CHAPTER ONE
THE RESEARCH PROBLEM

1.1 Introduction and Problem Background

Since the beginning of the twentieth century, Infation Communication
Technology (ICT) utilization and integration ha®lghlly dominated education,
and has been regarded as a prerequisite for fuguwendwork in modern
societies. However, the use of technological tanlshe teaching process is a
controversial issue that underlies various argumefithis is because the
integration of ICT tools in the teaching practicegggests a crucial change in

teaching. Without which no development in the etiooal process occurs.

Basically, the change resulting from the utilizat@nd integration of ICT tools in
teaching requires, among other things, new knovdedgd competencies that
should be mastered by English language teacheilsnmvate their ways of
teaching. As the United Nations Educational, Sdierand Cultural Organization
(UNESCO, 2002) puts it “the teacher’s mastery ef tiew skills and literacies in
a new pedagogical framework is the key to succesiployment of the new
media in language learning and teaching.” Moreow®r growing global presence
of communication technologies in the learning- ké@g environment has
required evolution in thinking about teaching thegksh language, particularly
since there has been a progressive alignment bettestinological tools and
language teaching for a long time. Technologicallsohave contributed as

teaching tools in second language classrooms tesidigt Kenning (2007).

Many researchers such as Laborda & Royo (2007)Tamd (2002) advocate the
idea of using ICT in teaching languages becausethef facilitating role

technological tools play whether in assimilatingotedge or enhancing the
educational systems particularly in developing ¢oes. Rozgiene, Medvedeva &
Strakowi (2008) argue that due to the intrinsic featurelpnguage itself, both as



a means of communication and an object of acqositteaching languages
requires, among other things, in-depth knowledgéngjuistics, communication

and pedagogy. Consequently, if English languagehera plan to use one or
another form of ICT in teaching English, they neéedjet some basic idea about
what new technologies offer, in addition, teacles® need to develop additional

technological skills.

However, studies have shown that ICT adoption entdaching process is not an
easy task especially in developing countries (Tlakf & Hussin, 2008).
According to Pelgrum (2001), obsession with incogpiag ICT tools in schools
has often taken priority over tackling the impedntse hindering this
incorporation. Researchers agree that despite dbtiye effects and the quality
ICT adoption adds to teaching (Goktas, Yildirim &dirim, 2009), obstacles of
different kinds take place when attempting to iraég ICT in the teaching
practices, specifically in the classroom (Becta,0320 Bingimlas, 2009;
Buckenmeyer, 2008; Ertmer, 1999; Pelgrum, 2001; k& Abu Bakar, 2006;
Wee & Abu Bakar, 2006). To illustrate, some resears propose different

classifications to these obstacles as it appedosvbe

Classification of Obstacles

Although research has shown that ICT can be intedranto the teaching
practices to support teaching and enhance studewtsevement (Mostert&
Quinn2009), many obstacles have often stopped ¢escfrom using ICT
effectively in their teaching practices. Diversetsseof taxonomies and
classifications of obstacles that hinder teachewvsfintegrating ICTs in their
teaching practices have been used by researchd#rsaasiBecta, 2003; Bingimlas,
2009; Ertmer, 1999; Pelgrum, 2001; & Rogers, 2000.

To elaborate, Ertmer (1999) classifies these olestaato first- order (external)
obstacles that deal with time, access, supporguress and training obstacles;

and second- order (internal) obstacles that dethl attitudes and beliefs. Rogers



(2000), classifies them into internal and exterolastacles. He considers those
caused by teachers because of their negative gemcgpand lack of competencies
as internal obstacles, and those imposed on teadhem the surrounding
environment as external obstacles. Pelgrum (200ides$ them into material and
non- material obstacles; the British Educationamn@uunications and Technology
Agency (Becta, 2003) classifies the obstacles t© #doption as Teacher-level
obstacles and School-level barriers; Bingimlas @0fassifies them in terms of

accessibility (availability), competence and coefide.

It is worth noting that despite the different cifisations of the obstacles to ICT
utilization and integration in different countriestudying the obstacles
encountered by Palestinian English language teachéheir teaching practices is
of paramount importance. In the current study, rksearcher chooses to study
external obstacles related to availability, acd®btyi, and competence because
she believes that if these obstacles are overcdesghers will gain the
confidence to start experimenting and integrati@J Itools in their teaching
practices. This in turn will affect the quality &faching on the one hand, and add

to teachers’ professional development on the dthad.

1.2 ICT Context in Palestinian Public Schools

Notwithstanding the augmented deliberation of thaistry of Education &

Higher Education on integrating ICT in educationd gorimarily in teaching

English (MoHE, 2008), it is surprising that solétresearch has actually been
conducted on using ICT tools in the teaching precesether inside or outside
the classroom, especially from the perspectiveErajlish language teachers in
Palestine. ICT research in the Palestinian edutaltisetting is especially scarce
and mainly focuses on the attitudes of teacheisnglish as a Foreign Language
(EFL) in Palestinian schools towards the use thepzder or the internet in

teaching English as in Al-Sharif (2003) & KabilanRajab (2010). However, the
integration of ICT tools by English language teashend what really stops them



from practically adopting ICT tools in their teasbi practices require careful

investigation.

It is noticeable that the use of ICT tools is siil its formative stages in a
developing occupied country like Palestine. Accogdito the Education
Development Strategic Plan (2008-2012: 49), parthef commitment of the
Ministry of Education and Higher Education (MoHE) iPalestine is the
utilization and integration of ICT in the educatigmocess. The Ministry of
Education & Higher Education envisions “the expansof the utilization of

information and communication technology in edwratat all levels” as a facet
of the Palestinian Reform and Development Plan (PRDP) chfcation. The

MoHE’s policy draws heavily upon accomplishing dtyaleducation and

equipping teachers with the necessary skitid knowledgéo meet the challenge
of rapid technological production in this compettiworld through the teacher
professional plan (MoHE, 2008: 53).

In line with the MoHE’s educational policies, soméiatives and projects in the
fields of e-learning and ICT for education havesrbdaunched in Palestine in
collaboration with foreign countries, which are gllided by the Palestinian
Education Initiative (PEI, 2005), Towards Electoialestine (TEP). The main
aim of the initiative is to transform teaching ahsols into an information society
(United Nations, 2007). To illustrate, some of tingiatives that have been
launched are: Support to the Palestinian EducaBgstem (SPEP) in 2005 in
collaboration with the lItalian government (UNDP,08). Model School Net

(MSN), a USAID- funded initiative, which has beset by the AmidEast
institution in 2007 and whose main focus is to digwyea school improvement
network that will serve as a model for basic edocain Palestine according to
America- MidEast Educational & Training ServicesMIDEAST, 2011) and was

implemented in (40) public school only in four dists in Palestine; E-learning
Curriculum in Palestinian Primary and Secondarydation in collaboration with

the Belgian government in 2009 (PZA, 2010).



However, Shraim & Khlaif (2010) state that the poe projects have only been
implemented successfully in universities and pavathools, whereas such
projects were implemented in very few numbers dbligpuschools such as the
(MSN) and the rest of schools are still waitingo connected to the internet, or
were halted because of political or financial issuEhis situation was previously
elaborated by Wahbeh (2006) who found that only4Rbf public Palestinian

schools were connected to the internet and (40%h)eoschools house computer

labs.

Still, teachers are required to utilize and intégrbCT tools in their teaching
practice in line with the Teacher Development RIBDP, 2008-2012) as part of
their qualifications. However, this provokes theegu are such requirements
supported by Leadership with enough infrastrucfaeglities, training, finance

and technical support. Based on the researchepsriexce as a teacher for five
years, and through asking other English languagehtss from different schools
during the General Tawjihi exam, teachers stat¢ i@ support they receive
confines to receiving official documents every yesmking them to attend a
generic optional course, International Computervidg License (ICDL), for

those who do not know how to use computers, anadeéésachers should not

complain from lack of knowledge or skills.

Therefore, the scarcity of information on the usel antegration of ICT by
English language teachers, and the obstacles tbattsem from successfully
utilizing and integrating ICT tools in their teanlipractice are the main stimuli

for the current study.



1.3 Statement of the Problem

This study is confined to investigating the currefistacles to utilizing and
integrating Information Communication TechnologZT) in Palestinian Public
schools in the tenth, eleventh and twelfth gradeshfEnglish language teachers

perspectives in the districts of Ramallah & Al-Birédebron and Tulkarm.
1.4 Research Objectives

The objectives of the study are:
1. To find out the extent to which English languagecteers of the 1) 11", &
12" grades use ICT tools in their teaching practice.

2. To find out the obstacles that prevent English luegg teachers in the "0
11", & 12" grades in Palestinian Public schools from utiligimnd
integrating ICT tools in their teaching practice.

3. To study some predictors that may affect the extenthich teachers utilize

and integrate ICT tools in their teaching practice.
1.5 Research Questions

This study tries to answer the following questions:

1. To what extent do English language teachersi®fitf, 11", and 13' grades

use ICT tools in their teaching practice?

2. What are the obstacles to utilizing and integrati@d tools in the teaching
practice in Palestinian public schools from Englishnguage teachers’

perspectives?

3. Do English language teachers in th& 101", and 13' grades in Palestinian
public schools differ in their responses to thetatles’ presence due to gender,

expertise (practical experience), and educationalifications (degree)?



4. Do English language teachers in thé"101", and 13' grades in Palestinian
public schools differ in their use of ICT tools aoding to:

a: the availability and accessibiliog ICT resources in their schools,

b: the number of training courses they received ggevice i.e. at the university,
c: the number of ICT training courses they attenisledservice i.e. provided by
the Ministry of Education?

1.6 Research Hypotheses

Since the third question lends itself more easilgtatistical manipulation through
forming hypotheses, three null hypotheses are fdrineanswer itstatistically.
These are:

1. There are no statistically significant differen@s@<0.05) in the means of
teachers’ responses to the obstacles’ presence deachers’ gender.

2. There are no statistically significant differen@s(©<0.05) in the means of
teachers’ responses to the obstacles’ presencetalueachers’ practical
experience (expertise).

3. There are no statistically significant differen@s(©<0.05) in the means of
teachers’ responses to the obstacles’ presenceaodteachers’ educational
gualifications (degree).

1.7 Purpose Statement

The purpose of using both quantitative and qual#amethodologies in the

current study is to first gather information abdbe real situation of ICT

utilization and integration in Palestinian publichsols, the participants and the
obstacles towards ICT utilization and integratioonf the wider number of

population through using a questionnaire. Therglatorate on the information
gathered, face- to- face interview is developedetiasn the questionnaire
domains to gain in depth understanding about IGE&gmation in the teaching

practice of the English language teachers and reap® aspects that the
guestionnaire might miss.



1.8 Significance of the Study

The importance of this study stems from the imgooee given to ICT utilization
and integration in education nationally with a gnogvfocus on schools. Since
many attempts and projects have not thoroughlyesdmd in adopting ICT in
teaching, investigating the real circumstances @T lintegration in teaching
English in Palestinian Public Schools, and studyhmg obstacles that contribute
to the incomplete success to the utilization antégration of ICT in teaching
English as a main means of communication may aSsiglish language teachers
to overcome these obstacles, and be successfuleasiags ICT in their teaching
practice. Likewise, teachers may gain insights batware the best enablers of

integrating ICTs in their teaching practice.

Moreover, the study derives its importance fromaittempt to answer the study
guestions whose results may be beneficial to poling decision makers to

constructively support English language teacherd,a the same time, make the
necessary changes needed for the successful imoegod ICTs in the Palestinian

English curricula. Finally, and based on the redears survey of the literature,

this is the first study that deals with ICT utiliman and integration by Palestinian
English language teachers and the obstacles they fa the 16, 11", & 12"

grades.
1.9 Research Limitations

First: Humanistic limitations: the study is limited bg sample that represents the
English language teachers in the districts of Rihat. Al- Bireh, Hebron and
Tulkarm. The sample does not include all the citrethe West bank and Gaza
because of the difficulty in reaching these largegyaphical locations.

Second: Time limitations: The study is limited to the sadosemester of the
academic year (2010/ 2011) in which it was condlicte

Third: Limitations related to internet connectivity. Theegtionnaire items that

ask English language teachers about ICT toolsréuatire internet connection are



limited to schools which house internet connectidrether with limited access or
easy access and which constitute (28.5%) of thbyssample.
1.10Research Postulations

1.  The study tools are valid and reliable.

1. Respondents’ responses to the study tools are valid

2. The results are trusted and objective.

1.11 Definitions of the Terms

Information Communication Technology (ICT): According to Tinio (2002),
“ICTs stand for information and communication teclugies and are defined as a
diverse set of technological tools and resources] us communicate, and to
create, disseminate, store, and manage informafibese technologies include
computers, the Internet, broadcasting technolo@iadio and television), and
telephony”.

ICT literacy ( background knowledge): The ability to responsibly, creatively,
and effectively use appropriate technology to comicate; access, collect,
manage, integrate, and evaluate information; spfeblems and create solutions;
build and share knowledge; and improve and enhkeaereing in all subject areas

and experiences (Hastings, 2009).

Procedural Definitions

ICT Integration: Teachers’ full access and use of ICT tools to echamd assist
the language learning- teaching process insidecthgsroom (i.e. in teaching
English inside the classroom).

ICT Utilization: Partial use of technological applications to dstachers in

their teaching practices outside the classroom {inethe administrative tasks
related to teaching English that are conducteddrithe classroom).

Obstacle Any factor that prevents or restricts teachetsization or integration

of ICT tools in the learning- teaching processhaf English language.



10

CHAPTER TWO

THEORITICAL FRAMEWORKE & LITERATURE REVIEW

2.1 Theoretical Framework

Prior to delving into the discussion of the litena review about ICT utilization
and integration in teaching English and the obstatbwards this process, it is
essential to present a historical review of ICTlanguage teaching to illustrate
what is meant by ICT in teaching English from omespective, and to shed light
on the different stages of ICT development in te@aghEnglish from another.
More importantly is discussing the interplay betwésnguage and ICT tools that

make ICT integration in the language classroomasamount importance.
2.1.1 Historical Review of ICTs in Language Teachim

According to Rozgiene, Medvedeva & Strakova’ (20@8¢ role of technological
tools, the scope of activities and techniques effeand the degree of application
in the language-teaching syllabus, have underganarder of changes alongside
the evolution of technology. First, the computeferd educators immense
possibilities and has been widely used in languagehing (CALL- Computer-
assisted language learning). Originally, the compuas used as a vehicle for
delivering instructional materials to the studemioétly through drill and
practice), the so-called ‘computer as tutor mogkich assumed the role of a
stimulus in language learning. Moreover, the compunay rather give the
teacher an instrument to guide learners to usederstand the language through

spelling and grammar checkers, desktop editingraros.

The next step in the development of the ICT-baseduage teaching was made
with the emergence of Hypermedia, i.e., multimeckaources, such as text,
graphics, sound, animation, video linked togetfieese provide a more authentic

learning environment where listening is combinedhwseeing and language
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skills, reading, writing, speaking and listeninge @asily integrated. (Rozgiene,
Medvedeva & Strakova’, 2008; Warschauer, 1996)

Warschauer (1996) argues that the appearance a&Yéhegives rise to the use of
the Internet in communication and learning. The erdmét-mediated

communication allows users to share not only bmefssages, but also create
lengthy documents - thus facilitating collaboratweting. Furthermore, users can
share graphics, sounds and video. Even more ciycising the Internet, users
can search through millions of files from aroun@ torld within minutes to

locate and access authentic materials (newspapgkmegazine articles, news
broadcasts, movie reviews, or books excerpt), t@y use the Web to publish
both texts and multimedia materials to share whikirt partners, classes or the
general public. In other words, the Internet haelpsate an environment where

authentic and creative communication is integratealall aspects of the course.
2.1.2 Teaching with Computers and the Internet

Tino (2002) shows how different ICT tools can bs&ed in teaching. These
include: presentation, demonstration, and the maaijon of data using
productivity tools; use of curriculum-specific ajgaltion types such as
educational games, drill and practice, simulatidngrials, virtual laboratories,
visualizations and graphical representations oftrabs concepts, musical
composition, and expert systems; use of informasiod resources on CD-ROM
or online such as encyclopedia, interactive magkalases, electronic journals

and other references.

