for example, self-
assessment tools online tutorials etc.

RL-2 also noted that the advantage of the E-learning project is based on the fact that it
will provide 24-hour access to materials and interaction for both students and teachers. In his

view:
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... There is a huge belief in the importance of E-learning, and how it will help students
who are studying EFL. For example, students can have alongside the face-to-face
teaching in the school, a 24 hour online tutorial to develop themselves.

In summary, for regional officials E-learning is a top-down centralised policy which
they are obliged to implement without questioning. However, some regional officials saw

some merit in the E-learning project.
8.3.2 Education and Saudi Arabia’s knowledge-based economy strategy

Similar to the views expressed by officials at the national level, officials at the
regional level expressed that one of the key factors driving the implementation of E-learning
in Saudi Arabia is in order to fulfil the government’s drive to become a knowledge-based
economy. The views of this group of participants were entirely in agreement with that
expressed by officials at the national level. The details will not be repeated in this section.
However, it is significant to mention that more officials at the national level (see Section
8.2.1.3) were able to draw connections between building a knowledge-based economy and
modernising education, than officials at the regional level. By way of a summary, it is
important to re-echo the commitment of the Saudi government to use E-learning in its desire

to build a knowledge-based economy as stated clearly in its Vision 2030 document.
8.3.3 Level of teacher and student skills

Participants at the regional level made the following contributions regarding the skill

level of teachers and students. In terms of teachers, for example, RL-1 pointed out that:

| have visited a large number of schools over the last year to explain the idea of E-
learning, its goals and benefits for teaching and learning. Generally, | think most if not
all of the teachers under my supervision in my area hold positive attitudes towards
using E-learning in their teaching and are willing to use it in their daily teaching
activities. Unfortunately, most of the teachers lack basic skills and knowledge on how
to use E-learning although they are looking forward to apply it. So, I think teachers
need to have training to build up their skills....
He also pointed to the possibility of difference in the teachers’ skills based on age. In
his words: “... I think there is a possible difference between older teachers and younger

ones...”

RL-2 argued that teachers need adequate training, but there is no good infrastructure.
In his words:
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. although we have an online training programme for teachers in how to use E-
learning, we are not able to execute such training programmes because we cannot do
so without the right infrastructure in the schools — computers and Internet...

Participants were quizzed whether they felt or experienced any differences between

males and females in terms of their skills. According to RL-1:

Male teachers are normally introduced more to technology than female teachers in
their pre-service teacher training since there are more male lecturers in this area. And,
normally, the MoE starts to train the male teachers before the female teachers, again
because there are more male trainers available than the female trainers. So, because of
these I think there would be a gender differences...

The above raises an issue of inequality and a need for investment in relation to female

education in order to bring about parity.

RL-3 referred to the cultural situation separating men and women in Saudi Arabia. He

suggested that:

Yes, there are gender differences at all levels and in the way we do things. Maybe this
is a cultural problem but it affects the way things are done in Saudi Arabia including
how E-learning is implemented. For example, out of the number of regional supervisors
trained by the MoE so far, there is no female supervisor. In my opinion this is not good
enough because male supervisors cannot work in female schools...

RL-4 supported the above claim when he noted that:

There isn’t any female E-learning supervisors right now. So far I'm the manager and
there are five E-learning supervisors for each Education Office — Jazan office, Abu-
Arish office, Al-Arethah office, Ahad-Almsarh office, Samtah office and Farsan office.
Normally, we should have five male and five female supervisors. But currently, 1 am
only working with male supervisors because there is a lack of female supervisors.
Either they are not qualified or most of them are not interested in such jobs. It is a lot
of responsibility and female supervisors will have to work with males most the time. But
you know our culture .... This is why we lack female supervisors ....

In relation to students, for example, RL-2 is of the view that lack of ICT skills by

students make implementation difficult. He noted that:

... Students will face challenges to use E-learning as a result of the lack of skill to use
E-learning. This lack of skill, I think is also a result of most Saudi students usually do
not have a proper computer literacy preparation program in the schools. They usually
study computer literacy theoretically but not practically. When they come to use E-
learning, they will then need more training and preparation to use E-learning
otherwise students will find it difficult to use and they might avoid using it at all.
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The participants were also quizzed about whether they felt or experienced any
differences between males and females in terms of their skills. They provided various views

to show of the lack of data in this area. According to RL-1:

. We lack prior research into students’ skills regarding the use of technology in
general and E-learning in particular. We also appear not to know how much the impact
of the lack of data is affecting us.

RL-5 showed a different perception of the question of gender and stated:

| think there is no difference since we have unified education system for both male and
female student.

However, RL-3 recognised the lack of resources in female schools noting that, “giris’
schools have less computers and Internet, which means that they have less IT literacy

introduction...”

Saudi regional education officials expressed concern at teachers’ skills for E-learning,
in particular women teachers, for whom supervisor trainers are in short supply. They believe
students too lack ICT skills. Overall regional officials suggest that teacher and student skills

are limiting readiness for E-learning.
8.3.4 The current state of the infrastructure for E-learning

In Section 8.2.3 national officials expressed concern that infrastructure deficiencies
were retarding E-learning readiness. Being closer to implementation and school capacities,
regional officials too expressed concerns that ICT infrastructure holds back readiness for E-
learning. The views of these regional officials are explored below. From the data, two
regional officials appeared sanguine about the current state of infrastructure. RL-5, for
instance suggested that:

Apart from the rural areas, most of the schools have a good Internet access. | do not
have an exact number but maybe the ratio is one computer for every two students. ...
Some students also use their mobile phones for online learning... So, as a supervisor I
would say that [ am satisfied with the level of infrastructure in the country... But the
MOoE can do more to cover the parts of the country where infrastructure is lacking ....
RL-3 offers a similar viewpoint, highlighting the lack of infrastructure in rural areas
but maintaining at the same time that the level of infrastructure is good generally. He noted

that:
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In general, it [ICT infrastructure] is good. But in the rural areas maybe we have a low
level of infrastructure... no Internet access. The official explanation is that the lack of
Internet access is for security reason. But, some days it works and some days it does
not work ...

Other regional officials pointed to some deficiencies in the level of ICT infrastructure
in the country and calls for decentralisation of budgets. According to RL-4 who appeared

outspoken and desiring that the challenges are addressed:

| do not think there is adequate IT infrastructure all over the country. In general, most
of the schools are not fully equipped by computers and Internet connection. Here in
Jazan province, | have sent several requests to the MoE to equip both our male and
female schools but we have not had any response yet. ... You know, it’s really a sad
situation... The last request was sent to the MoE a year ago but I understand the MoE
has a lot of responsibilities and can’t fulfil them all... Most of my colleagues in other
province have the same problem. ... [ think with this many schools over the country,
each Education Department in each province needs to have the powers to make its own
decision in terms of processing infrastructure for schools and so on.

RL-2 also pointed to deficiencies in infrastructure and calls for decentralised

budgets/decision as well as the need to eschew bureaucracy.

In my opinion, schools are not ready to implement E-learning, schools infrastructure
are almost all bad.... For me the solution is to improve the quality of school buildings
and quality of IT in schools. Part of the problem is the centralised nature of the Saudi
system. | think each Education Department in each province in the country should be
allowed some autonomy. For example, independent budgets and should be allowed to
make their own decisions...

Participants were also quizzed whether they felt or experienced any differences
between the male and the female schools in terms of infrastructure. RL-1 suggested that
“girls’ schools have fewer computers and Internet, compared to male schools because of the
priority given to male education in Saudi Arabia generally ...” This is similar to the views
expressed earlier regarding issues that concerns systematic inequality and gender
discrimination against females in Saudi Arabia. Other participants traced the differences in
infrastructure between male and female schools to the lack of direct communication between

female schools and the Education Department. RL-2 mentioned that:

The girls schools are in worse situation and with less learning resource centres than
boys schools. You know, we have a problem, for example, if female head teachers want
to ask for computers and Internet for their schools, they cannot go to the education
department directly because all the workers there are men. So, such female head
teachers will need to send the request by post which can either get lost or sometime be
ignored.
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RL-5 also suggested the lack of proper school building; in his words:

... Male schools are much better than the female schools. As far as I'm aware, there is
a large number of female schools that are not even in government buildings which
makes those schools difficult to have computer labs since they are small buildings with
huge numbers of students ...

Finally, RL-4 argued that good infrastructure is insufficient and suggests that
infrastructure is a major drag on E-learning readiness. He mentioned that teachers are more
likely to give up on E-learning in the midst of infrastructure failure. He also thinks female
teachers are more likely than their male colleagues to use E-learning when the infrastructure

is good. According to him:

When there is good infrastructure in the schools to support E-learning usage, teachers,
but particularly female teachers; will be more inclined to use E-learning in their
teaching.... I think females are more motivated to use technology than males but they
can only do so if it is available and in good condition....

In summary, all regional officials point to infrastructure deficiencies, though two
participants believed it is only limited to the rural areas. Others point to old buildings,
obsolete technology and absence of technical support justifying their call for decentralisation
of budgets to the regions. It seems fair to conclude that infrastructure deficiencies are holding

back E-learning readiness in a significant number of Saudi schools.
8.3.5 Access at home and gender issues

This was another substantive issue raised by research participants at the regional level
demonstrating their awareness of the importance role this plays in E-learning readiness in the
research context. In order to facilitate understanding, this was explored at two broad levels —

that is, culture and gender issues, as well as parents’ awareness.
8.3.5.1 Culture and gender issues

Participants at the reginal level also noted the importance of culture to implement E-

learning. According to RL-4:

We have a very strong culture and parents would not allow their children to go online
and interact with people not known to the parents. You are talking about students at
school age. What is common is, parents allow their children to only engage with other
children within the society... their exposure is limited ... that is to teachers, family
friends and their friends in school.
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In agreement RL-1 also noted that:

The reluctance of people to allow their children to use E-learning can be traced back to
two important points. One, families worry about gender-mixing online; and two, the
fact that parents think they cannot control or do not know what is happening online and
who is at the other end. As you know, Saudi society has its own culture and people
always try to keep their own privacy. For example, the society’s view of the woman is
completely different from western countries, they will not allow her even in an online
gender-mixing environment. I'm sure some families will restrict mixing in the virtual
world, especially girls more than boys.

Finally, RL-3 suggested that:

The main problem for Saudi culture with E-learning is with regard to synchronous E-
learning lessons. Even in the MoE, there is divided opinion on the idea of an online
mix-gender education. Those who are in support of gender-mixing argue that it is the
only choice available to break any existing barriers that stop boys and girls from sitting
in the same classroom. Those who object to the idea on the other hand stress the need
to keep the society’s culture while we can have a gender segregated E-learning.

The views expressed here is an illustration of how cultural and gender issues are
highly sensitive within the Saudi context. Although these may be considered emotive in other

contexts, they are definite influential factors in Saudi Arabia.
8.3.5.2 Parents’ awareness

This section explores the how the regional level perceives the family awareness of E-
learning. RL-2 noted that:

Most families lack the awareness of the importance of E-learning and fear its
unexpected results about their children studies as most of the families prefer face to
face ... if MoE informs families about the importance of E-learning, in this case, the
mother and the father will see their children being on the computer and Internet, would
be part of their learning.

Further, RL-5 noted that:

It depends on the family itself, actually. | can see that male students have more access
to computers and Internet than the female students. This is true, families restrict girls to
access the Internet to avoid gender mixing in the Internet. But this would change in the
future if the families are educated enough by the advantages of technology in their
children education for both male and female.

RL-4 also suggested that the MoE should aim to dispel parent’s fears about E-

learning. In his view:
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Rising up parents’ awareness about E-learning is a very important strategy which will
help to expand E-learning all over the country faster and with less parents’ reluctant.

. Unfortunately, there no such programme to build parents’ awareness in online
learning and that is supervised by the MoE. ... You know, we cannot say that the MoE
is the only one responsible, head-teachers should take the initiative to meet with
parents and explain to them that online learning and that is supervised by the MoE and
this would help to mitigate the restrictions on girls from parents.

RL-3 also argued that closer liaison between parents and school would help.
According to him:

When a student registers for his first time in the schools, the schools ask for the
parents’ contact details such as phone number and email, and we keep all of these
information in my system called Nor. Unfortunately, we accessed these information to
directly build accounts for parents and their children in the E-learning system and sent
the details to them, but all the information is very old. There has been no update for
them for many years... The lack of such information itself is a problem for us as E-
learning support centre to spread the culture of E-learning in the society.

In summary, regional officials express concern at lack of parental understanding of E-
learning, suggesting this particularly disadvantages female students.

8.3.6 E-learning evaluation

Although regional officials acknowledge that it is officially part of their role in the
implementation of E-learning in Saudi schools to evaluate, what they do in practice by way of
evaluation is limited. RL-1 for example said that:

... part of our duty is to gather data which help us to evaluate the level of participation
at the individual and school level. But what we actually do is gather information, then
forward this data to the MoE. Whatever they then decide to do with the data is up to
them...

RL-5 explained the type of data they gather at regional level. According to him:

We are as a support centre, there is a form supervision at the end of term when we
prepare a report to our headmaster. In this report, we are able to say the number of
schools which have activated their online accounts and the schools which have not
done so. We are also able to provide the number of teachers and students who did
activate their E-learning accounts or those who have not done so... At the end we have
some points about the obstacles or difficulties that face us.

However, RL-2 expressed that he was unaware of any form of evaluation of the E-

learning project. In his words:
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I'm not aware that the MoE even asks for any feedback about E-learning
implementation. What 1 am aware of is that the committee in-charge of E-learning
designing and development in the MoE takes decisions and circulates them to all
schools throughout the Kingdom. But not how they evaluate what they do or at least |
do not know about it...

In summary, regional officials suggested that their only recognised role in the
evaluation process was the gathering of data that they considered as limited at best.

8.3.7 Section summary

To take stock, regional officials appeared committed to E-learning as directed by the
central MoE. They reported that schools will be more willing to embrace the introduction of
EFL if materials are made available by the MoE and the advantage of a more active learning
pedagogy is made palpable. Though divided in opinions, regional officials believe the current
state of school infrastructure will impact negatively on the readiness for E-learning, citing
lack of investment in (poor quality) girl’s schools and bureaucracy (especially for women
head teachers). The participants also suggested a decentralisation of education budgets to
regional level in order to minimise such bureaucracy. Regional officials believe teachers are
enthusiastic about E-learning but that teacher training is slow, especially for women — given
the lack of supervisors. Further, it has been suggested that families obstruct readiness for E-
learning seeking to protect girls and because of their preference for traditional pedagogy;
thus, home support for E-learning is limited and regional officials believe information
campaigns by the MoE and closer parental involvement with schools would help build
readiness. Finally, it was highlighted that participants are the regional level are limited in
evaluating the E-learning project or readiness.

8.4 Perspectives of heads of families

Both national and regional level officials believe that family opposition to E-learning
is powerful and particularly disadvantages girls. This section investigates these points from
the point of view of the family heads. In the Saudi context the man is the head of household:
the husband and father speak for the household; it is therefore only possible to interview male
heads of household (see Section 4.8.1 for sample demography). In coding, three themes
emerged: (a) access at home and parental control; (b) parents’ views of English language; and

(c) parental attitudes towards E-learning. These themes are discussed below.
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8.4.1 Access at home and parental control

The views expressed on this theme are analysed based on the gender of their children
— that is, families with only boys, families with only girls and families with both genders. For
example, five of the six families with only boys said they have a computer and Internet
connection at home. According to FR-5, “We have a computer and access to the Internet at
home. In our family we use the computer everyday at home.” A similar proportion of families
with only girls also said they have access to a computer and Internet connection at home.
Here, however, parents gave further insides on how the computer is used at home. FR-7, with

two high school daughters, mentioned that:

To be honest, | just used the computer and Internet after | retired. There was no need to
use a computer and Internet for my teaching. Now | use the computer and Internet
because | have more free time. | try to spend my time doing some reading, looking after
news or other stuff. My daughters do not have access to the computer or Internet....

FR-8, another father with two daughters, gave a different perspective when he noted that:

| allow my daughters to use the computer and Internet at home. I also allow them
access to the Internet via their mobile phones. ... But, I am looking for a parental
control software that could control or limit their access, especially via their mobile
phones... At the moment I just control them by taking their mobile phones from them
for some days and giving it back to them. It is a fear of the dangers on the Internet. |
am sure many parents have the same fears. | think schools should do something about it
by educating us and assurance that the use of E-learning is going to be safe.

All six families with both girls and boys said that they have access to only a computer
at home, with one having more than one computer at home. For example, FR-17 said he has
both a desk-top and laptop at home. Five out of the six families suggested that they allow
their children access to computer at home. The other family said it does not allow the

children to use the computer but only because they do not know how to use it.

All six parents of girls expressed support for gender separation in education. The
group provided two reasons for the stands: their preference for the traditional way of teaching
and the fear of their children getting corrupted by external influence. The view put forward

by FR-10 encapsulate the position of this group. In his words:

As a father, | prefer the traditional means of teaching and learning in the classroom. |
know the world is changing but that is what we are used to in this society. The problem
is that if we allow our children to use this technology, they will be exposed to things
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that are not accepted in our culture and religion... this is why | do not allow my
children to use the computer at home

In all six cases fathers said that they oppose the use of home computers for E-learning
because they cannot control what their children are learning online outside the school via the
Internet. For example, FR-13 said that he does not allow his children to use the computer and
Internet at home. He however allows them access to the Internet via their mobile phones.
According to FR-14 too:

... Lallow my children limited access to the Internet via their mobile phones but not by
the home computer. In fact, they are only allowed to use the Internet while they are in
the living room. | think allowing them access to the Internet without monitoring is
dangerous. | always tell them about the dangers of the Internet in terms of sexual issues
and other things that can affect their religion.

Parents with boys appeared less strict in their approach and in allowing their children

access to the Internet at home. According to FR-4, his approach is that:

I allow my children access to Internet most of the time but talk to them regularly about
the dangers of it.... For example, I tell them that there are good and bad sides to the
use of the Internet and that they should not trust people they meet online easily ...

FR-5 suggests a parallel between computers at home and satellite television, which
was frowned upon twenty years ago, but is now ubiquitous. He believes the same will happen
with computing and Internet, though for now he insists that society rejects Internet at home,
since most parents do not have the IT knowledge to monitor their children’s online
behaviour. Changes in social acceptability also feature for FR-2 who bought his mother a

smartphone, which she now uses frequently for social media.

In summary, the majority of families who participated in this research appeared to be
opposed to home access to computer and Internet usage at different degrees — that is, families
with only girls appeared stricter on their children than families with only boys.

8.4.2 Parent views of English language

From the data, all families appeared to have a positive view about the teaching and
learning of English language in schools. Families also expressed some level of interest in the
education of their children, both male and female children. They seem to have greater
aspirations for their children in terms of their education. For instance, FR-12 made a
comment that appeared typical of the group. In his words:
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You know, nowadays most of the universities teach in English which makes English
very important for all students. In fact, all students now need English in order to be
successful in their education ... 1 wish our children knew this and are motivated more
to learn English. But some of them do noz seem to be motivated ...

In agreement, FR-9 also expressed:

... Of course, | feel that my daughters must learn English, it is so important for their
future access to knowledge. | also think that when they learn English, it will help them
to continue their education to the highest level. They can be more successful with a
good background in English language.

Another view expressed by FR-1 sought to link the learning of EFL to employability

in a global sense. According to FR-1:

Well, you see nowadays in Saudi Arabia we live a revolution, there is a new vision in
Saudi Arabia, 2030, and all things in Saudi Arabia depends on two basic things,
English and computers. Okay. Especially the good jobs here. If you want your child to
have a good position in the society, you have to make them learn, two things basically,
English and computers. With these two things, with these two skills, there is a big
opportunity for them, a big chance for them to be highly ranked in the society. In my
opinion, that’s why it’s important.

FR-3 agreed with the concerns of FR-1. Expressing his frustration about the use of

the traditional rote method of teaching and learning EFL he noted that:

| think that learning English is a good thing but our methods ill- prepare students for
the international job market. ... There are many people here in Saudi Arabia who have
not learned enough English that will allow them to communicate meaningfully with
others. They have only learnt the basics and so, it is very difficult for such people to
seek employment outside Saudi Arabia or even with international companies in Saudi
Arabia...

FR-15 also suggested that the learning EFL is significant because it has become, “the
language of the sciences in the modern era.” FR-16 agrees but argues further that in order to
meet international standards Saudi schools need to improve their quality of teaching. In his

words:

My children are actually not doing great in English and that is because they study
English for one hour, four times a week. | think many reasons are in play here, for
example, poor teaching method and teachers, and the time for studying English is not
enough. They should increase the time for learning English to two or three hours a day.
This will allow students more opportunities to learn and practice EFL. Improvement of
teaching in the intermediate and high schools and increasing their quotas is equally
important. | also believe that the learning and teaching environments in their schools
are inappropriate and very deficient, both in terms of the large number of students in
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the classroom, the weakness of the curriculum and the means of learning, and even the
weak qualifications of many English teachers. Something need to be done about this in
order to help improve our English in this country.

In summary, parents in general appeared to support the education of their children,
both male and female children. They advanced various reasons why they think it is important
for their children to learn EFL. Some however expressed frustrations about the way English
is being taught in Saudi Arabia which they think is responsible for their children’s lack of
proficiency in using EFL.

8.4.3 Parental attitudes towards E-learning

Saudi Arabia is strongly credentialist; qualifications matter and parents strongly
encourage success in education. How prepared then overall are they to encourage their
children’s readiness for E-learning? All parents have concerns about the use of E-learning in
Saudi schools for a number of reasons. However, some parents expressed their support for the
project, especially families with only boys. For instance, FR-1 suggested that, “Yeabh, if this
E-learning is controlled well and serves the human priority or the people’s priority, I think
there is no fear to have this kind of thing.” In agreement, FR-3 suggested that, “the key thing
for me is using E-learning within the strict traditional customs of Saudi society. As long as
that is met, I'm happy with the use of E-learning.” He goes on to insist that, “chatting should

’

be monitored by teachers and not done in private.’

The views expressed by parents with only girls presented a quite different picture.
Only one of the six parents with only girls accepted the idea of using E-learning in schools.
FR-11, for instance, said that:

We are happy with our traditional system of education and there is no need to make it
modern. | think the notion that our education system needs improvement is wrong. | am
worried because | just do not know anything about E-/earning.... But if E-learning will
be used in line with our Saudi culture — that is, gender segregated, fully approved and
completely control by the school, | would accept that...

Other parents who seemed to oppose the implementation of E-learning was FR-7.

According to him:

My girls have absolutely no need to use computer and Internet for learning English, if
they need more support to learning English, I can provide them with private female
teachers. Why would there be any need to use E-learning? I think everything is working
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fine in the schools, what is needed are more training for teachers and the supply of
more trained teachers in our schools.

FR-8 believes traditional teaching is superior.

For me my restriction [of E-learning] has nothing to do with cultural implications or
religious beliefs. | simply think that face-to-face teaching is a better alternative. For
instance it helps with direct contact between students and teachers which | believe is
more necessary for my girls to learn English than the use of E-learning.

Advancing different reason for his lack of support for E-learning, FR-10 cited the
potential of gender-mixing online or off-line as a reason suggesting that it is simply

unacceptable. Quoting him:

... I am unable to accept the prospect of my daughters to be taught by male teachers or
even communicating with other male students who are not close relatives to them. As a
result I am worried about gender-mixing even in the virtual world. It is a cultural issue
in Saudi society and my strict family beliefs will not permit me to do such a thing ... I
might be able to accept recorded lessons if necessary and under my control.

Finally, for FR-12 E-learning is only appropriate for university-aged students. In his

words:

I think it is not a question of whether one prefers the traditional teaching method over
E-learning, or not. It is much about the fact that my daughters and other girls of their
age are not matured psychological to use E-learning ... that is, they are not maturity
enough or have the self-discipline to use E-learning without parents worrying about
what they are doing, who they are meeting etc. Allowing them to use the computer and
the Internet at this age will not be used for learning but for games which will affect
their level of education. | can see them spending more time on their mobiles for games.
| think E-learning can be useful at the university level.

FR-12 further suggested that it is frustrating that schools have not seen the need to
adequately explain what is involved to parents ahead of the introduction of E-learning in

Saudi schools. According to him:

... Schools have not informed me about the introduction of E-learning yet. | have read
about this project on the MoE website but the understanding I get is not great because
the information provided is very brief. I wish schools had explained this more to us...

Only one of the parents of both girls and boys supports E-learning saying, FR-15,
“I'm okay with the E-learning”. However, he believes that Saudi society will not support E-
learning and advised that, “take it gradual, it’s very difficult just to push them [Saudi society]
to E-learning at once”. The other five parents of boys and girls oppose E-learning for a
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variety of reasons. FR-13, for example, cited mixed gender education as a worry because his
IT skills are poor and he will not be able to guide his children’s education. He added that he
supports school-based learning but thinks E-learning is a dangerous experimentation. In his

words:

| do not want my kids to be victims for this way of learning [E-learning] as it’s unusual
in Saudi Arabia. I will strive as long as I can to avoid it ... At least we should be given
the opportunity to opt out if we think it is not in the best interest of our children ...

In FR-18’s contribution, he seemed to endorse the views expressed above. FR-18
suggested that:

.. our culture must be respected at all times and places but the introduction of E-
learning in our schools will compromise this in many ways. For example, our children
will have access to the opposite gender ...

FR-14 also seemed unhappy with E-learning and stated that:

| think this type of teaching and learning will be against our culture and religion and it
Not the right method for learning. ... I do not want my son and daughter to be in a
gender-mixed education, online or even in the classrooms. Segregation between male
and female in schools is one of our Islamic values and a culture that we are proud of.
... I am keen about the education of my sons and daughters, but I do not think
educating them with the help E-learning is a good idea. ... [ am more anxious about my
daughters than the boys and really do not want the girls to mix with boys at all.

He goes on to suggest that schools are failing to keep parents informed about the
dangers of E-learning especially the exposure of these children with the opposite gender and
other online related hazards. Quoting him:

There are actually no programmes educating parents about E-learning and the dangers
associated with it. In fact, there is none that I'm aware of here in Saudi Arabia. As
parents we need to be familiar with E-learning in order to be able to be of help in
area...

The concerns of FR-16 still bordered on the issue of gender-mixing and preference to

face-to-face teaching and learning. He noted that:

I'm really keen about both my son and daughters, but more about my daughters.
Honestly, I do not like the idea of a mixed gender education. | actually prefer teaching
English using the everyday school teaching, face-to-face, that I can keep track of what
my children are doing.
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FR-17 also highlighted the cost that will be involved to provide computing and
Internet access at home, particularly for larger families. He mentioned that he has seven

children and will find it difficult to provide for all these children. In his words:

| prefer the face-to-face method to E-learning because I think E-learning will be too
expensive for parents who have a lot of children. In my case, | have seven children and
each of them will like to have a computer. That is going to be too much for me to
manage. In that sense | prefer face-to-face teaching and learning which also
guarantees that teachers have more control over the students

Following from the above narrative, it therefore appeared that although parental
attitude towards their children’s education was positive, fathers were not so positive about the

introduction and use of E-learning in Saudi schools, especially that of the girl-child.
8.4.4 Section summary

In summary, this section presents the data on the views of families (fathers) about the
implementation of E-learning for EFL in Saudi Arabia. It is worth acknowledging here that
the views expressed by these fathers might not be representative of all fathers in Saudi
Arabia. These expressed views might also vary from the views of mothers in Saudi Arabia.
However, fathers were contacted because it was considered culturally appropriate. In Saudi
Arabia, like many other cultures that are patriarchal in nature, the voice of the father is often
assumed to represent the voice of the family. The significance of the section is that it
identifies and highlights the tendency of parental attitudes hindering the readiness of their

children for E-learning in general, but especially that of the girl-child.
8.5 Chapter summary

Chapter Five reported an initial set of group interviews capturing attitudes of teachers
and students towards readiness for E-learning in Saudi Arabia, which was followed by the
extensive quantitative survey in Chapter Seven. The current chapter (eight) reports three sets
of individual interviews with national education officials, regional education officials and
heads of families (fathers). The aim is to develop a deeper understanding of the findings of
the first and second stages of the research. Table 8.3 below takes stock of the findings in this
chapter. The next Chapter (nine) analyses all three datasets triangulating with previous

empirical and theoretical research.
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Table 8.1: Summary of findings from three sets of interviews on readiness for E-learning in Saudi Arabia

1.  Mixture of reasons for introducing E-learning: cost reductions, pedagogy quality,
active learning pedagogy and rural reach.
2. E-learning is intended to diffuse best practice teaching, ameliorate teacher shortages
and teacher skill gaps, and improve standards
3.  EFL chosen because packages available and teacher support
National officials | 4. Weak links between Vision 2030 economic development strategy and education
strategy
5. Significant infrastructure deficits: ICT, school buildings, teacher skills
6.  Gendered education costly, dissipates investment and issue for E-learning design
and home support
7. Unclear framework for evaluation of E-learning project and key success metrics
8.  Regional commitment to E-learning directed by central MoE
9.  EFL chosen by schools for E-learning because content packages available
10. Infrastructure deficits impacts negatively on readiness: buildings (especially girl’s
schools), ICT reach and reliability (especially rural area) and teacher/student skills
Regional 11. Teacher training a major constraint (especially for women teachers — shortage of
officials Supervisors)
12.  Families obstruct E-learning at home
13. Need government/school information campaign for parent understanding of E-
learning
14. Almost no involvement in E-learning project evaluation
15. Parents of boys show more readiness than those of girls
Family heads 16. Home computer access major constraint on readiness for E-learning
17. Low level of parent IT skills and understanding of E-learning processes
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Chapter Nine: Discussion chapter
9.1 Introduction

The main purpose of the present research was to explore the readiness of students and
English teachers to use E-learning as a supplementary tool for EFL in Saudi Arabia.
Fundamentally, it was recognised that the readiness of students and teachers in the research
context requires more than just their individual readiness and includes readiness of the
collective — that is, family, organisation or even the entire society. This means that it takes the
readiness of the family, organisations or even the entire society for an individual to be ready
within the Saudi context. This chapter discusses how the specific research questions were

answered. The specific research questions this research sought to answer are as follows:

1. What are the underlying factors affecting students’ and English teachers’ readiness
to use E-learning for EFL in Saudi Arabia?

2. What is the current level of readiness of students and English teachers to use E-

learning for EFL in Saudi Arabia?

3. What are the differences in the readiness of students and English teachers to use
E-learning based on selected demographic characteristics (gender, and age) for
EFL in Saudi Arabia?

Prior to the collection of primary data in this research, an extensive review of the
relevant literature was conducted. The reviewed literature revealed that different studies have
proposed various survey instruments to explore the readiness of students and teachers to use
E-learning. Much as these various survey instruments have their merits, it was also evident
throughout the literature that all are limited in nature especially regarding their application to
this present research context. For example, it was identified that the existing literature mainly
focuses on some of what are referred to as personal factors in this research (i.e. motivation,
attitudes and self-efficacy) but often ignore the role played by what are called external factors
(e.g. social and school factors). Other limitations of the existing literature include: its inability
to address the interrelationships between various factors and the significant role these play in
the readiness of students and teachers to use E-learning, as well as the fact that these studies

are based mainly on secondary data. Further, it has also been identified that although the
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readiness of students and teachers for E-learning, generally, may be widely explored and

evaluated in different contexts, this is still under-researched in reference to the Saudi context.

In order to answer the research questions and address the identified limitations above
in the existing literature, a mixed-method approach (the use of qualitative and quantitative
methods) was considered most suitable for the present research. It was hoped that using a
mixed method would help to mitigate the weaknesses in either approach and offer an
opportunity for the research to benefit from their strengths (Bryman 2004). In practice, the
research method involved three stages: group interviews (qualitative method) for the first
stage, the use of questionnaires (quantitative method) for the second stage and individual
interviews (qualitative method) for the final stage. Aware that the methodology chapter
always has substantial implications for the research including how it is conducted and its
outcome, it was intended that the first stage would help in answering research question one
and the second and third stage, in answering research questions two and three (detailed in
Chapter Four). Finally, the findings of this present study have been presented in Chapters
Five, Six, Seven and Eight. In all these chapters the complex details of the research outcomes
have been presented in a form that is easy to follow and for easy understanding.

The extensive discussions engaged in throughout in this chapter seek to highlight the
significance of the research outcomes and consider their implications for theory, policy and
practice. Ahead of the substantive discussions based on the specific research questions, some
background knowledge or awareness of the Saudi E-learning project was explored with the
research participants. Specifically, participants were asked about their perceptions of the
Saudi E-learning project and their opinion on the drivers of the project. Their views are

presented in the next section in order to help put the main discussion into perspective.
9.2 Drivers of the E-learning programme in Saudi Arabia

The data suggested that different participants perceived the Saudi E-learning project
differently, indicating a divergence in views. These ranged from optimism (officials) to
concern (i.e. parents) with indifference (students and teachers) assuming the middle ground.
The data gathered from participants at the national and regional levels officials about the
drivers of the Saudi E-learning project was particularly revealing. They suggested that
government commitment to E-learning can be perceived to be driven by three main factors:
the government’s quest to internationalise Saudi education, their bid to cut down costs, as
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well as building a knowledge-based economy. Although teachers, parents and students also
indicated awareness of the E-learning project, they appeared less informed about the specific
drivers of the project. The three main drivers identified by the national and regional officials

are further explored below.
9.2.1 Internationalising Saudi education

This was suggested as one of the main drivers of the Saudi government’s E-learning
project. The research participants noted that the whole idea was nursed during the reign of
King Abdullah who embraced the use of E-learning in schools in order to allow Saudi
schools to benefit from international experiences. The King made it his priority and set up a
committee of experts to evaluate the Saudi educational system and to develop new ways to
improve it. The committee was also tasked like making recommendations based on

international standards but that would not conflict with national standards.

The Saudi E-learning project therefore seems well thought through with short-term,
and medium to long-term goals, to be implemented gradually to meet global and local
standards. The Saudi E-learning project involved developing comprehensive priorities and
implementing plans that encourage best practices, a robust set of performance indicators, as

well as measuring quality and knowledge transfer (Saudi Vision 2018).

It was against this backdrop that the majority of national and regional officials
suggested that the implementation of the E-learning programme will help to raise standards in
Saudi schools. For instance, it was argued that with a centralised education system already in
place, it will be relatively easy to transfer, monitor and evaluate teaching and learning
practices across Saudi schools in order to encourage best practices. They also suggested that
it is possible to import E-learning practices and content from abroad to help raise standards in

Saudi education.

There were however dissenting views with some participants suggesting that, even if
the project meets its ambitious target of internationalising Saudi education and meeting
global standards, there might be conflicts between these international standards and standards
or expectations within Saudi Arabia. It is argued that what is considered successful education
in Africa/Europe/Asia/America might not be the same in Saudi Arabia. They therefore
advised that implementing the E-learning project in Saudi schools must be done with caution
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in order not to be seen to be copying blindly. Further, views expressed by the officials
seemed to suggest that teachers and parents should have been consulted, given the magnitude

and future implications of this E-learning project (see Section 8.2.1).
9.2.2 Cost reduction

This was perceived as another driver of the E-learning project in Saudi schools.
According to the research participants, the strategy is to increase productivity and raise the
efficiency of teaching thereby reducing the cost of government spending (Saudi Vision 2018,
p.69). In practice, the aim is to use the few competent and experienced teachers in the cities
and urban areas through E-learning as a medium to teach a wider population particular those
in the rural areas who lack the expertise of such competent and experienced teachers in the
classroom. This is considered cost effective relative to the cost of recruiting such teachers
(usually from abroad). So, in essence part of the reason for the adoption of E-learning is to
cut down costs in teacher recruitment. Another dimension to the cost effectiveness of
adopting and using E-learning is that it caters for subjects with regular skill shortages. In
addition to the money that will be saved from recruiting competent and experienced teachers
from abroad, it is assumed that E-learning is going to help cut down the government
expenditure in relation to printing of textbooks. However, statistics about relative costs on
training a teacher in Saudi Arabia and the installation of E-learning facilities has not been

established, so the reality might be different.
9.2.3 Building a knowledge-based economy

It was further suggested that the Saudi government’s desire to build a knowledge-
based economy as part of its Vision 2030 strategy is another driver of its E-learning project in
schools. The Saudi government aims to have a diversified economy by year 2030 instead of
its current over reliance on oil and gas. While some see this as an ambitious project and
question its feasibility, many others think it is feasible and perhaps an alternative to Saudi
Arabia weaning itself from the oil dependency. It is hoped that the intended outcome would
contribute immensely to turning the Saudi Arabian society at large into a knowledge-based

one.