Becta (2003) illustrates some benefits of ICTstéachers which are: ICT makes
it easier for teachers to give instant feedbacketoners as they are working;
presentation software enables teachers to show wigeamically — for example,

when showing suffixes joining with root words; ¢lar direction is reduced and
pupils’ control and self-regulation increased; I€dn act as a catalyst to bring

about change in teachers’ thinking and practice.
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According to Kumar and Tammelin (2008), the usel©f-based tools in

language classrooms gives teachers the opporttmitytor their learners more
effectively by having the ability to provide inddaal and personalized guidance
to the learners. Through the use of several meddieavideo, authentic contexts,
and real-world experiences, teachers expose laeguearners to different

learning styles which in turn help them to assiteildne content according to their
needs. Kumar and Tammelin (2008) assert that ieradled learning environment
that uses ICT tools, it is easier for the languagachers to use different
approaches with students and accommodate diffdesmhing styles and the

different needs of fast, slow, or handicapped lagguearners.

It is appealing to say that the use of any of thiesdnologies in the English
language classroom will bring life to it by enalgliiearners to cope with a variety
of skills without boredom. Learners will be intrically motivated to learn the
language of the computer and the internet whichsgmsrapidly. More
importantly, curiosity, questioning, critical thimg are among the conspicuous

consequences of this integration.
2.1.3 The Interplay between ICT and Language

Kenning (2007) argues in her book that since laggua human beings’ main
means of communicating, it is unconceivable thaiglege could be left
untouched by changes that affect communication. @be adds that with the
spread of digital technologies, the integrationnddérmation and communication
technology (ICT) has almost become a kind of mamgberative and should

reflect the profound changes in language.

Kenning (2007) also encourages taking advantagehe$e technologies to
enhance teaching and learning, and, of cours@jde fearners’ achievement. The
interaction between ICTs and language is one aspécthe pedagogical

exploitation of the technological developments.nirranother perspective, ICTs
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influence language learning indirectly through thienpact on communication

and on language.

By the same token, Warschauer (1996: 86) argues “thave are to fully
understand the interrelation between technology dadguage learning,
researchers have to instigate the broader ecologpedext that affects language

learning and use in today’s society, both inside @mside the classroom.”

Inevitably, with the political, economical, cultiirand social changes that prevalil
in the modern world today accompanied by the telduical revolution, language
discourse is greatly affected basically in a depelg country like Palestine
(Zureik, 2006). Sasseville (2004) demonstrates bexts from pedagogical and
educational publications make use of figures ofespethat highlight the
inevitability of social change and transformativeyer of technology. ICT is said
to be revolutionary, its power is deemed limitleasd its use in education is
unavoidable. Admittedly, the interplay between laeqge and technology is
unavoidable and unquestionable. However, perceptioh the impact of
technology, Kenning (2007) continues, are not imentm the fallacy of 20/ 20
hindsight. She argues that whatever pedagogical itiseas put to, the language

lab revolution could not have changed the whollfluage education.

2.1.4 The Relation between ICT, Language and the

Communicative Approach

When talking about ICT integration in teaching Hsiglin the classroom, the
communicative approach is the best that descriimbénefits resulting from such
integration. According to Freeman (2000), the cphaé# ICT is communicative

and interactive. Freeman’s rationalization of wigf$ are used in teaching the
English Language is twofold: firstly, language innamunication is used to
accomplish some functions; and secondly, commupitas a process to convey

the relevant meanings.
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The underlying presumption is that language isclmmmunication. The goal of
language teaching then is to achieve communicativepetence (Hymes, 1985).
This means that not only linguistic elements arpdrtant, but more important is
how people use language to communicate, whom taksfme what to say, when
to say, how to say, and where to say something.ef®o@l986) divides the
chronology of human communication into four erasriting, printing,
telecommunication and interactive communicationthwielecommunication
covering one-way, one- to- mass media like radim &nd television, as well as
the telegram and the telephone, whereas interacivemunication refers to
newer developments with two main characteristiosnes degree of interactivity
resembling a two- person, face- to- face conveysatind the ability to exchange
a special message with each individual in a latgkemce. In other words, Rogers

(1986) distinguishes between traditional and modesthods of communication.

The Communicative approach as Richards & Rodge®®1(R put it has four
characteristics in terms of language use. Firgiguage is a system for the
expression of meaning. Second, the primary functainlanguage is for
interaction and communication. Third, the structuwfe language reflects its
functional and communicative uses. Finally, thenany units of language are not
merely its grammatical and structural features, dategories of functional and
communicative meaning as exemplified in discoulrsterestingly, the Palestinian
English curricula, English for Palestine, is basadthe notions and ideas of the
communicative approach which in turn enhance cohation and interaction in a
rich learning environment that emphasize authemticf the learning- teaching

process that could be achieved through the usémf |
2.1.5 Theories Related to ICT Integration

To illustrate the ICT integration process in teadhithe researcher has referred to
three theories that extensively deal with the irdégn of technology in
education. Rogers & Shoemaker (1971) show theestafthe diffusion process
over time. Rogers (1995) adds that five attribstesuld exist to apply ICT tools
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in instruction. Whereas, Ely (1990, 1999) put eigbmditions to successfully use
and integrate technology in teaching.

2.1.5.1 Diffusion of Innovations Theory

The adoption of a particular ICT- based technolmygffected by a number of
variables. Rogers & Shoemaker (1971) illustratepitoeess of diffusion by which
an innovation is communicated through certain ck&nover time among the
members of a social system. They define diffusian aa special type of
communication concerned with the spread of messtg¢sare perceived by the
individual or other unit of adoption as new ide&®otential adopters of a
technology progress over time through five stagethe diffusion process. These
are:

1. Knowledge:potential adopters become aware of an innovatohh@ave some
idea of how it functions. In other words, they le&ow to use it.

2. Persuasion potential adopters form favourable or unfavousapérceptions
toward the innovation which means that they haveetpersuaded of the value of
the innovation.

3. Decision potential adopters engage in activities that lead choice to adopt
or reject the innovation.

4. Implementation: potential adopters put an innovation into use.

5. Confirmation: potential adopters evaluate the results of anvation, and
since they have already made the decision to usmrayvation, that decision

should be reaffirmed or rejected. The focus ishenuser or adopter.

Through their conceptual model, Rogers & Shoemék@r1) connect the whole
process of diffusion with the time element. Thdysirate that diffusion takes
place over time with innovations going through ewsl gradual growth period,
followed by dramatic and rapid growth, and thenradgal stabilization and

finally a decline.
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Rogers & Shoemaker (1971) hypothize that indivislwaho are risk takers or
otherwise innovative will adopt an innovation earliin the continuum of
adoption — diffusion process. Accordingly, whatedgtines the rate of adoption
of any new technology is whether it shows the attarétics of an innovation or

not as perceived by the members of a social system.

Rogers (1995) demonstrates five attributes uporthwtiie use of an innovation is

determined. These are:

1. Relative advantages the degree to which an innovation is perceivetetter

than the idea it supersedes.

2. Compatibility is the degree to which an innovation fits in ocasnpatible with
the circumstances into which it will be adopted.isTiphase highlights the
importance of the technical support that should abeailable upon teachers’

request to implement ICT integration.

3. Complexity is the degree to which an innovation is perceivedlifficult to
understand and use. This greatly connected withitigawhich is a crucial step to

overcome this complexity.

4. Trialability is the degree to which an innovation may be expanted with on

a limited basis and this includes the availabiityesources.

5. Observability is the degree to which the results of an innovasianvisible to
others.

This theory is relevant to this study for a numbkreasons: first, it addresses the
process of innovation diffusion showing the stagfesdoption over time. Second,
it shows conceptually how each stage is interrdlédethe other. Moreover, the
theory implies how teachers come to make a decisioether to adopt or reject
integration of technology. In other words, it faneachers’ perceptions of ICT

integration.
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2.1.5.2 Ely’s Eight Conditions

According to Ely (1990, 1999), the successful impdatation of the integration
of innovations in teaching is conditioned by eigfiterrelated conditions. These

are:

1. Dissatisfaction with the status quo Things could be better. Others seem to
be moving ahead while we are standing still. In¢heent study, dissatisfaction
is based on the Ministry of Education vision tolime ICT tools in teaching as a
form of reform for the inherited educational system

2. Knowledge and skills exist Knowledge and skills are those required by the
ultimate user of the innovation, teachers in owecaWithout them, teachers
become frustrated and immobilized. Training isaliyua vital part of most
successful innovations.

3. Availability of resources Resources are the things that are required t@ma
implementation work-the hardware, software, audioal media and the like.
Without them, implementation is reduced.

4. Availability of time: Time is necessary to acquire and practice kndgde
and skills. This means good time, "school” timad anot just personal time at
home.

5. Rewards and/or incentives exist An incentive is something that serves as an
expectation of a reward- a stimulus to act. A nelviss something given for
meeting an acceptable standard of performance. ihisovided by leadership
represented by administration at schools and als®irectorate of Education.

6. Participation: This is shared decision-making; communication agnall
parties involved in the process or their represdams.

7. Commitment: This condition demonstrates firm and visible ewicke that
there is endorsement and continuing support foirthevation. This factor is seen
most frequently in those who advocate the innowadiod their supervisors.

8. Leadership: This condition highlights the parties involvedthe success of

ICT adoption. In the current study, these partiesrapresented by Ministry of
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Education & Higher Education, Directorates of Edimg supervisors, and

principals

It should be noted that if Ely’s conditions to I@fiplementation exist, they will
not be considered as obstacles. On the contraey, Will be facilitators and
enablers to ICT utilization and integration in teaching practices. However, the
absence of any of them may hinder the integratrocgss. More importantly, the
above conditions are interrelated and progressiemgawith the nature of
technology which demands long satisfaction of thesas to be able to cope with
the accelerating advancements of technology. Etgeditions are used as a
model in Baltaci- Goktalay & Ocak (2006). The resbars investigate the factors
affecting the adoption of online technology by fiagumembers in higher
education in Turkey using Rogers (1995) model ofoiration theory. Baltaci-
Goktalay & Ocak (2006) then use Ely's conditionsfadslitators of technology
integration linking each condition with each otlsbowing that if the process of
technology adoption to be achieved, these conditgould be fulfilled through
collaboration among all the responsible partiese Tésearchers conclude with
placing great importance on staff development whstiould be an important
consideration when implementing any innovation. &wer, the researchers

stress the importance of financing in the impleraganh of technology initiatives

Ali, Nor, Hamzeh & Alwi (2009) explore qualitativelthe conditions that
facilitate the implementation of ICT integration Malaysian Smart Schools.
Based on Ely’s (1990, 1999) conditions, the redeasccome out with two sets of
conditions: first, the essential conditions whicitlude the availability of ICT
resources and ICT knowledge; second, the supportorgitions and these
include accessibility to ICT resources, existentesupport, desire to change,
influence of external factors, and teachers’ commaiit to the innovation. Al
Nor, Hamzeh & Alwi (2009) also illustrate the prebis that teachers encounter
during the process of ICT integration in secondanyools which are mainly the

time factor and technical malfunction. The researshutilize Rogers’ (1995)
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“Diffusion of Innovation Model” as a theoreticalainework to discuss and put

forward clearer image of ICT integration in MalaysiSmart Schools.

In the current study, the Diffusion of Innovatidreory is used to clarify the steps
of ICT integration that English language teachéeutd go through to utilize and

integrate ICT tools in their teaching practiceeefively.
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2.2 LITERATURE REVIEW

Introduction

To examine the current obstacles to ICT utilizataord integration in Palestinian
schools, the body of literature presented in thiseaw explores some studies that
shed light on ICT utilization and integration irathing English, in addition to
studies dealing with obstacles to ICT utilizationdaintegration in teaching

English in specific and in education in general.

2.2.1 Studies Related to Obstacles to ICT Utilizash and
Integration in Education in General

Notwithstanding the fact that many studies provat tthe utilization and
integration of ICT in teaching are greatly beneficthis process is not resistant to
problems. According to Marriot & Torres (2009), @dusurrounds teachers’
actual use of ICTs in their teaching practices desgl the attempts of schools to
integrate ICTs in classes. Research shows somehadet obstacles in the
educational systems in some countries, whether lolevwg or developed

countries.

One of the controversial issues towards ICT utilmaand integration is teachers’
technology background knowledge. Hew & Brush (200i8g a descriptive
approach to discuss the knowledge gaps when irtegreechnology into K-12
teaching and learning. They base their argumentthen analysis of related
research in the United States and other counffies.researchers conclude that
teachers need to acquire basic technology skifisréenoving towards adopting

constructivist teaching practices with technology.

Accessibility to infrastructure facilities is anethcritical point for emphasis to
pave the way for the utilization or integrationlGfT tools in the teaching process.
Pelgrum (2001), in a worldwide survey among schéolis 26 countries, reveals

that the most frequently mentioned problem of iraéigg ICT in education is the
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insufficient infrastructure facilities. This is emdd by Williams, Coles, Wilson,
Richardson, and Tuson (2000) who uncover that dichavailability of ICT tools

lead to problems in classroom management and @a@om of resources.
Besides, Pelgrum (2001) finds that teachers’ ingefit knowledge is the other

major obstacle to ICT integration in schools.

A contradictory viewpoint to Pelgrum (2001) is preted by Cuban, Kirkpatrick
& Peck (2001) who use a qualitative methodologye Tésearchers assume that
the mere availability and accessibility to softwarel hardware hardly ever make
teachers prominent users of technology in theirchis practices. Their
assumptions are examined in two high schools |dcaé the heart of
technological progress, Northern California's $iticValley. Contrarily, they
assert that the major barriers to technology adapdire time and training which

is too generic and is rarely specific to the nedfdbe teachers.

The National Education Association (NEA, 2008) destmtes quantitatively
that accessibility to ICT resources does not negdgsassure the integration of
these tools in teaching. A survey is administeted(1,923) public school
educators shows that although all educators inipgbhools have some access to
computers and the Internet, very few assurancegiaea on teachers’ ability to
use technology effectively for teaching. The assitmn emphasizes the
importance of training following a systemic apptoaas a prerequisite for the

movement toward full integration of technology @athing.

When trying to explore the barriers to adoptinghtesfogy for teaching and
learning in Ball State University, located in Muacindiana, Bulter & Sellbom

(2002) find that teachers’ ICT literacy, regardibhgckground knowledge and
skills required, is not an obstacle to technologpmion. This is because the
majority of the participants consider themselvepragicient or very proficient in

older technologies (chalkboards, overhead projset@and newer technologies
(whiteboards, computers, word- processing, e-mad bBrowsing the internet).

Consequently, they do not consider training asradvao technology adoption.
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However, they find that reliability problems (safetnodes, compatibility
software, slow internet access and out- of- daféevaoe) are major barriers.
Another major barrier is the time which teachersngpwhen using technology in

the teaching process.

Bebell, Russell, and O’'Dwyer (2004) discuss theultssof several surveys
regarding teachers’ use of technology. In 2000, thwtional Center for
Educational Statistics (NCES) reports that althotighvast majority of teachers
are using technology for some aspects of their gggdbnal activities, non-
instructive technology uses were pervasive. Assalt®f the Teaching, Learning,
and Computing (TLC) survey, that has been conduatéti998), 29% of the U.S.
surveyed teachers report that they do not reqhe students to use a computer
even once during the (1997-1998) school year. @gdhteachers, even three-
fourths report that they do not use technologytifiemselves for non-instructional
purposes (Bebell et al., 2004). As a result, theeligment of personal computer
skills is essential and must occur before teackees comfortable integrating

technology into the classroom.

In addition to the previously mentioned issueschess also need certain support
to effectively integrate ICT in their lessons. Aading to Wong (2000), the most
common problem a teacher faces when conductingCanldsson is students
encountering technical problems. It is therefonecial to provide teachers with

technical support, especially support in troubleeging ICT-related problems.

Jenson, Lewis & Smith (2002) investigate the rdlprofessional development in
the implementation of computer technologies in @araschools. Their study is
conducted over two years making the human aspedbdal point. A team of

researchers visit 30 schools and 18 school districtfive Canadian provinces.
Interviews with teachers, technical support stafid administrators are used
aiming at documenting the difficulties, questioasd possibilities participants
encounter while making use of computer technologreshe classroom. The

researchers list numerous barriers that teacheng ecross during the process of
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computer use in their classes as limited equipmieatjequate skills, minimal
support, time constraints, and the teachers’ owek & interest or knowledge
about computers.