This was linked directly with the educational purpose of the E-learning programme.

For instance, participants at the national level identified the precarious nature of teacher
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recruitment particularly for schools in the rural areas. E-learning is hence seen as a tool for
educational purposes here in the sense that through the use of such technology students who
are in deprived areas and lack qualified, experienced and competent teachers could benefit
from teachers with such skills who are in the cities. They suggested that such shared services

across schools would also aim to increase quality.

In spite of the above identified drivers of the Saudi E-learning programme which
might sound ambitious in many ways, there seem to be questions about the readiness of the
particular groups that will be using the E-learning programme directly — that is, students and
teachers The next two sections explores and discuss the underlying factors of E-learning
readiness and the readiness of students and teaches to use E-learning in Saudi Arabia
respectively. The third section also explore if there are any gender and age differences in the
readiness of students and teachers, respectively. Throughout the discussion data are
triangulated with the existing literature in order to highlight the points of convergence,
divergence and complementarity. The discussion is also done within the larger context of

institutional and family readiness, considering its implication for theory, policy and practice.
9.3 Underlying factors of E-learning readiness

The fundamental thing that needed to be done in order to be able to explore the
readiness of students and teachers to use E-learning was the identification of the underlying
factors of readiness within a broader context. This was particularly necessary because
previous studies have identified these factors within contexts that are considered substantially
different from the Saudi one and might not readily be applicable. As a result, this section is
devoted to discussing the underlying factors identified in this study that highlight and
symbolise the different nature of the research context but also its uniqueness in terms of
culture and way of life. The underlying factors of readiness in this present study were
identified as personal and external factors based on set criteria (detailed in Chapter Five). The
following sub-sections will discuss the findings under each factor and consider their

implications.
9.3.1 Personal factors

Research on personal factors in the past suggest as many and varied outcomes as the
number of studies, with some overlaps (e.g. McVay 2000; Smith et al. 2003; Smith 2005;
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Hung et al. 2010; Hung 2016). In this present research, personal factors were identified as
self-efficacy, personal drivers (attitudes, motivation and time commitment) and personal
access to tools (computer and Internet). It was observed that all three personal factors were
collectively perceived by the students and teachers to indicate their readiness to use E-
learning for EFL in Saudi Arabia (detailed in Chapter Five). This seemed to have presented a
more complex and nuanced conceptualisation of readiness with significant dimensions that
takes care of the needs and peculiarity of the research contexts compared to the existing
literature which are predominantly from Western and Asian countries. For instance, Hung et
al. (2010) and Hung (2016) have limited their identified factors to self-efficacy, and self-
efficacy and motivation, respectively. Others such as Warner et al. (1998) have also narrowed
down their identified personal factors to attitudes/preferences and self-efficacy. The ensuing
discussion focuses only on the new factors that have been identified in this present research.
The aim is to highlight its significance contribution to the existing literature, particularly in

relation to the research.

In terms of personal access to tools, the outcome of the present research stresses its
significance to E-learning readiness primarily because personal access to tools seems to be a
barrier for both students and teachers in general, but especially for females in Saudi Arabia.
In Saudi Arabia, there are still families that are relatively poor although the country is largely
perceived as a rich country (Alriyadh 2013). These differences depend on individuals’ family
background, and employment status — that is, rich versus poor; conservative versus liberal.
Whereas those within the higher and middle class can acquire Internet and computer services
easily; those within the lower class might struggle to acquire these facilities (Al-Harbi 2010).
This means that the social status of teachers and students differ remarkably within the Saudi
context which necessarily affects their access to computers and Internet facilities, thereby,
their readiness. The data suggested that similar differences in status exist between females
and males; within females as well as within males as groups. In general, those who appeared
to have access to tools, perceive themselves to be ready to use E-learning. For example, the
majority of participants argued that with personal access to the computer and Internet
connectivity they could practice the use of E-learning more, either at home and/or anywhere
at any time (detailed in Chapter Five, Section 5.2.2). In agreement with the research outcome
by Al-Harbi (2010), it can be argued that the lack of access to computer and Internet
technology is a major barrier for teachers and students to use E-learning in Saudi Arabia.

Although not enough attention has been paid to users’ personal access to tools in the
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individual E-learning readiness literature globally, this research outcome suggested that
within the context of Saudi Arabia attention should be paid to personal access to tools since it

impacts on users’ readiness to use E-learning.

In terms of time commitment, this has also been often overlooked in the individual E-
learning readiness literature but was identified in the present study by teachers as a factor that
could influence individual readiness (detailed in Chapter Five, Section 5.2.3.3). The research
outcome suggests that, on average, English teachers in Saudi Arabia spend between 20-25
hours per week in face-to-face teaching outside their lesson preparation hours. This point was
made against the backdrop that using E-learning as a supplementary tool for EFL in Saudi
Arabia means that there will sometimes be an overlap with the current traditional means of
teaching. This would require them to commit more time for their lesson preparation and
teaching, hence, the identification of time commitment as a personal factor was perceived to
influence readiness. This means that careful planning needs to be put in place ahead of the
integration of E-learning as a supplementary tool with the traditional face-to-face methods in
Saudi Arabia. The possible prescription is a reduction in the amount of time teachers are
required for traditional teaching in schools, which they can commit for the integrated lesson
preparation and training. The findings of this study is similar to that of Koo (2008) who
shows that teachers did not express their full commitment to use E-learning strongly because
of time constraints. Shin and Son (2007), have also demonstrated that many teachers simply
find it impossible to use E-learning alongside traditional methods of teaching as a result of

time constraints.

Further, the findings suggested that the three underlying personal factors were all
important to indicate the readiness of the respondents to use E-learning for EFL in Saudi
Arabia. The analysis under personal factors further established and highlighted the possible
interplay amongst the three underlying personal factors that was suggested to indicate the
readiness of students and teachers to use E-learning. The findings from the second stage of
this present research (quantitative data) also demonstrate a relationship between the identified
personal factors (see Chapter Seven, Section 7.4). The contribution of this finding is that it
could help with a deeper understanding of how these personal factors combine to indicate
readiness at the practical level. In addition to the identified personal factors, the findings in

the present study also suggested that other factors (i.e. external factors) need to be taken into
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account for a deeper understanding of readiness of students and teachers to use E-learning in

Saudi Arabia. These external factors are discussed in the next section.
9.3.2 External factors

Unlike the reviewed literature on readiness which was predominantly either Western
or Asian, the identification and inclusion of external factors in this research attempts to locate
the readiness of students and teachers within the broader context of how institutional, family
and social settings influence individual readiness. As a result, reference is made to the
culture, context and other external circumstances that is likely to influence the readiness of
students and teaches to use E-learning. Milani (2008) has noted that the local society and
culture needs to be taken into consideration in order to ensure a successful implementation of
E-learning. This view is supported by Al-Alhareth (2014) who also suggest that the culture
and traditions of society should be considered to ensure the success of designing new E-
learning programmes. The external factors considered bring to the conceptualisation of
readiness an account of the socio-cultural aspects of students and teachers and how these
influence their readiness. The outcome of the present research therefore shows a broader
conceptualisation of readiness stressing the combination of both the personal and external

factors (see Section 3.4.2 for more details about the conceptualisation of readiness).

Across the board, all the groups interviewed identified external factors such as family
and peer support (social factors), perceived E-learning usefulness, perceived ease of use, E-
learning flexibility and E-learning interactivity (E-learning characteristic factors) and
provision of equipment and school support (in-school factors) (detailed in Chapter Five,
Section 5.3). The identification of these external factors makes a particularly significant
contribution to the current body of knowledge because the influence of these factors is often
overlooked in the existing literature on readiness of students and teachers (e.g. Hung 2010;
Hung et al. 2016). Such an identification, nonetheless, acknowledges the influence these
external factors can have on the readiness of students and teachers, directly and/or indirectly,
to use E-learning in Saudi Arabia and similar contexts. For instance, it has been demonstrated
in the findings of the group interviews, students’ perception of family support (external
factor) or the lack of it can directly influence their readiness to use E-learning, or indirectly,
by influencing their attitudes and motivations (personal factor) to use such technology (see

Section 5.3.1). This research outcome provides an alternative perspective to understanding
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the readiness of students and teachers to use E-learning, particularly within contexts that are
considered relatively highly “collectivist” (Cassell and Blake 2012; Alamri et al. 2014). The
implication of this is that to a greater extent than in contexts that are more individualistic, the
readiness of students and teachers in “collectivist” contexts such as Saudi Arabia is likely to
be influenced by factors outside the personal factors bracket. It was therefore found that the
readiness of students and teachers to use E-learning in Saudi Arabia is influenced by the
successful balancing of the identified personal factors and how these factors are influenced
by the external factors. Overall, the findings make a significant contribution to theory. The
discussion of these contributions is conducted at each individual factor level as detailed

below.

In relation to theory, this research makes three significant contributions. Firstly, the
research findings suggested that the identified E-learning characteristic factors — i.e.
perceived E-learning usefulness, perceived ease of use, E-learning flexibility and E-learning
interactivity were individually and collectively thought to have significant influence on the
attitude and motivation of students and teachers to use E-learning in Saudi Arabia. For
example, it was found that students and teachers who had high perceptions of ease of use of
E-learning systems, its perceived usefulness, flexibility and interactivity, were those who
were more driven to adopt such technology. In other words, if the students and teachers
genuinely believe in the usefulness of E-learning systems and that it is interactive, flexible
and easy to use, they are more likely to use such technology for EFL in Saudi Arabia (see
Section 5.3.3). In a theoretical sense, this research finding demonstrates the influence of E-
learning characteristics on the attitude and motivation of students and teachers to use E-
learning thereby highlighting the significance of considering external factors in

conceptualising E-learning readiness.

It will be particularly significant to consider this dynamic in the design and
implementation of E-learning programmes in Saudi Arabia because it could help to shape the
attitude and motivation of students and teachers to use such technology. Similar positive
association between the attitude of students and teachers to use E-learning and E-learning
characteristics have been demonstrated in the existing literature in various ways, though not
directly in relation to E-learning readiness. For example, it has been highlighted that E-
learning systems should be easy to use or user friendly (Davis 1989); offer flexibility (Pituch

and Lee 2006) and be interactive to allow for collaboration either among students and/or
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between students and teachers (Palloff and Pratt 2007). This research finding implies that an

interface to the identified E-learning characteristics is likely to enhance its adoption.

Secondly, the study has shown through the voices of the majority of the respondents
that in-school support is significant in influencing their readiness. In-school support was
identified to include: school management support, technical support and the provision of
equipment. For example, in relation to the provision of equipment, respondents believed that
its availability in schools is one of the essential elements that has the potential to influence
their motivation and attitudes to use E-learning. It was also identified that the lack of
technical and management support can be a barrier to the effective use of E-learning and
could influence the motivation and attitudes of students and teachers to use such technology
(see Section 5.3.2). The importance of this finding theoretically is that it emphasises the need
to take into account in-school support and its influence on personal factors in order to deeply
understand the readiness of students and teachers to use E-learning. This means that
exploring the readiness of students and teachers should not only be based on personal factors,
but how these personal factors are influenced by such external factors should be considered.
Thus, providing in-school support strategy would facilitate and increase the readiness of
students and teachers to use E-learning. In similar literature, Ngai et al. (2007) have also
argued that the provision of effective user support and encouragement to use E-learning
systems has been viewed as significant predictor of the adoption of technology at all levels in
education. Technical support is linked to user satisfaction in other research outcomes (e.g.
Mirani and King 1994; Miller et al. 2006).

Finally, the findings of the present study suggested that social support influences the
readiness of students and teachers to use E-learning in Saudi Arabia. This means that the use
of social influence strategies such as information sharing sessions by peers and awareness
campaigns might be helpful in creating an appropriate social environment that encourages
students and teachers to use E-learning. Although evidence from the research findings
demonstrate that students and teachers appeared generally clear about the importance of
having social support, its influence could be enhanced through educating members of the
larger society about the advantages of using E-learning for EFL in Saudi Arabia (see Section
5.3.1). The present research finding is similar to that of Al-Harbi (2010) who identified social
support as a vital promoter of adopting E-learning, though this study is not directly in

relation to E-learning readiness.
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9.3.3 Answer to research question 1: what are the underlying factors affecting students’

and English teachers’ readiness to use E-learning for EFL in Saudi Arabia?

Figure 9-1 illustrates how research question 1 is answered hoping to build a complete
picture of the underlying factors of readiness of students and teachers to use E-learning in
Saudi Arabia. The figure includes both personal and external factors (see Sections 5.2 and 5.3
respectively) highlighting how these factors influence E-learning readiness in Saudi Arabia.
In line with the Vygotskian (1934) socio-cultural perspective (see Section 3.3.4), this
research also emphasises the necessity of referencing the influence of culture and context in
the readiness of students and teachers to use E-learning in Saudi Arabia (see Section 5.3.1).
The figure also summarises the interrelation both within and between the identified factors
that indicate E-learning readiness in the Saudi context. It is demonstrated throughout this
section that readiness lies in the successful combination of the identified underlying factors —
both personal and external and how these are influenced by socio-cultural factors. Unlike
Abas et al. (2004) and other authors suggesting prescriptive criteria for E-learning readiness,
the approach here instead insists that equal attention is paid to all active constituencies in the
identified underlying factors of E-learning readiness in the Saudi context. Far from accepting
E-learning readiness as purely and primarily technical (Ndubisi 2004; Abas et al. 2004; Hung
et al. 2010), the findings of this research demonstrate that readiness is influenced by other
socio-cultural factors typical of culturally and religiously conservative countries such as
Saudi Arabia.
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Figure 9-1: E-learning readiness framework

9.4 Student and teacher readiness

This section considers the finding of this research relating to research question 2:
what is the current level of readiness of students and English teachers to use E-learning for
EFL in Saudi Arabia? At each stage, findings from this research are triangulated with
previous research and meanings deduced as a result linking it with the wider socio-cultural

context of the research.
9.4.1 Students’ readiness

Given the importance of all three identified personal factors in the qualitative data to
indicate their readiness to use E-learning in Saudi Arabia, exploring their readiness based on
the same identified personal factors proved to be a complex endeavour. This was mainly
because not many student respondents can be considered to be ready based on all three
identified personal factors. For instance, irrespective of gender or age difference, the data
suggested that the majority of the student respondents can be considered to be ready on two
out of the three identified personal factors — i.e. personal drivers and personal access to tools,

but not the third identified personal factor — i.e. self-efficacy (see Section 7.2). This is
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supported by views expressed by participants at the regional level who also believed that the
majority of Saudi students lack the requisite skills to use E-learning (see Section 8.3.3). This
suggests that the lack of self-efficacy is a central barrier to the readiness of students to use E-
learning in the current study.

The importance of this finding is that it brings to the fore a weakness in the current
status quo and could provide the basis for the development and implementation of a coherent
E-learning strategy that takes into account all the different aspects of students’ needs and to
help prepare them to use E-learning. A well-planned strategy could therefore help to tackle
these concerns, and make use of the available political will (that is, government commitment
to E-learning) and governmental support to make the E-learning implementation more
successful (see Section 8.2.1). The above findings also reflect the lack of an upfront strategy
by the Saudi MoE to explore and develop the students’ self-efficacy to use E-learning.
Although the Saudi government has invested huge sums in order to promote the
implementation of E-learning in the country, it appears the impact has not trickled down to all

students.

The importance of students’ self-efficacy is also emphasised in the existing literature.
For instance, Sang (2010), Gosselin (2009) and Maninger and Anderson (2007) have argued
that higher levels of self-efficacy may contribute to the effective integration of E-learning
into education. It therefore stands to reason that not only does self-efficacy influence the
effective integration of E-learning, it does also influence the learning and academic
performance of students (Jungert and Rosander 2010; Lancaster and Bain 2007). As such,
putting in place a direct strategy to monitor and improve the self-efficacy of students will
seem a wise thing to do in the Saudi context instead of assuming that students have a good
level of self-efficacy to use E-learning effectively without such a strategy in place (Aboalhaj
2015; Robertson 2007; Valentine 2002). But as things stand, it will seem the assumption by
the Saudi MoE is that the current students are of a digital generation and should have a good

level of self-efficacy (Ministry of Education 2018).
9.4.2 Teachers’ readiness

The findings suggest that the majority of teacher respondents can be considered to be
ready to use E-learning in two out of the three identified personal factors in this research —
i.e. personal drivers and personal access to tools, but a relatively smaller number of teacher
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participants exhibited self-efficacy to use E-learning (see Section 7.2). Particularly, the
finding on the self-efficacy of teachers was echoed by the views expressed by national and
regional officials in the interview data. The interview data noted that the majority of Saudi
teachers lack the requisite skills to use E-learning (see Sections 8.2.2 and 8.3.3). This
particular outcome is considered an interesting finding demonstrating that lack of self-
efficacy of teachers can be a main barrier that influences their readiness to use E-learning in
the current study context. This finding was deemed to have significant implications particular
to the Saudi context in a number of ways not least because of the inadequacy of indigenous

qualified teachers.

As indicated in the research context chapter, the Saudi MoE employs both qualified
English teachers and unqualified ones (graduates from linguistics and English literature) in
order to overcome the shortage in this sector. The difference between the qualified and
unqualified English teachers is however blurred in practice, particularly in relation to the use
of technology for teaching. Whilst the qualified teachers might have been provided with the
appropriate training in teaching methods (often described as chalk and talk teaching
approach), such training might not necessarily include the use of technology since this is a
recent introduction to the Saudi educational system (Al-Harbi 2014). In the case of
unqualified teachers, the situation is more precarious because they clearly lack the requisite
knowledge in teaching methods including combining the two pedagogies (that is, traditional
and E-learning) in their teaching (Oyaid 2009). This was reiterated by views expressed by
national and regional officials who reported that the majority of teachers in Saudi Arabia at
the moment were trained to teach using face-to-face teaching methods, and that teachers have
not been trained on how to integrate any ICT and related methods in their teaching (see
Sections 8.2.2 and 8.3.3). This is in agreement with Oyaid (2009), who identifies a gap

between the outputs of universities and the requirements of education in Saudi schools.

The research finding has important implications for pre-service and in-service teacher
education programmes. In line with the existing literature on pre-service teacher training
programmes, the incorporation of E-learning into teacher training pedagogy at university
level should be made mandatory (Qenaey 2014; Al-Harbi 2014). This will play an essential
role in building the skill of teachers to use E-learning in their teaching once they gain their
qualifications. In terms of in-service teacher programmes, providing teachers with systematic

continual professional development opportunities would help to inform their knowledge,
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beliefs and practices, including the use of E-learning in their teaching within the Saudi
context (Qenaey 2014; Al-Harbi 2014). Consistent in-service continued professional
development opportunities would also help teachers to improve on their self-efficacy. This
also tallies with the prescription by Hampel and Stickler (2005) when they suggested that
teachers should be encouraged to acquire new skills through training in order to be more

effective in their teaching using E-learning — thus their self-efficacy.

The importance of teachers’ self-efficacy is also emphasised in the existing literature.
One important implication of this, for example, is that it enhances teachers’ mastery of
various teaching skills, knowledge and E-learning related experiences (Qenaey 2014;
Anderson et al. 2001). As a result, a significant step that needs to be taken into consideration
in preparing teachers for teaching E-learning is that, as a part of an academic programme for
pre-service teachers, some units on online and interactive teaching be integrated — that is,
units that focus on designing online learning instruction and activities. This could assist
teachers in becoming familiar with the online teaching approach. Moreover, the provision of
consistent professional development training programmes for teachers’ in-service is seen to
enhance their self-efficacy (Qenaey 2014). These development programmes could include
training workshops that focus on developing teachers’ online teaching skills and keeping

them updated with recent changes in the field.

Consistently, it has been argued throughout this research that for a deeper
understanding of the readiness of students and teachers for E-learning in Saudi Arabia, there
is also a need to reference other external factors including in-school and family support.
Similarly, Yamani (2013) and Aboalhaj (2015) have also noted that it is important to
understand the external factors that influence self-efficacy. This is unlike the majority of the
existing literature, but such understanding arguably helps in the formulation of effective
strategies that enhance and promote the readiness for using E-learning. Specific external
factors that were identified to influence the self-efficacy of students and teachers in Saudi
Arabia are in-school and family support. The ensuing discussion pays attention to these two
identified external factors and tries to link them to the wider socio-cultural context of the

research.
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9.4.3 In-school support

The findings of this research study revealed a positive correlation between in-school
support and level of students and teachers self-efficacy (see Section 7.4). This result is in
agreement with much other prior research that also found a positive correlation between in-
school support and levels of student and teacher self-efficacy in different other contexts
(Cheung and Huang 2005; Selim 2007; Ngai et al. 2007). The finding suggests that providing
in-school support may lead to greater or enhanced student and teacher self-efficacy, and
ultimately their readiness to use E-learning. In many other contexts, in-school support is often
implicit, but this needed to be made explicit and given greater attention in this research
context because Saudi Arabia presents a complex scenario in relation to in-school support. In-
school support in Saudi Arabia cannot be separated from government policy and actions,
partly because it is the government that initiated the policy in the first place and partly

because it is government’s responsibility to resource schools adequately.

The current level of in-school support provided by Saudi schools in order to help
student and teacher self-efficacy, unfortunately, is very limited — which raises questions about
the readiness of Saudi schools to implement E-learning. For example, the perception of more
than half of the student and teacher respondents was that schools in Saudi Arabia currently
lack the capacity to provide the necessary support for E-learning usage that is, computer and
Internet connectivity as well as poor technical and school management support (see Section
7.2.6). This perception of students and teachers was echoed in the views of both national and
regional officials who participated in the research (see Sections 8.2.3 and 8.3.4). This
research outcome concurs with earlier research such as Al-Harbi (2014) and Al-Furaydi
(2013); but differs with earlier research such as Aldbasi (2006) and Alshumaim and Alhassan
(2010). The current research outcome suggests a context much less supportive of E-learning

readiness, though this may be confined to some regions.

The implication of this, as previous research findings highlight, is that E-learning
programmes are at risk of failing because of the lack of in-school or institutional support
(Selim 2007; Al-Harbi 2014), that is adequate in-school support in the form of the provision
of access to computers, Internet and technical support to use E-learning as well as school
management support are critical to a successful E-learning implementation. The finding thus

suggests that providing in-school support may lead to greater student and teacher self-
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efficacy, and ultimately their readiness to use E-learning. Another implication of the above is
that Saudi students and teachers are unlikely to benefit significantly from E-learning when
implemented because of the perceived current lack of in-school support. This is especially so,
given the traditional pedagogy of rote learning and memorisation and the fact that formal
education in Saudi Arabia is teacher-centred — a traditional milieu used in Saudi education for
a long time now (Al-Harbi 2010; Alkhatnai 2013; Aboalhaj 2015). This means that, for
example, traditional Saudi education does not prepare students to bear full responsibility for
their own learning nor equip them well enough for self-directed learning — a reason that
might help to explain this particular research finding that students lack self-efficacy. The
evidence provided at the regional level was that the teaching and learning of IT in Saudi
Arabia is still done theoretically. This feeds into the traditional teacher-centred approach and
the responsibility sometimes laid at the doorstep of the lack of in-school support. As such, it
seems that adopting E-learning in this teacher-centred context without a clear strategy in

place will not benefit the students, ultimately.

Based on the above finding, it is recommended that in order to enhance the self-
efficacy of the majority of Saudi students and teaches there is the need for proactive capacity
building programmes by the Saudi MoE. This means that students and teachers will require
special guidance, training and monitoring if they are to be able to use E-learning for EFL
effectively, especially prior to the actual implementation of E-learning system. Guidance and
training will help them to be able to identify resources for learning, as well as be able to
select and implement new learning strategies. Monitoring on the other hand will help in
successfully evaluating their personal performances and knowing if they are effectively
applying the acquired skills and knowledge to meet set objectives. Specific to students, it is
also a recommendation that opportunities that will enhance their self-efficacy to use E-
learning should be created for them from an early stage in school — this could mean starting
with the introduction of E-learning at the primary school level in Saudi Arabia. Such an
exposure to IT literacy in schools at an early age (primary school) can also help in building
their self-efficacy, and ultimately their readiness to use such technology for learning in later

years.

At the policy and practical level, the outcome of the present study suggests that
although the Saudi government has invested huge amounts of resources in order to promote

the implementation of E-learning in the country, participants felt that the impact of such
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investment is inadequate in practice. Some of the major projects embarked on by the Saudi
government at the school level include the construction of about 6,700 computer laboratories
containing 139,338 computers for high schools between 2011 and 2013. It has also been
estimated that, cumulatively, the government effort has brought the country to the level of the
global average of one computer for every ten students as at the end of 2014 (KACST and
Ministry of Economy and Planning 2014). Yet, there seems to be a fundamental gap between
policy and practice which might impact negatively on the readiness of students and teachers
to use E-learning as a supplementary tool for EFL. This gap between policy and practice also
seems to be pervasive across other countries in the Middle East, such as Kuwait (Aldhafeeri

and Khan 2016) and the earlier attention is drawn to this, the better.
9.4.4 Family support

The findings of this research study suggest that there is a moderate positive
correlation between family support and level of student self-efficacy (see Section 7.4). This
means that, student respondents who showed lack of self-efficacy to use E-learning, also
appeared to perceive less family support. On the other hand, student respondents who
appeared to have greater self-efficacy to use E-learning, appeared to perceive greater family
support. Given the significance of the family as a social institution in Saudi Arabia, this
finding provides empirical evidence of its influence in determining the self-efficacy of
students, and ultimately their readiness to adopt and use E-learning. Indeed, Saudi students of
various ages and levels are expected to respect and obey the wishes and commands of their
parents and other members of the extended family. There is therefore little or no autonomy of
the individual student separate from the family either within or outside home. This is a
respected socio-cultural norm that is cherished and encouraged from one generation to the
other (Al-Alhareth 2014; Al-Harbi 2010; Al-Metz 1992). This finding was considered
significant because it acknowledges that in the face of modernisation and globalisation trends
with strong influence on the family, the support of the family is still considered necessary in
the Saudi context for individuals to adopt and use E-learning, thereby highlighting the need to

situate any research finding within the wider socio-cultural context.

In general, the findings from this research suggest that the majority of students’
families are currently not positive in their perception of E-learning in Saudi Arabia. Further,

the findings suggest that parents who have female children were more vociferous in their
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negative views about E-learning (see Section 9.5.1.3 for further discussion about family
support based on gender). It is important to explain here that all families appeared
uninformed about the E-learning programme and parents are justifiably concerned about the
safety and security of their children. For example, data from the interviews indicated that the
majority of families perceive the Internet as a harmful place for children. It is this perception
of harm that is behind the perceived lack of family support for students to use E-learning in

Saudi schools if seen in this light.

The implication of this research finding is that the readiness of students to use E-
learning in Saudi Arabia revolves within the readiness of a bigger context — that is, family
readiness and more. This is an attribute that is not peculiar to the research context and those
of its kind; it may not be given the same prominence in other contexts that are individualistic,
but it is certainly something they can relate to easily, given the vulnerability of children. The
finding indicates that readiness in the Saudi context cannot simply be explained by
exceptionalism of Saudi students, but requires the readiness of the family as well as the wider
context and culture. This can be seen as a profound challenge to students’ readiness because
of its potential impact in their lives in reference to the wider social culture of the Saudi
people. Culture is not a static black box, it is instead a dynamic social construction,
reproduced by practice, negotiating new practices and sense-making over practice (Gidden
1984). But a major driver of change in culture, sometimes, is clashes between inconsistent
cultural beliefs (Bourdieu 2013). Clashes between contradictory cultural norms, Bourdieu
(2013) argues, often involve reconciling or learning to alter one or other habit. Therefore, the
concerns parents have over the adoption of E-learning may eventually be harmonised with

time and education.

9.4.5 Answer to research question 2: what is the current level of readiness of students

and English teachers to use E-learning for EFL in Saudi Arabia?

The conclusion reached based on the evidence presented in these research findings is
that students and teachers appeared not ready to use E-learning — the lack of self-efficacy was
perceived as a main barrier. Further, when a wider perspective is considered in relation to E-
learning readiness, such as in-school and family support, students’ and teachers’ readiness is
perceived to even be lower. The readiness of students and teachers appeared to depend on in-

school and family support as well as the wider socio-cultural factors. In terms of in-school
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support, the findings suggest that Saudi schools lack the requisite resources that will enhance
the readiness of students and teachers to use E-learning. This means that readiness for E-
learning in Saudi Arabia cannot be divorced from government policy and actions in relation

to adequate resourcing of schools to support E-learning.

Additionally, the findings suggest that majority of students’ families are sceptical
about the Saudi E-learning programme. Families therefore appeared not ready for their
children to use E-learning both at home and in schools. This might be emanating from an
ignorant position; but it also highlights the important fact that government policy does not
take into consideration the views of all stakeholders in the Saudi context — particularly those
of parents. In terms of the wider socio-cultural factors, aspects of Saudi culture (gendering,
and traditional pedagogy) also impact on E-learning readiness with profound consequences. It
was also identified that contextual factors severely constrain teacher and student readiness.
Finally, often the case in any innovative service, participants appeared wary of change. But
the belief is that with time and education as well as putting the appropriate infrastructure in
place, all groups will find E-learning EFL useful and their readiness enhanced. The next
section discusses the readiness of students and teachers in relation to age and gender.

9.5 Readiness based on gender and age

This section considers the finding of this research relating to research question 3:
What are the differences in the readiness of students and English teachers to use E-learning
based on selected demographic characteristics (gender, and age) for EFL in Saudi Arabia? At
each stage, findings from this research are triangulated with previous research and meanings

deduced as a result.
9.5.1 Readiness based on gender

The conceptualisation of gender varies from one context to another since this is
shaped by a number of variables including the wider socio-cultural values of the people (Al-
Alhareth 2014). Gender and gender related issues such as segregation weigh heavily on
students and teachers in Saudi Arabia. For instance, in the general socio-cultural environment
that characterises the Saudi society and many of its kind, the perception and belief is that
learning online may offer both male and female students the rare opportunity to socialise

outside the family and with the opposite gender — currently a taboo in Saudi Arabia. Little of
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the previous research into E-learning readiness references gender and links that to the wider
socio-culture context in which E-learning is introduced. Gender was nonetheless identified by
the research participants as a factor that might stand as a significant barrier to their E-learning
readiness. Indeed, the fear of gender-mixing might be a specific concern that relates to the
online/Internet aspect of E-learning in Saudi schools. This section therefore discusses the E-
learning readiness of both students and teachers based on gender. It is hoped that such a
discussion will help identify specific barriers that might affect the readiness of males, females
and/or both. Again, the discussion carried out here is done based on the identified personal
and external factors as well as linking discussion to the wider socio-cultural context of the
research. This section therefore discusses the findings on students’ and teachers’ E-learning

readiness based on gender.
9.5.1.1 Students’ readiness based on gender

In terms of personal factors, the research outcomes showed that male students
appeared more ready in terms of personal drivers to use E-learning than female students.
There were however no differences in readiness between male and female respondents in
terms of their personal access to tools and self-efficacy (see Section 7.3.1). This finding is
contrary to the widely held perception that families are likely to allow their male children
more access to computers and Internet access compared to females (Aldebasi and Ahmed
2013; Al-Alhareth 2014; Alzahrani 2017). Nonetheless, parents who participated in the study
appeared more anxious about their daughters’ use of E-learning compared to their sons (see
Section 8.4). Such anxiety on the part of parents may go a long way to influence the readiness
of female students and may provide an explanation to why there was a difference between
male and female students in relation to personal drivers (see Section 9.5.1.3 for a detailed

discussion on family support for E-learning based on gender).

The above is considered an interesting finding because gender differences, an
important and notable attribute in the Saudi context, appear negligible and inconsequential in
various other contexts in terms of students’ readiness based on personal drivers (Hung et al.
2010; Pillay et al. 2007). These differences between the literature and the outcome of the
current study emphasise the importance of the context (Vygotsky 1978). Engestrém (2011)
has also argued that context is everything — that is, even the individuals’ attitudes and

motivations to use E-learning are shaped by the context in which they live. The implication of
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this particular finding is that it highlights the need for Saudi Arabia to consider designing
specific strategies that meet the needs of a gender segregated society in order to prepare the
minds of the wider society to accept the use of E-learning in Saudi schools. This broadens the
scope demonstrating that, in addition to paying attention to the specific difference in
readiness between male and female students to use E-learning, other concerns with the wider

social-cultural context in Saudi Arabia need to be met.
9.5.1.2 Teachers’ readiness based on gender

The research outcomes showed that there was no difference between male and female
teacher respondents’ readiness in terms of personal drivers and access to tools. This might be
as a result of the fact that both male and female teachers are mature, might be independent
minded, better placed financially to acquire or have access to the technology and see its
advantage to their teaching. However, it is to be acknowledged that although both male and
female teachers have an equal opportunity for training during their teacher training
programmes at policy level (Oyaid 2009), the study results revealed a statistically significant
difference between male and female teachers’ readiness in relation to self-efficacy — that is,
male teachers exhibited greater self-efficacy. This means that self-efficacy can influence the
readiness of both male and female teachers but the degree/level varies (see Section 7.3.1).
However, in practice, neither male nor female teachers have been formally trained and it is
possible that the actual difference between male and female teachers might be negligible in
reality.

Yet, there is a lingering likelihood that the future is brighter for male teachers than
female teachers regarding E-learning readiness. Findings from the qualitative data at the
regional level showed that male teachers have qualified supervisors who can provide training
for them to enhance their self-efficacy at their disposal but not female teachers. This facility
is not available to female teachers for a number of reasons. Firstly, although all public sector
including all aspects of the educational system in Saudi Arabia is gendered, at the apex of the
MoE, there are no senior female supervisors who can provide such training when needed.
This might not necessarily be because female teachers lack the qualification and/or
experience to provide such training for female teachers, the reason could be as a result of
structural factors such as power within the Saudi context (Al-Alhareth 2014). For instance,

nothing prevents the MoE from creating a parallel managerial/supervisory office for both
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male and female teachers so that concerns of female teachers will be attended to by these
supervisors. The power hierarchy within the Saudi system also works against the agency of
females including female supervisors (Al-Alhareth 2014). This practice is likely to have
implications for both policy and practice regarding the readiness of teachers to use E-
learning. In terms of policy, the research outcome highlights the inherently discriminatory
nature of the Saudi system in favour of males. In terms of practices, the research illustrates
the reality at the workplace in Saudi Arabia where there is an overwhelming power imbalance
in favour of males. This calls for a shift in attitudes towards the development of a culture of

respect for women and accepting them as equal partners for development.

Differences in readiness based on gender are manifested in other research outcomes in
other contexts. For instance, Hung (2016) found that male teachers have significantly greater
readiness based on self-efficacy than did female teachers. So (2008) has also shown in the
findings of his research on the perceived readiness between male and female teachers in
Hong Kong that male teachers appeared more confident to use E-learning in the classroom
compared to female teachers. But unlike the majority of the existing literature, it has been
argued throughout this research that for a deeper understanding of the differences in readiness
of students and teachers based on gender, there is also a need to reference the external factors,
that is in-school and family support and linking that to the wider social culture into which the
E-learning is introduced. The following sub-sections provide discussions based on in-school
and family support.

9.5.1.3 Family support based on gender — students

The study results revealed a significant difference between male and female
perceptions regarding family support — female students perceived less family support to use
E-learning (see Section 7.3.1). Data from parents provided likely reasons why female
students are likely to perceive less family support. Notable among these reasons is the fact
that female students are constantly being monitored by their parents whenever they are on the
Internet — an environment perceived by some parents as toxic. As a result, some parents
disapprove the use of any Internet-related applications in general, but especially for females
(see Section 8.4). This shows that families might not be ready to accept the use of E-learning
by their children, especially female students. The implication of this is therefore that the

government will face great challenges to achieve its goal of E-learning implementation.
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Following from the above, it is to be acknowledged that the family is an important
social institution in Saudi Arabia and its role in the readiness of students cannot be
overemphasised. It stands to reason that the readiness of female students to use E-learning is
influenced negatively if they tend to perceive less family support as a result of family control
and monitoring. The provision of family support therefore influences the readiness of
students to use E-learning in Saudi Arabia. In a broader sense, the perception of female
students to have less family support brings to the fore issues of gender discrimination and
limiting of opportunities for female students. It also raises questions about female students’
freedom to access and use E-learning as well as their right to privacy to do so (Sen 2009).
The manner of parental control can also be considered an intrusion on the privacy of these
female children which affects their readiness to use E-learning (Al-Alhareth 2014). The
implication of this particular research finding is that parental attitude/control in Saudi Arabia

stands as a major barrier to the readiness of children to use E-learning, especially for females.

As mentioned earlier in the research context chapter, such practices that can be
considered discriminatory have historical roots. For instance, it is observed that the official
education for females in Saudi Arabia began 30 years later than that of males because of the
reluctance of the parents (Hamadan 2005). Yet, these practices are still acceptable to Saudi
families based on their culture and interpreted to be in the best interest of female students.
The influence of Saudi families on their female children has also been stressed strongly in
other literature. For instance, Saudi students in general tend to need the support and blessing
of their families in order to pursue their studies effectively (Al-Harbi 2010). Further, Al-
Harbi (2010), notes that Saudi families exert a strong influence in shaping the future of their
female children particularly regarding interactions via the Internet. This therefore shows the
significant role of the family in influencing the readiness of these students to use E-learning —
e.g. by accepting the use of technology at home, prioritising the use of technology for
learning EFL, and providing access to the technology. The implication of this finding is that
the culture and traditions of the Saudi society as well as the role of the family should be
considered in the design and adoption of new E-learning programmes in order to enhance its
successful implementation. This means that any plan to implement E-learning in schools
should consider the role of families and how to navigate round possible issues of concern to
these families. The readiness of families to accept E-learning coupled with other factors
identified in this study will go a long way to facilitate the successful implementation of the E-

learning programme in Saudi Arabia.
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It is therefore necessary to increase the awareness of parents in this regard since the
findings from father interviews showed there is a lack of awareness among Saudi families
about the benefits of E-learning for children. This can be done by introducing courses for
them and linking them to the schools. By doing so, families might become more liberal with

their female students which will help improve their opportunities to use E-learning.
9.5.1.4 In-school support based on gender

As demonstrated in previous sections, the overall perception amongst students and
teachers who participated in the research study is that Saudi schools lack the needed in-school
support. This includes training capacity, school buildings and IT equipment necessary to
make them ready to implement E-learning. Although this is considered a significant outcome,
further discussions need to be explored based on gender since education in Saudi Arabia is
gendered. For example, contrary to suggestions by national level officials that the Saudi MoE
offer male and female students equal opportunities and the same amount of in-school support,
the findings suggest that female students perceived themselves to have less in-school support
to use E-learning (see Section 7.3.1). These perceptions were concurred with by regional
officials who revealed that, generally, male schools are much better than female schools in
terms of physical infrastructure, quality of buildings, provision of computers, Internet, as well
as other learning resource centres. Female schools are also perceived to be overcrowded and
some of them lack permanent structures (see Section 8.3.4). On the part of teachers, the
findings suggest that for a number of reasons male teachers have more opportunities to attend
professional development training, usually provided in places outside the school, like the
educational training centres, than female teachers; although female teachers can be
considered more likely or motivated to use E-learning with good in-school support (see
Section 8.3.4).

This research finding might be explained in relation to the socio-culture of the Saudi
people because modesty in all aspects of life is encouraged in Saudi Arabia particularly for
married females. This makes them appear subservient in all their endeavours including at
work, especially relative to the male counterparts. This finding can also be explained in terms
of the culture and limited opportunities available to female teachers, post-qualification. For
instance, male teachers are more likely to be given additional training and support, especially

from trained educational supervisors in order to enhance their self-efficacy. But, as
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demonstrated from the interviews, so far there are only few female supervisors in Saudi
Arabia. Further, the research findings revealed that female head teachers are unable to easily
access the MoE and/or Department of Education because all the workers there are male.
These female head teachers usually send their request by post which can either get lost or

sometimes be ignored (see Section 8.3.4).

The implication of this particular finding is that there seems to be a gap between
policy and practice. It appears that what exists at the policy level as mentioned by the
national officials does not seem to translate to the reality on the ground. This high percentage
of insufficient in-school factors clearly demonstrates a lack of commitment on the part of the
Saudi MoE to afford female students equal opportunity in education. This undoubtedly
contributes to the perception by female students that they lack in-school support which in turn

can influence their E-learning readiness.

This finding is in agreement with the literature that suggests that a higher proportion
(58%) of the female school buildings in Saudi Arabia are rented and inadequately equipped
with computers and Internet facilities (Abdullah et al. 2013). This was interpreted to mean
that male education is given priority over female education in Saudi Arabia, generally. It can
therefore be argued that in-school support can influence the E-learning readiness of students

in Saudi Arabia in general, but especially girls.

9.5.2 Readiness based on age

Readiness based on age was also explored in order to find out if there was any
significant difference between younger and older students and teachers. This was done in
cognisance of the divergence of views in the existing literature regarding age and the use of
E-learning. For instance, some researchers argue that the younger generation who embrace
the use of new technology have the ability to learn more collaboratively than the older
generation (Yamani 2013). On the other hand, other researchers argue that the differences
between the younger and older generations in accepting and using technology are not that
significant (Pillay et al. 2007). The ensuing discussion on the readiness of students and

teachers based on age is based on the findings of the present research.
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9.5.2.1 Students’ and teachers’ readiness based on age

In terms of age, the results of this study demonstrated three significant outcomes: a
significantly greater readiness in older students in terms of personal access to tools; a
significantly greater readiness in younger students in terms of personal drivers; and no
significant difference between younger and older students in terms of self-efficacy. This
research outcome was considered significant because it established a case that although older
students might have more personal access and younger students’ greater personal drivers,
there is no significant difference in their self-efficacy (see Section 7.3.2). The lack of self-
efficacy among students is considered a central barrier of student readiness regardless of their
age in this research (see Section 9.4.1). Younger teacher respondents also appeared more
ready in terms of personal drivers and access to tools to use E-learning than older teachers. In
spite of this, there were no differences in readiness between younger and older teacher
respondents in terms of self-efficacy (see Section 7.3.2). This means that lack of self-efficacy
among teachers is considered a central barrier to teachers’ readiness in the Saudi context

regardless of their age.

Overall, the research findings may be interpreted as indicating older students’
preference for traditional learning — a characteristic associated with limiting their engagement
in E-learning (Al-Ismaiel 2013), and making them resistive to E-learning adoption and usage
(Alebaikan 2010; AlJeraisy et al. 2015; Hamdan 2014). This is despite the possibility that
they might be independent and can afford the requisite technology necessary for E-learning.
Yet, young students appeared more inclined (have greater personal drivers) to use E-learning
because technology is generational, and they might see it necessary to learn to use technology
because everyone in their generation is doing so (Frand 2000). In terms of external factors,
there were no significant differences between older and younger students (see Section 7.3.2)

nor between older and younger teachers (see Section 7.3.2).

The implication of the present research outcome is that the Saudi government needs
an understanding of these differences in age because it will be helpful in terms of policy
formulation and implementation since appropriate policies can be tailored to help the age
categories who considered themselves to be less inclined to use such technology, especially
older female students. For instance, the study outcomes show that the older group of students

were predominantly female. This means that female students are usually delayed in their
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education as a result of socio-cultural barriers that affect them (Al Alhareth, 2013). For
example, females enter into early marriages and are unable to go to school. The females
however are given the opportunity to go back to school when they are older and more
independent. But males in Saudi Arabia do not suffer any interruption to their career as a
result of continuous education (AlMunajjed, 2009). The present research outcome might also
help in policy formulation and implementation such that their formulation and
implementation will be guided by the differences these factors make to the readiness of
younger and older students and teachers to use E-learning.

In terms of students, this particular research outcome seems to differ from the
research findings by Pillay et al. (2007) who suggested that there is no difference in the
readiness between younger students and older students in Turkey based on the
preferences/attitudes and self-efficacy of users. Yet, the present research outcome is similar
to that of Colley and Comber (2003) who did their studies in the UK and reached similar
conclusions to the current findings. They found in their respective research outcomes that
younger students have more positive attitudes towards computers than older ones. In terms of
teachers, the outcome of this present research echoes the results shown by So (2008) that
younger teachers tend to be more prepared in E-learning compared to older teachers in Hong
Kong. It therefore appears that, across contexts where (and widely different times) age has
been explored in relation to E-learning readiness, it has proven to be an important
consideration in relation to the adoption and use of E-learning (detailed in Chapter Three,
Section 3.4.2.3.2).

9.5.3 Answer to research question 3: What are the differences, based on selected
demographic characteristics (gender and age), in the readiness of students and English

teachers to use E-learning for EFL in Saudi Arabia?

The conclusion reached based on the evidence presented in these research findings is
that female students and teachers appeared less ready to use E-learning compared with their
male counterparts — that is, readiness to use E-learning in Saudi Arabia is impacted by the
gender of students and teachers. It was also identified that female students and teachers
perceived less in-school and family support demonstrating, in a sense, the general attitude to
female education and/or their place in the wider society. The findings further highlight the

fact that readiness of students and teachers also depends on wider socio-cultural factors. In
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terms of in-school support, the findings suggest that female schools in Saudi Arabia perceive
less requisite resources that will enhance the readiness of students and teachers to use E-
learning compared to male schools. Furthermore, female students tend to perceive less family
support compared to their male counterparts. This has a bearing on how the wider society
perceive female education and more needs to be done to convince families about the benefit
of female education and the need for females to be afforded equal opportunities to have an
education. Finally, it is to be acknowledged that readiness for E-learning in Saudi Arabia
cannot be separated from government policy and actions as well as the wider socio-culture of
the people.

The conclusion reached based on age was not less significant although less elaborate
as shown above. The research findings show that while younger teachers appeared more
ready in terms of personal drivers and access to tools to use E-learning than older teachers,
there was a significant greater readiness in older student in terms of personal access to tools
and a significant greater readiness in younger students in terms of personal drivers. In spite of
this, there were no differences between younger and older students and teacher respondents in
terms of self-efficacy and in terms of the identified external factors. Overall, lack of self-
efficacy among students and teachers was considered a central barrier in the Saudi context

regardless of their age but manifest in gender.

In conclusion, it is worth emphasising that the identified differences in terms of age
and gender arise partly as a result of government policy and partly as a result of the wider
socio-cultural context. The former can be ameliorated over time given the current political
will and government commitment to the course of implementing E-learning in the country.
More difficult are those differentials rooted in culture, some of which can be addressed by
long-term training initiatives over longer time periods during which Saudi society reconciles

competing and conflicting goals.
9.6 Chapter summary

The chapter provides a discussion of the research findings presented under Chapters

Five, Seven and Eight. Acknowledging the main drivers of E-learning in Saudi Arabia in the

first section, the second and third sections discuss the underlying factors of E-learning

readiness, and the readiness of students and teaches to use E-learning in Saudi Arabia

respectively. The fourth and fifth sections also discuss any gender and age differences in the
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readiness of students and teachers, respectively. Throughout the discussion data are
triangulated with the existing literature in order to highlight the points of convergence,
divergence and complementarity. The discussion is also done within the larger context of
institutional and family readiness considering its implication for theory, policy and practice.

In general terms, the evidence presented in these research findings is that students and
teachers appeared not ready to use E-learning — lack of self-efficacy being a main barrier. The
readiness of students and teachers is perceived to even be lower in respect to the identified
external factors — notably, in-school and family support. This means that readiness for E-
learning in Saudi Arabia cannot be divorced from government policy and actions in relation
to adequate resourcing of schools to support E-learning as well as the contribution of the

family and wider society at large.

In terms of gender, the evidence suggests that female students and teachers appeared
less ready to use E-learning compared with their male counterparts. Female students and
teachers perceived less in-school and family support demonstrating, in a sense, the general
attitude towards female education and/or their place in the wider society. In terms of age,
younger teachers appeared more ready in terms of personal drivers and access to tools to use
E-learning than older teachers; there was a significantly greater readiness in older students in
terms of personal access to tools and a significantly greater readiness in younger students in

terms of personal drivers.

In conclusion, the findings suggested that the readiness of students and teachers in the
Saudi context requires an interplay of the identified personal and external factors. As a result
of the research findings, Figure 9-1 has been developed to illustrate the interplay of the
individual and external factors hoping to build a complete picture and a broader
understanding of the underlying factors of readiness of students and teachers to use E-
learning. It is in line with the Vygotskian (1934) socio-cultural theory that emphasises the
necessity of referencing the influence of culture and context. Further, the chapter has
highlighted the lack of readiness and identified differences in terms of age and gender that
arise partly as a result of government policy and partly as a result of the wider socio-cultural

context.
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Chapter Ten: Research conclusions and recommendations
10.1 Introduction

The research sought to explore the readiness of students and English teachers to use E-
learning as a supplementary tool for EFL in Saudi Arabia. Specifics of the research outcomes
are as follows. In Chapter Five, the underlying factors of the readiness of students and
English teachers to use E-learning for EFL in Saudi Arabia were explored. Chapter Six
focused on how the questionnaire was validated using both content and construct validity. In
Chapter Seven, the current level of readiness of students and English teachers to use E-
learning for EFL in Saudi Arabia and the differences in the readiness of students and English
teachers to use E-learning based on gender and age were explored. Chapter Eight was based
on individual interviews of national and regional officials as well as heads of families. This
sought to interrogate further and seek deeper understanding of the issues involved around the
readiness of students and teachers in Saudi Arabia. In Chapter Nine, an extensive discussion
of these research outcomes highlighting their implications for theory, policy and practice was
presented. This chapter focuses on the contributions made by the present research and its
significance to the overall academic research community in this area. Based on the findings
of the present study, the chapter also offers on a number of recommendations primarily for
the Saudi MoE. These recommendations might also be useful for the wider community in this
field if applied appropriately, to inform policy-makers of what needs to be taken into
consideration for a better E-learning implementation. Further, the limitations of the research
are identified, and suggestions are made for future research. Finally, reflection on the entire

research process is provided as a final thought.
10.2 Contribution to knowledge

The findings emanating from the research make a significant contribution to the E-
learning readiness field in diverse ways: conceptually, institutionally, gender and gender
related issues, contextually and methodologically. This section explores and discusses the

contributions of the present study.

e Conceptually, the outcome of the present research shows a broader conceptualisation of
E-learning readiness within the Saudi context. It does so by emphasising the need to

consider both what are described as personal and external factors in the study. This brings
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to the conceptualisation of E-learning readiness how both personal and external factors
contribute to a better understanding of students’ and teachers’ readiness to use E-learning.
This ultimately informs a better implementation process of E-learning that takes into
consideration various aspects instead of limiting it to personal factors (McVay 2000;
Smith et al. 2003; Smith 2005; Hung et al. 2010) and/or “environmental” factors such as
school organisation (Hung 2016). The framework of the present study identifies and
includes more dimensions of personal and external factors. The research findings also
reflect how the readiness of students and teachers can be influenced by the wider socio-
cultural context to which they belong. Considering that Saudi Arabia operates a
segregated system, the inclusion of both gender perspectives in this single research
strengthens the findings of this study. The study was therefore able to provide a more
holistic view of readiness of students and teachers that emerged from the interaction of
self and context. Studies in the existing literature are considered insufficient in this
direction because they are done independently of, or with minimum influence from, the
culture and context of the research participants. In the case of Saudi Arabia, culture and
context are important because E-learning is a technology, indeed a pragmatic technology
characterised by the complexity of an ecosystem with in which it operates (Al-Alhareth
2015), and whose success depends, like that of any technology, upon its socio-technical

usefulness (Baxter and Sommerville 2011).

Amin (1999) notes that a significant difference between developing and developed
societies is institutional thickness — that is, the degree to which knowledge, ways-of-
working, and trust are characterised by non-state bodies. On this basis, Saudi Arabia is
perceived as a developing society where the state still retains a much more central role in
all issues including education and by extension the introduction of E-learning. In a sense
Saudi Arabia is caught in the middle: economically rich but institutionally poor. This has
a major impact on readiness for E-learning and raises doubt on the perception that having
financial resources is enough a factor in the successful implementation of E-learning. The
findings make the point that although the present research context is endowed with
financial resource and there seems to be sufficient political will, these do not guarantee
the success of the E-learning programme. It is further argued that Saudi Arabia may be
economically rich, but poor in terms of institutions. The recommendation of the present
study is that there is the need for careful planning, as well as the development of proper

and robust channels of communication amongst all stakeholders, which are open and
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honest, in order to succeed in their E-learning implementation effort. As demonstrated in
the framework, readiness in the Saudi context goes beyond the individual student or
teacher but includes the family, school and wider socio-cultural environments and

context.

Gender differences using ICT, generally, seem to favour males (Mitra et al. 2000; Young
2000; Ong and Lai 2006; Hung 2016). Specific to Saudi Arabia, little is known in the
existing research literature on E-learning and E-learning readiness based on gender and
gender related issues/subject. This is considered a grey area and researchers tend to shy
away from such discussions (Al-Harbi 2010). A notable exception is the work by Tarhini
et al. (2016) who specifically explored gender and E-learning in Saudi Arabia. The
contribution of this current research therefore is that it has highlighted gender as a factor
that influences the readiness of students and teachers to use E-learning in Saudi Arabia.
Gender and gender related issues such as family attitudes towards segregation and home
use of computers by girls has taken centre-stage in this present study. The evidence
provided in this research demonstrates that female students and female teachers appear to
perceive less family support in relation to their use of E-learning. Other findings indicate
how the lack of resources and other infrastructure in their school influence the readiness
of female students and teachers to use E-learning in Saudi Arabia.

Although students’ and teachers’ readiness for E-learning, generally, may be widely
explored and evaluated in different contexts and levels (e.g. Hung et al. 2010 and Hung
2016), it has been noted that this is still under-researched in reference to Saudi Arabia and
similar contexts. It is hoped that the outcome of the research will contribute to filling the
existing gap and enrich the existing literature with a perspective from Saudi Arabia. It
provides up-to-date information about the current level of their readiness as well as the
current and future considerations, especially in relation to the E-learning implementation
in the schools’ context, with the hope to inform policy makers in MoE when

implementing E-learning in the future.

The originality of this study also lies in its methodological predisposition. The majority of
the existing literature in E-learning readiness is mainly based on quantitative methods
(e.g. Smith et al. 2003; Smith 2005; Blankenship and Atkinson 2010). The present study

however draws on both quantitative (use of questionnaire) as well as qualitative (use of
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interviews) data collections methods. The use of a mixed methods approach has provided
an in-depth insight into the subject matter that could not be derived using a single method.
The outcome of this research therefore represents the voices of respondents directly,
including an adequate sample size of both genders of students and teachers, parents and
educational officials which until this research has often been overlooked prior to policy

formulation and implementation.
10.3 Recommendations

Based on the findings of the present study, there are a number of recommendations
that can be drawn, primarily for the Saudi MoE. These recommendations can also be useful
for the wider community in this field if applied appropriately. The value of providing these
recommendations is to inform the policy-makers of what needs to be taken into consideration

for better E-learning implementation.

1. The study showed a clear fundamental gap between policy and practice in Saudi Arabia, a
state of affairs which seems to be pervasive across other countries especially in the
Middle East (Aldhafeeri and Khan 2016). It is therefore recommended that concerted
efforts should be made to create and maintain goodwill between the Saudi MoE, schools
as well as parents and the wider society. This would help to promote a good working
relationship amongst all these stakeholders as well as provide an avenue to manage
expectations in terms of E-learning implementation outcomes. At the moment the Saudi
government or MoE is sending mixed messages to teachers and parents over why it has
introduced E-learning and the importance of readiness. The government should consider
clarifying its messages justifying E-learning, including clarifying how wide the
application of E-learning is intended to be. Indeed, there is evidence elsewhere
showcasing how successful the use of E-learning has been, either as the main technique
or as a supplementary tool in Maths, Physics, Chemistry, Biology, language study as well
as the social sciences (Kearney 2011). But these examples have not always altogether
been convincing. It is therefore recommended that the government should bridge the gap
between policy and practice by clarifying what the E-learning programme is going to

cover.

2. The study also showed a contrary perspective to estimates by the Saudi government
which suggest that Saudi schools have been equipped with computers and Internet
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connectivity, bringing the country to the level of the global average of one computer for
every ten students as at the end of 2014 (KACST and Ministry of Economy and Planning
2014). The research outcome suggests that the reality is different based on the perception
of the research respondents. For instance, some regional officials, teachers and students
who participated in this study believe that female schools are disadvantaged in terms of
in-school support such as ICT infrastructure (see Sections 7.3.1 and 8.3.4). It is therefore
recommended that the Saudi MoE should appoint an agency, for instance, the National
Centre for E-learning and Distance Learning (ELC), to take stock of the facilities in all
schools. This exercise will help to present a clearer picture of what needs to be done in
these schools in order to reach the set policy target of achieving the global average. Such
an audit of these facilities by the government can also help to change perceptions and
replace opinions with facts.

The study showed that society in general will have a significant influence on students’
and teachers’ E-learning usage, especially in the case of students. It is therefore
recommended that the MoE should educate and sensitise the heads of schools, families as
well as the general public about the advantages of using E-learning. Further, raising the
awareness of all stakeholders on the advantages of adopting and using E-learning in

schools will contribute meaningfully to the implementation process.

. The culture and religion of the Saudi people are equally important considerations to be
considered in the adoption and effective implementation of E-learning in Saudi schools,
because there are certain criteria and standards that should be taken into consideration,
such as gender segregation. This might be peculiar to Saudi Arabia and similar Arabic
countries, but it should be considered seriously, especially, if the implementation of E-
learning in these contexts is to see the light of day.

. The study also highlighted the need for the creation of equal opportunities between
genders, and between students and teachers in order to bridge the existing gap in the
current level of readiness within these groups. Gender, as this research demonstrates
remains a major issue in Saudi Arabia. For some time now the government has made
reforms that seek to bridge this gender gap. The government’s resolve to implement an E-
learning programme that will allow a mixed gender education platform online can help

legitimise it in the eyes of parents and the larger Saudi society. Even if this was to be
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another reform towards the modernisation of the Saudi society, the chances of it getting
the backing of other stakeholders will be enhanced. Overall, the research outcome also
suggests that the student respondents and teacher respondents were lacking readiness,
with specific reference to female students and teachers. This calls for more training and
support for all students and teachers, especially females. The formulation and
implementation of specific strategies that consider the relative strengths and weaknesses
of each gender should be designed to increase their readiness when E-learning is adopted.
In addition, female students and teachers should be provided with more school and social
support regarding their E-learning usage, as these factors were identified as barriers

peculiar to them in this research.

6. The findings demonstrated that there were differences in readiness of students and
teachers depending on their age. It is therefore recommended that policy formulation and
implementation in Saudi Arabia should consider the various age ranges in Saudi schools

since this is often uneven and the dominant age groups can be misleading.

7. Schools should be well equipped with the requisite facilities and human resources
including computers, Internet connectivity and IT technicians. These facilities should be

made available for both students and teachers at all times.
10.4 Limitations and future work

It is worth noting that in spite of the fact that the present research has achieved its set
objectives, it has some limitations. This section enumerates the several limitations of the

study and identifies areas for future research.

Principally, the research is limited in its scope which might have implications for its
implementation. Time availability and the difficulty of gaining access to particular research
participants compelled the researcher to narrow the research site to only schools in Jazan
province in Saudi Arabia. Although Jazan province has a diverse society, the study might still
be susceptible to being described as limited in terms of its geographical coverage. This
particular limitation is mitigated by the fact that the Saudis have a shared religion and same
culture (Al-Harbi 2010; Al-Alhareth 2014; Al-Harbi 2014). There is also a unified education
system in Saudi Arabia which means that students and teachers in different educational

districts are likely to experience similar challenges in their use of E-learning as a
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supplementary tool for EFL (Al-Harbi 2010; Al-Alhareth 2014; Al-Harbi 2014). The

outcome of this research can therefore be used as a basis for future research including:
e Comparative studies with other educational districts within the country;
e Comparative studies with other countries.

Another limitation of this study is that it focused only on public schools, not private
ones. This particular limitation is mitigated by the fact that both public and private schools
have a unified education system under supervision of the MoE and by the fact that there is no
established pattern in either public or private schools in terms of resource availability and the
demography of students or teachers (Al-Harbi 2010; Al-Harbi 2014). The outcome of this
research can be used as a basis for future research including:

e Comparative research between public and private schools in Saudi Arabia;
e Research about private schools in Saudi Arabia.

Further, although the research outcomes provide a broader and more encompassing
framework in understanding the readiness of students and teachers for E-learning compared
with existing models, it is possible some factors might not have been captured. Hence, it
could be worthwhile to use the dimensions identified in this study as a departure point for a
new investigation to discover more dimensions regarding the readiness of students and
teachers for E-learning. This means that there is still room for future research in this area

including:

e Exploring the underlying factors of students’ and teachers’ readiness to use E-
learning within the same research context — that is, other provinces in Saudi

Arabia besides Jazan province;

e Exploring the underlying factors of students’ and teachers’ readiness to use E-

learning within the Gulf countries and worldwide.

Another methodological issue was the interviewing of female participants through the
use of a proxy researcher because of cultural barriers. In Saudi Arabia, the culture does not
allow the mixing of males and females, especially in public, regardless of intent. This made it

impossible for the researcher to have direct access to female research participants both
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students and teachers. A proxy female researcher was therefore used to recruit female
participants from both students and teachers and to carry out the group interview sessions
following the primary researcher’s specific procedures. Although using a proxy female
researcher to conduct the interviews on behalf of the researcher appeared a solution to
accessing female research participants, it had the potential of missing some important
information due to the proxy researcher not being able to identify relevant details, especially
non-verbal ones, during the interviews. On this basis, it is recommended for future work that
a single researcher should engage in a piece of research right from its conception to finish.
This will help to avoid the tendency of a gap in interpretation or misinterpretation of relevant
key facts or pieces of information. This is something that may be difficult to achieve in Saudi

Arabia at the moment.

Finally, the views of fathers are used to represent the views of families in the present
study because of the fact that fathers are normally the heads of the family and thus speak for
them. This identifies and highlights the patriarchal nature of the Saudi society but risks
missing the voice of mothers in such an important issue as their children’s use of E-learning.
The outcome of this research might therefore be extended through future research that will

seek the views of mothers.
10.5 Final thought

This research is a case study that explored the readiness of students and teachers to
use E-learning for EFL in Jazan province, Saudi Arabia. At the personal level, the entire
journey of doing this research has been humbling, fulfilling and quite revealing. | started my
PhD programme with the preconception that the wealth of a nation, coupled with government
commitment would be sufficient for the successful implementation of E-learning. However, |
have come to the realisation at the end of this research that these two factors are only part of a
bigger picture. Readiness, the research outcome has revealed, is a continuum shaped by the
perceptions of individuals and influenced by the society in which they live. | now think that
for a successful implementation, there is the need for consultations to be made amongst all
stakeholders prior to the implementation process and a periodic review of such a policy
during its implementation. My observation is that readiness of students and teachers goes
beyond themselves to include families and other stakeholders. Finally, | suppose the current

top-down approach of doing things in Saudi Arabia needs a rethink and revision. We also
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need, going forward, the initiation of a channel of communication amongst all stakeholders

that is open and honest.

240



References

Abas, ZW., Kaur, K. & Harun, H. (2004). E-learning readiness in Malaysia 2004, Malaysia,
Kuala Lumpur. Available at: 10.13140/RG.2.1.3567.0880. [Accessed 1 May 2018].

Abdullah, E., Al-Sayah, T. & Al-Muhanna, H. (2013). Saudi Arabia spent on education 1.2
trillion riyals in 10 years. Alegtsadiah. Available at:
http://www.aleqt.com/2013/01/08/article_723145.html. [Accessed 1 May 2018]. (In
Arabic). 10 & dw osb 5 1.2 alaill Je 385 30 gadl 2013 e cligall . czluall ¢ ) cdll 2o 4l S)
Al L/ ) sel

Aboalhaj, A. (2015). The perception of using web-based learning by undergraduate students in
the kingdom of Saudi Arabia. PhD thesis, University of York. Available at:
http://etheses.whiterose.ac.uk/9494/. [Accessed 1 May 2018].

Aday, L. A. & Cornelius, L. J. (2006). Designing and Conducting Health Surveys: A
Comprehensive Guide. San Francisco: Jossey-Bass.

Agarwal, R. & Prasad, J. (1999). Are Individual Differences Germane to the Acceptance of New

Information Technologies? Decision Sciences, 30(2), pp.361-391.

Ajzen, |. & Fishbein, M. (1980). Understanding attitudes and predicting social behaviour.
Englewood Cliffs, N. J.: Prentice-Hall.

Ajzen, I. & Madden, T. J. (1986). Prediction of goal-directed behaviour: Attitudes, intentions,
and perceived behavioural control. Journal of Experimental Social Psychology, 22(5),
pp.453-474.

Ajzen, 1. (1985). From Intentions to Actions: A Theory of Planned Behaviour. In Action Control.
Berlin, Heidelberg: Springer Berlin Heidelberg, pp. 11-39. Available at:
http://www.springerlink.com/index/10.1007/978-3-642-69746-3_2. [Accessed 1 May
2018].

Ajzen, 1. (1991). The theory of planned behaviour. Organizational Behaviour and Human
Decision Processes, 50(2), pp.179-211.

Ajzen, . (2005). Attitudes, personality and behaviour. Maidenhead: Open University Press.

241


http://www.aleqt.com/2013/01/08/article_723145.html
http://etheses.whiterose.ac.uk/9494/
http://www.springerlink.com/index/10.1007/978-3-642-69746-3_2

Alabbad, A. M. (2011). Interactive computer/network-based program for teaching English as a
foreign language in the elementary levels in Saudi Arabia. 2011 International Conference
on Multimedia Computing and Systems. IEEE, pp. 1-4. Available at:
http://ieeexplore.ieee.org/document/5945699/. [Accessed 1 May 2018].

AL-Abdulkareem, S. (2001). Education Development in Saudi Arabia. Riyadh, King Saud

University.

Al-Ahdal, A. A. M. H., Alfallaj, F., Al-Awaied, S. & Al-Hattami, A. A. (2014). Comparative
study of proficiency in speaking and writing among EFL Learners in Saudi Arabia.

American International Journal of Contemporary Research, 4(2), pp.141-149.

Al-Alhareth, Y. (2014). An investigation into the contribution of e-learning to the improvement
of higher education opportunities for women in Saudi Arabia. PhD Thesis. University of
Leicester. Available at: https://www.dora.dmu.ac.uk/handle/2086/12430. [Accessed 1 May
2018].

Alamri, A.S., Cristea, A.l. & Al-Zaidi, M. (2014). Saudi Arabian Cultural Factors and
Personalised E-learning. In 6th International Conference on Education and New Learning
Technologies. Barcelona, Spain, pp. 7114-7121. Available at:
https://library.iated.org/view/ALAMRI2014SAU. [Accessed 1 May 2018].

Al-asmari, A.M. & Khan, M.S.R. (2014). E-learning in Saudi Arabia: Past, present and future.
Near and Middle Eastern Journal of Research in Education, pp.141-149. Available at:
http://www.gscience.com/doi/pdf/10.5339/nmejre.2014.2. [Accessed 1 May 2018].

Aldebasi, Y. H. & Ahmed, M. I. (2013). Computer and Internet utilization among the medical
students in Qassim University, Saudi Arabia. Journal of clinical and diagnostic research:
JCDR, 7(6), pp.1105-1108.

Aldhafeeri, F.M. & Khan, B.H. (2016). Teachers and Students Views on E-Learning Readiness
in Kuwaits Secondary Public Schools. Journal of Educational Technology Systems, 45(2),
pp.202-235.

Alebaikan, R. (2010). Perceptions of blended learning in Saudi universities. PhD thesis,

University of Exeter. Available at:

242


http://ieeexplore.ieee.org/document/5945699/
https://www.dora.dmu.ac.uk/handle/2086/12430
https://library.iated.org/view/ALAMRI2014SAU
http://www.qscience.com/doi/pdf/10.5339/nmejre.2014.2

https://ore.exeter.ac.uk/repository/bitstream/handle/10036/117486/AlebaikanR.pdf?sequenc
e=2. [Accessed 1 May 2018].

Alenezi, D. (2008). A study of learning mathematics related to some cognitive factors and to
attitudes. PhD Thesis. University of Glasgow. Available at: http://theses.gla.ac.uk/333/.
[Accessed 1 May 2018].

Al-Furaydi, A. A. (2013). Measuring e-learning readiness among EFL teachers in intermediate

public schools in Saudi Arabia. English Language Teaching, 6(7), pp.110-121.

Al-Ghamdi, A. & Al-Saddat, 1. (2002). The development of the educational system in Saudi
Arabia, Riyadh: Tarbiat Al Ghad. (In Arabic). ALl usbi 2002 ¢ Js¥) ¢ dadly § ¢ gzl
ol Lyl ¢ L gmad) Dy gl iSMaall 5 el

Al-Ginaier, H. (2011). The risk of scholarship. Al-Riyadh newspaper, p.15791. Available at:
http://www.alriyadh.com/668040. [Accessed 1 May 2018]. (In Arabic). sk 2001 ,z , el
22l | by 5y g ClaiNI15791.

Al-Hakel, S. (1994). School Administration and its Manpower in Saudi Arabia, Riyadh: Dar Al-
Shabel. (In Arabic). «4used Lo el dSlaal) 6 dlolel] (55l 5 Law j2al) 3,001 1994 ¢ ¢ Jiaal)
Sl la gyl

Al-Hamidi, M. (2013). Teaching English in Saudi Arabia from paper into E-learning. Asharq Al-
awsat. Available at: http://aawsat.com/home/article/8730. [Accessed 1 May 2018]. (In
Arabic). Gl AsEl clagks ) G5l s e LA smadl (8 A a1 ARl a5 2013 ¢ sl
LY

Al-Harbi, H. (2014). An examination of Saudi high school teachers’ ICT knowledge and
implementation. PhD Thesis. Queensland University of Technology. Available at:
http://eprints.qut.edu.au/78462/. [Accessed 1 May 2018].

Alharbi, H.A. (2015). Improving students’ English speaking proficiency in Saudi public schools.
International Journal of Instruction, 8(1), pp.105-116.

Al-Harbi, K. (2010). Investigating Factors Influencing the Adoption of E- learning: Saudi
Students’  Perspective. PhD  Thesis. University of Leicester. Available at:
https://Ira.le.ac.uk/bitstream/2381/9692/1/2011al-habrikraphd.pdf. [Accessed 1 May 2018].

243



https://ore.exeter.ac.uk/repository/bitstream/handle/10036/117486/AlebaikanR.pdf?sequence=2
https://ore.exeter.ac.uk/repository/bitstream/handle/10036/117486/AlebaikanR.pdf?sequence=2
http://theses.gla.ac.uk/333/
http://www.alriyadh.com/668040
http://aawsat.com/home/article/8730
http://eprints.qut.edu.au/78462/
https://lra.le.ac.uk/bitstream/2381/9692/1/2011al-habrikraphd.pdf

Al-Ismaiel, O. A. (2013). Collaborative blended learning with higher education students in an
Arabic context. PhD thesis, University of Wollongong. Available at:
http://ro.uow.edu.au/theses/3983/. [Accessed 1 May 2018].

Al-Jaber, M. (2014). Too many numbers prevent teachers from performing their roles correctly:
classrooms are crowded with students, how do they learn? Al-Riyadh newspaper, p.16911.
Available at: http://www.alriyadh.com/984176. [Accessed 1 May 2018]. (In Arabic). «.a <a
S CUally S Al 3 J pamd smnia IS aa sl sl el (e Cpaleall (S (50 J st 2ae W1 5K 2014
bl B € salay,

AlJeraisy, M. N., Mohammad, H., Fayyoumi, A. & Alrashideh, W. (2015). Web 2.0 in
education: The impact of discussion board on student performance and satisfaction. The
Turkish Online Journal of Educational Technology, 14(2), pp.247-259.

Al-Kahtani, S. (2001). Computer-assisted language learning in EFL instruction at selected
Saudi Arabian universities: Profiles of faculty. PhD Thesis. Indiana University of
Pennsylvania. Available at: https://www.learntechlib.org/p/129116/. [Accessed 1 May
2018].

Al-Kahtany, A.H., Faruk, S.M.G. & Zumor, A.W.Q. Al. (2016). English as the Medium of
Instruction in Saudi Higher Education: Necessity or Hegemony? Journal of Language
Teaching and Research, 7(1), pp.49-58.

Alkhatnai, M. (2011). Learning Styles of EFL Saudi College-Level Students in Online and
Traditional Educational Environment. PhD Thesis. Indiana University of Pennsylvania.
Available at: http://ncys.ksu.edu.sa/sites/ncys.ksu.edu.sa/files/Languagel8.pdf. [Accessed 1
May 2018].

Alkhatnai, M. (2013). The Strategic Use of ICT in the Saudi System of Higher Education: King
Saud University. PhD Thesis. The University of Edinburgh.