Aduwa-Ogiegbaen & lyamu (2005) discuss the effatsiICT usage and the
obstacles to ICT integration in the secondary skshwoNigeria. The researchers
assert that the obstacles that block the adoptid@™D in secondary schools and
hinder their country from being on the correct kratong with the digital divide
are: high cost of computer hardware and softwaradequate funds needed to
provide furnitureand high-tech equipments; weak infrastructure, laickuman
skills and knowledge in ICT; lack of relevant sodiw as the major stumbling
block of the adoption of ICT in secondary educationNigeria. Finally, they
conclude that access to the Internet is limitedabse of the high cost of

subscription to the Internet impoverished secondahpols in Nigeria.

Akbaba-Altun (2006) discusses the complexity of mohg and integrating
computer technologies into the centralized Eduoasgstem in Turkey. The
researcher collects data from seventeen schookipais, fifteen computer
coordinators, and one- hundred and fifty one elé¢argneducation supervisors.
Semi-structured interviews and a survey are usesbasces of data collection.
The results illustrate that the main areas of diffy are infrastructure facilities
including small classrooms, large number of stusletdck of equipments,
security problems, breakdowns and lack of fundiagrhaintenance problems.
Personnel problems that imply in-service trainingd aheavy download for
computer coordinators, lack of training, interestl anotivation for teachers. The
study also reveals problems in curriculum in terofs design, materials,
assessment, and delivery of instruction. Administsea complain from the
responsibility, anxiety and the conflicting rolemused by the inclusion of the new
innovations into the teaching process. Supervislaranot consider themselves
competent enough to be able to supervise sucheslasxl raise problems such as

having limited computer experience and not praagj@omputers sufficiently.
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Bingimlas (2009) presents a literature review tdedwine the obstacles that
teachers encounter during ICT integration in tiseinools in Saudi Arabia . The
researcher summarizes the following barriers: latkaccess to hardware and
software, resistance to change, lack of time, tsdkaining, and lack of technical

support. However, the researcher does not invéstiginese barriers

recommending further investigation of them. Instethe researcher concludes
with classifying the major barriers to ICT integoat into three main components
which are: lack of confidence, lack of competeand lack of access. Moreover,
Bingimlas (2009) considers not exploring poor adstiative support and poor

school funding as a limitation of his study whigguires future investigation.

Almekhlafi & Almeqgdadi (2010) investigate teachepgrceptions regarding
technology integration in the United Arab Emiratehool classrooms using a
mixed methodology. They conclude that teachersaih Imodel schools where
they conduct their study have good ICT competeragsintegrate different ICT
tools in their classes’ activities. Teachers highdéyceive their usage of ICT tools
such as different software, transparencies, OHRfsmand the internet in the
classroom. However, the results indicate that thera significant difference
between males and females in their integratiorCaf tools in the classroom. The
mean score for female teachers’ use of ICT too(drs 4.4), while that for male
teachers is (M= 2.5). Quantitative data resultgsupthis result by showing that
female teachers have more experience, familiakhgwledge of technology
resources and applications than males. Other dbstahat are perceived by
teachers are time as a major obstacle , lackagfitlg and dependence on self-
learning, in addition to lack of awareness of tpartance and benefits of ICT
tools for the teaching process, large numbersuafestts, technical problems, and
inavailability of hardware due to their high cos¢ anain problems that passively

affect the process of integration.

Zhao & Bryant (2006)examine qualitatively if trained teachers on texbgy
integration can reach high levels of technologegnation in their instructional

practices, and how trained teachers perceive téopwpdraining and how it
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affects their teaching. Participants in this stumhg classroom teachers who
successfully complete this statewide curriculumeldasechnology integration
training in the past three years at one of therl3®¢h training centers or via
district sponsored staff development. Data analygi®ws that technology
integration training is effective at the basic levrit training alone cannot lead to
higher levels of technology integration in instiant Although technology-
training opportunities become widely available @adhers, this study indicates a
need for more post training or one-on-one mentoBrperiences in order to
better support teachers’ integration of technologyloreover, teachers list a
variety of factors that affect whether and how theguld use technology
routinely in the classroom. These include technplagcess, integration support,

time constraint, and curriculum coverage.

Al-Jaraideh (2009) describes the factors affediiigrmation and communication
technology integration in Jordanian secondary pubhd private schools. He
applies a questionnaire to 360 teachers of Enghdaths, & Science in the
Amman area. The researcher uses mixed methodolmgyoriduct his study.
Quantitative results indicate that time relatedtatlss, training and insufficient
equipment as major barriers that hinder teacheosn fintegrating ICT in
Jordanian schools. However, teachers do not eneouethnological skills
obstacles because they received training from theisily of Education. In
addition, qualitative results reveal that teachefsw administration and

leadership related obstacles as the least onesgpotiber obstacles.

Ismail, Almekhlafi, & Al- Mekhlafy (2010) examineh¢ perceptions of both

teachers of Arabic and teachers of English aboaitube of technology in their

classes in the United Arab Emirates (UAE) schoble researchers use a mixed
methodology approach where (342) teachers of Hngisl Arabic languages in

five emirates participate in the study. Resultsidaté that lack of time as the

major barrier acknowledged by teachers of both iEhgind Arabic. By contrast,

teachers highly outlook their technological competes and considerhé

deficiency of knowledge and skills in technologytegration as the least
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important barrier they may face with a mean scamging from (M= 3.7 to
M=4.5). However, qualitative data reveals that dtesfhe high perceptions of
teachers of their competencies to integrate tedgyoin their classes, teachers

need more workshops and training in using certaphisticated programs.

Hurd (2009) discusses why computer assisted leginmakes so little impact in
secondary education. The researcher reports thinfja of a twenty- year
longitudinal study of computer use in economics hodiness studies in the UK
secondary schools. The researcher presents thenseg the failure of national
ICT initiatives in the UK between (1985-2005) abgct level. In addition to
presenting some of the constraints that teachersuater during the integration
process within the twenty years. Constraints ingludfrastructure facilities,
access to ICT resources, sources of knowledge dnT8e researcher concludes
that despite the national training programs, teachbow little inclination to use
ICT and show reluctance to acquire ICT related Kedge and skills. The overall
use of ICT by teachers in the past twenty yearanemelatively low. According
to Hurd (2009), the reason for this resistance #ed marginalized impact of
computers on subject matter is lack of congrueneevden developers of
software and teachers in the classroom. GovernmarisICT tools to be used in
the classrooms, but with no clear understandingos¥ and no specific policies

for this usage.

Jegede (2009) examines ICT - related behavioutsaaher educators in Nigeria.
The researcher wants, among other things, to fundtlee effect of the age of
educators when interacting with ICT. Through adstaing four instruments to
four hundred and sixty seven teacher educators (B)roolleges of education and
(5) universities for collecting the required datl@e findings of the study reveal

that age does not affect teachers’ competence ssmpattern of ICT.
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2.2.3 Studies Related to Obstacleso ICT Utilization and
Integration in Teaching English

Since one of the main objectives of the currend\sia investigating the obstacles
that prevent English language teachers from utijzand integrating ICT tools in
their teaching practices, it is appealing to preseme of the studies that discuss
some of these obstacles when experimenting witlareety of ICT tools in the

English language classroom.

Samuel & Abu Bakar (2006) examine the situatiorenglish language teachers
in relation to ICT integration in Malaysia, and tiy determine if ICT skills of

English language teachers in the light of the exgsinfrastructure facilities are
adequate to promote English language teachingemrdihg. The sampling frame
of the study consists of primary and secondary aicteachers in three premier
schools in Banting. Over a period of six monthdy(io December 2005), the
researchers conduct face-to-face, and semi stadttterviews with 30-trained
teachers from three schools. They report that altmasthirds of the respondents
acknowledge that their ICT skills are generally p@zcompanied by mean
technical or administrative support. They uncovet teachers of English rarely

carry out ICT integrated lessons.

Samuel & Abu Bakar (2007) conduct another quantéacomplementary study
a year later with the aim of uncovering whethecheas of English have adequate
ICT resources and skills to incorporate ICT toaistéaching and learning in
Malaysian schools. The study is based on the fggliof a questionnaire
conducted over a period of five months betwe&nofl September 2004 to™'1
January 2005. The researchers reveal in theirrfgedthat although a fairly large
number of English language teachers have the reege$ST skills, still the
utilization of available ICT resources is far frobeing satisfactory. For one
reason, schools in Malaysia generally lack ICTasfructure facilities except for
basic resources. For another, training how to implat these tools in teaching is

not enough.
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Thao (2003) studies the contribution of multimetdals to learners of English as
a foreign language (EFL). He argues that desp#eatlvantages of authenticity,
interactivity, various accessible resources, anchlgpations of pictures, sound
and text which multimedia offer in teaching langaaghany language teachers
have not yet maximized their benefits. This is cedble because the study
surprisingly reveals widespread unfamiliarity witBT tools among teachers. It
uncovers that seventy percent of the teachers teedical assistance due to lack
of training in service although they have learnethe computer skills at the

university.

Bordbar (2010) explores the reasons and factors ghimulate high school
language teachers to use ICT in Iranian schoolsalbie examines how teachers
apply their technological experience and knowleiigthe language classrooms in
a way that enhance their professional developmdsing a mixed method for
data collection, the researcher points that thatgse limitation to teachers’ use of
ICT is lack of time. In the second rate of impodarthat pressures teachers not to
use ICT is lack of administrative support. The ing$ rate resources as the last

major barrier which prohibits teachers’ use of ©®ls.

Hussain, Jumani, Sultana, & Igbal (2010) explore perceptions and practices
about information and communication technologiesesching business English
in Pakistan. The researchers aim to show how wsityeteachers benefit from
ICTs by making their English classes more effeciiveaddition to presenting
some of the problems teachers encounter while rmgging ICTs in teaching
business English. Twenty teachers (twelve males eaglt females) from five
different universities located in Islamabad in B&m are chosen randomly using
the snowball sampling to select the participantee Tesearchers use semi-
structured interviews as tools for data collectibhe study gives evidence how
the use of ICTs such as the use of online freenisg courses in their lectures
improve listening comprehension, and how teachiegomes more flexible,
interesting and motivating. This is due to expode®yners to authentic updated

materials which the internet offers. Despite thessitive results of using ICTs in
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teaching business English, teachers report thewolly as problems during the
implementation of ICTs: lack of training on techogical literacy; lack of
pedagogical knowledge; lack of funds and admintiseandifference; uncertainty
and crumpling of network (viruses, hackers, bregkdown during network

teaching).

Maheswari (2010) investigates the importance ofigisinguage laboratories on
improving listening comprehension showing how thesn be an excellent
resource for developing listening comprehension.weier, the researcher
conditions the following as pre-requisites for thse of language laboratories in
teaching listening comprehension to be successful:

* Adequate maintenance and servicing arrangemenéh€es should not only
be aware of the mechanical operation of the equipnteit also of its inherent
methodological advantages and limitations.

» Suitable recorded materials or staff with time,litaes and ability to produce

them should be ready in hand.

Barad (2009) experiments with a variety of ICT ®aleighing extensively on
web resources in teaching the English languagditndture. These tools include
OHP, CDs, DVD, TVs, video, mobile phones, interri#bgs, e-groups, SMSs,
emails, socializing portals, e-dictionaries, e-ahggedia, PowerPoint
presentations, webcasting, and audio-video, ahiteg¢ools have been made in
the classroom. The researcher states that ICT rhpeoved his proficiency in
explaining the restrained mysteries of literatuireces ICT has given him more
time for discussion and explanation. Moreover, riggearcher concludes that the
use of ICT tools outperform the traditional methadsdelivering the required
information to learners because of their ability deal with the individual

differences between the learners.
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2.2.3 Studies Related to ICT Utilization and Integation in
Teaching English

Due to the corresponding association between lg®uand technology
innovations, and the advantageous affordanceseifi¢ld of teaching languages,
different studies have been conducted regardings1@dd their utilization and
integration, to show how the different ICT toolsianstructively add quality to
teaching the English language and positively affesdchers’ professional

development.

Verdugo & Belmonte (2007) come out with interesthegults while examining
the effects that digital stories may have on thelesstanding of listening
comprehension through carrying out a quasi-experiateresearch in six state
schools in Madrid. A pre-post test design is ugethvestigate whether internet-
based technology can improve listening comprehensicEnglish as a Foreign
Language. Findings indicate that the experimentalg outperformed the control
group in the final test administered. The resuttsficm the link between ICT rich

environment and improved language teaching andilegr

Hu (2007) explores the impact of using ICT in improving EsgliReading
comprehension in China. He finds that a technolagly- student-centered
approach enables students to improve their readibdjty more quickly,
efficiently and independently compared with moraditional ways of teaching.
This is due to the interactive constructive envinemt that ICT tools provide
while teaching through exposing the learners tbentic contexts such as reading
up- to- date news in English on the website ofBB& or The New York Times
through online accessibility. Moreover, teachersn garesent full reading
comprehension passages by visiting English Webttédeir students. Hu (2007)
presents his own experience in teaching at theeusity in China of incorporating
ICT asserting the effectiveness of this incorporatin teaching English in
comparison with the old traditional methods. Teaghintensive reading classes

using multimedia enables the teacher to incorporateo and other visual aids.
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Also using video clips and movies spread enthusiasithe classroom while

teaching English reading comprehension.

Noticeably, the importance of teacher training tsgess the needed ICT skills is
a prerequisite for the implementation and successlT integration and
utilization on the one hand, and a requirementHeir professional development
on the other hand. Camacho (2007) provides annenihstructional model for
English language teachers which she carries oungltine academic years 2003-
2004, 2004-2005 and 2005-2006 to train Englishuage teachers on how to use
of ICT by making use of web-based methodology. Ganoé007) uses different
web based straining platforms with specific tragnimodules, a collaborative
environment, and uses different communication t@old resources exclusively
dedicated to teachers aiming at providing new patsges to face the teaching of
English as a foreign language from an innovatingrspective. The
implementation of such an instructional model aghsontributing to enhance
quality standards in the teaching of English asrai§in language through the use

of ICT and to fill the gap of the instructional wksethat digital age teachers need.

Salameh (2010) presents an offline —flash basetbfype system for English
language learners using cell- phones at the Arakrfoan University in Palestine
to enhance teaching English language skills. Tlséesy consists of ten Learning
Objects (LO) constructed using the multimedia appho The researcher bases
his project on the idea that cell phones are thetmadespread devices among
mobile computing devices, and are available in tlamds of almost every
university student. He asserts that the functidiealicell phones are equipped
with including internet access, mp3/mp4 playerjtdigamera, video recorder, in
addition to their ability to run multimedia contennhake them attractive as
educational tools as well. The system was teste@(students enrolled in the
Advanced English spring course in 2009. Initial titeg demonstrates the
efficiency of the system and it is extremely welteived by students. However,

the system works incorrectly or does not work imeocases because of the
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inavailability of newer versions of cell phoneshwéll students due to high cost of

these phones.