Almalki, A.M. (2011). Blended learning in higher education in Saudi Arabia: A study of Umm
Al-Qura University. PhD Thesis. RMIT University. Available at:
http://researchbank.rmit.edu.au/eserv/rmit:14613/Almalki.pdf. [Accessed 1 May 2018].

Al-Menei, A. (2008). An Investigation of the Effect of Computer-assisted Writing Instruction on

EFL Saudi Learners’ Ability. Master’s Thesis. King Saud University.
244


http://ro.uow.edu.au/theses/3983/
http://www.alriyadh.com/984176
https://www.learntechlib.org/p/129116/
http://ncys.ksu.edu.sa/sites/ncys.ksu.edu.sa/files/Language18.pdf
http://researchbank.rmit.edu.au/eserv/rmit:14613/Almalki.pdf

AlMunajjed, M. (2009) Women's Education in Saudi Arabia: The Way Forward. New York:
Booz & Company Inc.

Al-Nasser, A.S. (2015). Problems of English Language Acquisition in Saudi Arabia: An
Exploratory-cum-remedial Study. Theory and Practice in Language Studies, 5(8), pp.1612—
1619.

Alnuaim, M. (2013). The composition of the Saudi middle class: A preliminary study. Gulf

Research Center.

Alosaimi, K.H. (2013). The Development of Critical Thinking Skills in the Sciences. PhD Thesis.
University of Dundee. Available at: http://discovery.dundee.ac.uk/portal/en/theses/the-
development-of-critical-thinking-skillsin-the-sciences%28f8eb450c-0914-4elb-aalc-
65dd9d02cfba%29.htm1%5D. [Accessed 1 May 2018].

Alrasbi, H. (2013). Motivation of Omani schoolteachers, PhD Thesis. The University of
Edinburgh. Available at: https://www.era.lib.ed.ac.uk/handle/1842/7921. [Accessed 1 May
2018].

Al-Rasheed, M. (2015). Muted Modernists: The Struggle over Divine Politics in Saudi Arabia.
London, Hurst & Co publisher.

Alresheed, S., Leask, M. & Raiker, A. (2015). Integrating computer-assisted language learning
in Saudi schools: A change model. Turkish Online Journal of Educational Technology,
14(4), pp.69-77.

Alriyadh, A. (2013). Saudi Arabia is the lowest in the Arab poverty rate ... and tenth globally in
the low proportion of poor. Al-Riyadh newspaper. P. 16565. Available at:
http://www.alriyadh.com/880036. [Accessed 1 May 2018]. (In Arabic). .2013 .1 ¢ =l
(e Zlia 16565 Ga . ombil saa o)l Ao S b Ladle 3 paladls | il A Ly je JBY) ASledl,

Al-Sadan, I. A. (2000). Educational Assessment in Saudi Arabian Schools. Assessment in
Education: Principles, Policy & Practice, 7(1), pp.143-155.

Al-saggaf, Y. & Williamson, K. (2004). Online Communities in Saudi Arabia: Evaluating the
Impact on Culture through Online Semi-Structured Interviews. Forum Qualitative Social
Research, 5(3), pp.1-20.

245


http://discovery.dundee.ac.uk/portal/en/theses/the-development-of-critical-thinking-skillsin-the-sciences%28f8eb450c-0914-4e1b-aa1c-65dd9d02cfba%29.html%5D
http://discovery.dundee.ac.uk/portal/en/theses/the-development-of-critical-thinking-skillsin-the-sciences%28f8eb450c-0914-4e1b-aa1c-65dd9d02cfba%29.html%5D
http://discovery.dundee.ac.uk/portal/en/theses/the-development-of-critical-thinking-skillsin-the-sciences%28f8eb450c-0914-4e1b-aa1c-65dd9d02cfba%29.html%5D
https://www.era.lib.ed.ac.uk/handle/1842/7921
http://www.alriyadh.com/880036

Al-saggaf, Y. (2004). The Effect of Online Community on Offline Community in Saudi Arabia.

The Electronic Journal on Information Systems in Developing Countries, 16(2), pp.1-16.
Al-Salloum, H. (1995). Education in Saudi Arabia. Beltsville: Amana publication.

Alshumaim, Y. & Alhassan, R. (2010). Current Availability and Use of ICT among Secondary
EFL Teachers in Saudi Arabia: Possibilities and Reality. In Z. Abas, I. Jung & J. Luca
(Eds.), Proceedings of Global Learn 2010. pp. 523-532. Association for the Advancement
of Computing in Education (AACE). Available at: https://www.learntechlib.org/p/34227.
[Accessed 1 May 2018].

Alzahrani, M. (2017). The Developments of ICT and the Need for Blended Learning in Saudi
Arabia. Journal of Education and Practice, 8(9), pp.79-87.

Amin, A. (1999). An institutionalist perspective on regional economic development.
International journal of urban and regional research, 23(2), pp.365-378.

Andaleeb, A. A, Idrus, R. M., Ismail, I. & Mokaram, A. K. (2010). Technology Readiness Index
(TRI) among USM Distance Education Students According to Age. International Journal of
Social, Behavioural, Educational, Economic, Business and Industrial Engineering, 4(3),
pp.229-232.

Anderson, T., Rouke, L., Garrison, R. & Archer, W. (2001). Assessing teaching presence in a

computer conferencing context. Journal of Asynchronous Learning Networks, 5(2), 1- 17.

Angeli, C., Valanides, N. & Bonk, C.J. (2003). Communication in a web-based conferencing
system: the quality of computer-mediated interactions. British Journal of Educational
Technology, 34(1), pp.31-43.

Armitage, C.J. & Conner, M. (1999). The theory of planned behaviour: Assessment of predictive
validity and perceived control. British Journal of Social Psychology, 38(1), pp.35-54.

Ary, D., Jacobs, L. C., Sorensen, C. & Razavieh, A. (2010). Introduction to research in
education. Belmont, CA: Wadsworth Publishing.

Aydin, C.H. & Tasci, D. (2005). Measuring readiness for e-learning: Reflections from an

emerging country. Educational Technology and Society, 8(4), pp.244-257.

246


https://www.learntechlib.org/p/34227

Bagozzi, R. (1980). Causal methods in marketing. New York: John Wiley and Sons.

Bailey, K. & Janagan, E. (2014). Internet-based technologies in social work education:

experiences, perspectives and use. The Caribbean Teaching Scholar, 4(1), pp.23-37.

Baker, W., Trofimovich, P., Flege, J. E., Mack, M. & Halter, R. (2008). Child—Adult Differences
in Second-Language Phonological Learning: The Role of Cross-Language Similarity.
Language and Speech, 51(4), pp.317-342.

Bandura, A. (1997). Self-efficacy: The exercise of control, New York: W.H. Freeman.

Bandura, A. (2006). Toward a Psychology of Human Agency. Perspectives on Psychological
Science, 1(2), pp.164-180.

Bates, A.W.T. (2005). Technology, E-learning and Distance Education. London: Routledge.

Baxter, G. & Sommerville, 1. (2011). Socio-technical systems: From design methods to systems

engineering. Interacting with computers, 23(1), pp.4-17.

Baylor, A.L. & Ritchie, D. (2002). What factors facilitate teacher skill, teacher morale, and
perceived student learning in technology-using classrooms? Computers & Education, 39(4),
pp.395-414.

Bays, D. (2001). Supervision of special education instruction in rural public school districts: A
grounded theory. PhD thesis, Virginia Polytechnic Institute & State University, Blacksburg,
VA. Available at: https://vtechworks.lib.vt.edu/handle/10919/27189. [Accessed 1 May
2018].

Bell, J. (2005). Doing your Research Project, 4th Edition. Berkshire: Open University Press.

Berg, M. H., Overbeek, A. P, H. J., Versluys, A. B., Bresters, D., Leeuwen, F. E. & Dulmen, B.
E. (2011). Using Web-Based and Paper-Based Questionnaires for Collecting Data on
Fertility Issues Among Female Childhood Cancer Survivors: Differences in Response
Characteristics. Journal of Medical Internet Research, 13(3), pp.76-. Available at:
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC3222164/. [Accessed 1 May 2018].

247


https://vtechworks.lib.vt.edu/handle/10919/27189
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC3222164/

Bernard, R. M., Brauer, A., Abrami, P. C. & Surkes, M. (2004). The development of a
questionnaire for predicting online learning achievement. Distance Education, 25(1),
pp.31-47.

Birdsong, D. & Molis, M. (2001). On the Evidence for Maturational Constraints in Second-
Language Acquisition. Journal of Memory and Language, 44(2), pp.235-249.

Bitzer, D.L. & Skaperdas, D. (1968). PLATO IV-An Economically Viable Large Scale
Computer-Based Education System. National Electronics Conference. pp. 351-356.
Available at:
http://www.mirrorservice.org/sites/www.bitsavers.org/pdf/univOflllinoisUrbana/plato/PLA
TO_IV_Dec68.pdf. [Accessed 1 May 2018].

Blaikie, N. (2009). Designing Social Research: The Logic of Anticipation. Cambridge: Polity.

Blankenship, R. & Atkinson, J.K. (2010). Undergraduate student online learning readiness.

International Journal of Educational Research, 5(2), pp.44-54.

Blaxter, L., Hughes, C. & Tight, M. (2010). How to research. Maidenhead: Open University

Press.

Bogdan, R. & Biklen, S.K. (1982). Qualitative research for education: an introduction to theory

and methods. London: Allyn and Bacon.

Borotis, S. & Poulymenakou, A. (2004). E-Learning Readiness Components: Key Issues to
Consider Before Adopting e-Learning Interventions. In J. Nall & R. Robson (Eds.),
Proceedings of E-Learning: World Conference on E-Learning in Corporate, Government,
Healthcare, and Higher Education 2004 (pp. 1622-1629). Chesapeake, VA: Association for
the  Advancement of Computing in  Education (AACE). Available at:
https://www.learntechlib.org/p/11555/. [Accessed 1 May 2018].

Bourdieu, P. (2013). Distinction: A social critique of the judgement of taste. London: Routledge.
Bourque, L. & Clark, V. (1992). Processing Data: the survey example. London: Sage.

Bowen, W. H. (2008). The history of Saudi Arabia. New York: Greenwood publishing group.

248


http://www.mirrorservice.org/sites/www.bitsavers.org/pdf/univOfIllinoisUrbana/plato/PLATO_IV_Dec68.pdf
http://www.mirrorservice.org/sites/www.bitsavers.org/pdf/univOfIllinoisUrbana/plato/PLATO_IV_Dec68.pdf
https://www.learntechlib.org/p/11555/

Bowles, M. (2004). Relearning to E-learn: Strategies for Electronic Learning and Knowledge.

Melbourne: Melbourne University Publishing.

Bracken, B. A. & Barona, A. (1991). State of the art procedures for translating, validating and
using psychoeducational tests in cross-cultural assessment. School Psychology
International, 12(1-2), 119-132.

Bradby, H. (2002) ‘Translating Culture and Language: A Research Note on Multilingual
Settings’. Sociology of Health & IlIness, 24(6), pp.842—855.

Brandl, K. (2002). Integrating Internet-based reading materials into the foreign language
curriculum: from teacher-to-student-centred approaches. Language Learning & Technology,
6(3), pp.87-107.

Braun, V. & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), pp.77-101.

Brown, T. A. (2015). Confirmatory factor analysis for applied research. London: Guilford

Publications.
Bryman, A. & Bell, E. (2011). Business research methods. Oxford: Oxford University Press.
Bryman, A. & Bell, E. (2015). Business research methods. Oxford: Oxford University Press.

Bryman, A. & Cramer, D. (2001). Quantitative Data Analysis with SPSS Release 10 for

Windows: A Guide for Social Scientists. London: Routledge.
Bryman, A. (2004). Social Research Methods. Oxford: Oxford University Press.

Bryman, A. (2007). Barriers to Integrating Quantitative and Qualitative Research. Journal of
Mixed Methods Research, 1(1), pp.8—-22.

Buttle, F. (1996). Servqual: review, critique, research agenda. European Journal of Marketing,
30(1), pp.8-32.

Byrne, R. (2002). Web-based learning versus traditional management development methods.
Singapore Management Review, 24(2), pp.59-68.

249



Calculator (2014). Sample Size Calculator. Available at: http://www.calculator.net/sample-size-
calculator.html. [Accessed 1 May 2018].

Cassell, M. A. & Blake, R. J. (2012). Analysis of Hofstedes 5-D Model: The Implications of
Conducting Business in Saudi Arabia. International Journal of Management & Information
Systems (1JMIS), 16(2), pp.151-160.

Cassidy, S. & Eachus, P. (2000). Learning Style, Academic Belief Systems, Self-report Student
Proficiency and Academic Achievement in Higher Education. Educational Psychology,
20(3), pp.307-322.

Chaffin, A.J. & Harlow, S.D. (2005). Cognitive learning applied to older adult learners and
technology. Educational Gerontology, 31(4), pp.301-329.

Chang, H.H. & Wang, I.C. (2008). An investigation of user communication behaviour in
computer mediated environments. Computers in Human Behaviour, 24(5), pp.2336-2356.

Chapnick, S. (2000). Are You Ready for E-Learning? ASTD Learning Circuits. Available at:
http://blog.uny.ac.id/nurhadi/files/2010/08/are_you_ready for_elearning.pdf. [Accessed 1
May 2018].

Charmaz, K. (2006). Constructing grounded theory: a practical guide through qualitative

analysis. London: Sage.

Chen, N. & Lin, K. (2002). Factors affecting e-learning for achievement. IEEE International
Conference on Advanced Learning Technologies. pp.200-205.

Cheung, W. & Huang, W. (2005). Proposing a framework to assess Internet usage in university

education: an empirical investigation from a student’s perspective. British Journal of

Educational Technology, 36(2), pp.237-253.

Chiu, T.-L., Liou, H.-C. & Yeh, Y. (2007). A Study of web-based oral activities enhanced by
Automatic Speech Recognition for EFL college learning. Computer Assisted Language
Learning, 20(3), pp.209-233.

Choudrie, J. & Dwivedi, Y.K. (2005). Research design: Investigating the research approaches

for examining technology adoption issues. Journal of Research Practice, 1(1), pp.1-12.

250


http://www.calculator.net/sample-size-calculator.html
http://www.calculator.net/sample-size-calculator.html
http://blog.uny.ac.id/nurhadi/files/2010/08/are_you_ready_for_elearning.pdf

Christison, M. (2003). Learning styles and strategies. In D. Nunan (Ed). Practical English
Language Teaching (pp. 267— 288). New York: McGraw-Hill.

Chu, RJ.C. & Tsai, C.C. (2009). Self-directed learning readiness, Internet self-efficacy and
preferences towards constructivist Internet-based learning environments among higher-aged

adults. Journal of Computer Assisted Learning, 25(5), pp.489-501.

Chu, T.H. & Chen, Y.Y. (2016). With Good We Become Good: Understanding e-learning
adoption by theory of planned behaviour and group influences. Computers & Education,
92(93), pp.37-52.

Clark, R. (2002). Six Principles of Effective e-Learning: What Works and Why. The e-Learning
Developer’s Journal, 6(2), pp.1-10.

Cohen, L., Manion, L. & Morrison, K. (2007). Research Methods in Education. London:
Routledge.

Colley, A. & Comber, C. (2003). Age and gender differences in computer use and attitudes
among secondary school students: what has changed? Educational Research, 45(2),
pp.155-165.

Collis, B. & Moonen, J. (2001). Flexible learning in a digital world: Experiences and

expectations. London: Kogan Page.

Comber, C., Colley, A., Hargreaves, D. J. & Dorn, L. (1997). The effects of age, gender and
computer experience upon computer attitudes. Educational Research, 39(2), pp.123-133.

Comrey, A.L. & Lee, H.B. (1992). A first course in factor analysis. Hillsdale: NJ: Erlbaum.

Conner, M. & Armitage, C.J. (1998). Extending the Theory of Planned Behaviour: A Review
and Avenues for Further Research. Journal of Applied Social Psychology, 28(15), pp.1429—
1464,

Corbeil, J.R. & Corbeil, M.E. (2015). E-learning Past, Present and Future. In B. H. Khan & M.
Ally, (Eds). International Handbook of E-Learning Volume 1: Theoretical Perspectives and
Research (pp. 51-64). New York: Routledge.

251



Costello, A. B. & Osborne, J. W. (2005). Best practices in exploratory factor analysis: Four
recommendations for getting the most from your analysis. Practical assessment, research &

evaluation, 10(7), pp.1-9.

Creswell, JW. & Clark, V.L.P. (2011). Designing and conducting mixed methods research,

London: Sage.

Creswell, JW. (2009). Research design: qualitative, quantitative, and mixed methods

approaches. Los Angeles, Calif: Sage.
Cross, F. (2004). An informal history of eLearning. On the Horizon, 12(3), pp.103-110.

Czaja, S. J., Charness, N., Fisk, A. D., Hertzog, C., Nair, S. N., Rogers, W. A. & Sharit, J.
(2006). Factors predicting the use of technology: Findings from the centre for research and
education on aging and technology enhancement (create). Psychology and Aging, 21(2),
pp.333-352.

Daniels, H. (2008). Vygotsky and research. London: Routledge.

Darab, B. & Montazer, G.A. (2011). An eclectic model for assessing e-learning readiness in the

Iranian universities. Computers & Education, 56(3), pp.900-910.

Daugherty, M. & Funke, B. (1998). University Faculty and Student Perceptions of Web-Based

Instruction. International journal of E-learning & distance education, 13(1), p.21-39.

Davies, G. (2012a). Computer Assisted Language Learning: Where are we now and where are
we going? Available at: http://www.camsoftpartners.co.uk/docs/UCALL_Keynote.htm.
[Accessed 1 May 2018].

Davies, G. (2012b). Lessons from the past, lessons for the future: 20 years of CALL. Available
at: http://www.camsoftpartners.co.uk/coegddl.htm. [Accessed 1 May 2018].

Davis, F.D. (1989). Perceived Usefulness, Perceived Ease of Use, and User Acceptance of
Information Technology. MIS Quarterly, 13(3), 319-340.

Denzin, N. (1970). The research act in sociology: a theoretical introduction to sociological

methods. London: Butterworths.

252


http://www.camsoftpartners.co.uk/docs/UCALL_Keynote.htm
http://www.camsoftpartners.co.uk/coegdd1.htm

Department of Education in Jazan (2014). Jazan School. Available at:

http://www.jazanedu.gov.sa/. [Accessed 1 May 2018].

Department of Education in Jazan. (2014). Jazan School. Available at:
http://www.jazanedu.gov.sa/. [Accessed 1 May 2018]. (In Arabic) .o\ & =il 30,
O A (2014)

Ding, C. & Hershberger, S. (2002). Assessing content validity and content equivalence using
Structural Equation Modelling. Structural Equation Modelling: A Multidisciplinary
Journal, 9(2), pp.283-297.

Dray, B. J., Lowenthal, P. R., Miszkiewicz, M. J., Ruiz-Primo, M. A. & Marczynski, K. (2011).
Developing an instrument to assess student readiness for online learning: A validation
study. Distance Education, 32(1), pp.29-47.

Duranti, A. & Goodwin, C. (1992). Rethinking context: language as an interactive phenomenon.

Cambridge: Cambridge University Press.

Duranti, A. (2003). ‘Language as Culture in U.S. Anthropology’. Current Anthropology, 44(3),
pp.323-47.

Eachus, P. & Cassidy, S. (2006). Development of the Web Users Self-Efficacy scale (WUSE).

Issues in Informing Science and Information Technology, 3(1), pp.199-209.

Eagly, A., & Chaiken, S. (1993). The psychology of Attitudes. Orlando: Harcourt Brace

Jovanovich.

Efe, R. (2011). Science Student Teachers and Educational Technology: Experience, Intentions,
and Value. Educational Technology & Society, 14(1), pp.228-240.

Egbert, J., Nakamichi, Y. & Paulus, T.M. (2002). The impact of call instruction on classroom
computer use: a foundation for rethinking technology in teacher education. Language,
Learning & Technology, 6(3), pp.108-126.

Ehsani, F. & Knodt, E. (1998). Speech technology in computer-aided language learning:
strengths and limitations of a new call paradigm. Language Learning & Technology, 2(1),
pp.45-60.

253


http://www.jazanedu.gov.sa/
http://www.jazanedu.gov.sa/

Elyas, T. & Picard, M. (2010). Saudi Arabian educational history: impacts on English language
teaching. Education, Business and Society: Contemporary Middle Eastern Issues, 3(2),
pp.136-145.

Engestrom, Y. (2011). From design experiments to formative interventions. Theory &
Psychology, 21(5), pp. 598-628.

Farid, A. (2014). Student online readiness assessment tools: A systematic review approach.

Electronic Journal of e-Learning, 12(4), pp.375-382.

Farzi, R. (2016). Taming Translation Technology for L2 Writing: Documenting the Use of Free
Online Translation Tools by ESL Students in a Writing Course. PhD Thesis. University of
Ottawa. Available at: https://ruor.uottawa.ca/handle/10393/34585. [Accessed 1 May 2018].

Fatany, S. (2007). Education Reform Is the Pathway to the Future. Arab News. Available at:
http://www.arabnews.com/node/304084. [Accessed 1 May 2018].

Field, A.P. (2013). Discovering statistics using IBM SPSS statistics. Los Angeles: Sage.

Frand, J. (2000). The information age mindset: Changes in students and implications for higher

education. Educause Review, 35(5), pp.15-24.

Friesen, N. (2009). Re-thinking e-learning research: Foundations, methods and practices. New

York: Peter Lang.

Garrison, D.R. (1997). Self-Directed Learning: Toward a Comprehensive Model. Adult
Education Quarterly, 48(1), pp.18-33.

Gay, L. R., Mills, G. & Airasian, P. (2009). Educational research: Competencies for analysis

and applications. Upper Saddle River, NJ: Pearson.

Gefen, D. & Straub, D.W. (1997). Gender Differences in the Perception and Use of E-Mail: An
Extension to the Technology Acceptance Model. MIS Quarterly, 21(4), pp.389-400.

General Authority for Statistics (2016). General Authority for Statistics - Kingdom of Saudi
Arabia. Available at: http://www.stats.gov.sa/en/node. [Accessed 1 May 2018].

254


https://ruor.uottawa.ca/handle/10393/34585
http://www.arabnews.com/node/304084
http://www.stats.gov.sa/en/node

General Authority for Statistics (2018). General Authority for Statistics - Kingdom of Saudi
Arabia. Available at: http://www.stats.gov.sa/en/node. [Accessed 1 May 2018].

Ghanizadeh, A., Razavi, A. & Jahedizadeh, S. (2015). Technology-Enhanced Language
Learning (TELL): A Review of Resourses and Upshots. International Letters of Chemistry,
Physics and Astronomy, 54, pp.73-87.

Giddens, A. (1984). The constitution of society: outline of the theory of structuration.

Cambridge: Polity.
Gillham, B. (2000). Developing a questionnaire. London: Continuum.

Gosselin, K. P. (2009). Development and psychometric exploration of the online teaching self-
efficacy inventory. PhD thesis, Texas Tech University, Texas. Available at: https://ttu-
ir.tdl.org/ttu-ir/handle/2346/8971. [Accessed 1 May 2018].

Graziano, A. & Raulin, M. (2007). Research methods: A process of inquiry. Boston: Pearson

Education.
Greene, J. (2007). Mixed Methods in Social Inquiry. San Francisco: John Wiley & Sons.

Grundlehner, P. (1974). Plato: German reading, English as a second language, and Bilingual
education. System, 2(2), pp.69-76.

Ha, L. & James, E.L. (1998). Interactivity re-examined: A baseline analysis of early business
web sites. Journal of Broadcasting & Electronic Media, 42(4), pp.457-474.

Hair, J., Black, B., Babin, B., Anderson, R. & Tatham, R. (2006). Multivariate Data Analysis.
Upper Saddle River, N.J: Pearson Education.

Hamadan, A. (2005). Women and Education in Saudi Arabia: Challenges and Achievement.

International Education Journal, 6(1), 42-64.

Hamdan, A. (2014). The reciprocal and correlative relationship between learning culture and
online education: A case from Saudi Arabia. International Review of Research in Open &
Distance Learning, 15(1), pp.309-336.

255


http://www.stats.gov.sa/en/node
https://ttu-ir.tdl.org/ttu-ir/handle/2346/8971
https://ttu-ir.tdl.org/ttu-ir/handle/2346/8971

Hampel, R. & Stickler, U. (2005). New skills for new classrooms: Training tutors to teach

languages online. Computer Assisted Language Learning, 18(4), pp.311-326.

Haney, B.D. (2002). Assessing organizational readiness for E-learning: 70 questions to ask.
Performance Improvement, 41(4), pp.10-15.

Henderson, R. & Stewart, D. (2007). The Influence of Computer and Internet Access on E-
learning Technology Acceptance. Business Education Digest, 1(16), pp.3-16.

Hernandez, B., Montaner, T., Sese, F. J. & Urquizu, P. (2011). The role of social motivations in
e-learning: How do they affect usage and success of ICT interactive tools? Computers in
Human Behaviour, 27(6), pp.2224-2232.

Hinton, P., Brownlow, C., McMurray, I. & Cozens, B. (2004). SPSS explained. London:
Routledge.

Howe, K. & Eisenhart, M. (1990). Standards for Qualitative (and Quantitative) Research: A

Prolegomenon. Educational Researcher, 19(4), pp.2-9.

Hsu, C.L. & Lin, J.C.C. (2008). Acceptance of blog usage: The roles of technology acceptance,
social influence and knowledge sharing motivation. Information & Management, 45(1),
pp.65-74.

Huang, S. M., Wei, C. W., Yu, P. T. & Kuo, T. Y. (2006). An empirical investigation on
learners’ acceptance of e-learning for public unemployment vocational training.

International Journal of Innovation and Learning, 3(2), pp.174 —185.

Hung, M. L. (2016). Teacher readiness for online learning: Scale development and teacher

perceptions. Computers & Education, 94, pp.120-133.

Hung, M. L., Chou, C., Chen, C. H. & Own, Z. Y. (2010). Learner readiness for online learning:
Scale development and student perceptions. Computers & Education, 55(3), pp.1080-1090.

Igbaria, M. (1990). End-user computing effectiveness: A structural equation model. Omega,
18(6), pp.637-652.

256



Iwabuchi, T. & Fotos, S. (2004). Creating Course Specific CD-ROMs for Interactive Language
Learning. In S. Fotos & C. M. Browne, New Perspectives on CALL for Second Language

Classrooms, (pp. 49-168). New Jersey: Lawrence Erlbaum.

Jarvis, H. & Achilleos, M. (2013). From Computer Assisted Language Learning (CALL) to
Mobile Assisted Language Use (MALU). The Electronic Journal for English as a Second
Language, 16(4), pp.1-18.

Jebeile, S. (2003). The diffusion of e-learning innovations in an Australian secondary college:
Strategies and tactics for educational leaders. The Innovation Journal, 8(4), pp.1-21.

Johnson, R.B. & Onwuegbuzie, A.J. (2004). Mixed Methods Research: A Research Paradigm
Whose Time Has Come. Educational Researcher, 33(7), pp.14-26.

Jung, Y., Peng, W., Moran, M., Jin, S. A. A., McLaughlin, M., Cody, M. & Silverstein, M.
(2010). Low-Income Minority Seniors’ Enrolment in a Cybercafé: Psychological Barriers to

Crossing the Digital Divide. Educational Gerontology, 36(3), pp.193-212.

Jungert, T. & Rosander, M. (2010). Self-efficacy and strategies to influence the study
environment. Teaching in Higher Education, 15(6), pp.647— 659.

Jupp, V. (2006). The Sage Dictionary of Social Research Methods, London: Sage.

KACST & Ministry of Economy and Planning (2014). Transition to a knowledge-based society
in Saudi Arabia, Riyadh. Available at:
http://publications.kacst.edu.sa/SystemFiles/Books Pdf/PDF_635518951661650873.pdf.
[Accessed 1 May 2018].

Kaiser, H.F. (1974). An index of factorial simplicity. Psychometrika, 39(1), pp.31-36.

Kalaja, P. & Barcelos, A.F. (2006). Beliefs about SLA new research approaches. New York:
Springer.

Karmani, S. (2005). English, ‘terror’, and Islam. Applied Linguistics, 26(2), pp.262-267.

Kearney, C. (2011). Efforts to increase students’ interest in pursuing science, technology,
engineering and mathematics studies and careers. National measures taken by 16 of

European schoolnet’s member countries — 2011 Report. Brussels: European Schoolnet.
257


http://publications.kacst.edu.sa/SystemFiles/Books_Pdf/PDF_635518951661650873.pdf

Available at:
http://www.fisme.science.uu.nl/publicaties/literatuur/2011 european schoolnet.pdf.
[Accessed 1 May 2018].

Keller, C., Hrastinski, S. & Carlsson, S. (2007). Students’ acceptance of e-learning
environments: A comparative study in Sweden and Lithuania. European Conference on
Information  Systems  (ECIS), Proceedings 40, pp. 395-406. Available at:
http://aisel.aisnet.org/cgi/viewcontent.cgi?article=1156&context=ecis2007. [Accessed 1
May 2018].

Kendall, M.G. (1938). A New Measure of Rank Correlation. Biometrika, 30(1/2), pp.81-93.

Keramati, A., Afshari-Mofrad, M. & Kamrani, A. (2011). The role of readiness factors in E-
learning outcomes: An empirical study. Computers & Education, 57(3), pp.1919-1929.

Kerlinger, F. (1973). Foundations of Behavioural Research. New York: Rinehart and Winston.

Kern, R., Ware, P. & Warschauer, M. (2008). Network-based language teaching. In N. H.
Hornberger (Ed). Encyclopaedia of Language and Education. Springer U.S, pp. 281-292.

Khan, B. (2005). Managing E-Learning Strategies: Design, Delivery, Implementation and
Evaluation. London: Information Science Publishing.

King, N. & Horrocks, C. (2010). Interviews in Qualitative Research. Los Angeles: Sage.

Kirschner, P.A. & Paas, F. (2001). Web-enhanced higher education: a tower of Babel.
Computers in Human Behaviour, 17(4), pp.347-353.

Koo, A. (2008). Factors affecting teachers’ perceived readiness for online collaborative learning:

A case study in Malaysia. Educational Technology & Society, 11(1), pp.266-278.
Krueger, R. (1998). Developing questions for focus groups. London: Sage.

Kruskal, W.H. (1958). Ordinal Measures of Association. Journal of the American Statistical
Association, 53(284), pp.814-861.

Kumar, K. (1987). Conducting group interviews in developing countries. Washington: US

Agency for International Development.

258


http://www.fisme.science.uu.nl/publicaties/literatuur/2011_european_schoolnet.pdf
http://aisel.aisnet.org/cgi/viewcontent.cgi?article=1156&context=ecis2007

Kvale, S. (1996). Interviews: An introduction to qualitative research interviewing. London:

Sage.

Lahtinen, H.J. (2012). Young people’s ICT role at home a descriptive study of young Finnish
people’s ICT views in the home context. Quality & Quantity, 46(2), pp.581-597.

Lancaster, J. & Bain, A. (2007). The design of inclusive education courses and the self-efficacy
of preservice teacher education students. International Journal of Disability, Development
and Education, 54(2), pp.245-256.

Lee, J. S, Cho, H., Gay, G., Davidson, B. & Ingraffea, A. R. (2003). Technology Acceptance
and Social Networking in Distance Learning. Educational Technology & Society, 6(2),
pp.50-61.

Lee, L. (2002). Enhancing Learners’ Communication Skills through Synchronous Electronic

Interaction and Task-Based Instruction. Foreign Language Annals, 35(1), pp.16-24.

Lee, Y.H., Hsieh, Y.-C. & Ma, C.-Y. (2011). A model of organisational employees’ e-learning
systems acceptance. Knowledge-Based Systems, 24(3), pp.355-366.

Lee, Y.-K. (2001). Factors affecting learner behavioural intentions to adopt web-based learning
technology in adult and higher education. PhD Thesis. University of South Dakota.
Available at: http://sunzi.lib.hku.hk/ER/detail/hkul/2699486. [Accessed 1 May 2018].

Lehner, F., Nosekabel, H. & Lehmann, H. (2003). Wireless E-Learning and Communication
Environment: WELCOME at the University of Regensburg. E-Service Journal, 2(3), pp.23—
41.

Leong, P., Ho, C. & Saromines-Ganne, B. (2002). An empirical investigation of student
satisfaction with college courses. World Conference on E-Learning in Corporate,
Government, Healthcare, and Higher Education. pp. 1792-1795. Available at:
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.496.7352&rep=repl&type=pdf.
[Accessed 1 May 2018].

Levykh, M. G. (2008). The affective establishment and maintenance of Vygotsky’s zone of
proximal development. Educational theory, 58(1), pp.83-101.

259


http://sunzi.lib.hku.hk/ER/detail/hkul/2699486
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.496.7352&rep=rep1&type=pdf

Liaw, S.S. (2002). An Internet survey for perceptions of computers and the World Wide Web:

relationship, prediction, and difference. Computers in Human Behaviour, 18(1), pp.17-35.

Lim, C. & Khine, M. (2006). Managing teachers’ barriers to ICT integration in Singapore
schools. Journal of Technology and Teacher Education, 14(1), pp.97-125.

Lin, C.-H. & Yang, S.C. (2012). Factors that influence students’ satisfaction and performance in
e-learning environments. Technics Technologies Education Management, 7(3), pp.1107—
1114.

Lin, J.C-C. & Lu, H. (2000). Towards an understanding of the behavioural intention to use a web

site. International Journal of Information Management, 20(3), pp.197-208.
Litwin, M. (2003). How to assess and interpret survey psychometrics. London: Sage.

Lobe, B., Livingstone, S. & Haddon, L. (2007). Researching children’s experiences online
across countries: issues and problems in methodology. London: EU Kids Online. Available
at:
https://lirias.kuleuven.be/handle/123456789/200390?mode=simple&submit_simple=Show+

simple+item-+record. [Accessed 1 May 2018].

Locke, E. A., Frederick, E., Lee, C. & Bobko, P. (1984). Effect of self-efficacy, goals, and task
strategies on task performance. Journal of Applied Psychology, 69(2), pp.241-251.

Lopes, C.T. (2007). Evaluating E-Learning Readiness in a Health Sciences Higher Education
Institution. Proceedings of the IADIS International Conference on e-Learning. Porto.
Available at: http://www.carlalopes.com/pubs/lopes_IADIS 2007.pdf. [Accessed 1 May
2018].

Luan, W. S., Fung, N. S., Nawawi, M. & Hong, T. S. (2005). Experienced and inexperienced
Internet users among pre-service teachers: Their use and attitudes toward the Internet.
Educational Technology & Society, 8(1), pp.30-103.

Lynn, M. (1986). Determination and quantification of content validity. Nursing Research, 35(6),
pp.382-385.

260


https://lirias.kuleuven.be/handle/123456789/200390?mode=simple&submit_simple=Show+simple+item+record
https://lirias.kuleuven.be/handle/123456789/200390?mode=simple&submit_simple=Show+simple+item+record
http://www.carlalopes.com/pubs/lopes_IADIS_2007.pdf

Ma, W.W.K. & Clark, T.H.K. (2003). Online course acceptance: a paired sample experiment.

TechEd Ontario International Conference & Exposition. Ontario, Canada, pp. 1-14.

Madini, A.A. & de Nooy, J. (2014). Cross-gender communication in a Saudi Arabian Internet
discussion forum: Opportunities, attitudes and reactions. Convergence. The International

Journal of Research into New Media Technologies, 22(1), pp.54-70.

Mahboob, A. & Elyas, T. (2014). English in the Kingdom of Saudi Arabia. World Englishes,
33(1), pp.128-142.

Mahmod, R., Dahlan, N. & Asaari, M.H.A.H. (2005). Attitudinal belief on adoption of e-MBA
programme in Malaysia. Turkish Online Journal of Distance Education, 6(2), pp.115-124.

Mahmood, M.A., Hall, L. & Swanberg, D.L. (2001). Factors Affecting Information Technology
Usage: A Meta-Analysis of the Empirical Literature. Journal of Organizational Computing
and Electronic Commerce, 11(2), pp.107-130.

Maninger, R. M. & Anderson, S. E. (2007). Beyond skills: Evaluating the impact of educational
technology instruction. In K. Kumpulainen (Ed.), Educational technology: Opportunities

and challenges. Finland: OULU University Press.

Mann, C. & Stewart, F. (2000). Internet communication and qualitative research: A handbook

for researching online. London: Sage.

Manstead, A.S.R. & Hewstone, M. (1995). The Blackwell encyclopaedia of social psychology,
Oxford: Blackwell.