Wu (2005) presents a theoretical framework of netvbmsed- language teaching
in Taiwan. Interestingly, the researcher offers egmdagogical implications of
how the internet, asynchronous and synchronousaittien, can best be used in
teaching English as a foreign language. The emsapresented showing how
teachers’ participations can be compared and ictierabetween learners may be
enhanced resulting in improving learners’ languaddls. Instructors from

different countries can collaboratively exchangejguts that are called “Keypal
Exchange projects”. However, the researcher coeslutiat it is difficult for

teachers interested in Keypal exchanges to finccmag classes easily. Two
models of asynchronous communication, Listserv Batletin boards, are also
presented. Emails addressed to a Listserv maisagvlll automatically broadcast
to everyone on the list. Bulletin Board Systems $Brovide a variety of topical

newsgroups and discussion forums in which partidgpaf common interests can
exchange open messages. Also it enables teachéomtepecialized emailing

lists to seek professional solutions if they wanted

Wu (2005) also presents some applications that bmrused by teachers to
enhance teaching language such as multimedia patisenthrough the use of
web sites presenting text and graphics accompdoyedudio, animation, and

video. Dynamic interaction through discussion fosuor chat sessions to their
online courses and receiving feedback. The reseambBo presents some forms
of synchronous interaction such as instant messévi§&l messenger and yahoo
messenger which keep a record of users’ conversatichich in turn make it

possible for teachers to retrieve their own chgt lnother form is the internet
Skype telephony which offers high quality computerediated synchronous
audio- textual communication. Blogs, which are w@lpersonal journals that are
frequently updated, can be easily used to createoli@borative learning

environment in which students can peer edit othpostings. However, not all
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these applications are free of constraints inclgisinainly technical issues, digital

skepticism, time consumption, and incredibilitywedb sites.
2.2.4 Summary of the Literature Review

To conclude, the global obsession with ICT utili@gat and integration in
education directs research towards this movemerduse ICT toolslong with
the English language, the language of power, haea lzonsidered the future of
education in any countryi.he wealthy body of literature presented in thisdgt
aims to highlight two main issues: one issue isttikzation and integration of
ICT tools in teaching English, and the other isdbstacles towards the utilization
and integration of ICT tools both in teaching Esgliin particular and in
education in generaMost of the studies that investigate the integratd ICT
tools in teaching English in this study emphasie fgositive effects of ICT tools
where communication occurs in an interactioniststaretivist environment either
this communication is one- way telecommunication onteractive
telecommunication as Rogers (1986) divides comnatioic. Moreover, the
literature shows how the different language skila be enhanced through the use
of ICT tools and how teachers can become facilisatio the teaching process
according to the modern approaches of teaching.edewy it is worth noting that
these studies and projects are basically conduictaghiversities which offer
better facilities than schools in terms of infrasture facilities, qualified teachers

and professional technical personnel.

The other part of the literature presented in theremt study addresses the
numerous obstacles that affect ICT utilization amegration either in teaching
English or in education which are comparativelyikim These obstacles can be
summarized as follows:

Lack of knowledge and skills.

Poor infrastructure facilities (ICT availability dmaccessibility).

Time related obstacles.

Insufficient training and technical support.

a r~ 0 DdPE

Leadership support related obstacles.
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CHAPTER THREE

RESEARCH METHODOLOGY

3.0 Introduction

This chapter describes the background of the rekedesign, population,
sampling and data collection instruments. In additthe researcher identifies the

procedures used for data collection, study varglaad data analysis procedures.

3.1 Research Design

This is a descriptive study that aims to first istugate the perspectives of English
language teachers of the tenth, eleventh & twejfdides towards ICT utilization
and integration in their teaching practices in Baestinian public schools in the
districts of Ramallah and Al-Bireh, Tulkarm & HelproFurthermore, it aims to
find out the obstacles that prevent those teachens sufficiently utilizing and
integrating ICT tools in their instructional pras either in teaching English or

in their administrative tasks.

The study employs a mixed methodology to achieseaims. The researcher
bases the inquiry on the assumption that a combmatf quantitative and
gualitative data provides a more complete pictuge rwting trends and
generalizations as well as in- depth knowledgehef participants’ perspectives
(Creswell & Clark, 2007). Data has been collectedamgjtatively and
gualitatively. The study begins with the questiarman order to generalize the
results to a wide population, in the second phsej- structured interviews have
been held with twelve teachers chosen from those hdve responded to the

guestionnaire to collect detailed views.
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3.2.1 Population and Sample

The population of this study encompasses all thgli§imlanguage teachers who
teach the tenth, eleventh & twelfth grades in Rades public schools in the
districts of Ramallah & Al-Bireh, Tulkarm & Hebro&ince Palestine is divided
geographically into south, middle and north, threesecher has chosen a city from
each to be representative for the whole populatibRalestine. The population
consists of 388 teachers distributed in (210) skshas illustrated in table (1)
according to the Ministry of Education and HighetuEation Statistics (MOHE,
2010/ 2011). Out of this population, the researchsed a stratified random
sampling due to the large number of the populaioth geographical location and
selected (273) teachers. The distribution of teachppears in table (2) according
to districts, gender, and number of schools. Tmepsa size is determined based

on Yamane (1967) equation:

n=—N (n for sample size, N fopptation= 388, e for precision=0.05).
1+N(ef

The result is (197) which is nearly (50%) of theoplation. However, the sample

size chosen is (273) teachers that is (70%) optplation in order to be able to

gain better results that can be generalized. (Jo&30hristensen, 2000).

Table (1): Distribution of the population according to districts, gender, and

number of schools:

District Number of Female Male Total number of
schools teachers teachers teachers

Ramallah and 110 106 77 183

Al-Bireh

Tulkarm 42 44 36 80

Hebron 58 68 57 125

Sum 210 218 170 388
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Table (2): Distribution of the study sample

District Number of Female Male Total number

schools of teachers
teachers teachers

Ramallah and 74 74 54 128

Al-Bireh

Tulkarm 26 31 26 57

Hebron 32 48 40 88

Sum 132 153 120 273

3.3 Study Variables

The study tackles the following variables:
First: Predictor variables which include:

* Gender.

» Experience and it has four levels: less than a, ykéryears, 6-10 years, 11
years & above.

» Qualification degree and it has four levels: DiplnrBA, BA+ Diploma, MA.

* Number of ICT courses teachers studied in pre-iceifat the university) and
it has five levels: None, one course, two courle®e courses, four courses or
more.

* Number of ICT training courses teachers attendeskmice provided by the
Ministry of Education and it has five levels: Nom&e course, two courses, three
courses, four courses or more.

» Language skill teachers use ICT in most and heslé&vels: None, Listening,
Speaking, Reading, Writing.

* Language area teachers use ICT in and it hasegels: None, Vocabulary,

Grammar, Spelling, Pronunciation, Dictation.
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* Percentage of classes teachers use ICT in per aeékhas five levels:
0%, less than 25%, 25% - less than 50%, 50%-75%keaB5%.

* Availability of ICT resources at school and it Hasr levels: Not available/
present in my school, available but not accessjbé’t use or sign up for)

available but have limited access, available ave le@sy access.

Criterion variables include: The level of responséshe study sample to the

guestionnaire items and the interview.

Table (3) presents a description of the study samgéponses according to its

predictors.
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Variable Category Number
Male 97
Gender Female 124
less than a year 8
Experience 1-5 years 49
6-10 years 57
11 years & above 107
Diploma 15
Education Qualification BA 159
(Degree) BA+ education diploma 33
MA 14
None 110
ICT training courses at the One 62
university Two 25
Three 11
four or more 13
None 81
ICT training courses at work One 66
Two 42
Three 14
four or more 18
None 31
Language skill ICT is used in Listening 93
most Speaking 29
Reading 43
Writing 25
None 32
Language area ICT is used in | Vocabulary 44
most Grammar 51
Spelling 20
Pronunciation 64
Dictation 10
0% 33
Percentage of ICT use per week less than 25% 119
25%- less than50% 51
50%- less than75% 14
above 75% 4
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3.2.3 Instrumentation

This study uses two instruments for data collectmmuestionnaire and an in-
depth interview. Here is a description of both rastents in terms of validity,

reliability and data analysis quantitatively ancbpatively.
3.2.3.1 The First Instrument: The Questionnaire

In order to achieve the study objectives, the mebea has constructed the main
study instrument, the questionnaire, after refgrrio previous studies and
literature review(Al-Jaraideh, 2009; Hastings, 2009; Samuel & Abud&ak007;

Wee & Abu Bakar, 2006). The questionnaire in itsafiscript consists of three

parts.

The first part includes personal information abdle participants (district,
gender, experience, educational degree, numbeCbitriaining courses teachers
attended at the university, number of ICT trainoaurses teachers attended at
work, language skills and areas teachers use ICmastly, and percentage of
classes teachers use ICT in). The second partdeslinformation regarding the
availability and access to ICT resources in thehees’ schools. The second
section uses a four- point likert scale that isduseHastings (2009) to determine
level of accessibility to these resources. Theselr Not available in my school;
2= Available but not accessible (can’t use or signfor); 3= Available but have
limited access to it; 4= Available and have easyeas to it. Definitions of some
new terms that are used in the questionnaire adedado the end of the

guestionnaire.

The third section includes the questionnaire itefiss section has been divided
into five main domains which are:

Domain one: Obstacles related to teachers’ backgrdinowledge and skills

(basic and advanced) concerning the use of ICI§te-17).

Domain two: Obstacles related to infrastructulifties and cost (items 18- 28).
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Domain three: Obstacles related to teachers’ I@hnimting(pre- service & in —
service, items 29- 34).

Domain four: Obstacles related to time allottedr(is 35- 38).

Domain five: Obstacles related to administrativee&nical support (items 39-47).

Responses to the questionnaire items are rateddiwgao Likert scale which

uses five —point fully anchored rating scale ,whatembers are followed by
descriptors, namely: (5)Strongly agree,(4) Agreén, Neutral, (2)Disagree, and
(1)Strongly disagree (Jonson & Christensen, 2000¢. questionnaire is analyzed
using the Statistical Package for the Social S@en¢SPSS). Since the
guestionnaire aims to find out obstacles whichre@ative in nature, all the items

remain negative.

To specify the obstacles encountered by Englisguage teachers when utilizing
and integrating ICT in their teaching practicess tiesearcher has adopted the
formula that has been used in Al- Jaraideh (2008ixhkvincludes the following

intervals:
1I<M<138 very low- level obstacles
1.8<M<2.6 low- level obstacles
26<M<34 moderate- level obstacles
3.4<M<4.2 high- level obstacles
42<M<5 very high- level obstacles

3.2.3.1.1 The Questionnaire Validity

To ensure the external validity of the study questaire, it has been presented to
eight experienced reviewers of different specidires. For further details about
the reviewers please see appendix (1). They havedstheir opinions concerning
each item. Their main comments are taken into denation and they focus
basically on linguistic modifications, changing tharrangement of the

guestionnaire domains or items, deletion of sorest addition of some items,
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addition of definitions of some new terms that ased in the questionnaire and
changing the scale used from a four- likert scale five-likert scale by adding a

fifth choice, neutral.
3.2.3.1.2 Content validity

To ensure the internal consistency of the wholestoienaire, two pilot studies
have been conducted. First, the questionnaire wasnsstered to a sample of
(20) teachers who represent (5%) of the study p@tiom. Second, the
guestionnaire was administered face- to- face erathree language teachers in
Ramallah & Al- Bireh districts to give their opime regarding the clarity of all
the items for them, and if there were other obstathe questionnaire did not
count for. Finally, factor analysis was conductedthe pilot study. Iltems (16, 19,
23, 24, 39) were deleted because they have falelerudifferent factors which
may cause misunderstanding or unclarity of thenohéel meaning of these items.
The final number of the questionnaire items is (Ahe questionnaire in its final

script consists of:

The first part: general information.
The second part: available ICT resources in sch@dalstems) to determine the
level of accessibility to ICT resources.
The third part: the questionnaire items that cdadi®f 47 items divided into five
domains which are:

1. Obstacles related to teachers’ background krdyeleand skills (basic and
advanced) concerning the use of ICT (items 1-17).

2. Obstacles related to infrastructure faciliteesl cost ( items 18- 28).

3. Obstacles related to teachers’ ICT tranining<{jgervice & in — service, items
29- 34).

4. Obstacles related to time allotted (items 35- 38

5. Obstacles related to administrative & technsapport (items 39-47). For

more details about the questionnaire, please ggEndires1&3).
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3.2.3.1.3 Reliability

To ensure the questionnaire reliability, Cronbalgha has been calculated for
each domain separately and for the whole instrurasnt appears in table (3).
Cronbach alpha for the whole instrument in its Ifigeript is (0.936) which is
relatively high. This in turn means according todeh (2008) that the instrument
is reliable enough to be distributed to the studyngle. Table (4) presents
Cronbach alpha for each domain of the questionraidefor the all the domains.

Table (4): Cronbach Alpha for each domain and althe domains.

The domain Cronbach | Number

Alpha of items

Obstacles related to teachers’ background knowledg@.945 17
and skills (basic and advanced) concerning theofise

ICT

Obstacles related to infrastructure facilities aosit 0.879 11
Obstacles related to teachers’ ICT training (pesvise| 0.793 6

& in — service)

Obstacles related to time allotted 0.805 4

Obstacles related to administrative & technicglpsut 0.876
Reliability of all the domains 0.936 47

3.2.3.2 The Second Instrument: The Interview

The primary aim of the interview is to gather mare depth information about
ICT utilization and integration in Palestinian pigblschools, and to deeply
investigate the obstacles that prevent the suadessplementation of ICT by
teachers of English in their teaching practicesdm®r outside the classroom. A
set of questions has been prepared by the resedrabed on the domains of the

study questionnaire for the interview. Detailecbmfiation about the interviewees
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can be sought in appendix (4). The questions wekedto the interviewees in the
same order allowing a level of flexibility whereetparticipants had the chance to
express their own thinking and ideas freely andnbpe Moreover, asking the
guestions in the same order allows more room fanparing and contrasting the
resulting data. The interviews were held individijpand the duration of each
interview lasted from (20 to 45) minutes accordiogthe collaboration of the
participants with the researcher. Most of the w&wvs were voice — recorded,
transcribed and then submitted for data analys@. fdrther details of the

interview questions, please see appendix (5).
3.2.3.2.1 Interview Validity

To ensure external validity, the questions aresgumged to four reviewers to
determine their consistency with what the questen measures. However,
according to Patton (2002: 20), validity that isevant to qualitative data is

descriptive validity, interpretive validity, andabretical validity.

The descriptive validity refers to the degree daftdgality of what is reported and
has been maintained in the current study througdtzing voice recording and
transcription of that data. This inclusiveness atladrecord enhances validity and
reliability. Interpretive validity according to Rah (2002) refers to the ability to
interpret and understand accurately the meaningclhwig conveyed by the
research participants. Interpretive validity issfiinsured through taking into
consideration participants’ feedback that is caleeimber check (Patton, 2002).
Secondly, the researcher depended greatly on \whagidrticipants really say and
has referred to direct quotations during the phafsdata analysis. Theoretical
validity refers to the degree to which a theorétieaplanation fits the data
(Joneson & Christensen, 2000). To ensure theotetatality, the researcher has
referred to the triangulation strategy which investhe use of multiple sources of
evidence to confirm the emerging findings (Jone&o€hristensen, 2000), and

pattern matching which refers to how findings matlity.
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3.3 Data Collection Procedures

This is a descriptive study that was conductednduthe academic year (2010/
2011). It aimed to investigate the perspectivethefEnglish language teachers in
10", 11" & 12" grades towards ICT utilization and integrationRalestinian

public schools and the obstacles towards this ggCEo achieve the study aims,

it was carried out in two stages:

The first stage included the following procedures:

» Getting an official document from Birzeit Univessito be addressed to the
Ministry of Education, requesting permission to ilitate the mission of
getting the information needed about the study fatjmn in the districts of
Ramallah & Al Bireh, Tulkarm and Hebron.

* Getting an official document from the Ministry ofiécation to be addressed
to the Directorate of Education in each districgéh the information needed.

» Getting the names of schools in the three distfioi® the planning section in
the Directorate of Education in each district.

» Distribution of the study instrument to a pilot gpooutside the study sample.

* Getting an official document from Birzeit Univaxsito be addressed to the
Ministry of Education, requesting permission to ilitate the mission of
distributing the questionnaires and conduct therui¢ws in the districts of
Ramallah & Al Bireh, Tulkarm and Hebron after sergla copy of the study
instruments for review and agreement to the MipisfrEducation.

* Getting an official document from the Ministry ofd&cation which was
addressed to the General Education Section in Baeletorate of Education
in the three districts to tackle the responsibiliof distributing the
guestionnaires to the addressed schools.

» Getting official documents from the Directorateskafucation in the districts
of Ramallah & Al- Bireh, Tulkarm and Hebron to fiiteite the mission of

distributing the questionnaires and conductingititerviews.
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» Distributing the questionnaires to the study sampléh the help of the
General Education Section in the Directorate of dation in each city on
8/3/2011.

* Finishing data collection on 10/4/2011 where (22jliestionnaires were
gathered, about (83%) of the study sample.

* Six questionnaires were eliminated because of tine@lidity for analysis.
This is because teachers either left them emptpnplete, or filled only with

the choice neutral.

(221) questionnaires were analyzed using SPSS whgonstitute
approximately (80%) of the study sample. Tablegt®ws a description of

the study sample that was analyzed.
The second stage included the following procedures:

» Choosing twelve teachers purposefully, four teasHesm each district to
hold the interviews with.