Marty, F. (1982). Reflections on the use of computers in second language acquisition — II.
System, 10(1), pp.1-11.

Mathieson, K. (1991). Predicting User Intentions: Comparing the Technology Acceptance Model
with the Theory of Planned Behaviour. Information Systems Research, 2(3), pp.173-191.

Maykut, P. & Morehouse, R. (1994). Beginning qualitative research: A philosophic and

practical guide. London: Falmer Press.

McConnell, D. (2005). Networked Collaborative E-Learning. Advances in Electronic Business,

1(1), pp. 222-257.
261



Mclsaac, M. S., Blocher, J. M., Mahes, V. & Vrasidas, C. (1999). Student and Teacher
Perceptions of Interaction in Online Computer-Mediated Communication. Educational
Media International, 36(2), pp.121-131.

McVay, M. (2000). How to be a successful distance learning student: Learning on the internet.

Boston: Pearson Custom Publishing.

Meer, E. V. (2003). PLATO: From computer-based education to corporate social responsibility.

Iterations an Interdisciplinary Journal of Software History, 2(1), pp.1-22.

Meredith, S. & Burkle, M. (2006). E-learning: encouraging international perspectives. A
Mexican-UK comparative case study analysis. International Journal on E-Learning, 5(4),
pp.469-491.

Metz, H. C. (1992). Saudi Arabia: A Country Study. Washington: GPO for the Library of
Congress. Available at: http://countrystudies.us/saudi-arabia/. [Accessed 1 May 2018].

Milani, M. (2008). Cultural Impact on Online Education Quality Perception. The Electronic
Journal of e-learning, 6(2), pp.149-160.

Miles, M.B. & Huberman, M. A. (1994). Qualitative data analysis: An expanded sourcebook,

London: Sage.

Miller, L., Naidoo, M., van Belle, J. P. & Chigona, W. (2006). School-level ICT Adoption
Factors in the Western Cape Schools. Fourth IEEE International Workshop on Technology
for Education in Developing Countries (TEDC’06), pp. 381-387. Available at:
http://ieeexplore.ieee.org/document/1648410/. [Accessed 1 May 2018].

Miller, M.D., Rainer, R.K. & Corley, J.K. (2003). Predictors of Engagement and Participation in

an On-Line Course. Online Journal of Distance Learning Administration, 1(1), pp.1-13.

Ministry of Education [MoE]. (2008). National Report on Education Development in the
Kingdom of Saudi Arabia, Geneva. Available at:
http://www.ibe.unesco.org/National_Reports/ICE_2008/saudiarabia_NRO8_en.pdf.
[Accessed 1 May 2018].

262


http://countrystudies.us/saudi-arabia/
http://ieeexplore.ieee.org/document/1648410/
http://www.ibe.unesco.org/National_Reports/ICE_2008/saudiarabia_NR08_en.pdf

Ministry of Education [MoE]. (2016). The emergence of public education. Ministry of
Education. Available at: http://www.moe.qgov.sa/ar/about/Pages/MinistryDevelopment.aspx.
[Accessed 1 May 2018]. (In Arabic).alall adeill 3Lis 2016 candsill 5 2 53l 5 5) 55,

Ministry of Education. (2003). Encyclopaedia of the history of education in Saudi Arabia in a
hundred years. Riyadh: Ministry of education. (In Arabic). g b 4c g ga (2003) .aaaill 3) )
il 5 s bl ale Ala L 43 gandl Ay yal) dSLaal) 3 auletl

Ministry of Education. (2018). Our Students: Digital Generation. Ministry of Education.
Available at: http://www.moe.gov.sa/ar/Pages/Student.aspx. [Accessed 1 May 2018]. (In
Arabic). <l Jiall :ida (2016) addeill 5 A 51150 5

Mirani, R. & King, W.R., 1994. Impacts of End-User and Information Center Characteristics on
End-User Computing Support. Journal of Management Information Systems, 11(1), pp.141-
166.

Mitra, A., Lenzmeier, S., Steffensmeier, T., Avon, R., Qu, N. & Hazen, M. (2000). Gender and
Computer Use in an Academic Institution: Report from a Longitudinal Study. Journal of

Educational Computing Research, 23(1), pp.67-84.

Moon, J.-W. & Kim, Y.-G. (2001). Extending the TAM for a World-Wide-Web context.
Information & Management, 38(4), pp.217-230.

Mosa, A.A., Naz’ri bin Mahrin, M. & Ibrrahim, R. (2016). Technological Aspects of E-Learning
Readiness in Higher Education: A Review of the Literature. Computer and Information
Science, 9(1), pp.113-127.

Naidu, S. (2006). E-Learning a Guidebook of Principles, Procedures and Practices. New Delhi:
Commonwealth Educational Media Centre for Asia (CEMCA).

Nanayakkara, C. & Whiddett, D. (2005). A model of user acceptance of e-learning technologies:
A case study of a polytechnic in New Zealand. In Proceedings of the Fourth International
Conference on Information Systems Technology and Application in New Zealand.
Palmerston North, New Zealand, pp. 180-189. Available at:
http://subs.emis.de/LNI/Proceedings/Proceedings63/GI-Proceedings.63-13.pdf. [Accessed 1
May 2018].

263


http://www.moe.gov.sa/ar/about/Pages/MinistryDevelopment.aspx
http://www.moe.gov.sa/ar/Pages/Student.aspx
http://subs.emis.de/LNI/Proceedings/Proceedings63/GI-Proceedings.63-13.pdf

Nanayakkara, C. (2007). A Model of User Acceptance of Learning Management Systems: A
study within Tertiary Institutions in New Zealand. The International Journal of Learning,
13(12), pp.223-232.

Nancy E. S. & William J. M. (2007). Promoting Qualitative Research. The Gerontologist, 47(5),
p. 576-577.

Ndubisi, N. (2006). Factors of Online Learning Adoption: A Comparative Juxtaposition of the
Theory of Planned Behaviour and the Technology Acceptance Model. International Journal
on E-Learning, 5(4), pp.571-591.

Ndubisi, N.O. (2004). Factors influencing e-learning adoption intention: Examining the
determinant structure of the decomposed theory of planned behaviour constructs. In
Proceedings of the 27th Annual Conference of HERDSA. pp. 252-262. Available at:

http://www.herdsa.org.au/publications/conference-proceedings/research-and-development-

higher-education-transforming-230 . [Accessed 1 May 2018].

Neuman, R. (1991). The Future of the Mass Audience. Cambridge: Cambridge University Press.

Ngai, EW.T., Poon, J.K.L. & Chan, Y.H.C. (2007). Empirical examination of the adoption of
WebCT using TAM. Computers & Education, 48(2), pp.250-267.

Nunnally, J. (1978). Psychometric Theory. New York: McGraw-Hill.

O’Dowd, R. (2000). Intercultural learning via videoconferencing: A pilot exchange project.

ReCALL, 12(1), pp.49-61.

Odessa, P. D. (2011). Exploring e-learning adoption in nurse education: A socio-cultural case
study using Q and Bourdieu. PhD Thesis. University of Nottingham. Available at:
http://eprints.nottingham.ac.uk/12256/1/Petit_dit_Dariel _Thesis Oct 2011.pdf. [Accessed
1 May 2018].

Ong, C.-S. & Lai, J.-Y. (2006). Gender differences in perceptions and relationships among

dominants of e-learning acceptance. Computers in Human Behaviour, 22(5), pp.816-829.

Oyaid, A. (2009). Education Policy in Saudi Arabia and its Relation to Secondary School
Teachers’ ICT Use, Perceptions, and Views of the Future of ICT in Education. PhD thesis,

264


http://www.herdsa.org.au/publications/conference-proceedings/research-and-development-higher-education-transforming-230
http://www.herdsa.org.au/publications/conference-proceedings/research-and-development-higher-education-transforming-230
http://eprints.nottingham.ac.uk/12256/1/Petit_dit_Dariel_Thesis_Oct_2011.pdf

University of Exeter. Available at: http://hdl.handle.net/10036/69537. [Accessed 1 May
2018].

Palloff, R.M. & Pratt, K. (2007). Building online learning communities: Effective strategies for
the virtual classroom. San Francisco: Jossey-Bass.

Pan, C.C., Sivo, S. & Brophy, J. (2003). Students’ attitudes in a web-enhanced hybrid course: A
structural equation modelling inquiry. Journal of educational media & library sciences,
41(2), pp.181-194.

Parasuraman, A. (2000). Technology Readiness Index (Tri): A Multiple-ltem Scale to Measure

Readiness to Embrace New Technologies. Journal of Service Research, 2(4), pp.307-320.

Park, J.H. & Choi, H.J. (2009). Factors influencing adult learners’ decision to drop out or persist
in online learning. Educational Technology and Society, 12(4), pp.207-217.

Park, S.Y. (2009). An Analysis of the Technology Acceptance Model in Understanding
University Students’ Behavioural Intention to Use e-Learning. Educational Technology &
Society, 12(3), pp.150-162.

Parnell, J.A. (2003). The Management Education by Internet Readiness (Mebir) Scale:
Developing a Scale to Assess Personal Readiness for Internet-Mediated Management

Education. Journal of Management Education, 27(4), pp.431-446.

Passmore, D. (2000). Impediments to adoption of web-based course delivery among university
faculty. In the first annual Ariash educational technology users’ conference. Sligo, Ireland:
The institute of technology. Available at: http://docplayer.net/13394641-Impediments-to-

adoption-of-web-based-course-delivery.html. [Accessed 1 May 2018].

Patton, M.Q. (2002). Qualitative Research and Evaluation Methods. London: Sage.

Peterson, M., (2013). Computer Games and Language Learning. New York: Palgrave
Macmillan US.

Pillay, H., Irving, K. & Tones, M. (2007). Validation of the diagnostic tool for assessing Tertiary
students’ readiness for online learning. Higher Education Research & Development, 26(2),
pp.217-234.

265


http://hdl.handle.net/10036/69537
http://docplayer.net/13394641-Impediments-to-adoption-of-web-based-course-delivery.html
http://docplayer.net/13394641-Impediments-to-adoption-of-web-based-course-delivery.html

Pituch, K.A. & Lee, Y. (2006). The influence of system characteristics on e-learning use.
Computers & Education, 47(2), pp.222-244.

Polit-O’Hara, D. & Hungler, B.P. (1997). Essentials of nursing research: Methods, appraisal,
and utilization. Philadelphia: Lippincott.

Polit-O’Hara, D. & Hungler, B.P. (1999). Nursing Research: Principles and methods,
Philadelphia: Lippincott.

Prokop, M. (2003). Saudi Arabia: The politics of education. International Affairs, 79(1), 77-89.

Qenaey, Y. (2014). The effects and usefulness of blending asynchronous online discussion with
face-to-face classes on students " reading comprehension, participation and learning at first
year of secondary school in Saudi Arabia. PhD Thesis. The University of Sydney. Available
at: http://hdl.handle.net/10036/69537. [Accessed 1 May 2018].

Rainer Jr., R.K., Laosethakul, K. & Astone, M.K. (2003). Are gender perceptions of computing

changing over time? Journal of Computer Information Systems, 43(4), pp.108-114.

Ramady, M.A. (2010). The Saudi Arabian Economy: Policies, Achievements, and Challenges.
Boston, MA: Springer.

Research Randomizer (2015). Research randomizer. Available at: https://www.randomizer.org/.
[Accessed 1 May 2018].

Richards, J.C. & Renandya, W.A. (2002). Methodology in Language Teaching: An Anthology of
Current Practice. Cambridge: Cambridge University Press.

Riessman, C.K. (1939). Narrative analysis. London: Sage.

Ritchie, J. & Lewis, J. (2003). Qualitative research practice: a guide for social science students

and researchers. London: Sage.

Robertson, M., Fluck, A. & Webb, I. (2007). Seven steps to success with ICTs: Whole school
approaches to sustainable change. Camberwell: ACER Press.

Rogers, E.M. (2003). Diffusion of Innovations. New York: Free Press.

266


http://hdl.handle.net/10036/69537
https://www.randomizer.org/

Romeo, K. (2008). A web-based listening methodology for studying relative clause acquisition.

Computer Assisted Language Learning, 21(1), pp.51-66.

Rosenberg, M. (2000). The E-Learning Readiness Survey: 20 Key Strategic Questions You and
Your Organization Must Answer About the Sustainability of Your E-Learning Efforts.
Available at:  http://books.mhprofessional.com/training/elearning/elearning_survey.pdf.
[Accessed 1 May 2018].

Rosli, M. S., Saleh, N. S., Aris, B., Ahmad, M. H., Sejzi, A. A. & Shamsudin, N. A. (2016). E-
Learning and Social Media Motivation Factor Model. International Education Studies, 9(1),
pp.20-30.

Roy, D. A. (1992). Saudi Arabian education: Development policy. Middle Eastern Studies,
28(3), 477-508.

Rubio, D. (2005). Content validity. In K. Kempf-Leonard (Ed.), Encyclopaedia of Social
Measurement, (pp.495-498). New York: Elsevier.

Rubio, D., Berg-Weger, M., Tebb, S., Lee, E. & Rauch, S. (2003). Objectifying content validity:
Conducting a content validity study in social work research. Social Work Research, 27(2),
pp.94-104.

Ryan, R.M. & Deci, E.L. (2000). Intrinsic and Extrinsic Motivations: Classic Definitions and
New Directions. Contemporary Educational Psychology, 25(1), pp.54-67.

Saadé, R.G., Tan, W. & Kira, D. (2008). Is Usage Predictable Using Belief-Attitude- Intention
Paradigm? Issues in Informing Science and Information Technology, 5(1), pp. 591-599.

Saaty, N. (2015). The relationship between L2 self, Sociocultural context and L2 motivation

among Saudi female English learners. PhD thesis, University of Nottingham.

Salaberry, M.R. (2001). The Use of Technology for Second Language Learning and Teaching: A
Retrospective. The Modern Language Journal, 85(1), pp.39-56.

Samirad (2018). Location and Size of the Kingdom. p.199. Available at:
http://www.saudinf.com/main/al.htm. [Accessed 1 May 2018].

267


http://books.mhprofessional.com/training/elearning/elearning_survey.pdf
http://www.saudinf.com/main/a1.htm

Sanderson, P.E. (2002). E-Learning: strategies for delivering knowledge in the digital age. The
Internet and Higher Education, 5(2), pp.185-188.

Sang, G., Valcke, M., Braak, J. V. & Tondeur, J. (2010). Student teachers’ thinking processes
and ICT integration: Predictors of prospective teaching behaviours with educational
technology. Computers & Education, 54(1), 103— 112.

Sangra, A., Vlachopoulos, D. & Cabrera, N. (2012). Building an Inclusive Definition of E -
Learning: An Approach to the Conceptual Framework. The International Review of
Research in Open and Distributed Learning, 13(2), pp.145-159.

Saudi Vision. (2018). Saudi vision 2030. Available at: http://vision2030.gov.sa/en. [Accessed 1
May 2018].

Saunders, E.J. (2004). Maximizing computer use among the elderly in rural senior centres.
Educational Gerontology, 30(7), pp.573-585.

Saunders, M., Lewis, P. & Thornhill, A. (2009). Research methods for business students. Essex:

Pearson Education Limited.

Schreurs, J., Ehler, U. & Moreau, R. (2008). Measuring e-learning readiness. In International
Conference ICL interactive computer aided learning. International Association of online
engineering. Available at: http://hdl.handle.net/1942/8740. [Accessed 1 May 2018].

Science, M. (1979). Individual differences and MIS success: A review of the empirical literature.
Management Science, 25(10), pp.966-979.

Selim, H.M. (2007). Critical success factors for e-learning acceptance: Confirmatory factor
models. Computers & Education, 49(2), pp.396-413.

Sen, A. (2009). The Idea of Justice. Cambridge: The Belknap Press.

Shapka, J.D. & Ferrari, M. (2003). Computer-related attitudes and actions of teacher candidates.
Computers in Human Behaviour, 19(3), pp.319-334.

Shin, H.-J. & Son, J.B. (2007). EFL Teachers’ Perceptions and Perspectives on Internet-Assisted
Language Teaching. CALL-EJ Online, 8(2), pp.1-13.

268


http://vision2030.gov.sa/en
http://hdl.handle.net/1942/8740

Shumin, K. (2002). Factors to Consider: Developing Adult EFL Students’ Speaking Abilities. In
J. C. Richards & W. A. Renandya (Eds). Methodology in Language Teaching (pp. 204—
211). Cambridge: Cambridge University Press.

Singh, G., O’Donoghue, J. & Worton, H. (2005). A Study into the Effects of eLearning on
Higher Education. Journal of University Teaching & Learning Practice, 2(1), pp.14-24.

Smith, P.J. (2000). Preparedness for flexible delivery among vocational learners. Distance
Education, 21(1), pp.29-48.

Smith, P.J. (2005). Learning preferences and readiness for online learning. Educational
Psychology, 25(1), pp.3-12.

Smith, P.J., Murphy, K.L. & Mahoney, S.E. (2003). Towards Identifying Factors Underlying
Readiness for Online Learning: An Exploratory Study. Distance Education, 24(1), pp.57—
67.

So, K.K.T. & Swatman, P.M.C. (2006). E-Learning readiness in the classroom: A study of Hong
Kong primary and secondary teachers. Collecter Europe 2006, pp.1-15.

So, T. (2008). The e-learning readiness of teachers in Hong Kong. PhD Thesis. University of
South Australia.

Stangor, C. (2007). Research methods for the behavioural sciences. Boston: Houghton Mifflin

Company.

Strambi, A. & Bouvet, E. (2003). Flexibility and Interaction at a Distance: A Mixed-Model
Environment for Language Learning. Language Learning & Technology, 7(3), pp.81-102.

Straub, D. (1989). Validating instruments in MIS research. MIS Quarterly, 13(2), pp.147-1609.

Straub, D., Boudreau, M.C. & Gefen, D. (2004). Validation guidelines for IS positivist research.
Communications of the AIS, 13(24), pp.1-70.

Strauss, A.L. & Corbin, J.M. (1998). Basics of Qualitative Research, Techniques and

Procedures for Grounded Theory. Thousand Oaks: Sage.

269



Sun, H. & Zhang, P. (2006). The role of moderating factors in user technology acceptance.
International Journal of Human-Computer Studies, 64(2), pp.53-78.

Sun, P. C,, Tsai, R. J., Finger, G., Chen, Y. Y. & Yeh, D. (2008). What drives a successful e-
Learning? An empirical investigation of the critical factors influencing learner satisfaction.
Computers & Education, 50(4), pp.1183-1202.

Tallent-Runnels, M. K., Thomas, J. A., Lan, W. Y., Cooper, S., Ahern, T. C., Shaw, S. M. &
Liu, X. (2006). Teaching Courses Online: A Review of the Research. Review of
Educational Research, 76(1), pp.93-135.

Tatweer (2014). Content Development and e-Solutions. Tatweer Company for Educational
Services. Available at:
https://www.t4edu.com/en/services/view/SnpPaVNCakZjQkdhZ1BnTEQxVTgwQT09.
[Accessed 1 May 2018].

Taylor, S. & Todd, P.A. (1995). Understanding Information Technology Usage: A Test of
Competing Models. Information Systems Research, 6(2), pp.144-176.

Teo, T., Lee, C.B. & Chai, C.S. (2007). Understanding pre-service teachers’ computer attitudes:
applying and extending the technology acceptance model. Journal of Computer Assisted
Learning, 24(2), pp.128-143.

Tinsley, H.E. & Tinsley, D.J. (1987). Uses of factor analysis in counselling psychology research.
Journal of Counselling Psychology, 34(4), pp.414-424.

Tsai, C.C. & Lin, C.C. (2004). Taiwanese adolescents’ perceptions and attitudes regarding the
Internet: Exploring gender differences. Adolescence, 39(156), pp.725-734.

Turner, P., Turner, S. & Van De Walle, G. (2007). How older people account for their
experiences with interactive technology. Behaviour & Information Technology, 26(4),
pp.287-296.

Valentine, G., Holloway, S. & Bingham, N. (2002). The digital generation? Children, ICT and
the everyday nature of social exclusion. Editorial Board of Antipode, 34, 296— 315.

270


https://www.t4edu.com/en/services/view/SnpPaVNCakZjQkdhZ1BnTEQxVTgwQT09

Van Teijlingen, E. R., Rennie, A. M., Hundley, V. & Graham, W. (2001). The importance of
conducting and reporting pilot studies: the example of the Scottish Births Survey. Journal of
Advanced Nursing, 34(3), pp.289-295.

Venkatesh, V., Morris, M. G., Davis, G. B. & Davis, F. D. (2003). User acceptance of
information technology: Toward a unified view. MIS Quarterly, 27(3), pp.425-478.

Vygotsky, L.S. (1978). Mind in Society. Cambridge: Harvard University Press.

Wagner, N., Hassanein, K. & Head, M. (2008). Who is responsible for e-learning success in
higher education? A stakeholders’ analysis. Educational Technology and Society, 11(3),
pp.26—36.

Wang, Y. (2004). Distance Language Learning: Interactivity and Fourth-generation Internet-
based Videoconferencing. CALICO Journal, 21(2), pp.373-395.

Wang, Y.-S., Wu, M.C. & Wang, H.Y. (2009). Investigating the determinants and age and
gender differences in the acceptance of mobile learning. British Journal of Educational
Technology, 40(1), pp.92-118.

Warner, D. & Choy, S. (1998). Readiness of VET clients for flexible delivery including on-line
learning. Brisbane, Queensland: ANTA.

Warschauer, M. (1996). Motivational aspects of using computers for writing and communication.
In M. Warschauer (Ed). Telecollaboration in foreign language learning. Hawaii, (pp. 29-46).

Hawaii: University of Hawaii Second Language Teaching & Curriculum Centre.

Warschauer, M. (1999). Electronic literacies: language, culture, and power in online education.
London: Mahwah, N.J.

Watkins, R., Leigh, D. & Triner, D. (2004). Assessing Readiness for E-Learning. Performance
Improvement Quarterly, 17(4), pp.66—79.

Watson, D.M. (2001). Pedagogy before Technology: Re-thinking the Relationship between ICT
and Teaching. Education and Information Technologies, 6(4), pp.251-266.

Watson, R. (1998). Publishing the results of factor analysis: interpretation and presentation.

Journal of advanced nursing, 28(6), pp.1361-1363.
271



Wilkinson, D. & Birmingham, P. (2003). Using research instruments: A guide for researchers.

London: Routledge.

Williams, P. (2002). The Learning Web: The Development, Implementation and Evaluation of
Internet-Based Undergraduate Materials for the Teaching of Key Skills. Active Learning in
Higher Education, 3(1), pp.40-53.

Wong, W., J. (2002). Flexibility and Interactivity In the Context of Web-based Curriculum:
Managing Change. PhD Thesis. University of Leicester. Available at:
https://Ira.le.ac.uk/handle/2381/31011. [Accessed 1 May 2018].

Woo, Y. & Reeves, T.C. (2007). Meaningful interaction in web-based learning: A social
constructivist interpretation. The Internet and Higher Education, 10(1), pp.15-25.

Woolley, C.M. (2009). Meeting the Mixed Methods Challenge of Integration in a Sociological
Study of Structure and Agency. Journal of Mixed Methods Research, 3(1), pp.7-25.

Wu, B. & Zhang, C. (2014). Empirical study on continuance intentions towards E-Learning 2.0
systems. Behaviour & Information Technology, 33(10), pp.1027-1038.

Yamani, H. (2013). E-learning and Digital Games: The Potential Contribution to Mathematics
Education in Saudi Arabia. PhD Thesis. La Trobe University.

Yang, S.C. & Chen, Y.J. (2007). Technology-enhanced language learning: A case study.
Computers in Human Behaviour, 23(1), pp.860-879.

Young, B.J. (2000). Gender Differences in Student Attitudes toward Computers. Journal of
Research on Computing in Education, 33(2), pp.204-216.

Yuen, A.H.K. & Ma, W.W K. (2008). Exploring teacher acceptance of e-learning technology.
Asia-Pacific Journal of Teacher Education, 36(3), pp.229-243.

Yukselturk, E. & Bulut, S. (2009). Gender Differences in Self-Regulated Online Learning
Environment. Educational Technology & Society, 12(3), pp.12-22.

Zhang, D., Zhou, L., Briggs, R. O. & Nunamaker Jr, J. F. (2006). Instructional video in e-
learning: Assessing the impact of interactive video on learning effectiveness. Information &

Management, 43(1), pp.15-27.
272


https://lra.le.ac.uk/handle/2381/31011

Zhou, G. & Xu, J. (2007). Adoption of Educational Technology: How Does Gender Matter?
International Journal of Teaching and Learning in Higher Education, 19(2), pp.140-153.

Zimmerman, B.J., Bandura, A. & Martinez-Pons, M. (1992). Self-Motivation for Academic
Attainment: The Role of Self-Efficacy Beliefs and Personal Goal Setting. American
Educational Research Journal, 29(3), pp.663-676.

273



Appendices
Appendix A: Overview of group interview questions — Arabic and English versions

1. Personal data questions:

e Names

e  Experience with E-learning

e  Where you live

e The academic discipline (only student participants)

e Proficiency in English (only student participants)

e Experience in teaching EFL (only teacher participants)

e  The name of school (only teacher participants)

2. Introductory and transition questions

e In the last few years, we have heard quite often about E-learning systems. When you hear this
term, what comes to mind?

e What is your first impression of the idea of using E-learning in learning/teaching English?

e What is your attitude towards using an E-learning system for learning and teaching English?

e Could you tell me some benefits or positive aspects about E-learning, no matter how small that
positive thing is?

e Could you tell me some disadvantages or negative aspects about E-learning, no matter how small
that negative thing is?

3. Key/main questions
e Once we have gotten the idea of E-learning, personally, what factors would indicate your readiness
to use it?
> If many factors listed, the followed up question: which of these factors is the most important?
e  Personally, what factors would influence your readiness to use it?
> If many factors listed, the followed up question: which of these factors is the most important?

o Generally, in the future, what do you think will help in the integration of E-learning into the

teaching and learning of English language?
> This question followed up by: what should be done about it?

o Let’s talk about the needs of students to develop their English, and the possibility of using E-
learning to help improve and to meet those needs. What needs to be addressed in order to make the
use of E-learning possible?

4. Closing questions

e Thinking about all that we have been discussing today, what do you think is the most important
factor in indicate and/or influence you to use E-learning in teaching/learning English?

e What advice would you have for the ministry of education regarding the actual use of E-learning
for teaching/learning English?

e Do you have any questions you will wish to ask?

Thank you for your time and for talking to me. I look forward to seeing you again sometime.
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Appendix B: Full questionnaire — English and Arabic versions

Preliminary data (This type of information will help the researcher to explore any individual differences in
readiness for E-learning between gender and age).

e Responder

1. Student

2. Teacher
e Gender

1. Male

2. Female
L
®  SChOOI NAME....ccuiiiniieiieiiiiieiietieenecearescnacansonscnnnes

Main statements (Below you will find statements used to explore the readiness of the student/teacher to use E-
learning for teaching and learning of English, and you are kindly requested to read each statement carefully and then
to express your opinion by choosing what is consistent with your point of view).

Statements (Previous experience - the

# | detsrmine your previous experience n Yes No
computer, internet and E-learning).

1 | I have prior experience using computers.

2 | I have prior experience using the internet.

3 | I have prior experience using E-learning.
Statements (Personal skills - the following

# | exontof your personl kil ncomputer, | NoSKil | Lowsian | G| G Ve T

internet and E-learning).

4 | I have enough skills to use the computer.

5 | I have enough skills to use the internet.

I am skilled enough to use E- learning in
6 | my learning/teaching of English without
help.

I am skilled enough to use E- learning in
my learning/teaching of English even if
there is no one around to show me how to
use it.

I am skilled enough to use E- learning in
8 | my learning/teaching of English even if |
have not used such a system before.

Statement (Training - the following
# | statement in this section determines if you Yes No
trained or not to use E-learning).

I have trained to use E-learning for

9 .
learning.
Statements (Personal access to tools - the
following statements in this section . .
# g No Sometimes All the time

determine your access to computer and
internet for E-learning).
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10

In my home I have a computer to use for E-
learning whenever | need it.

11

In my home | have internet connection to
use for E-learning whenever | need it.

Statements (Opinion in the use of E-
learning - the following statements in this
section determine your attitude, motivation
and time commitment towards the use of E-
learning).

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

12

Using E-learning in learning/teaching
English is a good idea.

13

Overall, I like using E-learning.

14

I would devote some time to use E-learning
for my learning/teaching of English.

15

In general, | would have available time to
use E-learning for my learning/teaching of
English.

16

| would use E-learning in my
learning/teaching of English even if | were
not rewarded for it.

Statements (E-learning characteristics - the
following statements in this section are
concerned with E-learning usability (Ease
of use and Usefulness) and E-learning
functionality (Flexibility and Interactivity)
that you believe have an impact on your
readiness to use E-learning for English).

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

17

Interacting with E-learning systems is (or
would be) clear and understandable.

18

Interacting with E-learning does not (or
would not) require a lot of my mental effort.

19

Using E-learning in my learning/teaching of
English is (or would be) easy for me.

20

Overall, | believe that E-learning is (or
would be) easy to use.

21

Using an E-learning system improves (or
would improve) my learning/teaching
performance of English.

22

In general, | think an E-learning system is
(or would be) useful in my
learning/teaching of English.

23

E-learning offers (or would offer) me
flexibility in learning/teaching with respect
to time and place.

24

E-learning offers (or would offer) me
control over learning/teaching activity.

25

E-learning offers multimedia (audio, video,
and text) types to use for learning/teaching
of English.

26

E-learning allows (or would allow)
interactive communication between me and
students/teachers.

27

E-learning enables interactive
communication among students to develop
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their English.

28

The communicative tools that E-learning
provides are effective (email, message
board, chat room, etc.).

Statements (Social factors - the following
statements in this section are about social
factors such as family, friends/colleagues
and how they might affect your readiness to
use E-learning).

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

29

My family believes that using E-learning
for learning English is a good idea. (Only
students)

30

My family encourages (or would
encourage) me to use E-learning for
learning English. (Only students)

31

My family perceives that using E-learning
is (or would) be safe for me to use
(protection of personal information, images
etc). (Only students)

32

Overall, I think my family would like me to
continue (or start) using E-learning. (Only
students)

33

My family sees E-learning as something
that improves (or could improve) my
performance in learning English. (Only
students)

34

In general, my family sees E-learning
systems as something that is (or could be)
useful for learning English. (Only
students)

35

My friends/colleagues encourage (or would
encourage) me to use E-learning in my
learning/teaching of English.

36

My friends/colleagues help (or would help)
me with E-learning when | need it.

Statements (School Factors - the following
statements in this section concern school
factors such as providing equipment and
school support that can or may have an

impact on your readiness to use E-learning).

Strongly
Disagree

Disagree

| do not
Know

Agree

Strongly
Agree

37

The school where I’m studying/teaching
provides the necessary computer equipment
for E-learning.

38

The school where I’m studying/teaching
provides the necessary internet connectivity
for E-learning.

39

In the school where I’m studying/teaching,
the school management would allow me to
use the school’s facilities for E-learning.

40

In the school where I’m studying/teaching,
the school management would support my
use of E-learning.

41

In the school where I’m studying/teaching,
an IT technician is available to provide
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assistance when | need help.

I think that the technical support in the

42 | school where I’m studying/teaching is

good.
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Appendix C: Information sheet and consent form - English and Arabic versions

Information Sheet and Consent Form — Group interview (English) Ibrahim Mutambik
Edinburgh University — UK
Dear Teacher/Student $1269207@inf.ed.ac.uk

I am Ibrahim Mutambik, a PhD student in Informatics under the supervision of Prof. John Lee and Dr Yvonne
Foley at the University of Edinburgh.

I would like to invite you to participate in a group interview which takes between 45 min to an hour. The
interview is for the purposes of a doctoral research which aims to explore the readiness of students and English
teachers to use of E-learning in Saudi schools, and in particular in the learning and teaching of English. This
study will evaluate the extent of high school students’ and English teachers’ readiness to use E-learning. To this
end, this study will explore the internal and external factors which are related to the readiness of teachers and
students who will involve in the use of information and communications technology to teach and learn English.
The results of the research study will offer insights into how to proceed with the integration of E-learning into
Saudi schools.

All the information provided by you will be recorded by a digital device and later transcribed. All information
provided will be kept confidentially, and the data will be anonymized. The data will also only be used for the
purposes of this research and all the information will be destroyed when the PhD study is finished. Also you are
free to withdraw your consent to participate at any time before the data is analysed without penalty.

I would be grateful to you if you could consent to participate in this research by signing and returning this form.
Thank you.
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Information Sheet and Consent Form — Questionnaire (English)
Ibrahim Mutambik

Dear Parent Edinburgh University — UK
51269207 @inf.ed.ac.uk

I am Ibrahim Mutambik, a PhD student in Informatics under the supervision of Prof John Lee, and Dr Yvonne
Foley at the University of Edinburgh.

I would like to invite your child to participate in a questionnaire for a purpose of doctoral research which aims
to explore the readiness of students to use of E-learning in Saudi schools, and in particular in the learning of
English. This study will evaluate the extent of high school students' readiness to use E-learning. To this end, this
study will evaluate the internal (personal) and external (in-school, E-learning characteristics and social) factors
which are related to the readiness of students who will involve in the use of information and communications
technology to learn English. The results of the research study will offer insights into how to proceed with the
integration of E-learning into Saudi schools.

All the information provided by your child will be anonymized and kept in confidence. Data will also be used
solely for purposes of the research and all the information will be destroyed when the PhD study is finished.
Also your child is free to withdraw consent to participate at any time before the data is analysed without penalty.

I would be grateful to you if you could consent that your child can participate in this research by signing and
returning this form.

Thank you.
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Information Sheet and Consent Form — Questionnaire (English version)
Ibrahim Mutambik

Edinburgh University — UK
51269207 @inf.ed.ac.uk

I am Ibrahim Mutambik, a PhD student in Informatics under the supervision of Proof John Lee, and Dr
Yvonne Foley at the University of Edinburgh.

I would like to invite you to participate in a questionnaire for a purpose of doctoral research which aims to
explore the readiness of English teachers to use of E-learning in Saudi schools, and in particular in the learning
and teaching of English. This study will evaluate the extent of English teachers’ readiness to use E-learning. To
this end, this study will evaluate the internal (personal) and external (in-school, E-learning characteristics and
social) factors which are related to the readiness of teachers who will in the use of information and
communications technology to teach English. The results of the research study will offer insights into how to
proceed with the integration of E-learning into Saudi schools.

All the information provided by you will be kept confidential, data will be anonymised and it will only be used
for research purposes. All the information will be destroyed when the PhD study is finished. Also you are free to
withdraw your consent to participate at any time before the data is analysed without penalty.

Dear Teacher

I would be grateful to you if you could consent to participate in this research by signing and returning this form.
Thank you.
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Information Sheet and Consent Form — Individual interview (English)

Ibrahim Mutambik
- Edinburgh University — UK
Dear Participant 51269207 @inf.ed.ac.uk

I am Ibrahim Mutambik, a PhD student in Informatics school at the University of Edinburgh; my supervisors are
Prof John Lee and Dr Yvonne Foley.

I would like to invite you to participate in an interview for a purpose of doctoral research, which aims to explore
the readiness of students and English teachers to use of E-learning in Saudi schools, in particular in the learning
and teaching of English. This study will evaluate the extent of high school students’ and English teachers’
readiness to use E-learning. The results of the research study will offer insights into how to proceed with using
E-learning in Saudi schools.

All the information provided by you will be confidential; all data will be anonymised and only be used for
research purposes after which it will be destroyed. You are free to withdraw your consent at any time without
giving reasons.

I would be grateful to you if you could consent to participate in this research by signing and returning this form.