* The interviews have been conducted and recordet usiice recorder for
precision except for three interviews which haverberitten by hand upon
the interviewees’ request who refused to recort tloeces.

* Qualitative analysis for the interviews is condudlcéad results inferred.

* An association between the questionnaire resullistla@ interview results is

made to show how consistent the results are.
3.4 Statistical Analysis of the Questionnaire

Statistical Package for Social Sciences (SPSS)used to analyze the data. The
participants’ responses were scanned and codedSR8S). Descriptive analysis,
Independent sample t-test, one- way ANOVA analysese used to answer the
study questions. Different kinds of tests were usechuse this lends itself easily

to quantitative analysis.
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To answer the first question, to what extent doliShdanguage teachers of the
10", 11", and 12 grades use ICT tools in their teaching practice@fencies and

percentages were calculated for the variablesp#reentage of classes they use
ICT in per week, the language skill they use IQT sniost, the language area they

use ICTs in most.

To answer the second question, what are the obstéxlutilizing and integrating
ICT tools in the teaching practice inside and a@éghe classrooms in Palestinian
public schools from English language teachers’ peotves? means and standard
deviations were calculated for the items of eaclheffive domains and for the

items of the domains as a whole.

To test the three hypotheses which are formed swanthe third question: do
English language teachers in thé"1a1", and 1 grades in Palestinian public
schools differ in their responses to the obstacl@®sence due to gender,
expertise (practical experience), and educationablifications (degree)?
Independent sample t-test was used to test thénfipothesis, One-Way ANOVA
was used to test the second and third hypothesedind out the sources of

variances, post- hoc test using the LSD test wad.us

To examine the fourth question, do English languagehers in the 10 11", and
12" grades in Palestinian public schools differ iritthise of ICT tools according
to:

a: the availability and accessibiliby ICT resources in their schools,

b: the number of training courses they received ggevice i.e. at the university,

c: the number of ICT training courses they attenitbedservice i.e. provided by
the Ministry of Education? frequencies and peragegawere calculated for the
responses to the three variables: ICT resourcaisirng courses pre-service and

in- service.
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3.5 Interview Data Analysis Procedures

Data was analyzed following the procedures sugddsyethe Grounded Theory
as clarified by Strauss & Corbin (1990). Three stagf data collection were

followed which were:

1. Open coding is the first stage in the grounded thelata analysis. In this
stage, the researcher reads the transcribed ievesvihoroughly, examines them
and labels the main words, phrases, and sentemgestterns. Then, names and
categorizes discrete elements in the transcribtal da

2. The axial coding is the second stage in the gragdiideory. In this stage, the
researcher develops concepts into categories agahiaes the categories. The
researcher then looks what themes have appearedgthrthe participants’
responses to the interview questions. The researalse looks for possible
relationships among the categories in the data.

3. The selective coding is the final stage in which tesearcher looks for the
subject line through reflecting on the resultingrttes from the data through the
open coding and the axial coding. The researches do through re-chunking
similar concepts and themes into bigger categoaes, then reconnecting the
complete theoretical frame that is grounded froemdhta analysis into the whole

study’s theory and integrate all the parts together
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CHAPTER FOUR

DATA ANALYSIS AND FINDINGS
4.0. Introduction

This chapter deals with the findings of the study the basis of both the
guestionnaire and the interview. It first preseqgtsantitative findings of the
guestionnaire. Then, it presents qualitative figdirof the interview. Finally, it
shows the linkage between both types of resultsircoing the meeting points
between the questionnaire and the interview angtihting any contradictory
points between them.

4.1 Quantitative Data Analysis

This section presents the findings of the quamtgapart represented by the
participants’ responses to the questionnaire itemghe light of the research

guestions.
4.1.1 Results of the First Question

To answer the first question: To what extent doliShganguage teachers of the
10", 11" and 12 grades use ICT tools in their teaching practice®issically,

frequencies and percentages were calculated fovdhables: the percentage of
classes English language teachers use ICT in pek,wee language skill they use

ICT tools in most, the language area they use Istin most as table (5) shows.
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Table (5): The extent of teachers’ ICT integrationin their teaching practices

Variable Variable Level Frequency Percentage
0% 33 14.9%
Percentage of ICT us¢ less than 25% 119 53.8%
per week 25%- less than 509 51 23.1%
50%- 75% 14 6.4%
above 75% 4 1.8%
None 31 14.0%
Language skill ICT is | Listening 93 42.1%
used in most Speaking 29 13.1%
Reading 43 19.5%
Writing 25 11.3%
None 32 14.5%
Language area ICT is| Vocabulary 44 19.9%
used in most Grammar 51 23.1%
Spelling 20 9.0%
Pronunciation 64 29.0%
Dictation 10 4.5%

Table (5) reveals the results of three variablas dietermine the extent of ICT use
by English language teachers’. It shows that (38)liEh language teachers out of
(221) teachers representing (14.9%) of the studypta do not use ICT in their
teaching practice at allt also shows that the percentage of English laggua
teachers whose use of ICT is less than (25%) ¢atesi (53.8%) of the overall
study sample which is relatively high. In additiof23.1%) falls under the
category (25%- less than 50%). Whereas, under dtegory (50%-75%) that
represents English language teachers who mosedirtite accompany one form
or another of ICT in their teaching practice fglist (6.4%). Only (4) English
language teachers representing (1.8%) come undecdtegory (above 75%).

This in turn means that very few English languagpechers are high adopters of
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ICT in their teaching practice, and that the m#&oof English language teachers
are low or intermediate users of ICT in their teaglpractice.

As for the language skill that English languagecteas use ICT in most, it has
been found that (31) English language teachergsepting (14%) do not use ICT
in any language skill. Moreover, the results diselthat receptive skills, listening
and reading, have the highest scores (N=93, 42N:843, 19.5%) respectively.
Whereas, productive skills, speaking and writingyen lower scores and which
are comparatively close (N= 29, 13.1%; N=25, 11.886pectively.

Frequency and percentage counts of the third Mariedwveal that (14.5%) of
English language teachers do not use ICT in anguage area. Dictation and
spelling are the least areas in which English lagguteachers use ICT in (4.5%
& 9%) respectively. In the second place come baitabulary and grammar with
a little difference in favour of grammar (19.9% feocabulary & 23.1%

grammar). The language area that has the highest scpronunciation (29%).
4.1.2 Results of the Second Question

To answer the second question: What are the obstazlutilizing and integrating
ICT tools in the teaching practices inside and idetsthe classrooms in
Palestinian public schools from English languagehers’ perspectives? means
and standard deviations are calculated for the evistldy items and its five

domains.
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Table (6): Means & Standard Deviations of all the gestionnaire domains

No. | Domain Means | Standard
Deviations

1 Obstacles related to teachers’ background knayele@.85 | 1.350
and skills (basic and advanced) concerning theafise
ICT

2 Obstacles related to infrastructure facilitied aost 3.56| 1.219

3 Obstacles related to teachers’ ICT training(jz&rvice| 3.68 | 1.112
& in — service)

4 Obstacles related to time allotted 3.79|1.138
Obstacles related to administrative & technicgipgrt | 3.55 | 1.163
Total 3.59|1.231

It is clear from table (6) that teachers encoudifferent obstacles when utilizing

or integrating ICT tools in their teaching pracic&his is pointed out by the high

overall mean of all domains related to obstaclesitdizing or integrating ICT

tools as viewed by teachers. The overall mean tamblard deviation are (M=

3.59;

To further detail the results, means and standaveéhtions are calculated for each

SD=1.231) respectively.

domain and its items separately.
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Table (7): Means & Standard Deviations of the firstdomain presented in

ascen

ding order

Obstacles related to teachers’ background knowledgend skills (basic and

advanced) concerning the use of ICT
No Items Means | Standard
Deviations
1 | I'lack the ability to understand basic computer o@nds 1.99| 1.263
like save, copy, etc.
2 | I lack the ability to use the printer. 2.07 1.319
3 | Ilack the ability to use Microsoft word. 2.29 1.351
4 | I lack the ability to retrieve information from tlaternet. 254 1.403
5 | I'lack the ability to send and receive e-mails. 82.5 1.427
6 | I lack the ability to use CD- ROM (optical disk edybe of 2.59 1.39
storing large amounts of data).
7 | I'lack the ability to use MSN Messenger (instanssage 276 1.417
software) or other tools of communication with athe
teachers.
8 | I lack the ability to use the spreadsheet (MicrbEodcel). 290 1.348
9 | I lack the ability to use PowerPoint presentation. 292 1.401
10 | I face technical difficulties when | am working a personal 3.09| 1.381
computer (e.g. linking it to other tools, presegtsaved
material).
11 | I find certain programs such as excel difficulte¢arn. 3.1 1.355
12 | I cannot use a variety of programs (software). 3.191.344
13 | I lack the ability to integrate ICT tools (emait|earning 3.19| 1.338
system) in teaching English.
14 | I have insufficient experience about how to intégra 3.21| 1.252
technology into my teaching practices.
15 | I lack the ability to use a scanner 3/241.329
16 | I have insufficient knowledge about how to integrat 3.29| 1.285
technology into my teaching practices.
17 | Ilack advanced skills in using a specific progr@ng. 3.42| 1.361
downloading programs, signing in or out of for exdenweb
camera, Skype, blogs, wikis, etc).
Total 2.85| 1.350

Table (7) presents the results of the first domveliich deals with teachers’ ICT

background knowledge and skills in an ascendingrorthe results show that the
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only item that is considered by teachers as lowll®@bstacle is item (1) which
asks teachers about understanding basic computemands (M= 1.99; SD=
1.263). Whereas, the only item that is consideretiigh- level obstacle is item
(17) with a mean (M= 3.42; SD= 1.361) where teashmveal that having
advanced skills which enable them to use prograkes $kype in teaching
English is a big obstacle. The items are displagezh ascending order to specify
the skills that teachers possess and those sKkiishwthey consider as obstacles

and thus a need for training.

However, despite the fact that the rest of the stame viewed as moderate- level
obstacles by English language teachers, the highesins in this domain are
scored by items that ask teachers about the pgaajjknowledge required to
integrate ICT tools in teaching English as the ltssef item (13)(M= 3.19; SD=
1.338), item (14) (M= 3.21; SD=1.252);and item (16) (M=3.29; SD= 1.285)
show. Still, these results show that English lagguteachers have reasonable
knowledge and skills to utilize and integrate 1@dls in teaching English with an
overall mean and standard deviation for the fi@mndin (M= 2.85; SD= 1.350)

respectively.
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Table (8): Means & Standard Deviations of the secahdomain

Obstacles related to infrastructure facilitties andcost

No | [tems Means | Standard
Deviations

18 | Inability to depend on access to essential softWarg. new|
versions of MS office, internet programs, adequate 3.23 | 1.245

instructional material).

19 | The number of computers is not enough comparéiteto | 3.55 | 1.366

number of students.

20 | Availabe hardware( computers, printers, scanndbs,C | 3.24 | 1.310

etc.) always breaks down.

21 | The network connectivity is limited ( slow and disoects | 3.81 | 1.227

quickly).
22 | Some ICT tools (internet, e-mail, e- learning systpare | 3.81 | 1.080

not always reliable (unsafe because of hackerlattac

viruses, and cable problems).

23 | Available hardware is not sufficient to accommod&té 3.57 | 1.172

supported teaching.

24 | Available software (programs) is not sufficient to 3.44 | 1.145
accommodate ICT supported teaching.
25 | There are insufficient funds to purchase (buy amylfpr) 3.58 | 1.268

needed equipment or software.

26 | Financial support alocated for the development of 3.81 | 1.160

instructional materials of ICT tools is inadequate.

27| Financial support alocated for ICT integrationtie t 3.91 | 1.120
classroom is not enough.
Total 3.56 | 1.219

Table (8) presents the results of the second domvhinh deals with obstacles

related to infrastructure facilities and cost. Tesults reveal a higher- level of
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obstacles where all the items constitute high-llelestacles with a total mean
(M= 3.56) and a standard deviation (SD= 1.219) pkéer item (18) (M= 3.23;

SD= 1.245) and item (21) (M= 3.24; SD= 1.310).sltworth to note that items
(26) (M= 3.81; SD= 1.160) and (27) (M=3.91; SD=20) which ask teachers

about financial problems score the highest meatigsrdomain.

Table (9): Means & Standard Deviations of the thirddomain

Obstacles related to teachers’ ICT tranining(pre- srvice & in — service)

No | Items Mean | Standard
Deviation

28 | My school does not provide enough training oppatiem

(programs, workshops, etc.) that target the use of 3.56 | 1.211
technology in teaching English.
29 | Technology training is offered at inconvenient time 3.60 | 1.106
30 | Generic technology training is irrelevant to teashe 3.33 | 1.255
needs.

31 | There is limited training during in- service peri@tiring | 3.69 | 1.090

work).

32 | There is lack of training in pre-service period (e 3.84 | 1.143

university).

33 | There are problems in getting quality-training peogs. 3.88| .962

34 | There are limited institutional training opportties at my | 3.84 | 1.017
school.
Total 3.68 | 1.112

Table (9) presents the results of the third domdiich deals with training related
obstacles in which English language teachers statiethey encounter training
problems whether during their study at the uniwgreir during their job as
teachers. The total mean of the third domain is @/68) and standard deviation
(SD= 1.112) which is relatively high. Only item {30Generic technology
training is irrelevant to teachers’ needs” with (NM33; SD= 1.255) is viewed as
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moderate- level obstacle within this domain. Re&solt this item are consistent
with teachers’ responses to item (33) that ha$idjeest mean in the third domain
(M= 3.88; SD= .962) and in which teachers repoat they lack quality training

courses. This implies that despite the fact thagli§h language teachers agree
that the generic training courses they receive loyiM are relevent to them, they

still need to get quality training courses as rssof item (33) show.

Table (10): Means & Standard Deviations of the fouih domain

Obstacles related to time allotted

No | Items Means | Standard
Deviations

35 | The integration of ICT tools into teaching English 3.95 | 1.030
requires too much of my class preparation time.
36 The use olICT tools to communicate with my students(e.§.76 | 1.181
email, e-learning system, etc.) requires too muahyo
time.

37 | The development of instruction( English language 3.73 | 1.166
lessons) that uses technology requires too muatyof
time.

38 | The integration of ICT tools (LCD, projector, e-maitc.) | 3.76 | 1.173
in teaching English causes me to spend extra time i
covering the required material in the curriculum
afterwards.

Total 3.79 |1.138

Table (10) presents the results of the fourth domdiich points out time related
obstacles. It shows that teachers encounter high-lef time- related obstacles
with a total mean and standard deviation (M= 33B= 1.139). This indicates
that time is highly appreciated by teachers espgdiaat class time is strictly
limited and teachers are required to finish a dmeniaterial within class time.
Item (35) “The integration of technology into teamhrequires too much of my
class preparation time” scores the highest mean3M5; SD= 1.035) within this
domain items and even among all the questionnteras. Also results of item
(36) (M=3.76; SD= 1.181) show that teachers pout that using ICT tools to



57

communicate with other teachers or students consoush of their time. This in
turn means that teachers view using ICT tools laigla level obstacle that causes
delay in the teaching process instead of facilitatit. Results of item (37)
(M= 3.73; SD= 1.166) show that teachers considertitihe spent in developing
materials using ICT as a high- level obstacle. By $ame token, results of item
(38) (M= 3.76; SD= 1.173) reveal that teachers view integration of ICT tools
in teaching English as a high- level obstacle sibhaequires teachers to spend
more time in covering the material required in thieixtbooks after the ICT

integration process.

Table (11): Means & Standard Deviations of the fift domain

Obstacles related to administrative & technical spport

No | Items Means | Standard
Deviations

39 | There is little administrative support for the igrtation of | 3.60 | 1.158
technology into teaching.

40 | There is lack of motivation from leadership for 3.54 | 1.101
instructional use of technology.
41 | There is little commitment from supervisors for 3.57 | 1.104

instructional use of technology.
42 | There is no continuous technical staff developnent | 3.73 | 1.044
support the integration of technology into teaching
43 | There are limited materials on how to integrate t6dls | 3.69 | 1.098
into teaching provided by the Ministry of Educatio
44 | The school administration does not provide anyrclea | 3.56 | 1.203
instructions on how to integrate ICT tools in mgdRing.
45 | The school administration does not provide anyntiges | 3.38 | 1.221
(encouragement) for ICT integration in instruction.
46 | The school administration does not provide anywatan| 3.38 | 1.290
on the integration of ICT tools in teaching.
47 | | have had difficulties getting support from tedtalistaff | 3.48 | 1.245
at any time.
Total 3.55 | 1.163
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Table (11) presents the results of the fifth domalmch deals withobstacles
related to administrative and technical supporte Thsults reveal high-level
related obstacles with an overall mean and standmdation (M= 3.55;
SD= 1.231) respectively. Items of this domain ureothe passive roles of
leadership, administrators, supervisors and teehs@aff in ICT integration in
teaching English. A detailed analysis of the iteshghis domain indicates that
teachers consider lack of administrative suppottigk- level obstacle as results
of item (39) (M= 3.60; SD= 1.158) show. Furthermoresults of item (44)
(M= 3.56; SD= 1.203) and item (45) (M= 3.38; SD221) and (46) (M= 3.38;
SD= 1.290)reveal that teachers perceive lack of instructiansgntives and
evaluation from the school administration as hi¢gwvel obstacles. Likewise,
results revealed by item (40) (M= 3.54; SD= 1.1amay item (41) (M= 3.57,
SD=1.104) show that lack of motivation from leadep and lack of commitment
from supervisors constitute high- level obstactesetaichers. Responses to item
(42) (M= 3.73; SD= 1.044) and (47) (M= 3.48; SD24b) pinpoint that lack of
continuous technical support and at any time tresdrit are high- level obstacle.
Mean and standard deviation of item (43) (M= 3.69= 1.098) illustrate that
lack of materials provided by the Ministry of Edtioa on the mechanism of

integrating ICT tools in teaching English is viewasla high- level obstacle.
4.1.3 Results of the Third Question

To answer the third question statistically: Do Esfglanguage teachers in the
10", 11" and 12" grades in Palestinian public schools differ inithesponses to
the obstacles’ presence due to gender, expertisectigal experience), and

educational qualifications (degree)? three nulldiipses are tested:

First hypothesis: There are no statistically sigaifit differences ata€0.05) in
the means of teachers’ responses to the obstgotesence due to teachers’
gender.To determine whether males and females differ @irtresponses to the

obstacles’ presence, Independent sample t-tese. u
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Table (12): Independent Sample t-test results regding the differences in the

means of teachers’ responses to the obstacles’ pease due to gender

Gender N Mean | Std. Deviation t Df Sig.
Male 97 3.38 .628 .648 219 .711
Female 124 3.32 .617 .647

Table (12) presents independent sample t-testtsestiere t- values for both
males and females are (0.648) and (0.647) respéctiand which are
comparatively similar and (df= 219). In additiohetresults show no statistically
significant differences ati€0.05) in teachers’ responses to the obstaclesmrese
due to teachers’ gender where (Sig= 0.711) whidhigher than (0.05). This in
turn means accepting this hypothesis since tedcgemsler does not affect the

integration of ICT tools in the teaching practices.

Hypothesis two: There are no statistically sigmifit differences ato&0.05) in
the means of teachers’ responses to the obstgotesence due to teachers’
practical experience (expertise). To find out wketbeachers differ in their
responses to the obstacles’ presence based onpthetical experience; means,
standard deviations and One-Way ANOVA are usedt @gpears in table (13).

Table (13): Means and Standard Deviations of teach® responses according

to teachers’ practical experience

Variable (Group of experiencs Standard
Mean Deviation

less than a year 8 3.30 45

1-5 years 49 3.31 .55

6-10 years 57 3.18 .60

11 years & above 107 3.46 .66

Total 221 3.35 .62
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Table (13) shows the frequenci@seans and standard deviations of the
levels of teachers’ practical experience. To find i thereare significan
statistical differences caused by any of the feuels, OneWay ANOVA is

used as presented in table (14).

Table (14): One-Way ANOVA results that show group dferences in

teachers’ responses to the obstacles’ presence

Source of Sum of Mean

variance Squares df Square F Sig.
Between Group 3.015 3 1.005 2.660 .049
Within Groups 81.972 217 .378

Total 84.987 220

As shown in table (14), the significance level dg{&ig= 0.049) which means the
existence of significant statistical differences t@achers’ responses to the
obstacles’ presence between groups due to teaeRpegience. This in turn means
rejecting this hypothesis. To identify where exadthie significant differences

exist, post-hoc analysis using the LSD test is used

Table (15): Post hoc multiple comparisons between teachers baken the

teaching experience

(1) Experience (J) experience Mean Difference (I-J) Sig.

11 years & above 6-10 years .27905* .006

*the mean difference is significant at the 0.0%lev

Table (15) illustrates that the source of variaties between teachers whose
teaching experience exceeds 11 years and thoseewdeashing experience ranges
from 6-10 years. The significance value (Sig=.086)ch is less than (0.05) in

favour of the teaching experience, 11 years & abbtVieich means that teachers
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with greater years of experience, 11 years & abaxethe source of variance in
this study since they encounter more obstacles thachers with less years of

experience.

Hypothesis three: There are no statistically sigaift differences at€0.05) in
the means of teachers’ responses to the obstasiesence due to teachers’

educational qualifications.

Table (16): Means and Standard Deviations accordmto teachers’ educational

qualifications (degree)

Educational Qualifications F Mean Standard Deviation
Diploma 15 3.76 75
BA 159 3.31 .58
BA+ Education diploma 33 3.48 .65
MA 14 3.02 .69
Total 221 3.35 .62

Table (16) shows the frequencies, means and sthdéarations of the four leve
of teachers’ educational qualification3o find out if there are significa
statistical differences caused by any of the feuels, OneWay ANOVA is usel

as presented in table (17).

Table (17): One Way ANOVA results based on teacheérsducational

gualifications (degree)

Sum of Squares DF Mean Square

Between Groups
4.898 3 1.633 4423 | 005

Within Groups 80.089 217
Total 84.987 220 369
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Table (17) shows that (Sig= 0.005) which is lesntf0.05), and therefore, there
are significant statistical differences in the neahteachers’ responses between
holders of the degrees of Diploma, BA, BA+ Eduaatidiploma, and MA. This

in turn means rejecting this hypothesis. To find the sources of variances, LSD

post- hoc multiple comparisons are used.

Table (18): Post- hoc multiple comparisons betweegroups according to

their educational qualifications

(I) eduquadeg |(J) eduquadeg | Mean Difference (I-J| Std. Error|  Sig.

Diploma BA 45339 16409 | .006

MA 74498 22576 .001
BA+ Education MA 45975 19377 .019
Diploma

*The mean difference is significant is at the 0f&el.

Table (18) presents the results of the LSD post- ialtiple comparisons. The
results illustrate that the source of variance wt@mmparing responses of diploma
holders and those of BA holders is caused by diploholders where

(Sig=0.006). Similarly, diploma holders are therse of variance compared with
MA holders where (Sig= 0.001). By the same tokée, comparison between
BA+ Education diploma holders and the MA holderswgtthat BA+ Education

diploma holders are the source of variance witlge31.019). These results show
that the lower the educational qualifications laagg teachers hold, the more

obstacles they encounter when integrating ICT tootheir teaching practices.
4.1.4 Results of the Fourth Question

To examine the fourth question: Do English langutegehers in the 1) 117,
and 12 grades in Palestinian public schools differ inithese of ICT tools
according to:

a: the availability and accessibiliby ICT resources in their schools,
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b: the number of training courses they received ggevice i.e. at the university,

c: the number of ICT training courses they attenisledservice i.e. provided by

the Ministry of Education? statistically, frequesxi and percentages are

calculated for the items of the second part ofghestionnaire that deals with ICT

resources as it appears in table (19):

Table (19): Frequencies and percentages of ICT resixes in Palestinian

Public Schools

Not available | Available but not | Available with Available and easily
accessible limited access accessible
1) (2) (3) 4)
ICT resources = % = % = % = %
Computer lak 39 16.7% 44 | 19.9% 73 33% 65 29.4%
Internet 117 | 52.9% 41 18.6% 44 19.9%| 19 8.6%
connection
Technology 77 | 34.8%| 55 |249%| 59 | 26.7% 30| 13.6%
support
technicians
LCDs 45 20.4% 52 23.59 65 2940 59 26.7%
Overhead 22 10% 43 | 19.5% 69 31.2% 87 39.4%
projectors
Display 69 31.2% 48 21.79 46 20.8% 58 26.2%
screens
Printers 33 14.9%; 21 9.59 51 23.1% 116 52.5%
Scanners 90 40.7% 35 15.8% 55 24.9% A1 18.6%
Digital 89 40.3% 44 | 19.9% 46 20.8% 42 19%
cameras
Videos 63 28.5% 53 | 24% 54 | 24.4%| 51 23.1%
TVs 51 23.1% 51 23.19 45 204% 74 33.5%
Tape 34 15.4% 33 14.99 35 15.8% 119 53.8%
recorders
Photocopying| 18 8.1% 17 7.7% 40 18.1% 146 66.1%
machines

Table (19) shows the level of availability and astkility to ICT resources in

Palestinian public schools. The results are preseinta descending order starting
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with the most available ICT resource. The resudtgeal that the most available
technological resource is photocopying machine6.1() of schools include
photocopying machines which English language teaclban use easily, and
(18.1%) provides Ilimited access to these machiresll, some schools
representing (7.7 %) do not have access to this baslity or the rest of schools
representing (8.1%) do not offer these machinekeOavailable technological
tools are tape recorders. (53.8%) of schools aéfpe recorders with easy access
to English language teachers. Whereas, (15.8%hafads have limited access to
tape recorders and (14.9%) do not allow any adecetspe recorders. This may be
due to insufficient number of tape recorders sitagge recorders are used in
teaching more than one subject by more than onehéeaat the same time.
(15.4%) of English language teachers report they tto not have tape recorders
at their schools. This result is unexpected bectase recorders are considered
one of the cheapest traditional ICT tools that sthacan avail for teachers.
(52.5%) of schools offer easy access to printéosvever, (23.1%) of the English
language teachers respond that they have limitedsacto printers and (9.5%)
report that they cannot use printers at schoolgriingly, (14.9%) of teachers
state that their schools do not have printers whack considered basic
requirements for simple administrative jobs. Ovathprojectors, which are very
common among teachers, only (39.4%) of Englishuagg teachers report that
they have easy access to these tools when they (@n2%) of schools house
overhead projectors but limit teachers’ accesshemt Moreover, (19.5%) of
language teachers do not have access to the deadkadrhead projectors at their
schools. The last (10%) of language teachers dbanat any. (33.5%) of schools
have TVs with easy access, (20.4%) have limiteésxto TVs, and (46.2%) of
schools provide no access to TVs.

Internet connection is the least available ICT vese among the other mentioned
resources where (52.9%) of schools do not includernet. Moreover, (18.6%)
have internet but is not open for teachers’ usés iFhturn means that (71.5%) of
schools do not provide net for teachers to use9{® of the participants report

that they have limited access to the internet, @amg (8.6%) can easily use the
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internet at their schools. This in turn means try (28.5%) of schools provide
English language teachers with internet conneciitas in turn means that items
which ask teachers about technological applicatidhat require internet
connection in the questionnaire can be applied tmbchools that house internet
connection in this study.

(40.3%) of schools do not possess cameras and%) 28 not allow teachers to
use the available cameras at schools. Moreover8%20of schools offer limited
access to cameras. Only (19%) of schools allowhexado use available cameras
easily. Similar results are recorded for the atdlity of scanners where (40.7%)
of schools do not avail scanners for their teach@’s.8%) allow no access to
available scanners at schools, (24.9%) allow lidhdecess to available scanners,
(18.6%) of schools offer easy access to scann@ds8%) of participants that
there are not technicians to support teachers wienneed, (24.9%) participants
do not get the technological support they need,7@% of participants get
limited technological support, and only (13.6%)eofthe needed support when
teachers require easily. (52.9%) do not have adrwesssplay screens, (20.8%)
can use these screens with restrictions, and d8y7%) can use screens to
present their materials without restrictions. Clpgelated is the availability of
LCDs at schools. Results show that (49.9%) of sishdo not supply LCDs for
their teachers, (29.4%) of schools limit teacharse to the available ones.
(26.7%) report that they have easy access to &l@ilaCDs. The most promising
result is that (82.3%) of teachers report thatrtlsehools house computer labs
whether teachers have access to or not. Only (D6répert that their schools
have no computer labs at their schools.

In short, most schools avail some forms of techgyldiowever, it is noticeable
that modern forms of ICT are not available in st numbers in most schools,
and if schools avail some modern forms of ICT tobke the internet, for
example, they are not easily open for teachers’ Tisese tools are very important
for the application of ICT in schools and their igadaility is very important for
teachers to cope with the technological advancesriarthis accelerating world in

their careers as teachers.
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To determine whether teachers differ in their zdifion and integration of ICT
according to the training they receive, frequeneied percentages are calculated
for the number of courses teachers receive pregicgere. and the number of ICT
training courses they attended in- service whiehNtnistry of Education provide

them with.

Table (20): Frequencies and percentages of ICT traing coursespre- service

and in- service

Variable Variable level Frequency Percentage
ICT training None 110 49.8%
courses pre- One 62 28.1%
service (atthe | Two 25 11.3%
university) Three 13 5.9%
four or more 11 5.0%
ICT training None 81 36.7%
courses in- One 66 29.9%
service (during | Two 42 19.0%
work) Three 18 8.1%
four or more 14 6.3%

Table (20) shows that (110) teachers represend8g8%) do not receive any
training courses at the university which is nedrbif the study sample. (62)
teachers representing (28.1%) receive only oneitrgicourse at the university.
(25) teachers representing (11.3%) of teachersriretpat they receive two

training courses. (13) teachers representing (5:@¥give three training courses
and (11) teachers representing (5%) state thatrdemrve four training courses or

more during their study at the university.

As for the training courses in- service , (81) tesas representing (36.7%) do not
receive any training courses during their workhe Ministry of Education. (66)

teachers representing (29.9%) receive one traigimgrse during their work,
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(19.0%) report that they receive two training cesrg8.1%) receive three courses

and (6.3%) receive four or more courses.

In short, the results indicate that the majoritytedchers receive insufficient
number of training courses during their preparationtheir future careers as
teachers. Moreover, despite the fact that teactemeive more training courses
during work than those during studying, these ceai@re not enough based on
the results given above.

4.2 Qualitative Data Analysis

To investigate ICT utilization and integration byidlish language teachers in
Palestinian Public schools and the obstacles theg, finterviews are conducted
with 12 English language teachers from the district Ramallah & Al-Bireh,

Hebron and Tulkarm. All the questions are askedte@achers in the same
sequence, recorded then transcribed word by wowtder to capture the exact
words and phrases of the participants. Teachergjien numbers instead of
names to ensure privacy and confidentiality. Sewejor themes and nineteen

sub- themes have emerged from the interviews adatzlol in table (21):
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Table (21): Themes that have emerged from the interews

knowledge, and

No | Area Themes
1 | Perspectives - Negative perspectives towards the use of ICT in
towards ICT teaching English
- Unwillingness to learn how to use ICT in teaching
English
2 Skills, - Basic technological skills

- Insufficient pedagogical knowledge

training - Insufficient training courses
- Lack of quality training courses in Teaching Esig|
3 [Infrastructure - Insufficient numbers of hardware at schools
facilities and - Old versions of software and scarcity of prograsdm
cost materials.
- Lack of specified budgets allocated for technglog
matters in teaching English
4 ICT integrated | - Emphasis on administrative practices
activities and - Very few individual examples of ICT initiagg are
lessons conducted in teaching English
- Preference for traditional teaching methods
5 Planning and | - Time consuming
Time - Accidental planning
6 | Administration,| - Marginal role of principals in terms of evalioat,

supervision , encouragement and incentives

technical - No role of the supervisors in the ICT integratmncess
support -Insufficient technical support

Palestinian - Lack of knowledge about electronic initiatives in
electronic Palestine

Initiatives - Lack of attention from leadership
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4.2.1 Perspectives Towards ICT

Two sub- themes resulted from asking teachers abeutviews towards ICT in
their teaching practices. These show the negatemsppctives towards ICT
integration in teaching the English language, dre@unwillingness to learn how
to use ICT in teaching English.