Thank you.
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Appendix D: Comparative analysis between online and hardcopy respondents

I have enough skills to use the computer

. Average to very
Groups No/low skill high skill Total x2 (df), p
97 347 444
Hardcopy (21.8%) (78.2%) (100.0%) 2.0 (df1)
n.s.
online 40 (105) (145)
(27.6%) (72.4%) 100.0%
I have enough skills to use the internet
. Average to very
Groups No/low skill high skill Total x2 (df), p
80 364 444
Hardcopy (18.0%) (82.0%) (100.0%) 0.8 (df1)
: 31 114 145 n.s.
Online
(21.4%) (78.6%) (100.0%)

I am skilled enough to use E-learning in my learning/teaching of English without help

Groups No/low skill AV%S?]GSE: I\I/ery Total x2 (df), p
230 214 444
Hardcopy (51.8%) (48.2%) (100.0%) 0.7 (df1)
Online 81 64 145 n.s.
(55.9%) (44.1%) (100.0%)

I am skilled enough to use E-learning in my learning/teaching of English even if there is no one around
to show me how to use it

Groups No/low skill A"irigﬂesﬁl‘l’ery Total 42 (df), p
239 205 244
Hardcopy (53.8%) (46.29%) (100.0%) 0.0 (df)
Online 78 67 145 n.s.
(53.8%) (46.29%) (100.0%)

I am skilled enough to use E-learning in my learning/teaching of English even if I have not used such a
system before

. Average to very
Groups No/low skKill high skill Total x2 (df), p
252 192 444
Hardcopy (56.8%) (43.2%) (100.0%) 0.3 (df1)
: 86 59 145 ns.
Online
(59.3%) (40.7%) (100.0%)
In my home | have a computer to use for E-learning whenever | need it
Groups Without access With access Total x2 (df), p
107 337 444
Hardcopy (24.1%) (75.9%) (100.0%) 0.1 (df1)
. 37 108 145 n.s.
Online
(25.5%) (74.5%) (100.0%)
In my home | have internet connection to use for E-learning whenever | need it
Groups Without access With access Total x2 (df), p
74 370 444
Hardcopy (16.7%) (83.3%) (100.0%) 0.2 (df1)
. 22 123 145 n.s.
Online
(15.2%) (84.8%) (100.0%)
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Using E-learning in learning/teaching English is a good idea

Disagreement/

Groups Neutral Agreement Total x2 (df), p
125 319 444
Hardcopy (28.2%) (71.8%) (100.0%) 0.2 (df1)
. 38 107 145 ns.
Online
(26.2%) (73.8%) (100.0%)
Overall, I like using E-learning
Disagreement/
Groups Neutral Agreement Total x2 (df), p
154 290 444
Hardcopy (34.7%) (65.3%) (100.0%) 0.4 (df1)
; 46 99 145 n.s.
Online
(31.7%) (68.3%) (100.0%)
1 would devote some time to use E-learning for my learning/teaching of English
Disagreement/
Groups Neutral Agreement Total x2 (df), p
112 332 444
Hardcopy (25.2%) (74.8%) (100.0%) 11 (df)
. 43 102 145 n.S.
Online
(29.7%) (70.3%) (100.0%)
In general, | would have available time to use E-learning for my learning/teaching of English
Disagreement/
Groups Neutral Agreement Total x2 (df), p
127 317 444
Hardcopy (28.6%) (71.4%) (100.0%) 0.0 (df1)
. 42 103 145 n.s.
Online
(29.0%) (71.0%) (100.0%)
| would use E-learning in my learning/teaching of English even if | were not rewarded for it
Disagreement/
Groups Neutral Agreement Total x2 (df), p
156 288 444
Hardcopy (35.1%) (64.9%) (100.0%) 0.0 (df1)
. 50 95 145 n.s.
Online
(34.5%) (65.5%) (100.0%)
Interacting with E-learning systems is (or would be) clear and understandable
Disagreement/
Groups Neutral Agreement Total x2 (df), p
171 273 444
Hardcopy (38.5%) (61.5%) (100.0%) 0.0 (df1)
: 55 90 145 ns.
Online
(37.9%) (62.1%) (100.0%)
Interacting with E-learning does not (or would not) require a lot of my mental effort
Disagreement/
Groups Neutral Agreement Total x2 (df), p
211 233 444
Hardcopy (47.5%) (52.5%) (100.0%) 0.5 (df1)
. 64 81 145 ns.
Online
(44.1%) (55.9%) (100.0%)
Using E-learning in my learning/teaching of English is (or would be) easy for me
Disagreement/
Groups Neutral Agreement Total x2 (df), p
163 281 444
Hardcopy (36.7%) (63.3%) (100.0%) 0.1 (df1)
. 56 89 145 ns.
Online
(38.6%) (61.4%) (100.0%)
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Overall, I believe that E-learning is (or would be) easy to use

Disagreement/

Groups Neutral Agreement Total x2 (df), p
135 309 444
Hardcopy (30.4%) (69.6%) (100.0%) 0.0 (df1)
Online 44 101 145 n.s.
. (30.3%) (69.7%) (100.0%)

Using an E-learning system improves (or would improve) my learning/teaching performance of English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
116 328 444
Hardcopy (26.1%) (73.9%) (100.0%) 0.0 (df1)
Online 39 106 145 ns.
(26.9%) (73.1%) (100.0%)

In general, | think an E-learning system is (or would be) useful in my learning/teaching of English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
108 336 444
Hardcopy (24.3%) (75.7%) (100.0%) 0.0 (df1)
Online 36 109 145 n.s.
(24.8%) (75.2%) (100.0%)

E-learning offers (or would offer) me flexibility in learning/teaching with respect to time and place

Disagreement/

Groups Neutral Agreement Total x2 (df), p
117 327 444
Hardcopy (26.4%) (73.6%) (100.0%) 0.0 (df1)
onli 40 105 145 ns.
nine (27.6%) (72.4%) (100.0%)

E-learning offers (or would offer) me control over learning/teaching activity

Disagreement/

Groups Neutral Agreement Total x2 (df), p
164 280 444
Hardcopy (36.9%) (63.1%) (100.0%) 0.3 (df1)
online 57 88 145 n.s.
(39.3%) (60.7%) (100.0%)

E-learning offers multimedia (audio, video, and text) types to use for learning/teaching of English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
94 350 444
Hardcopy (21.2%) (78.8%) (100.0%) 0.2 (df1)
Online 28 117 145 n.s.
(19.3%) (80.7%) (100.0%)

E-learning allows (or would allow) interactive communication between me and students/teachers

Disagreement/

Groups Neutral Agreement Total x2 (df), p
108 336 444
Hardcopy (24.3%) (75.7%) (100.0%) 1)
0.3 (df1),
) 32 113 145 n.s.
Online (22.1%) (77.9%) (100.0%)

E-learning enables interactive communication among students to develop their English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
125 319 444
Hardcopy (28.2%) (71.8%) (100.0%) 0.8 (df1),
n.s.
Online 35 110 145
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(24.1%) (75.9%) (100.0%)

The communicative tools that E-learning provides are effective (email, message board, chat room, etc.)

Disagreement/

Groups Neutral Agreement Total x2 (df), p
123 321 444
Hardcopy (27.7%) (72.3%) (100.0%) 23 (df1)
. 31 114 145 ns.
Online
(21.4%) (78.6%) (100.0%)
My family believes that using E-learning for learning English is a good idea
Disagreement/
Groups Neutral Agreement Total x2 (df), p
118 152 270
Hardcopy (43.7%) (56.3%) (100.0%) 0.6 (dfL)
. 42 65 107 ns.
Online
(39.3%) (60.7%) (100.0%)

My family encourages (or would encourage) me to use E-learning for learning English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
107 163 270
Hardcopy (39.6%) (60.4%) (100.0%) 0.5 (df1)
Online 38 69 107 n.s.
' (35.5%) (64.5%) (100.0%)

My family perceives that using E-learning is (or would) be safe for me to use (protection of personal information,
images etc)

Disagreement/

Groups Neutral Agreement Total x2 (df), p
152 118 270
Hardcopy (56.3%) (43.7%) (100.0%) 1.1 (df1)
online 54 53 107 n.s.
(50.5%) (49.5%) (100.0%)

Overall, I think my family would like me to continue (or start) using E-learning

Disagreement/

Groups Neutral Agreement Total x2 (df), p
106 164 270
Hardcopy (39.3%) (60.7%) (100.0%) 1.0 (df1)
Online 48 59 107 n.s.
(44.9%) (55.1%) (100.0%)

My family sees E-learning as something that improves (or could improve) my performance in learning English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
109 161 270
Hardcopy (40.4%) (59.6%) (100.0%) 0.1 (df1)
Online 41 66 107 n.s.
(38.3%) (61.7%) (100.0%)

In general, my family sees E-learning systems as something that is (or could be) useful for learning English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
115 155 270
Hardcopy (42.6%) (57.4%) (100.0%) 0.9 (df1)
onli 40 67 107 n.s.
nine (37.4%) (62.6%) (100.0%)

My friends/colleagues encourage (or would encourage) me to use E-learning in my learning/teaching of English

Disagreement/

Groups Neutral Agreement Total x2 (df), p
139 305 444

3.3 (df1),

Hardcopy (31.3%) (68.7%) (100.0%) n(.s. )
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34 111 145

Online (23.4%) (76.6%) (100.0%)

My friends/colleagues help (or would help) me with E-learning when | need it

Disagreement/

Groups Neutral Agreement Total x2 (df), p
157 287 444
Hardcopy (35.4%) (64.6%) (100.0%) 3.0 (dfL)
Online 40 105 145 ns.
(27.6%) (72.4%) (100.0%)

The school where I’m studying/teaching provides the necessary computer equipment for E-learning

Disagreement/ | Do

Groups not Know Agreement Total x2 (df), p
240 204 444
Hardcopy (54.1%) (45.9%) (100.0%) 0.0 (df1)
Online 78 67 145 n.s.
(53.8%) (46.2%) (100.0%)

The school where I’m studying/teaching provides the necessary internet connectivity for E-learning

Disagreement/ | Do

Groups not Know Agreement Total x2 (df), p
269 175 444
Hardcopy (60.6%) (39.4%) (100.0%) 0.2 (df1)
Online 91 54 145 ns.
: (62.8%) (37.2%) (100.0%)

In the school where I’m studying/teaching, the school management would allow me to use the school’s facilities for
E-learning

Disagreement/ | Do

Groups not Know Agreement Total x2 (df), p
196 248 444
Hardcopy (44.1%) (55.9%) (100.0%) 0.5 (df1)
. 69 76 145 ns.
Online
(47.6%) (52.4%) (100.0%)
In the school where I’m studying/teaching, the school management would support my use of E-learning
Disagreement/ | Do
2 (df
Groups not Know Agreement Total x2 (df), p
228 216 444
Hardcopy (51.4%) (48.6%) (100.0%) 0.3 (df1)
. 78 67 145 ns.
Online
(53.8%) (46.2%) (100.0%)

In the school where I’m studying/teaching, an IT technician is available to provide assistance when | need help

Disagreement/ | Do

Groups not Know Agreement Total x2 (df), p
282 162 444
Hardcopy (63.5%) (36.5%) (100.0%) 0.3 (df1)
online 9% 49 145 ns.
(66.2%) (33.8%) (100.0%)

| think that the technical support in the school where I’m studying/teaching is good

Disagreement/ | Do

Groups not Know Agreement Total x2 (df), p
284 160 444
Hardcopy (64.0%) (36.0%) (100.0%) 0.5 (df1)
online 88 57 145 n.s.
(60.7%) (39.3%) (100.0%)
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Appendix E: Statistical analysis

Chi-square

Chi-square is the most widely used non-parametric test to compare patterns of frequencies or responses
testing the statistical significance of results in bivariate tables (Alosaimi 2013). It compares frequency
distributions to see whether the patterns of respondents differ statistically. Being non-parametric, it does not rely
on assumptions such as having a normal distribution (Field 2013). In addition, it is important that none of the
frequencies of each category falls too low. In the present study, a minimum value 5%, whichever is more
critical, were used to limit on all categories (Field 2013). When a value was below the minimum, data grouping
was employed in order to avoid any chance that the calculation of chi-square may occasionally produce inflated
results which may lead to wrong interpretations. The degrees of freedom therefore drop accordingly. The strict
definition of degrees of freedom is the number of items of data that have to be known to know everything,
assuming sample totals are known. In the case of chi-square where there is a five by two table, four frequency
totals have to be known, for all ten categories to be known. This method is statistically illustrated in Table E1
below.

Table E1: Example of chi-square calcation

Male
Female

14 11 37191 | 44
17.77 | 16.24

Chi-square result = 34.0

Male 18 20 81 61

31 50 93 23

23 | 33|83 40
26 |37 |91 44
17.57 | 16.05

Chi-square result = 33.6

The degree of freedom (df) must be stated for any calculated chi-square value. The value of the degree
of freedom for any analysis is obtained from the following calculations:

df = (r-1) x (c-1)
Where r is the number of rows, and ¢ is the number of columns in the contingency table.
The expected frequencies (ef) is calculated as follows: e.g. (180/377) * 27 = 13. This calculation

applies to the other each categories.
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The chi-square value is calculated as follows: e.g. [(11-13)?/ 13 + (7-11)?/11 + (20-33)?/33 + (81-83)?
/83 + (61-40)2/40] + [(16 -14)2/ 14 + (15-11)2/11 + (50 - 37)%/37 + (93 - 91)2/91 + (23 - 44)?/ 44] = 34.0

Both chi-square value and degree of freedom are used to determine p value, in which case when the
chi-square value is 34.0 and the df is 4, the p is less than 0.001. Table E2 below illustrates the critical values for

chi-square:

Table E2: critical values for chi-square

df Probability Values

p=0.05 p=0.01 p = 0.001

Chi-square value
1 3.84 6.64 10.83
2 5.99 9.21 13.82
3 7.82 11.35 16.27
4 9.49 13.28 18.47
5 11.07 15.09 20.52
6 12.59 16.81 22.46
7 14.07 18.48 24.32
8 15.51 20.09 26.13
9 16.92 21.67 27.88
10 18.31 23.21 29.59
11 19.68 24.73 31.26
12 21.03 26.22 32.91
13 22.36 27.69 34.53
14 23.69 29.14 36.12
15 25.00 30.58 37.70

It is worth to note here that, in saying that a chi-square value is significant indicates the probability that

the differences between the two frequencies arose by chance is extremely low: i.e. less than 5%, 1%, or 0.1 %.

Pearson’s correlation coefficient

Correlation, as a statistical technique, is a means of exploring the relationship between two variables. It
indicates whether the variables are associated. It does not indicate cause-and-effect, nor does it indicate whether
one variable depends in some way on the other. It merely reveals the extent to which high values in one variable

tend to be associated with high values in another (Field 2013).

Statistics has developed three main ways to compute a correlation coefficient — a single number that

indicates extent of association. The three ways are designed to handle three different kinds of variables:

Pearson’s correlation coefficient: integer data approximately normally distributed
Spearman correlation: integer data (usually), with no specified distribution
Kendall’s Tau-b correlation: ordinal data, with no specified distribution
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All three methods have been designed to give a correlation coefficient (r) which is a number that

indicates the extent of association:

r>0  positive association (high in one variable associates with high in the other);
r=0  no association;

r<0 negative association (high in one variable associates with low in the other) (Field 2013).

The maximum value is +1 and the minimum is -1. The computer software indicates the likelihood of
the value of the correlation coefficient arising by chance. With a large sample, quite a small value for the
correlation coefficient can arise not simply by chance. The probability is always express in terms of p < 0.05, p
< 0.01 and p < 0.001. These are derived from an analysis of the normal distribution and relate to standard
deviations (Field 2013). As a rule of thumb, Cohen (1988, 1992) has also made some widely used suggestions

about what constitutes a large or small correlation: r = 0.10 (small), r = 0.30 (medium), and r = 0.50 (large).

In the case of the present research, all the correlations between the underlying factors of readiness were
assessed based on the factors scores produced by EFA as explained in Section 6.3.1.3. Due to the continuous
nature of the factor scores, and the scores were approximately normally distributed and there were no extreme
outliers, Pearson’s correlation coefficient was therefore deemed to be the most appropriate method of assessing
the correlations.

t-Test

Basically, the use of t-test allows for a comparison of the means of two sets of data in order to
determine whether they are significantly different (Alenezi, 2008). The fundamental assumption underlying the
use of t-test is that data (interval or ratio) has an approximately normal distribution (Cohen et al., 2010). The
main types of t-test are: the independent sample t-test and the paired sample t-test. The independent sample t-
test is very widely used to compare the mean scores of two different groups, while the latter is used to make a
comparison of the mean scores of the same group at two different times (Alenezi, 2008). The independent t-test
also assumes that one variable is categorical — that is, male and female in the case of this study; while the other
variable is continuous — that is, the factor scores for each underlying factor of E-learning readiness. The above

provides justification for the use of the independent samples t-test in this study.

Assumption of normality

As parametric tests, independent sample t-test and Pearson’s correlation coefficient rely on the
assumption that variables are approximately normal distribution (Field 2013). A normality test is utilised to
define whether sample data has been extracted from a normally distributed population. Osborne and Waters
(2002) have noted that, non-normally distributed variables are either highly skewed or kurtotic, and can distort
relationships, significance tests as well as render the outcomes of the tests untrustworthy. In order to assess
normality, researchers can use either graphical test (e.g. frequency histograms and P-P plots) or statistical test
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(e.g. skewness and kurtosis scores) (see Hair et al. 2006). Skewness is “a measure of the symmetry of a
frequency distribution” (Field 2013, p. 794). Kurtosis is a measure of “the flatness of the distribution” (Al-Harbi
2010, p. 113). In practical terms, for a distribution to be considered normal, its skewness and kurtosis values
should close to zero, that is, within the range of 2 (West, Finch and Curran 1995; Brown 1997; West et al.
1995).

In order to assess the assumption of normality for all variables (that is, underlying factors of readiness
in the present research) the skewness and kurtosis scores within the range of +2 was used in this research. The
outcome as shown in the table E3 below, demonstrates both skewness and kurtosis values for all underlying
factors of readiness were below the +2 cut off value recommended in the literature (West et al., 1995). This
indicates that the data is normally distributed and suitable for conducting Independent sample t-test and
Pearson’s correlation coefficient.

Table E3: Skewness and kurtosis values of the aggregated scores by genders and age for students and teachers

Skewness and kurtosis values by genders for students

Factors

Kurtosis Statistic
(male — female)

Skewness Statistic
(male — female)

Personal drivers

(-0.045 —-0.250)

(-0.664 —-0.722)

Self-efficacy

(-0.404 —-0.107)

(0.531 — 0.435)

Personal access to tools

(-0.228 —-0.056)

(-0.419 — -0.913)

E-learning functionality

(1.802 — 0.146)

(-1.026 — -0.624)

E-learning usability

(1.080 — -1.058)

(-1.177 - -0.371)

Family support

(-0.351 — -0.554)

(-0.578 — -0.547)

Peer support

(-0.040 —-0.502)

(-0.802 — -0.466)

In-schools support

(-0.571 —-0.233)

(-0.253 — 0.552)

Skewness

and kurtosis values by age group fo

r students

Factors

Kurtosis Statistic
(younger —older)

Skewness Statistic
(younger — older)

Personal drivers

(0.232 — 0.446)

(-0.824 — -1.069)

Self-efficacy

(-0.297 —-0.811)

(0.525 — 0.088)

Personal access to tools

(-0.332 - 0.451)

(-0.591 _ -0.868)

E-learning functionality

(0.093 — -0.212)

(-0.599 -0.773)

E-learning usability

(-0.575 — -0.559)

(-0.630 -0.781)

Family support

(-0.755 — 0.727)

(-0.481 — -0.860)

Peer support

(0.325 _ -1.034)

(-0.910 — 0.089)

In-schools support

(-0.970 — -0.810)

(0.110 — -0.141)

Skewness and kurtosis values by genders for

teachers

Factors

Kurtosis Statistic
(male — female)

Skewness Statistic
(male — female)

Personal drivers

(1.358 — 1.244)

(-1.053 — -1.502)

Self-efficacy

(-0.485 — -1.025)

(-0.351 - 0.104)

Personal access to tools

(-0.766 —-0.431)

(-0.253 — -0.403)

E-learning functionality

(0.679 — 0.927)

(-0.949 — -1.753)

E-learning usability

(1.326 — -0.212)

(-1.577 —-0.994)

Peer support

(-0.042 —-0.148)

(-1.067 —-0.953)

In-schools support

(-0.978 —-1.122)

(-0.094 — 0.592)

Skewness

and kurtosis values by age group fo

r students

Factors

Kurtosis Statistic
(younger —older)

Skewness Statistic
(younger — older)

Personal drivers

(0.576 — 1.499)

(-1.031 — -1.385)

Self-efficacy

(-0.376 _-1.170)

(-.288 — -0.006)

Personal access to tools

(0.189 _ -0.879)

(-.691 _ 0.015)

E-learning functionality

(0.792 — 0.447)

(-1.241 —-0.155)

E-learning usability

(1.594 — 0.373)

(-1.389 _ -1.201)
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Peer support

(0.271— -0.057)

(-1.122 —-0.953)

In-schools support

(-1.027 —-1.194)

(0.231 — 0.159)

As parametric tests, independent sample t-test and Pearson’s correlation coefficient, outliers should be
checked (Field 2013). Al-Harbi (2006, p.114) defined outlier as “case with an unusual extreme value”. There

can be several causes of outliers, namely:

o flaws in the data input, which can be checked against the minimum and maximum values of the

variable;

e Outlier cases may also not belong to the intended population, in which case, deleting them is the

best solution;

e Outliers may have been correctly sampled, yet their presence indicates the real distribution of the

variable under study. In this case, retaining the outliers is necessary unless they actually distort

Outlier

the statistics (Tabachnick and Fidell 2007).

The outliers for all underlying factors of readiness in this research were assessed using boxplots as
graphical techniques. The outcome revealed 20 student cases and 18 teacher cases as outliers (Table E4 shows
the outlier case numbers for each factors). A further assessment of these outliers showed that they are either
strongly agree or disagree to statements on the questionnaire. Since this research is exploring students’ and
teachers’ perceptions regarding their readiness to use E-learning, it is therefore normal to find some students and
teachers with such extreme perceptions. However, Pallant (2007) cautions that in examining perceptions such
outliers may reflect the real distribution of the variable. It was therefore considered prudent not to delete such

outlier since their deletion may minimise the findings generalisability (Hair et al., 2006; Tabachnick and Fidell,

2007).
Table E4: Outlier case numbers for each factors
Factors | Groups | Cases
Students (male vs. female)
. Male None
Personal drivers
Female None
. Male None
Self-efficacy Female None
Male None
Personal access to tools
Female None
. . . Male None
E-learning Functionality Female None
. - Male 302, 307, 309 and 311
E-learning usability
Female None
In-school support Male None
PP Female 196, 222, 268 and 293
Peer support Male None
PP Female None
Family support Male None
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| Female | None
Students (younger vs. older)
Personal drivers Lounger e
Older 317, 329 and 356
Self-efficacy \(;?duer;ger ngz
Personal access to tools \(;?duer;ger 3N209ne
E-learning Functionality \(;?duer;ger lNlolnle4' %0.87end 129
E-learning usability \(;?duer;ger ngz
Younger None
In-school support Older None
Younger 173, 208, 230 and 259
Peer support Older None
) Younger None
Family support Older None
Teachers (male vs. female)
. Male None
Personal drivers Female None
. Male None
Self-efficacy Female None
Male None
Personal access to tools Female None
] L Male 393, 438, 460 and 486
E-learning Functionality Female 592 and 543
E-learning usability I’l/é?:];e ngg
Male None
In-school support Female None
Male 394, 439, 461 and 507
Peer support Female None
Teachers (younger vs. older)
] Younger None
Personal drivers Older None
Self-efficacy g:)duer:ger mgzg
Personal access to tools g:)duer:ger Hgﬂg
E-learning Functionality g:)duer:ger HSEZ
E-learning usability gi)duerlger mggz
Younger None
In-school support Older None
Younger 393, 429, 438, 450, 460, 476, 486 and 507
Peer support Older None
Effect size

An effect size is particularly valuable for quantifying the effectiveness of a particular intervention,
relative to some comparison (Coe 2002). It is simply defined as an objective and (usually) standardised measure

of the magnitude of observed effect — quantifying the size of the difference between two groups (Feild 2013).
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Cohen’s d and Pearson’s correlation coefficient are the most common proposed measures of effect size (Feild
2013). However, Cohen’s d is usually favoured over Pearson’s correlation coefficient when group sizes are very
discrepant (Feild 2013). As a result, the Cohen’s d was used in this research. As a rule of thumb about what
constitutes a large or small effect size, Cohen (1988) has made some widely used suggestions that: d = .20
(small effect); d = .50 (medium effect); and d = .80 (large effect).
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Appendix F: Overview of individual interview questions

Introduction

My name is Ibrahim Mutambik. | am a PhD student in Informatics School at the University of

Edinburgh, United Kingdom. My research aims at getting your views on the readiness of students and teachers
to use E-learning. The results of the research study will offer insights into how to proceed with using E-learning
in Saudi schools. It is sponsored by Saudi MoE. The research involves interviews and each interview session
will take between 1-2 hours maximum. You have stated in your consent form that it ok to audio record. Can you
confirm this again to me before we start the interview, please?

Questions for educational officials at the regional levels:

1.

To use E-learning, for example, teachers and students need to be inclined to uses such technology. Could
you tell me about their attitudes toward E-learning, if there are motivated to use E-learning and if they are
actually willing to commit time for E-learning usage.

My research shows that male students appear more inclined to use E-learning technologies than female
students.

a. Are you aware of this as an issue of gender difference between male and female students?

b. Inyour opinion, why this difference?

c. Isthere any plans to bridge this gap?

My research suggests variation in the skill to use E-learning of teachers to use E-learning — with a
significant proportion of teachers lack E-learning skill.
a. Do you see this as a problem for implementing E-learning successfully?
b. Do you have strategies to change teacher skill for example in recruitment practices and/or teacher
training?

My research suggests variation in the skill of students also to use E-learning — with a significant proportion
of students lack E-learning skill/capability.

a. Do you see this as a problem for implementing E-learning successfully?

b. Do you have strategies to change student skill, for example, training or other strategies?

My research shows that male teachers appear more competent in the use of E-learning technologies than
female teachers.

a. Are you aware of this as an issue of gender difference between male and female teachers?

b. Do you have plans to improve the skills of female teachers?

To use E-learning, for example, teachers and students need to have access to computer and internet at home
since their some duties need to be carried out schools hours.

a. Do you think there any problem regarding the access at home for both male and female students
and teachers?

b. My research shows that male students have more access than female students, are you aware of
this as an issue of gender difference between male and female students in relation to computer and
internet access at home?

c. Do you have plans to bridge this gap?

Can you tell me about the quality of school buildings in this region (Jazan). In particular are the girl’s
schools of the same quality as those for boys; and if there are differences, why is this the case.

Can you tell me about the quality of information and communications technologies in schools in this region
(Jazan)? Is the quality of technology, technology support and pupil-computer ratio the same for boy’s
schools and girl’s schools?
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9.

Why has this region (Jazan) adopted a policy of E-learning for teaching English as a foreign language?

(a) Did the MoE consult you or take your opinion about E-learning implementation, since you (as an
educational supervisors) work directly with the teachers and students and have more idea about
them and what they need?

10. Do you intend to adopt E-learning for other subjects such as math, chemistry and design?

11. It seems that some families constrain the home use of E-learning by girls — in relation of being on internet.

a. Are you aware of this?
b.  Why do you think this might occur?

12. Inyour opinion, do you think Saudi society is ready to use to knowledge-based economy?

Questions for educational officials at the national levels:

1.

To use E-learning, for example, teachers and students need to be inclined to uses such technology. Could
you tell me about their attitudes toward E-learning, if there are motivated to use E-learning and if they are
actually willing to commit time for E-learning usage.

My research shows that male students appear more inclined to use E-learning technologies than female
students.

a. Are you aware of this as an issue of gender difference between male and female students?

b. Inyour opinion, why this difference?

c. Isthere any plans to bridge this gap?

My research suggests variation in the skill to use E-learning) of teachers to use E-learning — with a
significant proportion of teachers lack skill.
a. Do you see this as a problem for implementing E-learning successfully?
b. Do you have strategies to change teacher skill for example in recruitment practices and/or teacher
training?

My research suggests variation in the skill of students also to use E-learning — with a significant proportion
of students lack E-learning skill/capability.

a. Do you see this as a problem for implementing E-learning successfully?

b. Do you have strategies to change student skill, for example, training or other strategies?

My research shows that male teachers appear more competent in the use of E-learning technologies than
female teachers.

a. Are you aware of this as an issue of gender difference between male and female teachers?

b. Do you have plans to improve the skills of female teachers?

To use E-learning, for example, teachers and students need to have access to computer and internet at home
since their some duties need to be carried out schools hours.

a. Do you think there any problem regarding the access at home for both male and female students
and teachers?

b. My research shows that male students have more access than female students, are you aware of
this as an issue of gender difference between male and female students in relation to computer and
internet access at home?

c. Do you have plans to bridge this gap?
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10.

11.

12.

13.

Can you tell me how budgets are allocated between schools for girls and schools for boys? Are they
equally resourced for example in the quality of buildings and information and communications
technologies?

a. Do you have any plane to develop the schools that are under-resourced (especially girls’ schools)?

Why has E-learning be adopted for teaching English language?
a. Did the MoE consult or take opinion of the educational supervisors about E-learning
implementation, since they (educational supervisors) work directly with the teachers and students
and have more idea about them and what they need?

Does the government intend to extend the use of E-learning to other subjects?

How would you describe the prevailing pedagogy used in Saudi Arabia’s schools? For example, is there
too much rote learning?

My research shows that some parents constrain their daughter’s use of E-learning at home — in relation of
being on internet.

a.  Why do you think this might occur?
b. Does the government have a role in reassuring such parents that E-learning a recommended
teaching technique?

Can you tell me how the national curriculum is agreed in Saudi Arabia and what plans the government has
to further modernise the curriculum.

Our country has a vision of creating a knowledge-based economy, diversifying from oil dependency. Does
the Government believe that the current school curriculum and pedagogy supports this vision?

Questions for families:

1. Can you (parent) tell me about your own use of information and communications technologies; do you
use computers at work, do you have a desktop or tablet computer at home?

2. Can you (parent) tell me about your children own use of information and communications technologies
— do they have a desktop or tablet computer at home?

3. Have you been informed by the school that they are going to implement an E-learning system (online)
for teaching and learning EFL?

4. Can you tell me what is this family’s attitude to your son/daughter learning English language using E-
learning: what are your hopes and fears from using this method of learning?

5. How confident are you in your son/daughter’s school’s teaching of English language? Do you think
they do a good job?

6. How confident are you in your son/daughter’s school to provide the necessary computers and internet
to use E-learning for EFL?

7. In some education systems E-learning is used in many subjects such as math, chemistry, design: would

you be happy that the School extended the use of E- learning to subject other than English language?
Can you give me your reasoning?
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8. For this family what are the main issues associated with the school using E-learning? [Prompt:
technical; religious; prefer face-to-face pedagogy].

9. Some people view dangers in using E-learning, especially the online aspect of it. Are these dangers
more apparent for girls than boys?

10. Do you know of measures such as parental controls, log-scanning, public presence of computer that
help protect young people from the dangers of being online?

11. Are the dangers facing young people from being online greater on a desktop computer than on a mobile
phone or tablet?
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Appendix G: Exploratory factor analysis results

Communalities for personal factors (personal drivers. self-efficacy and personal access to tools)

Communalities

Initial Extraction
I have enough skills to use the computer 1.000 .626
I have enough skills to use the internet 1.000 .662
I am skilled enough to use E- learning in my learning/teaching of English without
help 1.000 .790
I am skilled enough to use E- learning in my learning/teaching of English even if
] . 1.000 .869
there is no one around to show me how to use it
I am skilled enough to use E- learning in my learning/teaching of English even if
1.000 .805
I have not used such a system before
In my home | have a computer to use for E-learning whenever | need it 1.000 .540
In my home | have internet connection to use for E-learning whenever | need it 1.000 .687
Using E-learning in learning/teaching English is a good idea 1.000 .656
Overall, I like using E-learning 1.000 527
I would devote some time to use E-learning for my learning/teaching of English 1.000 .700
In general, | would have available time to use E-learning for my
. . . 1.000 .696
learning/teaching of English
I would use E-learning in my learning/teaching of English even if | were not
. 1.000 .705
rewarded for it.
Average of communalities 0.69

Extraction Method: Principal Component Analysis.
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Communalities for external factors (In-school factors, peer support factor, E-learning functionality and
E-learning usability)

Communalities

Initial Extraction
17. Interacting with E-learning systems is (or would be) clear and 1.000 646
understandable. ' '
19. Using E-learning in my learning/teaching of English is (or would be) easy 1.000 740
for me ' '
20. Overall, I believe that E-learning is (or would be) easy to use 1.000 .673
21. Using an E-learning system improves (or would improve) my 1.000 672
learning/teaching performance of English ' '
22. In general, | think an E-learning system is (or would be) useful in my
. ; : 1.000 .625
learning/teaching of English.
23. E-learning offers (or would offer) me flexibility in learning/teaching with
; 1.000 .665
respect to time and place.
24. E-learning offers (or would offer) me control over learning/teaching activity. 1.000 .696
25. E-learning offers multimedia (audio, video, and text) types to use for
. . X 1.000 .674
learning/teaching of English.
26. E-learning allows (or would allow) interactive communication between me
1.000 734
and students/teachers
27. E-learning enables interactive communication among students to develop
. - 1.000 .687
their English.
28. The communicative tools that E-learning provides are effective (email,
1.000 .678
message board, chat room, etc.)
35. My friends/colleagues encourage (or would encourage) me to use E-learning 1.000 782
in my learning/teaching of English ' '
36. My friends/colleagues help (or would help) me with E-learning when | need 1.000 880
it ' '
37. The school where I’m studying/teaching provides the necessary computer 1.000 629
equipment for E-learning ' '
38. The school where I’m studying/teaching provides the necessary internet 1.000 720
connectivity for E-learning ' '
39. In the school where I’m studying/teaching, the school management would 1.000 670
allow me to use the school’s facilities for E-learning ' '
40. In the school where I’m studying/teaching, the school management would 1.000 679
support my use of E-learning ' '
41. In the school where I’m studying/teaching, an IT technician is available to 1.000 682
provide assistance when | need help ' '
42. 1 think that the technical support in the school where I’m studying/teaching 1.000 774
is good ' '
Average of communalities .700

Extraction Method: Principal Component Analysis.
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Communalities for external factors (family support)

Communalities

Initial Extraction
29. My family believes that using E-learning for learning English is a good idea 1.000 .850
30. My family encourages (or would encourage) me to use E-learning for
. 4 1.000 737
learning English
31. My family perceives that using E-learning is (or would) be safe for me to
. . - Y 1.000 499
use (protection of personal information, images etc)
i’seza.rg)i\ézrall, I think my family would like me to continue (or start) using E- 1.000 541
33. My family sees E-learning as something that improves (or could improve)
. . . 1.000 791
my performance in learning English
34. In general, my family sees E-learning systems as something that is (or could
. . 1.000 .848
be) useful for learning English
Average of communalities 711
Extraction Method: Principal Component Analysis.
Total variance explained for external factors (family support)
Total Variance Explained
Initial Eigenvalues Extraction Sums of Squared Loadings
Component Total % of Variance | Cumulative % Total % of Variance | Cumulative %
1 4.065 67.757 67.757 4.065 67.757 67.757
2 731 12.191 79.948
3 573 9.545 89.493
4 .335 5.588 95.082
5 151 2513 97.594
6 144 2.406 100.000

Extraction Method: Principal Component Analysis.
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Total variance explained for external factors (In-school factors, peer support factor, E-learning
functionality and E-learning usability)

Total Variance Explained

Rotation
Sums of
Squared
Initial Eigenvalues Extraction Sums of Squared Loadings Loadings?
% of Cumulative % of Cumulative

Component | Total Variance % Total Variance % Total

1 6.669 35.101 35.101 6.669 35.101 35.101 5.271

2 3.194 16.809 51.910 3.194 16.809 51.910 4.032

3 1.392 7.325 59.235 1.392 7.325 59.235 5.218

4 1.252 6.589 65.824 1.252 6.589 65.824 2.558

5 .949 4.994 70.818

6 172 4.065 74.883

7 721 3.797 78.680

8 .548 2.882 81.562

9 495 2.603 84.165

10 481 2.531 86.696

11 421 2.217 88.914

12 .367 1.933 90.847

13 .340 1.790 92.637

14 .310 1.631 94.267

15 .279 1.466 95.733

16 237 1.248 96.981

17 212 1.117 98.098

18 .185 .976 99.074

19 176 .926 100.000

Extraction Method: Principal Component Analysis.

a. When components are correlated, sums of squared loadings cannot be added to obtain a total variance.
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Total variance explained for personal factors (personal drivers. self-efficacy and personal access to tools)

Total Variance Explained

Rotation
Sums of
Squared
Initial Eigenvalues Extraction Sums of Squared Loadings Loadings?
% of Cumulative % of Cumulative

Component | Total Variance % Total Variance % Total

1 5.098 42.485 42.485 5.098 42.485 42.485 3.706

2 1.948 16.234 58.719 1.948 16.234 58.719 3.811

3 1.215 10.126 68.845 1.215 10.126 68.845 3.662

4 .839 6.989 75.834

5 .669 5.579 81.413

6 .506 4.219 85.632

7 .394 3.285 88.917

8 373 3.109 92.026

9 .329 2.742 94.768

10 .283 2.358 97.126

11 .220 1.834 98.960

12 125 1.040 100.000

Extraction Method: Principal Component Analysis.

a. When components are correlated, sums of squared loadings cannot be added to obtain a total variance.
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Appendix H: Exploratory factor analysis results — First result of external factors

Result of external Factors- Structure Matrix

Structure Matrix

Component

1 2 3 4 5
27. E-learning enables interactive communication among students to 81
develop their English.
25. E-learning offers multimedia (audio, video, and text) types to use for 818
learning/teaching of English.
26. E-learning allows (or would allow) interactive communication between 815
me and students/teachers
28. The communicative tools that E-learning provides are effective (email, 256
message board, chat room, etc.)
22. In general, | think an E-learning system is (or would be) useful in my 693 690
learning/teaching of English.
23. E-learning offers (or would offer) me flexibility in learning/teaching 692
with respect to time and place.
42. | think that the technical support in the school where I’m 884
studying/teaching is good
38. The school where I’m studying/teaching provides the necessary internet 21
connectivity for E-learning
41. In the school where I’'m studying/teaching, an IT technician is available 281
to provide assistance when | need help
37. The school where I’m studying/teaching provides the necessary 261
computer equipment for E-learning
40. In the school where I’m studying/teaching, the school management 29
would support my use of E-learning
39. In the school where I’m studying/teaching, the school management 614
would allow me to use the school’s facilities for E-learning
19. Using E-learning in my learning/teaching of English is (or would be) 52
easy for me
20. Overall, I believe that E-learning is (or would be) easy to use .809
17. Interacting with E-learning systems is (or would be) clear and 292
understandable.
21. Using an E-learning system improves (or would improve) my 737
learning/teaching performance of English
24. E-learning offers (or would offer) me control over learning/teaching 618 6905
activity.
36. My friends/colleagues help (or would help) me with E-learning when | 938
need it
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35. My friends/colleagues encourage (or would encourage) me to use E- 838
learning in my learning/teaching of English '

18. Interacting with E-learning does not (or would not) require a lot of my 807

mental effort

Extraction Method: Principal Component Analysis.
Rotation Method: Promax with Kaiser Normalization.

Total variance explained for external factors (In-school factors, peer support factor, E-learning
functionality and E-learning usability)

Total Variance Explained

Rotation
Sums of
Squared
Initial Eigenvalues Extraction Sums of Squared Loadings Loadings?
% of Cumulative % of Cumulative

Component | Total Variance % Total Variance % Total

1 6.830 34.152 34.152 6.830 34.152 34.152 5.256

2 3.196 15.978 50.130 3.196 15.978 50.130 4.002

3 1.394 6.972 57.103 1.394 6.972 57.103 5.335

4 1.280 6.401 63.503 1.280 6.401 63.503 2.473

5 1.016 5.079 68.582 1.016 5.079 68.582 2.362

6 .924 4.618 73.200

7 733 3.665 76.865

8 .666 3.332 80.197

9 .504 2.520 82.718

10 482 2.410 85.127

11 478 2.390 87.517

12 407 2.034 89.551

13 .362 1.809 91.360

14 .338 1.690 93.050

15 .309 1.545 94.595

16 278 1.391 95.987

17 .233 1.164 97.151

18 .210 1.050 98.200

19 .185 .927 99.127

20 175 .873 100.000

Extraction Method: Principal Component Analysis.

a. When components are correlated, sums of squared loadings cannot be added to obtain a total variance.
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Appendix I: cover letter and questionnaire questions with the response form of the
content validity — Arabic version
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Response form
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Appendix J: Data from officials (national and regional) and families — Abridge Version

Main-theme | Sub-theme | Quotes (English and Arabic)
National Education Officials Interview Data
Government Internationalising During the reign of King Abdullah, education was made a higher

Commitment to E-
learning

Saudi Education

priority for Saudi Arabia. The King setup a committee of experts
who met on numerous occasions to discuss the Saudi education and
to show the way forward. The committee was also tasked to compare
the education in Saudi Arabia with education elsewhere. This is
what resulted to the current E-learning project... The committee
came out with a vision of E-learning which was accepted by the
King and we are now trying to implement it... (NL-5)

Gllall a5 grasl] 3 dpsilly Ao T gl 5l o Ling asledl) IS cal) e o)) 4o 4
kel s (sl auleil] Lidlicl sune Slwilic S 1 o) )] (e dind LS
L gecall Gy pal) ASLaall 5 apleil) 4 pliay Linlll ST a7 LS aLa¥) A 5o sl
Lialll cua 4<%, g_/hl/qyj‘)jﬂ;}//ﬁlv_ﬂ/é_{f’hdcénﬁu 138, 3T HlSa A auleilly

(NL-5) ladsii Jylai ¥ saig llall lgld iy 5iSTY] aleill 435

The King called for a collaboration between the experienced people
in Saudi Arabia to partner with expert companies outside the
Kingdom in order to develop curricula that will meet both
international and Saudi standards... As you can imagine there were
a lot of disagreements. But one of the strategic goals that was
eventually agreed on was to develop and use E-learning systems. So,
we introduced E-learning and we are improving it step-by-step —
that is, a percentage every year... (NL-3).

A Liall 4o grsl) Ly sl ASLaall 5 5 i) (5 53 al SV S o sledl] ) Sllal) Lo
Lol el i i) ealiall _yshai Uaf (o ASLaal] 2 15 5 ppid] S i) o
il ¥ aaf oK GRS e SN ogay T o Ai€er LS Lol
pleil) Lebiif plasinl s yshi OIS Llgill S ledle GUEY) a A L] iuY)
Ladll (5f - 55hiy 3ohs dinnl psig g JY) aledl] Liadd o Y | g iSIY/

(NL-3) ... ale JS 4y sial

I understand we are a centralised state and all decisions are taken
by the minster and his advisors, but on matters like the
implementation of E-learning in our schools we needed to consult
broadly to gather stakeholders’ views on the matter. ... You know, I
appreciate that we are trying to meet global standards but our
efforts to achieve that must not be the usual top-down approach. At
least the experts from the MoE and Department of Education should
be invited to express their opinion on the matter. But this is only my
opinion.... (NL-2).

sal (5 OS5 o s ldisa s g jsll W 3RD SE maen s A4S se U s Uil agdf
;:/J/'é.a,a./c.w/j dl.é.f‘f[c JJLJLU/‘A/GLTAJ ‘ Ll:wJ/.lA @‘_,UJESJY/(,L_J/ ..\;:.4.:.74,[?.4
leal) Apli Jolad Gif adf Ul ¢ G gas il | dllaadf 038 Jga dalinell cilaa/
ciny i oT o olieall meill 65 YT g Sl Gl Lo sea (KI5 duallel)
o 58 138 (ST LA Jia 6 aedl ) e eil] addeil] 51001 5 ) s he o) s 5500

(NL-2) L

. this seems to be a genuine commitment on the part of the
government to improve the current educational standards. But there
are also suggestions from external organisations such as UNESCO
and UNICEF for Saudi Arabia to meet agreed global standards and
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to make our education more competitive and attractive.... E-
learning is seen as a way forward...(NL-3).

Oy At Laasleil) pleall ppeani] o gl il (po s o) 5 Jia Of g1
Lo pal) dSLell Coniglly sSui gl Jio duali Cilabiio o cila) i) La Clia
o Al s Lpadlii ST Liaglei o g lgle Gaial) Lpalled] yplaall cloll 40 g

.NL-3) ... p8ill 48 48 iy jiSIY) aleil] ) ,Lii

Cutting Down Cost

. in order to cut down cost, the mission is to use the few
experienced teachers in the system only as monitors for students via
an online system (E-learning) instead of having teachers for each
subject... This is thought to be cost-saving. (NL-2).

5‘),.:5.//9;}{ Craleal) (o Jili sae losiin] 6 dagal] Jiadi ¢ A ads aS e
s o Y (A Y wleil)) (g jS) oli e LI () jaS bdd bl
(NL-2) 46l 55 s 134 ) diny5 ... & suda g0 SSI (ppales

By using the E-learning, yeah. We have a lot of problems actually in
education. Some of the rural areas, okay, you spend a lot of money
hiring teachers who are not well educated and have limited
knowledge in the subject area. Okay. This situation is worse in the
rural areas compared to cities for a number of reasons. For
example, while the majority of teachers in Riyadh are qualified with
degrees, only teachers with diploma and with less experience are
hired to teach in most villages. Okay. So, when you have an E-
learning in place, our thinking is that it would help to solve this
problem by providing students in the rural areas the opportunity to
learn from the most qualified and experienced teachers. We are
doing this to ensure that all the students have a good education with
a professional teacher using a virtual classroom. This plan is also
cost effective.... (NL-4)

el Jae 6 &3] ol) 6 SSLie) o Sl Lial ani 6 (i g SSIY) aleil] aosinl
| gost] (il Cpaleal) Cisks o Mol (pa piSH 5655 Cuif ¢ L ¢ dudy 4 Ghliall i
I o] gl Jia s g s sall Slne 5 505050 e g Jua Jpaleis
Lulle of cpn 50 S Jaas o o) (o oaed Gaally 4 lis duds 4 5hLiall
5 psbo (Ao Gplaalsd) G paall GlS ¢ Luale T Gpls o LBl ] (S Cpaleal]
il Sl 5$ Ladie ¢ A Las 5 )8l abeo 4 g2l agived oD S 5 s
DIS (o AUSiall 238 U 5 20 Lugsas 4] 58 US55 308 ¢ meamaall 4ilSa 4 5 5STY]
s Ol sall Cpalaall ST e aleil) dm pis Ly o) ghliall (8 L) 55
i ine ales po s wiled o QOB mies Jpeas plaal D o 565 a5 s
(NL- ... 46l Com (po Uled L/ 4 dlasd) 0 | puia) J38Y) s jil] ol pasigy

4)

We think the use of E-learning will be cost effective. As you know,
Saudi Arabia is a big country and there is always the shortage of
qualified teachers in our schools. So, by introducing E-learning
which allows students to learn from anywhere, for example in their
home, the provision of a virtual school can help to cover a wider
range of schools with fewer but highly qualified teachers without
compromising the quality of service. This is going to be very good
for subjects with skill shortage such as EFL. (NL-5)

Alaall oy paled LaS LS Cuin o Yia§ () 5Sus (i g 5TV aleil] shasic] f adiei
o sl Livs ylre 6 Gl gall (paleal) 6 i Lails Gllia 5 yuS ol 40 peal) Ly so)
Sl s (o i 5lSa (5T (o pleilly UL sy (53] (i g STV puleil] ands SIS
O gl Ao pana Lubis (5 dunl i) L pre i el Of (S qpeliie S
fis  Laasl) 53 pas ulisall (90 Lille Dal5 (pls pol) (paleal) o ST 222 2o (o jlrall
(NL- . elad ) 4l Jio ol jlgal] il (553 palSd V) ) sl fia fin J5S
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5)

... Cost-wise, to reduce printing some books. ... We have about 3,070
textbooks needing to be printed based on the number of students
distributed over this education types. ... Most of the textbooks to be
in digital forms like pdf, and like videos, and like SCORM or
interactive materials. (NL-1).

L jao LIS 3070 A ss Lo .. i iy de bl o sl ¢ A4S Gy o
el o sl L8 e g s D Gpdl] ULl v e £l lgielids o L
Lo ¢ gadll ablis fio o pdf Lo Dad) JSED G 6G L el i) alies

(NL-1) .4deléilf o/ sl s/SCORM

... MoE for some time now has been saying that the government
spends a lot of money in printing and importing textbooks in order to
meet the needs of students. These books keep changing from time to
time and the old books become obsolete. As a result, the government
thinks that it will reduce the cost of printing textbooks if students are
able to learn using E-learning (NL-2).

il o il g aih S Sl (o _piSH (54T Ao gS8 ) g g giie Luyill 5 ..
geualy ¢ JRY Cdy o il ods il L) Cilaliia) Luli Sa) e dus el
Sl delh Al e M Ll e gSad aiind ¢ Gl daiy Al depsdl] il
A Y il g gl pakinl bl e G poli GO IS 13 L]l
(NL-2).

Towards Building a
Knowledge-based
Economy

I think Saudi Arabia is ambitious and part of our ambition is to build
a knowledge-based economy. If the country is able to implement the
use of E-learning in our schools effectively, | am sure that will help
in improving our educational system and our desire not to rely
solely on oil revenue in the long term. I think this is a good plan
because | do not know what else the country can do if the oil runs
out and the people have no other way of making ends meet. (NL-1).

e aili SLat] olis oo Lia pals po ¢ jn g 4 paks L0 prasl) das pell ASLaol) f adic |
Sy Lias e (5 (ig STV aledl] alodics) 3di5 e 5 pald Asl] il 1Y) A6 el
L slaic Yl pae 6 i 5 paledl] Lallii (ppan o8 a0 Les 43 (po 2STia Ul ¢ JLad
G Lo cipel Y Y 5o b3 oda f sdie] bl saedl o Lsid) cliile e
gl Lzl o jAf Ak elil) s G ALy Ladil) adi 3 oM dedi o S

. (NL-1).

.., I have my doubts. There are inadequate computers and no
Internet connectivity in schools throughout Saudi Arabia. We also
have many rural schools that find it difficult to recruit teachers. I am
aware of the MoE Tatwer’s programme, a project called knowledge
gift, through which computer tablets are supplied to students. These
are given to students free of charge but this is insufficient for all
students in the country. | think more needs to be done if indeed we
are working towards building a knowledge-based economy. (NL-5).

S o lall 6 i Y el Y s LIS e 4T e 3 jea) llis | S5 sl
ot Eapda st ¢ " sh wleills Lyl ) s gl ple o A Gpales
lojlhe) sl Ll dua olll i 50aSl 5 jea) andi 4G (1o aD ¢ 748 seall L8
el ee cung i adie ] sl 6 O uend CilS e fis ST Ulae LY

(NL-5) .44 yeall e nild slcaii] o Lis e Jrills Jori 1S 13

Skill Level of

Skill Level of

.... the majority of teachers were trained for face to face teaching ...

315




Teachers

Teachers

most of them need to be trained how to use E-learning system....
ideally schools should have technical assistant units to help
teachers... But there is a shortage of such units in the country ... |
know that we have trained all the head-teachers of the 150 schools
are running E-learning right now. We have also trained about 500
male teachers and 500 female teachers in those schools, and some of
them are also now qualified to provide training to other teachers. ...
(NL-2).

o ) Aalas pgabine 4ol gas upail] e Gpaleal) Lullé i A
s 058 O ang ¢ Dl Lalil G . (g STV plail] pLBi a0k 68 e
(9l pl) oda 6 adi Glis ST | s pal) sae Luad i Sae Lo o g g ylal)
pleil] Jods o 585 dus e [50 (5 St ) Cpateall gaan Lig o il ale/ U 2200
A Aales 500 5 553 alee 500 Asn ol Liad LS s Cgl] 5 5 53STY)
(NL-2). . ... oY) s el gy yil] o il Y b 30 pguiams 5 ¢ s plaell IS

.... a big number of teachers lack the right skills to use E-learning.
For example, teachers will need to acquire skills in how to use E-
learning tools such as virtual classroom, how to create culturally
appropriate videos and upload them to the E-learning system and so
on. So for me this is a big challenge that needs to be looked at before
we implement the E-learning programme. There must be training
programmes for all teachers. (NL-4).

A ALY aleil] 205 Y daniall S jlead] ) g i Cpalead] o S 22e
lalf ol ol IR i) LS 6 <l lasiS) I Gy paleal] g linses ¢ Sl fuses e
lesany Lol Tulia i bl oLy TSy ¢ Al 56V puaill Jin i 5IY)
) il oy S nT L o Al I ) Ly i IV aledl) i )
Cpadeal) maand Lu i el s 58 Of cang g SITY) aleil] eali p Sudis
(NL-4).

The Current State
of the Infrastructure
for E-learning

The Current State of
the Infrastructure for
E-learning

The MoE is facing many obstacles when it comes to infrastructure of
the schools. ... There are around 7000 computer labs in our schools,
or more, 70% of the computers in those schools are very old, and
80% without Internet. | am also aware that the quality of the
Internet varies from one school to other. There are schools, for
example, with DSL connection with speed of 4MB and others with
1MB. The new contract signed by the MoE is to ensure that all
schools have up to 4MB speed. Other schools have mobile
broadband Internet service, either 3g or 4g. But overall this is not
good news for the proposed implementation of E-learning in these
schools, is it? | think before the MoE take any further steps, these
schools will need to be equipped with new computers and provided
with good Internet access. It is really an obstacle. ... Yes. (NL-2)

e plal] LT Ll a¥) Gl Loie il o spanll il 3055 4153
S el 3 jgal o L70 ¢ ST 5 ¢ L ylre 5 i gneS piie 7000 s> <lis
Calis i SiiY) 83 g of S i LS i S 5 80 5 6 fin A el Sl
4 4e_pw DSL M/éd‘dw/‘lw‘f[ﬂ ¢ ol Sllia L;JA[‘?//@J.}AM
Cro 2SI 98 sleil) 5 5] 5 4id g (0] yand) dbed] Clilins [ Ao suss Lo 5 Colline
S et s 3] e s Clbline 4 G T de s lgpd] Gulaell gian o
Gubill s3a LSS il s ale S8 581,94 5/ 3 Lol ¢ i se (5305 Glhi <3
)lis AR L i J.u:/ S il ¢ o lrell 038 6 I aledl] o]
5 jeals 5 jean 555 O (A el sda zlinics ¢ Al ol shas (of auleil] 5 4 il

(NL-2) Dledani ., Aude s lgif s <j 00 4adss 80 g o g S T griaS

..., Schools are not ready to implement E-learning because most of
our schools lack computers and Internet facility. Most schools have
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old buildings, and some are even not big enough to have learning
resource centres which can be equipped with enough number of
computers for students to use... (NL-4)

A T L jlae alies Y s yISIY) aledl] 3iil Sseind Ao Casal (el

lpanns ¢ o oo o (el plins 5 gind i JGY) (59 sa s sigaSl] 5 jga)

Sgal o S 2aey Ly i GSer dpaled 3 jlsa S| se 5T 55 Lar LS
(NL-4) lolosiny OUhll ignas)/

If the money is mine, | would spend it on education, but the
government has some priorities as well. Health and other sectors
need to be improved as well as.... (NL-5)

iy Ll il gl 5 Y1 e gl Lo Sal) ST ¢ el e 4ddili o el IS 1)
(NL-5) ... A 4l Yl (s A Y cile il dauall G

[Girls] have very, very good school complexes for education. | have
not heard that girls’ schools have less good computer resources in
the schools. It just isn’t true that schools for girls are worse
resourced than schools for boys. They are treated equally. And we
do not care about the gender at all. ... (NL-1)

.JJ[_}A L&:_}J uéﬁsj/wj/_u U/C"“'“’f,"',f‘"kw faa PSTEN 4_”:..4/‘)_2.4 Oleanao UF.J][U_\L\.\X\]
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o BUBY] o puindly wigi Y iy 8 slual] 228 e slalas Y 3N daraial

(NL-1)

All schools, male and female are similar in their situation, both need
to be reformed again, but it is difficult to reform because of the high
numbers of schools. We can’t be sure that the readiness of schools in
terms of infrastructure meet the required standard to implement E-
learning. Boys’ and girls’ schools are similar to each other, they are
almost non-existent of computers or very old computers as well as
Internet contact is poor. (NL-4)

5 0 a Yl A Lt IS ling ¢ pgelin gl 6 dgoliia LY 5y sSH ¢ Lo ylrall ran
O o 28U LSy Y o jlaal) sae g 185 e 4Dl cuenall o (ST ¢ (5 53]
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5 gl o Ao gans 55T OUST g ¢ (anil] lgans po dgoliito Clidl g Y VI L pload

(NL-4) . Cheass o 5Vl JlaiV) SIS 5 Joa datdl) i 50aS) 5 g 5/ i gnall

Access at Home
and Gender Issues

Culture and Gender
Issues

... Even when we provide the students with laptop, the parents ...
they break it because they do not want the student - girl student - to
access the Internet. But the culture has been changing for the last
three years.... (NL-1)

Y agi¥ Sl g iy L e Gl ¢ sl i gnaSlly Ol 3y i Ledie s
O & pial] 8 ppi®s Dlat) G cai Y] A S o] - Al - Al gy
(NL-1) ... .x3¥/

We have a problem. The culture of the people is not to accept
different genders to be in the same class even online. ... This makes

the use of E-learning in our teaching and learning difficult... (NL-3)

EY] e i ) s 8 55 AiliSn ] 5 S e i) 4808 IS L)
(NL-3) ... Lo alailly (pus yaill 8 i g 3SIY) wbeill aloaiics] Sy fa s

... Ssome parents still have resistance against E-learning in general.
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... They still have very strong cultures in terms of the segregation
between girls and boys. The irony for me is that some parents are
willing to give their daughters and sons mobile devices, or smart
devices to text with strangers. But, they do not want to allow their
children to be part of an E-learning classroom. | believe these
parents are the minority, not majority and such mentality is fast
changing. (NL-5)

petd S Y. ple S8 o STY) aleil] aiia daglio pgud] ) ¥ £LY i
Of A A Al B lial) | il s L)) G Jemills Glels Lo Dlal] 4o ldlE
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odag ¢ dple VI Luls ¢ LBV aa LY Ve of adie] | g GSIY) aleill )l

(NL-5) .de_sus i Lulinlf

. the MoE is trying to make many programmes to support
education including online learning which encourages in many
ways the mixing of males and females. | will give you an example of
what we do in in the Ministry. We provide lessons for students online
and this is mixed girls with boys all together and virtual classroom.
...(NL-4)

e aledl] Sl 6 Loy paleill peal ol gl (o diel) i sledll 55 Jslad .
s Lo Ylo el adles il 32 520 0 SLYI 553 gead e pady Lao i i3y
oo Sl el Ll s f3a 5 ¢ cai jGY) e Ul Lug g0 pii i 5 )]sl 4

(NL-8) ... Al s8Y] Jpailly oo 2Y5¥)

In general, ... the Saudi society culture, their resistance and refusal
to any change grows under such similar circumstances. For
example, we faced such resistance with the beginning of the TV and
then with the mobile and now with the Internet... I think when the
people begin to know the importance of E-learning in their
children’s education, they will accept it.... But until they learn these
benefits, families will continue to say no to their children using E-
learning because of their cultural and religious views... Families
are even more restricted with their girls than their boys ...(NL-2)

Cigbs b 5 i (oY duiad ) 5 diaglia 5 (5 srasl] painall A6 saii . dale diay
gl o o Gas e JSL LIy o Laslial] o8 Lo Lgals ¢ JUall foas (e Ailas
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Government
and
Awareness

Support
Parents’

About 70% of family households in Saudi have access to computers
and Internet, but one computer in a household might not be enough
because of the large family sizes. We live in big families, the average
number of children per family is six to eight. Suppose that a family
has six students in the household and only one computer. What will
happen if all of them need to attend an online lesson or need to do
some homework or activities? So, this is a challenge for the MoE
and for families with a lot of children. This could also mean that E-
learning is likely to only benefit families that have the financial
ability to provide equipment for all their children, unless the
government is willing to provide these families with such equipment.
(RL-4)
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E-learning is an option for students, parents who know the benefits
of E-learning and what its future results will allow their children to
use it. But parents always prefer their children to have traditional
learning. This is actually because they [families] learned in this way
by going to the schools and the teachers talk and use the chalk. ...
They [families] do not have the ability to provide the needed
computer and Internet connection to their children. (NL-2)
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I think, when students use E-learning in their schools and see its
benefits, they will influence their families at home, and this will
change in the near future, but this will take time. (NL-4)
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I do not have, now, a real statistic regarding how many people can
access the computer from home. But ... more than 50% or 60% of
the Saudi people, nationality, use the Internet. And we can access
the Internet from mobile ... in Riyadh ... it seems to be 90%. We are
using Internet access by mobile. If we talk about the south, for
example, we are more poor people. We start up 12 channels. (NL-3)
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Implementing
learning

E-

Implementing
learning

E-

., we launched of the Future Gate Project which aims to have both
educational systems, traditional learning and E-learning. A total of
150 schools constituting 75 boys’ schools and 75 girls’ schools, in
three provinces out of 13 provinces have so far implemented this
project. The aim is that next year we will have reached 1500 schools
and by 2020 we are aiming that all schools in Saudi Arabia will be
using both educational systems... The plan now is that any school
that becomes ready in terms of equipment, computers and Internet
connection, we provide to their teachers with an online training for
all aspect they need to use E-learning. (NL-2)
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There is currently no flexibility in the implementation of the E-
learning project in Saudi Arabia because of the centralised nature of
the MoE. Things are difficult right now because teachers and
students lack the basic skills to use E-learning if it is implemented in
Saudi schools. We need to train our people and provide them with
the needed resources for a successful implementation of the E-
learning project... We are now trying to provide online training
courses for those who need training. (NL-4)
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... the MoE thus seem to have an expansion criterion although we do
not know the details for now. We have moved from English to maths
to science now, to computer, step by step. (NL-1)
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.... There is no long-term educational strategy in Saudi Arabia. This
is because successive MoE constantly effect policy changes
depending on what they think is right for the country at any given
time. This is making it difficult for teachers and schools to follow
particular policies through. Things would better if there is a long
term plan in place... (NL-5)
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The MoE currently does not have a systematic plan to raise
awareness of the society about the benefits of E-learning, we do
some adverts using Facebook, Twitter and YouTube. | think
education departments in each province should establish
educational centres in the markets centres. ... (NL-3)

leil) 23/ 58 g wainall Upa o ol 28 ) dadiia Aas Dlla paledl) 5 )) g 5l 2 g0 Y
Ol el i 5 4isi 5 i 2Rl Clidle Y w5 Gy ¢ o5 AT
(NL- ... .Gl S e 8 duasled S so (oiiif f ng dibrio SS 8 malail] <l )10

3)

E-learning
Evaluation

E-learning Evaluation

. Our E-learning project has been evaluated by international
organisations such as UNESCO and has given us a good evaluation
report. (NL-3)
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The 150 schools that are now using E-learning will give us the
opportunity to judge and evaluate the success of E-learning. So, the

MOoE is trying to put in place some form of evaluation... but not so
far. (NL-5)
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..., there are no clear evaluation criteria and no ability to compare
E-learning assisted exam results with those from traditional
teaching. The MoE has no criteria to evaluate the impact E-learning
is making in our schools in terms of effective teaching and
learning.... We think when schools are equipped with computers and
Internet connectivity, such schools will automatically start to do
better academically.... But this might not be the situation at all.
(NL-2)
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Actually we do not have accurate statistics showing that E-learning
is helping to improve teaching and learning in this country ... I think
what we need are comparative studies evaluating the results
between the use of E-learning and other traditional learning
methods... We can do this either in terms of subject areas or using
the entire educational system. But because we are still in the
beginning with E-learning project, these data are not available...
We are still working on the governance of E-learning. (NL-1)
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The current situation of the schools implementing E-learning are not
known and | am not sure if we have any clear cut strategy of
evaluating the E-learning project... I am not sure.... (NL-4)
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Regional E

ducation Officials interview data

Regional
Commitment to E-
learning

Regional Commitment
to E-learning

... the region is committed to E-learning because were told to do
s50.... the only reason for introducing E-learning in the region is that
we are tasked to follow the lead by the MoE. (RL-4)
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We at the regional level have no involvement in any policy formation
about E-learning implementation. Always such policies, and
decisions are made at a senior level at the MoE. ...(RL-5)
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.. MoE has proposed so many reforms in the schools education for
the past few years, but not all has succeeded. This is because their
decisions are based on their expectations but do not meet the
expectations of the people in the field. | can see the same strategy
with E-learning implementation, which brings a big question mark
about the successful implementation of E-learning.... (RL-3)
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We face a problem in our traditional education as being talk and
chalk, and the MoE want to take advantage financial support by the
government to support excellence in teaching and learning through
the optimal implementation of E-learning in order to achieve
national goals. Actually, there is a belief in E-learning from the
MoE that E-learning will have a big positive impact on the
educational system. In my viewpoint, the main driver behind this was
the desire and need to make our education one of the best in the
world. The MoE is behind the introduction of E-learning, but, I
personally think this project makes the MoE look better than it
actual is in relation to their support for teaching and learning. We in
Jazan Education Department have no involvement in E-learning
strategic planning, we only have to apply the strategy. (RL-1)
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.. E-learning will provide students and teachers with different tools

that they can use in their teaching and learning. For example,
teachers will be able to post homework to the students online and
track their progress. In terms of students, for example, self-
assessment tool online tutorial etc. (RL-4)
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.. There is a huge belief in the importance of E-learning, and how it
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will help students who are studying EFL. For example, students can
have alongside the face-to-face teaching in the school, a 24 online
tutorial to develop themselves. (RL-2)
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Level of Teacher
and Student Skills

Level of Teacher and
Student Skills

I have visited a large number of schools over the last year to explain
the idea of E-learning, its goals and benefits for teaching and
learning. Generally, | think most if not all of the teachers under my
supervision in my area hold positive attitudes towards using E-
learning in their teaching and are willing to use it in their daily
teaching activities. Unfortunately most of the teachers lack basic
skills and knowledge on how to use E-learning although they are
looking forward to apply it. So, | think teachers need to have
training to build up their skills.... (RL-1)
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.. although we have an online training programme for teachers in
how to use E-learning, we are not able to execute such training
programmes because we cannot do so without the right
infrastructure in the schools — computers and Internet... (RL-2)
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Male teachers are normally introduced more to technology than
female teachers in their pre-service teacher training since there are
more male lecturers in this area. And, normally, the MoE starts to
train the male teachers before the female teachers, again because
there are more male trainers available than the female trainers. So,
because of these I think there would be a gender differences...(RL-1)
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Yes, there are gender differences at all levels and in the way we do
things. Maybe this is a cultural problem but it affects the way things
are done in Saudi Arabia including how E-learning is implemented.
For example, out of the number of regional supervisors trained by
the MoE so far, there is no female supervisor. In my opinion this is
not good enough because male supervisors cannot work in female
schools... (RL-3)
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There isn’t any female E-learning supervisors right now. So far I'm
the manager and there are five E-learning supervisors for each
Education Office — Jazan office, Abu-Arish office, Al-Arethah office,
Ahad-Almsarh office, Samtah office and Farsan office. Normally, we
should have five male and five female supervisors. But currently, |
am only working with male supervisors because there is a lack of
female supervisors. Either they are not qualified or most of them are
not interested in such jobs. It is a lot of responsibility and female
supervisors will have to work with males most the time. But you
know our culture .... This is why we lack female supervisors .... (RL-
4)
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., Students will face challenges to use E-learning as a result of the
lack of skill to use E-learning. This lack of skill, 1 think is also a
result of most Saudi students usually do not have a proper computer
literacy preparation program in the schools. They usually study
computer literacy theoretically but not practically. When they come
to use E-learning, they will then need more training and preparation
to use E-learning otherwise students will find it difficult to use and
they might avoid using it at all. (RL-2)
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. We lack prior research into students’ skills regarding the use of
technology in general and E-learning in particular. We also appear
not to know how much the impact of the lack of data is affecting us.
(RL-1)
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I think there is no difference since we have unified education system
for both male and female student. (RL-5)
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girls’ schools have less computers and Internet, which means that
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they have less IT literacy introduction ... (RL-3)
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The Current State
of the Infrastructure
for E-learning

The Current State of
the Infrastructure for
E-learning

Apart from the rural areas, most of the schools have a good Internet
access. | do not have an exact number but maybe the ratio is one
computer for every two students. ... Some students also use their
mobile phones for online learning... So, as a supervisor I would say
that I am satisfied with the level of infrastructure in the country...
But the MoE can do more to cover the parts of the country where
infrastructure is lacking .... (RL-5)
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In general, it [ICT infrastructure] is good. But in the rural areas
maybe we have a low level of infrastructure... no Internet access.
The official explanation is that the lack of Internet access is for
security reason. But, some days it works and some days it does not
work ... (RL-3)
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I do not think there is adequate IT infrastructure all over the
country. In general, most of the schools are not fully equipped by
computers and Internet connection. Here in Jazan province,, | have
sent several requests to the MoE to equip both our male and female
schools but we have not had any response yet. ... You know, it’s
really a sad situation... The last request was sent to the MoE a year
ago but I understand the MoE has a lot of responsibilities and can’t
Sfulfil them all... Most of my colleagues in other province have the
same problem. ... [ think with this many schools over the country,
each Education Department in each province needs to have the
powers to make its own decision in terms of processing
infrastructure for schools and so on. (RL-4)
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In my opinion, schools are not ready to implement E-learning,
schools infrastructure are almost bad.... For me the solution is to
improve the quality of school buildings and quality of IT in schools.
Part of the problem is the centralised nature of the Saudi system. |
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think each Education Department in each province in the country
should be allowed some autonomy. For example, independent
budgets and should be allowed to make their own decisions... (RL-
2)
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girls’ schools have less computers and Internet, compared to male
schools because of the priority given to male education in Saudi
Arabia generally ... (RL-1)
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The girl schools are in worse situation and with less learning
resource centres than boy schools. You know, we have a problem,
for example, if female Head teachers want to ask for computers and
Internet for their schools, they cannot go to the education
department directly because all the workers there are men. So, such
female head teachers will need to send the request by post which can
either get lost or sometime be ignored. (RL-2)
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., male schools are much better than the female schools. As far as
I'm aware, there is a big number of female schools that are not even
in government buildings which makes those schools difficult to have
computer labs since they are small buildings with huge number of
students... (RL-5)
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When there is good infrastructure in the schools to support E-
learning usage, teachers but particularly female teachers will be
more inclined to use E-learning in their teaching.... I think females
are more motivated to use technology than male but they can only do
so if it is available and in good condition.... (RL-4)
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Access at Home
and Gender Issues

Culture
issues

and gender

We have a very strong culture and parents would not allow their
children to go online and interact with people not known to the
parents. You are talking about students at school going age. What is
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common is, parents allow their children to only engage with other
children within the society... their exposure is limited ... that is to
teachers, family friends and their friends in school. (RL-4)
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The reluctance of people to allow their children to use E-learning
can be traced back to two important points. One, families worry
about gender-mixing online; and two, the fact that parents think they
cannot control or do not know what is happening online and who is
at the other end. As you know, Saudi society have their own culture
and they always try to keep their own privacy. For example, the
society’s view of the woman is completely different from western
countries, they will not allow her even in an online gender-mixing
environment. I'm sure some families will restrict mixing in the
virtual world, especially girls more than boys. (RL-1)
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The main problem for Saudi culture with E-learning is with regard
to synchronous E-learning lessons. Even in the MoE, there is divided
opinion on the idea of an online mix-gender education. Those who
are in support of gender-mixing argue that it is the only choice
available to break any existing barriers that stop boys and girls from
sitting in the same classroom. Those who object to the idea on the
other hand stress the need to keep the society’s culture while we can
have a gender segregated E-learning. (RL-3)
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Parents’ awareness

Most families lack the awareness of the importance of E-learning
and fear of its unexpected results about their children studies as
most of the families prefer face to face ... if MoE informs families
about the importance of E-learning, in this case, the mother and the
father will see their children being on the computer and Internet,
would be part of their learning. (RL-2)
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It depends on the family itself, actually. | can see that male students
have more access to computers and Internet than the female
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students. This is true, families restrict girls to access the Internet to
avoid gender mixing in the Internet. But this would change in the
future if the families are educated enough by the advantages of
technology in their children education for both male and female.
(RL-5)

g oS3 UL G ) O gpbinl 816l 5 6 i 5 Y] e datey L3
Ll ¢ Z= 38 LA e J.:S/ i 1Y) 4 J.'fj;u.aﬂ/ AJ&A/G!/ ‘).IS/J_MJ
A i Y] A Cpiad) G BIRY) ciadl i jii¥) ) Jpa oll Ao sl i
Lin ol IS0 U o OIS (o bS] 4 Loy DUilel] il a7 3] (Jiewal) (5 _ppins [