4.2.1.1 Negative Perspectives Towards ICT Integration in
Teaching English

Perspectives towards ICT are very important fos tieivolutionary change to be
implemented. Teachers express varied views towtirelsuse of technological
tools in teaching English. The majority of the miewed teachers, eleven
teachers, have computers at their homes, but et dot mean that they are
ready to use technology in their teaching practic&éere is an agreement among
teachers that technology can be used for persampbpes such as chatting with
relatives or friends via messenger or Skype, aheir administrative practices.

For instance, a male teacher says:

T 1: 1 am with using computers and the internet, frersonally |
use them for chatting or extra work, doing immeslitanslation
on the internet, and not for teaching purposes.

Another male teacher whose teaching experiencé y24ars asserts:

T2: | do view technology positively because it satime and
effort, but not for the higher stages, and not ® used in the
classroom, only in the administrative practicescah be used for
typing exams, worksheets, or even looking for médron.

Contradictory perspectives are revealed by two hetac whose teaching
experience does not exceed 10 years. They exposssvp perceptions towards

the use of technology in teaching particularly Braglish language because of the
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many benefits ICTs may add to teaching and to &arnOne of the teachers

demonstrates:

T3: The use of ICT is encouraging and motivatingstodents. It
facilitates my work as a teacher.

Another teacher enthusiastically emphasizes theitgfbetween ICT and the

English language as he says:

T7: You are talking about English not any other enii.
Teaching English using technology or other modeysy the
internet, computer is OK. Let students send thegignments via
email and check them online. This opens new wirfdostudents’
minds. Technology saves my time and reduces warklmaugh
using saved material, just adding some modificatitm previous
exams, worksheets, downloaded materials.

4.2.1.2 Unwillingness to Learn how to Use ICT in Taching
English

The majority of teachers consider ICT utilizatiardantegration in their teaching
practices as difficult, extra and worthless burtieat increase their workload and
waste much of their time in learning how to useribe ICT tools. For example,
a female teacher who has been teaching for 16 paatains:

T4: Surely, | am not with using technology in teaagh Why
should | waste time learning? Technology causesaemabsment
for me and | may fail. Time has gone for learnihgan use the
tape recorder. Computer and its programs are veifficdlt for

me. My children prepare the exams and worksheeeed for my
work, and at school, the secretary or other teashmiay help if
they are not busy.

Some teachers express their resistance to use e¢gwods on the basis that they
are not convinced of its importance or workability teaching English. This
unwillingness to learn new methods may be due & feom failure while
experimenting with new ICT tools at least in thigaching practices especially

old teachers who have learnt the material by hedddreover, the overly
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condensed syllabuses mainly in the higher stagdeashers complain, makes
finishing the required material in due time a gtioover presenting that material
using new methods. In agreement with the above poaw, a male teacher

elaborates:

T8: In my point of view, | prefer the old methodsteaching
because | do not like to use technology or othergshin teaching
because this technology use in the classroom wslathe
educational process. | am one of the teachers vd®s ahot like to
use technology in teaching. I think that technolegy affect the
teaching process negatively. | prefer the indectwnd deductive
ways, the rules which are inside the minds of thdests.
These negative perspectives towards ICT and umgrliess to learn how to use
ICT tools by English language teachers are closelgted. The quantitative
results of the first question. reveal that appratety half of the English language

teachers (F=152) do not use ICT or their use of l@Is does not exceed (25%).

4.2.2 Skills, Knowledge and Training

Four sub themes resulted from participants’ answegarding the background

knowledge and the skills teachers possess.
4.2.2.1 Basic Technological Skills

Most of the participants report that they can Wéerd, Power Point and Excel
and they can perform basic computer demands suslaas copy, paste which
are required for their use basically when using WI&rd to type their exams, or
excel to calculate marks or to prepare Power Pmiesentations for classroom
use. It is apparent that teachers possess basiouternskills which enable them
to carry out the administrative requirements ofrtfe as teachers especially that
teachers nowadays have to prepare their exams,sheeks, students’ files on
computers since the Directorate of Education pmvitem with generic training
courses on the use of Microsoft office to handleirttadministrative works by
themselves. Moreover, eight teachers out the twekaehers report that they

possess advanced skills such as using email, mgssedkype, YouTube, Real
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Player, surfing the internet and downloading enmieht materials related to their

subjects. One of the teachers demonstrates:

T6: | can use word, excel, PowerPoint, emalil, in&#rto download

different kinds of enrichment materials, worksheetsams from

previous years in different areas. Also | can usssenger, search

engines like Google and Yahoo to look for inforovatand what

other schools and teachers give their studentgherocities in the

West Bank, we want our students to be distinctvinay used to.
Noticeably, results of the first domain of the dgummaire which investigate
obstacles that deal with the technological skiachers possess confirm the
interviewees’ responses reflecting an ascendingroideans of the responses to
the items that ask about basic computer skillg stdah a low mean for item (1)
(M=1.99) and only score a high- level mean for it¢hr) that asks about

advanced skills (M=3.42).

To comment on, this ability to use different teclmgical tools by some English
language teachers may be due to the absence Enitpgage barrier comparably
with teachers in other subject areas. However, doespossession of different
skills mean having the pedagogical knowledge reguio integrate ICT tools in

the teaching practices? The second sub theme faatyake this point.
4.2.2.2 Insufficient Pedagogical Knowledge

Having reasonable technological skills may helpcheas to handle several
administrative works. However, the implementatidntleese tools in teaching
English in the classroom requires something moréjchv is pedagogical

knowledge. This pedagogical knowledge will factitdeachers’ job and enable
them to present the subject area in a way thatimemtheir roles to facilitators
and leaders of the teaching process where leacnestruct their knowledge in an
interactive social setting. Teachers respond tlmy tlack the specialized
knowledge required for successful integration ehtelogical tools in Teaching

English. One of the teachers states:
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T5: | think that | have the knowledge how to usé& HLitside the
classroom. However, inside the classroom it is nmohe difficult

because it mainly depends on you as a teacher andailling you

are to develop yourself professionally. Also tBighie first year we
deal with such a thing in teaching. Maybe in thencw years
when integrating more lessons, we can handle IG&gmated

lessons better and be more trained.

Another teacher adds:

T12: 1 do not know how to apply technology toolgstaching; | do
not have an idea. We need more to learn about tleesmiques.

Teachers’ responses to the questionnaire items dls&t about background
knowledge (items 13, 14, 16) point out that teaslparssess moderate knowledge
with means (M= 3.19; M= 3.21; M= 3.29) respectiveHowever, it is not clear
whether this knowledge teachers think they posisese specialized pedagogical
knowledge required for the successful integratibfC3 tools in teaching English
or not. Therefore, the in-depth questions addressethe interviewees deeply
delve into this subject and uncover the need fa #tquisition of how to
effectively integrate ICT tools in relation to thenguage skill or area they are

going to teach.

4.2.2.3 Insufficient Training Courses

The third sub theme is related to training withadiich the integration process
will be only a kind of trial and error. Most of theterviewed teachers reveal that
they do not receive any training courses whethéneauniversity or during work

and that they taught themselves because techn@agyecessity nowadays. This
is the point of view of senior teachers who in sorases refuse to get training
courses because there are not a lot of yearsddfain for, and in other cases,
they reveal that they have never received anyitrgioourses officially. A teacher

who has been teaching for twenty- four years ctatif

T 1: | did not receive any training courses neiti¢TEL nor any
general training courses. | taught myself how te tlse computer
fairly enough to do my job or satisfy my personakas. The
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Directorate of Education has never addressed aawiing courses
to any of the schools | worked in. and even theyerabered now,
I will not go. For what?

However, training makes a big difference for teashveho received it as pointed
out in this teacher’s words:

T3: We took training sessions with MSN (face toeYamn
Ramallah and the learning circle is here in ourlagle. They
opened a hall here. Trainers clarify things relatedthe syllabus
and we share experience between the teachers amtbgethem or
we make teaching aids, we discuss teaching theooescal
thinking, we discuss how we presented the materialass. We
are 10. They gave sites on the net to go througky Tare really
motivating for us and for students.

It that is worth raising that the majority of theelve interviewed teachers point
out that they have not received training coursethatuniversity. However, five

teachers state that they have received trainingsesuaddressed from the
Directorate of Education. To comment on, it mayabeoincidence that most of
the interviewed teachers did not receive any tingmourses at the university and
minority of them have attended courses during wsinke they are only twelve.

However, this result may be justifiable with refece to the quantitative results
which show that (110) teachers out of (221) teaxheve not received any
training courses at the university and (81) teaziave not received any during

work.
4.2.2.4 Lack of Quality Training Courses

Participants’ responses indicate that they lacHitydi@aining courses in terms of
the content of these courses and the trainers Vil tgachers those courses.
Teachers explain that most of these courses arerigenourses that aim at
equipping teachers with general computer skillsiregl for administrative tasks,

but not in teaching English.

T5: From the Directorate of Education, | got a gexdecourse about
the basic things in the computer, INTEL, word, §4éewer Point.
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Three teachers state that they have received nrpimourses with non-
governmental organizations such as Maa’ agency,dARast in projects like
‘Waler’ and the MSN ( Model School Net) in collabtion with the Directorate
of Education, and which aim at involving teachersprojects that may aid the
reform plan proposed by MoHE . It is worth to nttat teachers who attend such
courses are more positive in their responses and midling to use ICT tools in
the teaching process. However, they request mucte rapecialized training
courses particularly in teaching the English skdisd areas because this is
essential for their professional development.

T 2: | received training at Maa’ Agency “ aboutetigeneral basic
ICT skills including the overhead projector.

T3:1 received training in the Amid East, The MSNject. General
skills to use computers inside the classroom, buspecifically in
teaching English.

T6: | took a course “sharing experiences with otremuntries
called “Wlar’ in English, science and maths.
Moreover, teachers complain that they have receivese training courses by
ungualified instructors, either the technology tesawr supervisor or one of the
teachers who has been trained before.

T6: The instructors lack experience, they do ndisBamy needs,
they do not take into consideration that you are English

language teacher, they just give general skillsachers and a
supervisor give us these courses and they are ualifigd. We

need to keep up with the technology. They do mbinaetch quality
to my teaching.

The above results come in accordance with thetsestithe third domain of the
guestionnaire which deals with training. The resgasn reveal high- level
obstacles with a total mean (M= 3.68) and standddiation (SD= 1.112).

Moreover, there is a great emphasis on the absgfngeality in training as item
(33) shows with a mean (M= 3. 88).
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4.2.3 Infrastructure Facilities and Cost

Three sub-themes result from this area. Teachesgpanses point out that the
availability of ICT tools in schools depend largely the local community and the
donation from other organizations or countries heeahere is a specified budget
for each school as some teachers express, and wdiciot tackle buying lots of

new equipments and materials. To illustrate thistpgsome teachers disclose:

T2:Our village is rich. We do not have problemse Tdcal council
provides us with laptops, printers and whatever ask for.
They’re in the United States. They want to do sbhimgtfor their
village and the principal does not ask if | used fthotocopying
machines, printers or whatever.

T6: This is an ideal school that has everythingclwimay support
teaching and learning using technology. There isoenputer lab
about 37 laptops. | think they are a donation franother country.

4.2.3.1 Insufficient Numbers of Hardware at Schools

Almost all schools have one computer lab with vagynumbers of computers
(13- 30). This indicates that only one teacher atm& can use the computer lab
and mainly the technology teacher. Similarly, ott&F tools such as LCDs, TVs,
cameras, OHPs, display screens, photocopying meshand printers also, if
available, are available in insufficient numbergamparison with the numbers of
teachers who want to use them and are not acoesgit@never teachers want to
use them. Moreover, the majority of teachers reguat their schools lack the

internet and if present, mainly in the secretargramcipals room.

T 12:1 spent hours last week preparing the poweinfpslides.
However, the technology teacher wanted to use dnepater lab
which is basically availed for her use and its resgibility falls
upon her as she says.

Results of the second part of the questionnairedéals with the availability and

accessibility to ICT resources reveal similar ressubut with more specific
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numbers and percentages. A shared point betweemwthg/pes of results is that
both of them confirm that the traditional formsIGfT are the prevailing existent

forms at schools. Whereas, schools lack moderndaintechnology

4.2.3.20Id Versions of Software and Scarcity of Programmed
Materials Provided by the Directorate of Education

Many teachers complain that old versions of sofénae installed on the school
computers which means that lots of programs cabeatownloaded or opened if
saved on newer versions at teachers’ homes. Thigrincauses frustration and
dissatisfaction to some teachers since they haeatsp lot of time and effort
preparing for these lessons.

T7: It happened many times. In unit six for thethegrade, |
downloaded a YouTube about natural disasters tostatents
elicit the differences between hurricanes and tdoes through
exposing them to authentic live material, howevlee, YouTube
did not open,. Another time, | wanted to show éigjtaders a film
about the solar system using my laptop this tinué thee LCD did
not operate on my laptop, too. | prepared manydessand was
not able to present them because of such problems.

The majority of teachers also reveal that they iveceery few programmed
materials from the Directorate of Education thatyrhalp them in their teaching.
Teachers also report that they do not receive rdadys that facilitate their

administrative works. One of the participants dsser

T10: | received some computerized materials frlioenDirectorate
of Education, Silas Marner for the "1 rade, but | do not use it. In
addition to the audio tapes that accompany the Bhgturricula
for all the classes.

Responses to items (22, 23, 24) of the second daoaiahe questionnaire reveal
high- level obstacles with means (M= 3.81; M= 3.5/5 3.44) respectively.

These results are in turn consistent with the albesealt with more elaboration on
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how the available hardware and software do not @ughe teaching process or

are sufficient to accommodate ICT supported teachin

4.2.3.3 Lack of Specified Budgets Allocated for Technology

Matters in Teaching

Many teachers complain that there are restrictmmshe use of the several ICT
tools because of financial matters. At the begignof every academic year,
teachers are required to specify the teachingaidsmaterials they may need in
teaching. However, this specification does not miet the school is able to
provide what teachers ask for because the budgsdti®nough. For instance,
teachers reveal that they are not allowed to useteps or photocopying

machines at any time they want.

T7: | always prepare worksheets and daily examshercomputer
to save time instead of writing on the board andegihance for
students to cheat while | am giving them my backwtde.

However, the principal refuses to sign because amiyterm and
final should be photocopied. Where will we bringg Bnd paper
from? Also the secretary refuses to use her compatprint out
my exams in fear of viruses if the technology teexls not at
school because she has the key.

This result is closely related to items (25, 26) @fthe second domain of the
guestionnaire that ask about the financial issnelsraveal high- level obstacles
with means (M= 3.58; M= 3.81; M= 3.91) respectively

4.2.4 ICT Integrated Activities and Lessons
To find out the extent to which teachers use ICTemching, teachers are asked
about activities and lessons in which they use [THree themes resulted from

their responses.
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4.2.4.1 Emphasis on Administrative Practices

Teachers reveal that their main use of ICT cenmarsadministrative tasks. This
may be due to the fact that administrative taskseaisy technical tasks that only

require basic skills that teachers can only modifget help from others.

T1: | do not use technology in the classroom. @etshe classroom, |
prepare my exams, worksheet, annual lesson plathd age the internet
to search for information, references, and avaiablorksheets on the
internet

4.2.4.2 Very Few Individual Examples of ICT Initiatives are

Conducted in Teaching English

Integrating ICT tools in teaching the different dmiage skills or areas is a
complex process which requires skills, knowledgel preparation on the part of
teachers. The majority of the teachers state titagérethey do not use ICT in

teaching English or they use the tape recordegaott listening and so capture the

correct pronunciation of native speakers as heard the tape.