(RL-5) . S5 5SS gl aale (o9

rising up parents’ awareness about E-learning is a very important
strategy which will help to expand E-learning all over the country
more faster and with less parents’ reluctant. ... Unfortunately, there
no such programme to build parents’ awareness in online learning
and that is supervised by the MoE. ... You know, we cannot say that
the MoE is the only one responsible, head-teachers should take the
initiative to meet with parents and explain to them that online
learning and that is supervised by the MoE and this would help to
mitigate the restrictions on girls from parents. (RL-4)
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When a student registers for his first time in the schools, the schools
ask for the parents’ contact details such as phone number and email
and we keep all of these information in my system called Nor.
Unfortunately, we accessed these information to directly build
accounts for parents and their children in the E-learning system and
sent the details to them, but all the information is very old. There has
been no update for them for many years... The lack of such
information itself is a problem for us as E-learning support centre to
spread the culture of E-learning in the society. (RL-3)
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E-learning
Evaluation

E-learning Evaluation

... part of our duty is to gather data which help us to evaluate the
level of participation at the individual and school level. But what we
actually do is gather information, then forward this data to the MoE.
Whatever they then decide to do with the data is up to them... (RL-1)
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We are as a support centre, there is a form supervisor, at the end of
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term we prepare a report to our headmaster. In this report, we have
a school of which they activates their online account and school
didn’t activate their account. Number of teachers who did active
his/her account E-learning, like this, okay? At the end we have some
points about the obstacles or difficulties that face us. (RL-5)
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I’'m not aware that the MoE even ask for any feedback about E-
learning implementation. What | am aware of is that the committee
in-charge of E-learning designing and development in the MoE
takes decisions and circulate them to all schools throughout the
Kingdom. But not how they evaluate what they do or at least | do not
know about it... (RL-2)

el 3 S lhiade o e Jlad i mileilly L il 55 S ple Ao s
anﬁjﬁjg‘gj‘)ﬁ;{wﬁaﬂ/ﬁu@'&: Uy pusadl Lisdll f 58 45‘)4/1[4,@'}‘)15/)//
Oy ASLaal) plaif pran 6 o plnall pren e loanas ol )il 3305 du 4l 5

(RL-2) ... 4ic ijel ¥ Yl o o 4isless Lo mpdi 4,68 pud]

Heads

of Families Interview Data

Access
and
Control

at

Home
Parental

Access at Home and

Parental Control

We have a computer and access to the Internet at home. In our
family we use the computer everyday at home (FR-5)

S el i ¢ Ll 8. jiall 5 Y1 ) Syl g Slgn Ui
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To be honest, | just used the computer and Internet after | retired.
There was no need to use computer and Internet for my teaching.
Now | use the computer and Internet because | have more free time.
I try to spend my time doing some reading, looking after news or
other stuff. My daughters do not have access to the computer or
Internet.... (FR-7)

llis 5 al e i of aes i j5Y] g 5 el Creasiiv L Uf o Spiola (555 of
OY i yii¥l s el poii) Ul Y1 | sy p2i) i y55¥ )5 5 gpaaSl) poiiny dals
Doy ¢ se Al pamy pLdl] S s 2] O sls] 18 G a2y jall g
(FR-7) ... i syl 5/ i spall ) Jsuca ll s goiaica ¥ 5 i e Ll 5 LAY

I allow my daughters to use the computer and Internet at home. |
also allow them access to the Internet via their mobile phones. ...
But, 1 am looking for a parental control software that could control
or limit their access, especially via their mobile phones... At the
moment | just control them by taking their mobile phones from them
for some days and giving it back to them. It is a fear of the dangers
on the Internet. | am sure many parents have the same fears. | think
schools should do something about it by educating us and assurance
that the use of E-learning is going to be safe. (FR-8)
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As a father, | prefer the traditional means of teaching and learning
in the classroom. | know the world is changing but that is what we
are used to in this society. The problem is that if we allow our
children to use this technology, they will be exposed to things that
are not accepted in our culture and religion... this is why I do not
allow my children to use the computer at home ... (FR-10)
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... Lallow my children limited access to the Internet via their mobile
phones but not by the home computer. In fact they are only allowed
to use the Internet while they are in the living room. I think allowing
them access to the Internet without monitoring is dangerous. |
always tell them about the dangers of the Internet in terms of sexual
issues and other things that can affect their religion. (FR-14)
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I allow my children access to Internet most of the time but talk to
them regularly about the dangers of it.... For example, I tell them
that there are good and bad sides to the use of the Internet and that
they should not trust people they meet online easily... (FR-4)
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Parents Views of
English Language

Parents  Views
English Language

of

You know, nowadays most of the universities teach in English which
makes English very important for all students. In fact all students
now need English in order to be successful in their education ... |
wish our children knew this and are motivated more to learn
English. But some of them do not seem to be motivated ... (FR-12)
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... Of course, I feel that my daughters must learn English, it is so
important for their future access to knowledge. | also think that
when they learn English, it will help them to continue their
education to the highest level. They can be more successful with a
good background in English language. (FR-9)
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Well, you see nowadays in Saudi Arabia we live a revolution, there
is a new vision in Saudi Arabia, 2030, and all things in Saudi Arabia
depends on two basic things, English and computer. Okay.
Especially the good jobs here. If you want your child to have a good
position in the society, you have to make them learn two basically in
English and computer. With these two things, with these two skills,
there is a big opportunity for them, a big chance for them to be
highly ranked in the society. In my opinion, that’s why it’s
important. (FR-1)
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(FR-1)

I think that learning English is a good thing but our methods ill-
prepare students for the international job market. ... There are many
people here in Saudi Arabia who have not learned enough English
that will allow them to communicate meaningful with others. They
have only learnt the basics and so, it is very difficult for such people
to seek employment outside Saudi Arabia or even with international
companies in Saudi Arabia... (FR-3)
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the language of the sciences in the modern era (FR-15)
(FR-15) Canl_yeaell 6 » slel] 42/

My children are actually not doing great in English and that is
because they study English for one hour, four times a week. | think
many reasons are in play here, for example, poor teaching method
and teachers, and the time for studying English is not enough. They
should increase the time for learning English to two or three hours a
day. This will allow students more opportunities to learn and
practice EFL. Improvement of teaching in the intermediate and high
schools and increasing their quotas is equally important. 1 also
believe that the learning and teaching environments in their schools
are inappropriate and very deficient, both in terms of the large
number of students in the classroom, the weakness of the curriculum
and the means of learning, and even the weak qualifications of many
English teachers. Something need to be done about this in order to
help improve our English in this country (FR-16)
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Parental  Attitudes
Towards E-learning

Parental Attitudes
Towards E-learning

Yeah, if this E-learning is controlled well and serves the human

priority or the people’s priority, I think there is no fear to have this
kind of thing. (FR-1)
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the key thing for me is using E-learning within the strict traditional
customs of Saudi society. As long as that is met, I'm happy with the
use of E-learning ... chatting should be monitored by teachers and
not done in private. (FR-3)
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We are happy with our traditional system of education and there is
no need to make it modern. | think the notion that our education
system needs improvement is wrong. | am worried because | just do
not know anything about E-learning.... But if E-learning will be
used in line with our Saudi culture — that is, gender segregated, fully
approved and completely control by the school, | would accept
that... (FR-11)
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My girls have absolutely no need to use computer and Internet for
learning English, if they need more support to learning English, |
can provide them with private female teachers. Why would there be
any need to use E-learning? | think everything is working fine in the
schools, what is needed are more training for teachers and the
supply of more trained teachers in our schools. (FR-7)
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For me my restriction [of E-learning] has nothing to do with cultural
implications or religious beliefs. 1 simply think that face-to-face
teaching is a better alternative. For instance it helps with direct
contact between students and teachers which | believe is more
necessary for my girls to learn English than the use of E-learning.
(FR-8)
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.. I am unable to accept the prospect of my daughters to be taught

by male teachers or even communicating with other male students
who are not close relatives to them. As a result | am worried about
gender-mixing even in the virtual world. It is a cultural issue in
Saudi society and my strict family beliefs will not permit me to do
such a thing ... I might be able to accept recorded lessons if
necessary and under my control. (FR-10)
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I think it is not a question of whether one prefers the traditional
teaching method over E-learning, or not. It is much about the fact
that my daughters and other girls of their age are not matured
psychological to use E-learning ... that is, they are not maturity
enough or have the self-discipline to use E-learning without parents
worrying about what they are doing, who they are meeting etc.
Allowing them to use the computer and the Internet at this age will
not be used for learning but for games which will affect their level of
education. | can see them spending more time on their mobiles for
games. | think E-learning can be useful at the university level. ...
Schools have not informed me about the introduction of E-learning
yet. | have read about this project on the MoE website but the
understanding | get is not great because the information provided is
very brief. I wish schools had explained this more to us...(FR-12)
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I'm okay with the E-learning ... take it gradual, it’s very difficult just
to push them [Saudi society] to E-learning at once. (FR-15)
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I do not want my kids to be victims for this way of learning [E-
learning] as it’s unusual in Saudi Arabia. I will strive as long as |
can to avoid it ... At least we should be given the opportunity to opt
out if we think it is not in the best interest of our children ... (FR-13)
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. our culture must be respected at all times and places but the
introduction of E-learning in our schools will compromise this in
many ways. For example, our children will have access to the
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opposite gender... (FR-18)
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I think this type of teaching and learning will be against our culture
and religion and it not the right method for learning. ... I do not
want my son and daughter to be in a gender-mixed education, online
or even in the classrooms. Segregation between male and female in
schools is one of our Islamic values and a culture that we are proud
of. ... I am keen about the education of my sons and daughters, but |
do not think educating them with the help E-learning is a good idea.
... I am more anxious about my daughters than the boys and really
do not want the girls to mix with boys at all. ... There are actually no
programmes educating parents about E-learning and the dangers
associated with it. In fact, there is none that I'm aware of here in
Saudi Arabia. As parents we need to be familiar with E-learning in
order to be able to be of help in area... (FR-14)
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I'm really keen about both my son and daughters, but more about
my daughters. Honestly, 1 do not like the idea of a mixed gender
education. | actually prefer teaching English using the everyday
school teaching, face-to-face, that | can keep track of what my
children are doing. (FR-16)
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I prefer the face-to-face method to E-learning because | think E-
learning will be too expensive for parents who have a lot of children.
In my case, | have seven children and each of them will like to have
a computer. That is going to be too much for me to manage. In that
sense | prefer face-to-face teaching and learning which also
guarantees that teachers have more control over the students (FR-
17)
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Appendix K: Data from group interviews (students and teachers) — Abridge version

Major- Main-theme Sub-theme Quotes (English and Arabic)

theme
Personal Self-efficacy Skill and ..., sometimes E-learning requires high skills in computer
factors Knowledge in E- | and use of the Internet..., some students are not educated

learning

enough in schools to manage the use of computer.
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We hope to see E-learning as a tool that can be used to
support what the students are learning in the classroom.
But to do this, managers in charge of the programme, first
of all, need to give us and the students the appropriate
assistance to raise our skills to a level that will enable us
use this type of technology. (F.T.)
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... We do not have enough skill in using the computer and
Internet through the school to be able to use E-learning,
but at least we have good skills in using computer and
Internet outside the school. (F.S.)
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(F.S.) Aw 2l z s i jii¥l s i gueSl aasin) 452

..., it is not just the students who do not have enough skill
to use E-learning. ... Some teachers also have difficulties
in using E-learning. (F.T.)

el STy LIS S plgall agd] sl (il U Ll o
plill pR5n) 4 Gl aealy Cpeled) pae L o 5STY
(F.T.)..o sy

... based on weakness in teaching computer subject in the
school from the early stages, this is why some students if
not the majority have low level of knowledge and skill using
computer and Internet needed to use E-learning
successfully. (F.T.)

Anlpall o A paall (5 i pnal sole g2 S Ciea ul] o
gl ¢ dple VI S al o) ¢ UL Giaes o 5 ] s J3a g ¢ 5 Sl
o U i Y5 i spaal] asinly 5 lgall 5 48 pmall (o sadiia (5 st

(F.T) .olob o sy aleill afasiny

Because we do not have any skill with this technology, we
will have anxiety about E-learning, so, we think this kind of
lack of skill will stop us using E-learning. (F.S.)
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oo Ldigus O jleal] pe o g 5ill J3a o adiei o Y 6 g 5SIY)
(F.S.). s ASIY) aleil] aJasi)

Experience

..., having some prior experience in E-learning generally is
one of the factors which enhances students’ use of E-
learning .... (F.S.)

) 58 ale S g pSTY) aleill (5 ADLad) 5 sd) e dsas 6
(F.S)) ... AoV aleill QLY 2Ja5) j jad o3l Lol g2l

You know, my dad is a mathematics teacher, sometimes he
helps me to access some websites which are designed to
help students learn mathematics. (F.S.)

Usoasll (4 el Ulals ¢ Claaly ) s pse 58 g5 of i g il
Sl alei e DUl sae Lusal lgapanai 7 i @il gall ans I
(F.S.)

..., using E-learning without experience is very difficult ...
it is difficult to use E-learning for learning English without
prior experience (F.S.)

cmall G Dl Cmia gof 53 sy o g ISIY) aleil] p o) ¢
(F.S.) bl s s (10 il Gl e i 1Y) el o

..., [having no experience] makes us feel a bit scared to use
E-learning to teach students because we have no previous
experience.... (F.T.)

o ASIY) alail) w0350 SLE Cipill jadi Llay [503 053] ¢
o (F.T.) 4l 5 ps cllai ¥ LY o Ul) aulei]

Training in E-
learning

..., for us, actually, to use E-learning in our teaching will
require having training first... (F.T.)

(FT) ... Yol capaih

We are confident that E-learning would be good for
teaching English, but this would involve training first on
how to use E-learning in teaching. (F.T.)

¢ Ll L g g1 ik S s JISIY) o] 5 e 5855
(F.T.).ce

We believe that providing for us and other students training
is an important factor for E-learning success, before or
during its implementation for learning English... (F.S.)

il ol wge Jale sty AT ULy U oy il i 55 Ol a3 o
(F.S.) ... djelail Ll alel ouis o il 5f i ¢ iy 5iSIYI

..., providing training outside the school or inside the
school will help student to be skilled in computer and that
will help them to use E-learning. And it is very important to
provide training to all users towards the use of E-learning.
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We think it is important to provide training for teachers
before the actual implementation of E-learning.... (M.S.)

e ) s jaadl J3 1o 5 s prall sy pil] i sT ae b 6
s HSIY) ale il 28] e ptae sy s igasaST] S G s la 15155 o
pleill ofin) gad Cpediiuel meat cyill b Dbl agall ey
el 3diil) [ ppaleall g2l b 55 gl o 40 Sini |, s STY)

(M.S.) ... s sSIY) aleill

..., the most important factor for us is some training before
the actual use of E-learning, to encourage us to use it ...
We think it is difficult to use E-learning without prior
training... (F.S.)

el  Ledl) posinY) S oy p2il] laes sp U dpilly Jole aaf 6
i) A1) raall o 4df Adie | dolasiu/ Lingadiif ¢ i g yiSIY/

A [ . f
(F.S.) ... Gre ey i 90 (g ASIY)

... traditional teachers need some training regarding the
use of E-learning. (M.T.)

il ofoRiuls slets Lo oy p2il] ans ) G g liil) G paleal) #lsg "
(M.T.) .51y

Personal Access
to Tools

Computer and
Internet

., it is not everyone that have access to a computer and
Internet connection at home especially students .... (F.T.)

5 i iYL Jaai¥ly i suell N Jpa ol (Gn 4] paiid S8l e,
(F.T.) ... «Obl Lals 5 jial

. In our country, there aren’t any homes without a
computer and Internet, which makes the integration of E-
learning easy. (F.T.)

g e Law ¢ s yiguaS Gon Jjlie s/ an i ¥ e LD 4
(F.T) S (o Iy ol

... E-learning will be very costly for parents to provide at
home because of the cost of computers and the Internet....

(F.S)

o s ) o Ll L e 5 IV el
(F.S.) ... i ii¥ls sisuasl 3 jea) 4l s J jiall

... Even if we have these tools, maybe the Internet is very
slow, which will create some difficulties in making contact
with teachers and students. (M.T.)

Loo ¢ fin Loy i Y1 55 Lasy ¢ <l pa¥) e Ll SIS 15 im
MBIl Cpaleal! go YLl 2lia) A lseall Lae §li
(M.T.)

Personal Drivers

Attitudes toward
E-learning

..., if the teacher has a positive attitude about E-learning
this will influence the students’ attitudes positively to use
E-learning. You know, positive attitudes will help users to
use E-learning, if it is negative they will not use E-learning.
(F.T.)

e 13 igud ¢ g JIIY) aleil] Jon Lolagy) L4 50 aleal) o2] IS 1Y .,
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Lodes SIS 1 ¢ g piSIY) aleil] aliiice] o Cppoasiusall dulayy) il o]
(F.T.) s siSIY) aleill | parsivg o agilé ¢

. Some students are growing up with this kind of
technology with their daily lives. This means that most of
the students have experience with those kind of
technologies, so they for sure will have a positive attitude
towards E-learning, because of their experience. (F.T.)

138 Ao gall sgilin 5 Lin ol 5iSH] (o & 5ill 138 mo OB mns Ly,
S A ¢ LG (o @ pill 138 65 gk agud] O alies f iny
(F.T.) peins e ¢ i JISIY) wleil] ol ilag) < id o STl wgin]

. We like using technology, and we think the learning
level of students using E-learning will be better than with
traditional method of education.... (M.T.)

ol ULl (sl aleill (5 g f Ainig o L o iSH lasinl cand
e Gl maleil) i glif (o Jeadl G 5Suas (i SSTY) il perRiass
(M.T))

.... Sometimes we find difficulties to understand the context
not because we can’t use computers, it’s about the
explanation of substance which needs a teacher. So, for us,
we do not think E-learning will enhance the learning of
English process. (M.S)

5 el plaiin) Li€e ¥ 40Y ud Slud] agd 4 dipes o s/
(M.S) 4 ialai¥) Zalll dubac alei j jmses 5 iSIYI aleil] 5 siiei ¥

Motivation

..., providing adequate incentives for teachers will help to
integrate E-learning into the teaching process because
teachers have to spend more time and more effort
preparing the materials to the students. (F.T.)

A ALY pleil] o e el Spaleall Luslial] jiload] ysisic .
L jally Sl o 2y jall eliad ) 5 iy Gpaleall Y dualeil] dulonl)
(F.T.) . 2Ll o sall lae) 4 2gadl (e

Giving incentives and awards to both students and teachers
who use E-learning will encourage other students and
teachers to use E-learning. (M.T.)

il ganiivns (pill Cpalealls UM o JS il gadls il sl ol ]
pleill aakin) Ao oo AV Cpeleddly OB aadin g 5STY)
(M.T.) sty

..., they consider the use of E-learning to obtain
information easily as a good motivator. (F.S.)

U g QJLA}M/‘?[C J).aal/érij‘/ﬁiffyffalnwraf.}s.h/di)@ ‘...
(F.S.) .2 slaS

If you want to work, do not wait for someone to thank you.
The stimulus is not important aspect, but that could raise
the morale of teachers. (M.T.)
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(M.T.) .cpaleal) iy sine o 28 ol GSa 138 oS,

Time
commitment

..., it will require teachers to prepare some lessons through
E-learning or some exercises or may be more than that, for
example to be online to meet students or other teachers ...
(F.T.)

pleill PE o gl s dae) Cpalead) o0 oY) calbiue o,
O S s oo I o ST 5% o] Gy laill ans 5] (g ST
(F.T.) o co i Y Cpaleall 5f QL) Ablial i jiiY) e 655

..., using such kind of technology needs too much effort -
more time and training. (F.T.)

- denl e S ) pling Lis oSl (o g sill fis S plasicd o,
(F.T.) .cxailly Cdoll ha y jiadl

..., shifting from traditional education to E-learning,
teachers will find it as waste of time because it requires a
lot of practice to learn and to apply it. (M.T.)

Ligdayg ¢ g JIIY) aaleill ) (ouldil] auleil] (o d}w‘ﬂ—«ﬂ i .,
(M.T.) s sl e Laall 0y s 6 2 0 e

., we're impressed by it because we can get information
without effort and wasting time. It will really be amazing ...
(F.S.)

delals ¢a gy Slasha o Jpast) L€ 4 Al Line/ 2 ¢,
(F.S.) ... (foe lin ) 5Soms dl

External
factors

Social Factors

Family Support
(Family
acceptance of the
technology and

Prioritising the
technology and
providing access
to the technology)

They [Families] do not want their children to use Internet
in order to protect them from the danger they hear about it.
You know most of the families perceived the Internet as a
dangerous place for the children. (F.T.)

o agbland i SiiY) agllil] P ol g‘d 5l Y [l s/
i y5iY) i EOlilad) abre o ipad il die e g3l _jhi)/
(F.T.) . b3/ ks Ui

..., the Internet leads to contact between males and females
which is unacceptable in the Saudi culture. (M.T.)

o e ol 585 CUYI5 oS3 S Juad¥) () i) 5050 6 ..
(M.T.) .G gy 4l

, to be honest, our families are less strict with our
brothers even if they are younger. Parents deal differently
in some cases between girls and boys in our culture. (F.S.)

L ol 418 o in Uil g3) pe ol pam ST U pasf ¢ ol 65
o oLl Ll G OV s 6 cilise JSG G gl ole
(F.S.) . Luslss

..., parents deal differently with boys and girls regarding
the use of Internet because they want to keep us [girls] safe
and be away from many dangers that can occur via the
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Internet .... (F.S.)

f”"b"'“’b L"L";’ L‘”ﬁ UL’-’J/j 33/}3// & sliso [5 " U/-’j[}j/t(.l"b'-”
G el G galiilly Glol (8 [DGEN] Leld) ooy ey i LY
(F.S)) ... ©i iyl pe «ir.z;.‘id/::'sdjgﬂ/ﬁw/

..., parents see the Internet as time wasting (F.S.)
(F.S.) .cdsll S cui i) LY (5 p ...

..., using E-learning will not be consistent with our
parents’ worldview ... They do not understand the
advantages of using E-learning for our studies and won'’t
allow us to use this technology. (F.S.)

Al Joa L] ki dga 5 poo lasto i g ISIY) aledl] slosind o s$0 o ...
W i (g Ll g (8 (i 5 SISTY) aleil] 2)0550) L) o sageds Y agd .
(F.S.) .4udill 38 plasinly

Students who have laptops and their parents allow them to
connect to the Internet anytime, means that their parents
understand that technologies are very useful to their
children’s studies..... (F.S.)

el Csnaw s sol llsls Usanall 3500l 8 jga ] cuill <UL
s3ie il G sagds el G iny ¢ iy gl 5 i pEYL JLatV
(F.S.) ... pellib calual ol f3a

..., the high cost of Internet which will be an additional
strain on the family budget... influences the readiness of
the student to use E-learning ... (M.S.)

S 1 o (o L) Ui (500 0 i 500 ) GSH 5 .
(M.S.) ... s siSIY) aleill alasinsy Cullall slseica] e i3 .

..., my dad is a mathematics teacher, sometimes he helps
me to access some websites which are designed to help
students learn mathematics. He knows that E-learning is
useful for students, so he will let me use E-learning. (F.S.)

v A dpasll 5 Ul iselayy ccilualyy ute 58 galls ..

d/‘ﬁl{_}}a} bl ) alei e UL sae liwad WJPJH/C.;&AJ/

‘fuj.&/w (alnﬂ/ P/..\LZ.-/L.: Lf/i“""&"“ 1A ¢ COLLL vida érrjﬂﬂ)//(alnd/
(F.S)

Perceived Peer
Support

..., sometimes it is possible to have chats with some people
on Facebook. We might not know them, but the idea is to
have some friends from outside the country so that you can
try to communicate in English with them.... These friends
we meet online are really supportive in our communication
in English. (F.S.)

e alidY) aes pe Clivlas o) pa) Gl VI ans 5 GSaall .
FIE e elival bl 5$ of 4 588 ST 6 g pei Y 25 g b
clina¥ ¢ Yia . agrs L jalaiy) Aallly Joal 53 o S8 i 2L
A pdadY) Glly LYzl (S s O sge G jiY] e ag Al Gpdll

(F.S))

..., it is absolutely right ..., the first time I used E-learning |
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found it so difficult, but | asked for some help from
friends.... (F.S.)

pledl) g Cronsind U AoV el i Ll maas f3
o Seludd) ans culh T ¢ 58 e Cag o g 4SKTY
(F.S.)... slina¥

..., a friend built my confidence to use the computer and
Internet in my teaching when she introduced me to the
technology and taught me how to use it. This has helped me
prepare for my lessons.... (F.T.)

Ladie: il 8 i 3iiY] 5 i gaSl aaSinsY 5 o liv Gt ald ¢, .
S L ielu 2 lgolaiin) L6S el 5 L slsiSHl e i e
(F.T) ... e dlaeiny)

..., I think, if I do not see my colleague using E-learning I
will be less motivated to use it. (F.T.)

Ty 5SLaad ¢ g pSIY) maleil] aniicss o j s Y i€ 1Y) 4if it
(F.T.) 4elsiny /[ juiay

Sometimes there is no encouragement from colleagues to
use E-learning. | think we have more teachers who prefer
the traditional teaching than the teachers who like to use E-
learning. Traditional teachers will have negative influences
over each other. (M.T.)

aleill alaiil e edo il o gondi Sllia 555 Y Sla¥) aes 4
Sl g gl g glinds il Cppaleall (g jud) Ll Gf e ] i g 5STY)
Call S (s JIIY) i) paRi] G sins i) Gpaleall o

(M.T.) .oaedll aguaes Ao dples ) il Spypnliil]

In-school factors

Provision of
Equipment

..., [to use E-learning] that needs availability of Internet
and computer [in schools]. (F.S.)

el i i) s ) g ling (odll [ g SIY) aleil) pl2%in ] .
(F.S.) [l 4]

., unfortunately, there are a lot of schools here in Jazan
without any equipment at all. (M.T.)

e Dlaes sl G50 Glla A Ua e pladdl e S Gllia ¢ iU
(M.T.) .oby/

..., if the equipment in the school remains the same as now,
honestly speaking, the situation for applying E-learning
will be very bad since the equipment is the most important
part towards E-learning usage (F.T.).

OS¢ Uola LMISE ¢ Y1 4 LS du el 6 Olaeal] oo 13 4
Y o iadl 4 jleadl Y i Vi U (o5 58IV aalell] Gauhad pacay
(F.T.). s SV maleil] aJasica] gai L1as]

To be honmest, this type of learning can’t be at the school
level, because the condition of the facilities in the school
isn’t helping to apply this type of learning,; old machines
and slow Internet (M.S.).
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(M.S.). i iy e.lay 5 dagail] 1YY

Providing the appropriate equipment in the classroom such
as smart blackboards, computers and Internet will
encourage the use of E-learning by both teachers and
students. (M.T.)

el 3 gy LS gl S il 5 Dslial] Colseal) 55 )
LI 5 paleall S o g ASTY] aledl] plodic] e paidiw < ,5Y)
(MT). el o5 e

We will need the school’s support to use E-learning. ...,
providing and selecting the appropriate requirement for E-
learning, will influence us positively to use E-learning. For
those of us who do not have access to the computer and
Internet at home to use, if computers and Internet are
available in the school, then that will influence us to use E-
learning in the school. (F.S.)

Ly s e, i SV aledl] alaRinY el ae ) glinic
ALY ol JSk Lide g o g 5SIY) aleil] Zalial) Clalbiall
A dsasll Gambing Y opill Lo ilsY dusills g yiSIY) aleill
ispall] 3jgal ilS L) ¢ plRin N el 8 iy S el
aleil] plasivl 6 Ldde g clli 6 ¢ dujall 5 46 sia Cui iV

(F.S.) A el S s 2Ty

School support
(Support by the
school
management and
Technical
support)

| tried to motivate my students to use E-learning and I
asked the school to help me to apply this method but there
wasn’t any support from the school which can help me to
use E-learning. (M.T.)

L el po Culby g p5IY) aleil) afokiv) o 0L i Cfgla
L&JJAJ/L}A?::J‘;/;&LIA US.:';JUQJ ¢ @Jﬂ/a.ﬁ d.ué.?‘_‘,_#g_'f_bbu
(M.T.) Ao siSIY) aleill pfaiivs] 6 ise L o (S

..., another barrier I can think of, is the absence of
management support in the school, some head teachers
can'’t differentiate between the traditional education and E-
learning and how to mix the two methods together. So, the
teacher who wants to apply E-learning in his teaching will
stop because the lack of head teacher support. (M.T.)

bl bl el G G mgiSer Y G ) Cpaleal] L
Gwhi oy oA alead] S 6 13 lea (i) phl) LIS é;q;'sjw'j)ﬁ/;ﬂ
oiti ] alrall acd il s i gl danled g Y aileill

M.T)

We have strong financial support from the government to
provide technologies in our school. But whether the schools
are equipped with those kinds of technologies depend on
the school managers. Unfortunately, some older managers
prefer face-to-face teaching and learning rather than using
both traditional teaching and learning with E-learning.
(M.S.)
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(M.S.) . sV alell] o Cppaliil] alail] g auleil] sfaiics] 1

..., we do not have full technical support or sometimes the
technical support does not exist in some schools which
makes the situation even worse. This makes it scary for
those without previous experience to use E-learning to
teach students since there is no technical support in the
school. (F.T.)

o A peal] s Y Gla ¥ ey (5 JalS 6 ped Ll Gl
Cell Sl Y 5e 4o eag [38 E s il gadl 2 o Lao (uplaad] ae
paed [5L0 QL) addei] g yIIY) aleil] alaRind Aol 5 s agd] (pul

..., my school has few computers that my classmates and [
can use, but we do not have basic maintenance support of
these computers... (F.S.)

e G yignasl) s3eal e JilE de e s ggiad
336l (e Alaall Gulud Laes ey ¥ LSly ¢ A, Ul Lealasial
(F.S.) ... 23 yisnasll

, even if the equipment is available in the school, you
have a lack of maintenance for that equipment. (M.T.)

il Lilpeall 6 i bl ¢ L prall 6 5 sie Cbmall LS ol e,
(M.T.) el

..., there should be a technical team in each school to help
students with any skill related problems that might occur
because we are not skilled enough to use E-learning
without technical support.... (M.S.)

5l o L) ae Ll L pre JS 8 6T 50 08 Aia 58 O can
PRRILY S Loy g le Linad LY Ciaad o il 5 < jlgalls (et JSLio
(M.S)) ... il el 5 5 JISIY) alel)

E-learning
characteristic
factors

E-learning
usability (ease of
use and
usefulness)

..., if it [E-learning] is implemented in the right way, this
will reduce the effort required to use it in the school, but
that will mean teachers will do more work outside the
school. It [E-learning] will also help students to rely on
themselves and have different learning styles.... (F.T.)

o s J3a Gld ¢ dsasaall 48 L1 [ s JSTY) auledll] 3655 25 1)
e COLL [ s i8IV aleill] soliis LS dus paall z L5 L) Jars
(F.T.) ... ddlise Loasled el Ao Jasd) g aguiif Ao olaic Y/

The one thing that stimulates students to use E-learning is
the huge amount of information that is easily accessible on
it. (F.S.)

A 58 i SISV aleil] plaiid Ao Ll jing sy sl ol
(F.S.) Al bl Jso ol (S0 A il sheal] o i)
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You know, it will not be easy for students who do not have
any experience with E-learning to use it. (F.S.)

aleill 55 s o aguad (il ol COLLY e ] o 580 (A gade LS
(F.S.) . beolasiv 5 Iy

.., dt’s hard to replace face-to-face teaching and
communication, not because teachers do not want to
change, or we do not have enough skill to use computer
and Internet but the idea of applying it [E-learning] in our
teaching is very hard, and E-learning is a new style of
teaching and the outcome of it is not known. (F.T.)

cmalead] 5Y Gl ¢ da ol [ea g ool gl 5 s 21l Jrsi Cmeal o,
el ploiinY LalS Gl jlgad) Ll a5 ¢ _iill G Y
¢ Dl o Lisld ) [ 5 AW plal] a5 4865 (5 i 03
LB Aati Cipag Yo ol 6 s cple) sa g yISTY) aleill

(F.T)

..., the adoption and use of E-learning in schools should
not affect other skills that students acquire from face-to-

face teaching and learning, such as handwriting skill....
(F.T.)

e lell (s SV el ol dlaie ] iy O Ak Y
Lo da ol loa g aleil g a2 o U] lgesiSy il (5 43 VI O jlgall
(F.T.) ... Lol LT 5 jlgs

... E-learning gives feedback on time, which is sometimes
helpful especially when you do not need a teacher to know
if your answer is correct or not. ..., this will really
encourage us to use it. (F.S.)

Lals Uln/ yie _sof s8¢ gl o Clisdei g yiSIY) auleil] ady .
b Y o dans clils) ilS 1) Lo 48 e alea ) plind Y Ledie
(F.S.) .olasiv] o lon o5 linaidu

E-learning will open for students a big amount of
information to use which will improve their English as
opposed to traditional learning which students are
restricted to the book. For example, nowadays with
Google, translation is very easy and that will help learners
to learn English. Also, listening is one of the most
important skills in learning English. You know, E-learning
can provide audio and video to listen and watch as much as
you can, which will improve students with weak listening
skills and something like this E-learning should be used.
(M.S)

s bealaR50Y il sleal) (1o 5 S LaS LY i g JIUY ALl i
ULl e oty (o alil) paleilly L lia g ulaiY] gl Cpnics
Apes e il ¢ Ji 58 o sl i gll 6 ¢ i) Jses e A5S e
st glain¥) o« Loyl 4 plaiy) dilll alei o Cpeleial) aoluiv g Ll
el (e ¢ pled LS 4y plai¥] A8l pled 5 S el pa o 251
Los ¢ (San i S/ 508l g g Laiedl) gasdlly Coguall igi g STV
Jia ;:‘;w ﬁ/—liiw/ g w/fLAMY/ u/‘)[g.a Q;_;J' ‘_:)(L.//Uua.m

(M.S.) s sy aleill fia
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There are many positive aspects, for example speaking ...
E-learning can maintain openness in communication if
used in the right way which can be extended to the
community. ... E-learning can also support students’
speaking skills by using chat rooms that are available in
English. Since we are in a non-English speaking country,
using E-learning will help to develop students' speaking
skills. (M.S.)

pleill Kay | Ciad Jal) S o ¢ Lulag¥) il sad) o del) i
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E-learning
functionality
(Flexibility and
Interactivity)

Through [E-learning] students have access to coursework
24 hours/day which give them more flexibility on time to
follow up what they missed in the classroom. This could
help to improve their English. (F.T.)

Lol yall Sy ill () S g ol UL (S 6 [ g SISTY) aLeill] SR (1
Cgll iy sall e el pgaies Les pgdll 6 dele 24 lae e
Cran o aeluy o S0 138 sl jall Jeadl] 5 ag il Lo daplial cunsliall

(F.T.) . Copdaid) agidf

..., Students can have access to coursework within the
school or home. They can also access it where ever they
have access to a computer and Internet connection.
Teachers also can have the same flexibility to monitor
Students’ progress. (F.T.)
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(F.T.)

We can use it [E-learning] any time which mean we have
flexibility to use E-learning to do more exercises or to do
homework. (F.S.)

g o ] o ing Law iy 5T 5 55 S aladll] o/asiinn/ LiiCay
Slalsll wbidll o Cplaill o 2 jar plill (g JISIY) alail] oIS
(F.S.) .LLjial

The traditional classroom offers limited time to learn but
with the use of E-learning we will have unlimited access to
the lessons. Most students spend a lot of time on the
Internet and can learn at their free times. In our learning of
English nowadays, we are restricted in learning only in the
classroom, which means we do not have place flexibility. E-
learning will help to overcome all geographical and spatial
barriers for students to learn English and exchange
knowledge. (M.S.)
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..., the E-learning environment is different to traditional
learning because E-learning can be a complete set of
technology tools which allow teachers and students to
interact in a new style through the Internet... (F.T.)
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In our educational system now, the methods of teaching
and learning in the classroom does not support interaction
with students who come from different regions, while we in
the school come from the same area. The use of E-learning
will help us to interact somehow with other students even
from different countries... (F.S.)
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We will use it [E-learning], because it will add something
new to our learning and allow us to interact with other
students or teachers in a more open way even outside the
school. (M.S.)
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the online interaction aspect that E-learning will
provide to students and teachers is one of the most
important advantages of E-learning. For instance, E-
learning will increase the possibility of contact between
students and teachers using email, discussion boards and
chat rooms. It also helps in activities such as, marking,
sending and receiving the homework as well as providing
immediate feedback. | think in this way, So, the students
will have more time to participate and interact in the
learning of English outside the classroom. (M.T.)
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(M.T.)
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Appendix L: Teacher age distribution — A histogram
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