However, some innovative teachers experiment wahching English using
different ICT tools such as the email to send lagguassignments and their
corrections to students, Power Point presentateom$ YouTube which they
present via the LCD. Teaching English using ICTid@md in which they are able
to teach the four language skills integrativelyldeing the modern methods of
teaching. This is because when English languagehées use YouTube movies
downloaded from the internet to teach a comprebengext about natural
disasters, for example, and present those moviesstudents with sound and
pictures via the LCD, more than one sense is predand more than one skill
can be taught at the same time. Thus, studentdistan to language from an
authentic source, then they can discuss what tregghed realistically with each
other in pairs or in groups and with the teached then they can write about the
subject presented. Finally, students can read tiegt wrote. English language

teachers illustrate that using ICT in teaching &hglelates meaning to context
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and brings life to the classrooms which motivates students even the weakest
ones to take part in that lesson. Here are two plesmof teachers’ use of ICT in
teaching English. The first example is for a fentakecher who has been teaching

for 9 years and the second is for a male teacherhak been teaching for 3 years:

T5: We applied technology to teaching three tintes tourse. |

applied this to teaching comprehension and it wesdly beneficial

because it showed students the comprehension texit &he

Bermuda triangle making use of video. To tell thlenlocation we
used a map downloaded from the internet accompalyedhort

videos for scientists talking about mysterious geimnd then ask
students to give their opinions. Students typethercomputer for
3-4 minutes. | felt that was good, but not all tiree. Nothing

replaces the board. Despite the fact that using i€Tiealistic and

interesting.

T9: In the last year, | tried something new for thedents and they
liked it. | asked them to send me their assignrteenty email and |
checked the assignments and sent back the comedibostudents’
emails. They were happy actually, they're good aing the
internet and face book they are excellent. | ugesl LCD four
times and the overhead projector, the cassette ligiening,
always, and | used the LCD to show them a hisabriext with
pictures accompanied by sound, audio- visual aiglp | use word
for typing my exams, worksheets and also excelpfeparing
midterm and final exam analysis and also | can ReeerPoint,
but for my personal use and not related to teaching

It can be inferred from the above examples and fteathers’ responses that
some teachers would like to use ICT in teachingpautially and as a helping aid.
Moreover, younger teachers are more willing to geatheir ways of teaching
and use ICT tools regardless of their gender. Thisconsistent with the
guantitative results which show no significant istatal differences in teachers’
responses due to teachers’ gender, but there gmicant statistical differences
due to the teaching experience. This in turn mahaas we are living in an
accelerating world which is affected by the growaiginges outside our fields of
work and requires us among other things to integnabre than one aspect to

develop in our professions and not to standstiiat we have learnt in the past.
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This may cause a great burden to senior teachessrefbise change and need to

start learning new things again.
4.2.4.3 Preference for Traditional Teaching Methods

The results show that research participants fatraditional methods of teaching.
This is not only because of the age variable agsfield in the previous point, but
for their easiness as teachers report and thdityata help teachers to finish the
required material on time. Teachers do not haverépare the computer lab, or
ask for help from others, or prepare alternatiatsmns if any problems happen,
technical or non- technical. Teachers considerethgthods exhausting and
demanding in comparison with the blackboard. A fiemteacher who has been

teaching for 23 years clarifies:

T10: | studied master in linguistics in the US, dnthn give courses in
computers. However, I'd prefer the board and thdlteok to underline
each word. | want my students to succeed and thiklmot be achieved
through wasting class time in experimenting withtelogy in the class.
Students should have their right in receiving krezigk.

Other novice teachers consider the use of techyoltoteaching a violation of the

educational process because of their fear fromutireliable information that

learners may be subjected to on the internet oausex technology may cause
political problems. One of the teachers refusexdnduct the interview only

because he hears that it deals with technologyiteéetsie fact that he has an MA
degree and teaches in colleges and universitiaspiticipal discloses that he still
uses the old typewriters to prepare basic annuamexand the rest are
handwritten.

4.2.5 Time and Planning

Time is an indispensable variable in ICT utilizatiand integration which is
closely related to planning and affects the integnaprocess. Two sub themes

resulted from this area.
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4.2.5.1 Time Consuming

Research results convey diverse views concerning.tMost teachers consider
the use of ICT in teaching as time consuming egfigdhose who lack technical
skills. According to them, they need a lot of titoeprepare the computer lab and
operate the LCD. Furthermore, lack of pedagogicavkedge cause them not to
cover the required material within the class tiiensequently, the lesson that is
supposed to end in one class requires three clabBBissis pointed out by more

than one teacher.

T9: During the class, time because we do not hagpegialized room,
using technological tools wastes a lot of time, olasses are only 40
minutes and preparing things will take a lot ofeéimspecially we do not
have a specialized room.

Another teacher raises the problem of keeping théesits under control during
the ICT class especially if the internet is avd#alBesides, technical problems
always cause delays in time even with trained telaclsuch as slow internet
connection. This point can be clarified in the teas’ words:

T10: Time consuming in seating the students, coimgothem
because they will only talk and laugh. It is alkt meorthy and it is a
waste of time because we will not be able to finish required
material on time, and you know that we sign arciaffidocument
every year to finish the required material withinspecific plan
and limited time.

T11: I think technology requires a lot of the dasne. We need a
lot of time operating the technology tools, or calfor help from
the technology teacher if not successful in workiiy these tools
as required

Sometimes the use of ICT can save time as someerasay. However, this is

dependent on the lesson’s nature and the studsitiies.

T5: Using technology inside the classroom depends tlee
students’ ability and the kind of material preseht&ome areas
require a lot of time and the lesson may take thrkesses to
achieve its goals because you know that the enwieon in our
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schools is not ready yet for using technology &ffely and for

some kind of material it is a waste of time. Owddige classroom,

using technology saves a lot of our time whetheséarching for

newer information, or saving documents.
To further stress the importance of time, referetacguantitative results show
that time is viewed as high- level obstacle by sgpthe highest mean of all the
guestionnaire domains (M= 3.79; SD= 1.138). Thidum means that greater
emphasis should be placed on how teachers carhesdime effectively which

can only happen through training.

4.2.5.2 Accidental Planning

One of the frequent complaints of teachers is pfapbecause of the time they
consume in planning and preparing the materialpf@sentation. This may be
justified because teachers are required to praparaially their daily lessons, and
so to prepare annual plans to finish the matebglthe end of the academic year,
and to prepare for the integration of ICT in teachiin addition to the

administrative works required. It is undeniabletttras way of planning places
greater demands on teachers and causes them teesitnate the importance of
planning and skip it in many cases as a teacher h@sobeen teaching for 14

years says:

T2: 1 do not plan and | do not know the shape ef pheparation
notebook. We are only subject to experiments. fAthem want to
impose their rules on teachers. We are moving tdwdreing
writing machines only. We have minds and the futdireducation
needs something more than just to prove that wewvareking.

Documented planning does not mean that we are fopali
teachers .Mental planning is much more important.

The results show that teachers use some ICT taoligentally according to the
situation especially if they have technical skillEhey use such tools if the
principal or the supervisor comes to school to stioat they vary their teaching
aids and techniques. A teacher states:
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T5: This way the idea may come accidentally andavetry it in
class and accidentally | discovered that this makégy change
for me.

Only four teachers say that they plan activitiefessons in which they use ICT in
their classrooms daily and annually because sucockEssich lessons depends
mainly on preparation and readiness on the pathefteachers. However, they
strongly emphasize the interrelationship betweemmhg and time as teachers

explain:

T3: Yes, | plan for ICT lessons, but this takesetim surf the net, to
download material and to decide which materialugable.

T6: Yes, | plan for every step, otherwise it wilit succeed daily and
annually.

Items (35 & 37) that ask teachers about prepardtonCT integration score
high- level means which are (M= 3.95; M= 3.73) exdjvely and which are
consistent with the interviewees’ responses reggrdplanning. However,
qualitative results clarify that time and plannerg interrelated and the success of
lessons using ICT tools depends mainly on goodnitgndaily and annually. If
teachers really succeed in planning the ICT lestusg,lesson undoubtedly will
achieve its intended outcomes, and if teachersptam the use of ICT lessons,
this means that they can cover the material reduivihin the academic year.
However, this presumption provokes this query: @ittee current circumstances

above, how can English language teachers inteffedt¢ools in teaching?

4.2.6 Administration, Supervision and Technical Suport

The analysis of the interview data indicates thege themes have emerged.
These are: marginal role of principals in termgwdluation, encouragement and
incentives; no role of the supervisors in the irméign process; insufficient

technical support.
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4.2.6.1 Marginal Role of Principals in Terms of Kaluation,

Encouragement and Incentives

The results show that principals encourage teathise of technological tools,
however, this encouragement is confined to wordd, ia some cases principals
include these attempts in teachers’ reports whichaokt affect teachers’ yearly
annual evaluation since very few teachers recéigédxcellent” evaluation at the
end of the year. Moreover, all teachers report thay have never received any
kind of tangible rewards or incentives that thepest for their performance. For
principals, it does not make a difference to useatvanced applications of the
net or the tape recorder since both of them amadasf technology as a teacher
who taught in four different schools for 16 yeases.

T4: They do not have any role. Just only they rteefill their
report and the tape recorder will make them verpmhaif used

properly.

Another teacher illustrates how much frustrating $ituation will be if teachers’ efforts
are not rewarded as expectédhis can be clearly clarified in the words of actear
who has been teaching only for four years:

T7: What kind of encouragement do you mean? Sevienabk |

prepared lessons to be presented in class andddasiie principal
to come and he did not come because he is busyaaube he
does not attend the first or the last classes. Qnedad internet at
school and | prepared a lesson about the infornmtge for the
eleventh grade and | asked the principal to atténout no. The
lesson was really interesting and brought life. ¢Hd not come. |
really did not want to spend hours surfing the foetmaterial and

worksheets and at the end similar to other teackédrs only use
the board, my yearly evaluation is only good oryvgood. We
want something tangible that encourages us to upgrshe

teaching process. But “no comment”.

It is worth noting that lack of incentives causessfration as expressed by
teachers who really think themselves receivingveard for their job as a teacher
says:
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T3: They gave each of the ten teachers a mini fagtod we
thought it was for us. However, we discovered ldtet these
laptops were for us only during our work period WwiMISN, then it
will be a school property.

The importance of principals’ role in supportingTi@tegration is also stressed

by teachers’ responses to items (39, 44, 45, 46¢habcore high means (M=
3.60; M= 3.56; M= 3.38; M= 3.38) respectively.

4.2.6.2 No Role of the Supervisors in the ICT Integtion Process

The role of the supervisors does not differ grefithyn that of principals. On the
contrary, it is more passive because principalpagsent all the time and are the
ones in charge who can have positive effects acthtga in terms of availing ICT
resources or reports. However, supervisors onlyecome or two times a year,
and sometimes they do not visit teachers withinvihele year and reports are
written. Furthermore, supervisors ask teacherssetachnology in teaching and
to vary their means in teaching. However, teachereal that supervisors do not
provide them with the mechanism of how to use teldgy in teaching.
Moreover, supervisors do not evaluate greatly teetlefforts as teachers expect.
For example, a teacher reports:

T6: The supervisor's support varies according te supervisor

himself. They support the use of technology. Jostisv Some may
praise being innovative and include this in youpo#, others no.

It depends.

Another teacher says:

T7: The supervisors do not encourage us to use Wfen the
supervisor visited me last year, | was very entsig to present
the comprehension text that | downloaded from thiermet
because | considered it more realistic with picturand big
screens. | thought she would appreciate my joldeats she said,
“Do you think this is a use of technology. | am fessional in
computers.” and she even refused to accept the sgtes of
enrichment materials saved on the computer dedipidact that |
classified them according to classes in folders @ik only
preferred printed papers and the textbook. Shendidell me what
professional use is.



87

This result comes in accordance with teachers’ aesgs to item (41) of the
guestionnaire. Teachers’ responses reveal that little commitment of

supervisors towards the inclusion of ICT in teaghgonstitutes a high- level
obstacle for them with a mean (M= 3.57). To finalithe previous point,
supervisors’ role entails, among other things,ititation of how technology can
be used in the classroom to teach a certain skélrea and being more positive

when commenting on teachers’ initiatives if miseakappen.
4.2.6.3 Insufficient Technical Support

Eight of the interviewed teachers assert that thegd technical support when
they want to use the computer lab or any othern@ldgical tools to teach a
certain skill or area. Furthermore, teachers pthat the only technical support
they can get is that from the technology teacheo ghfreed for six classes per
week in order to hold technical matters that otieachers may need. However,
this help offered by the technology teacher to heax nowadays is optional and
technology teachers are not obliged to help if tdeynot want to because they

have their own workload as this teachers points:.

T6: The most important for me is getting technggbport because

| cannot use, for example, the LCD alone. Stilleled help to

download material and lessons from the internet.
Moreover, five teachers disclose that technologchers, in addition to their
being uncooperative, they are not able to solvéhallproblems teachers face such
as viruses or hackers’ attacks. This in turn mehas these teachers are not
qualified enough to provide this help and that éhghnould be a technician who

can solve whatever problems happen.

Responses to items (42 & 47) of the questionn&iosvshigh accordance with the
interviewees’ responses regarding lack of techrsagport. Results of both items
score high- level means (M= 3.73; M= 3.48) respetyi
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4.2.7 Palestinian Electronic Initiatives

Despite the fact that work with foreign countriess taken place since 2005 in
the Palestinian initiative, Towards Electronic ¢3ine, results clarify that most
teachers other than those who are involved in grafect or other projects aiming
at moving towards advanced electronic country tikger countries in the world,

lack complete knowledge of what such projects Armalyzing teachers responses
to this question, two sub- themes have emerged.

4.2.7.1 Lack of Knowledge about Electronic Initiatves in

Palestine

The results show that the majority of teachers laalareness and knowledge
about ICT initiatives in Palestine except those wattend some training sessions
in projects such as the “MSN” with the AmidEast “dvalr”. Most English
language teachers lack the awareness about tleretitfICT initiatives that are
set by the Ministry of Education and Higher Edumat{MoHE) in Palestinian
Public schools, and the efforts towards turningEldecation system in Palestine
into an electronic one as a part of the MoHE'satstyic plan (2008- 2012). And
since English is one of the three subjects thatMhastry of Education plans to
use ICT in its primary stages (MoHE, 2008), itssential for these teachers to be
informed of what such initiatives demand from thand likewise offer to them.
Such unawareness in turn is considered an obdtaéeaglish language teachers
and causes many teachers to adhere to the traditmethods of teaching
considering the use of ICT in teaching an ornanietmorative matter. The
majority of English language teachers considemgeof any form of technology
optional. One of the participants, who has beechieg for 24 years in many

schools assures this point showing great astonishme

T1: 1 do not have any idea about the Palestiniatidative or any
other project that calls for electronic learning arsing ICT in
teaching “Was this set here for our schools in Balee!”
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4.2.7.2 Lack of Attention from Leadership

Five of the interviewed teachers express theiratisfmction because they are
ignored and even excluded from participation inhsgeojects mainly in the

districts of Tulkarm and Hebron. This is becauseséh teachers consider
themselves as qualified and competent but they ¢godortunities like these to

show their abilities and to enhance the teachimggss. This can be clarified in
one of the participants’ words:

T6: | have no idea about it. | wish that we havelsinitiatives
because we are excluded here from such projecisitdethe fact
that we have qualified people who are willing torkvpersistently.
Last week, we went to a conference in Nablus andhetewith a
person from the Ministry of Education who assuredhat books
are going to be modified and computerized at I&ash the first to
the fourth grades.

To elaborate the previous point, some teachers kndwe received training in
some projects convey their satisfaction and williegs to participate in more
projects because of the great change and proguebspsojects make. However,
other teachers view their absence from such pjackind of ignorance and
marginalization from administration and a stoneéhia route of their professional

development. This is pointed in this teacher’s wsord

T10: | think if | knew before about such projectsdatheir
importance for the Ministry’s educational planswbuld change.
But we are ignored here, and only the focus is Riamma

Results of the fifth domain of the questionnairatttieal with obstacles related to
administrative matters represented by leadershimcipals, supervisors and
technical staff reveal high- level obstacles withtotal mean (M= 3.55). This

result pinpoints the crucial role that each pahyusd play in ICT integration.
4.3 Summary of the Quantitative Results

Results of the first question show that the extériinglish language teachers’ use
of ICT tools is relatively low. In addition, thes@lts reveal that English language
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teachers mainly use ICT tools in the receptivelskiistening (42.1%) and then
reading (19.5%) more than in the productive sktiseaking (13.1%) and then
writing (11.3%). Besides, teachers mainly focustib@ areas of pronunciation
(29%) in the first place, then on grammar (22.6%g after that on vocabulary
(19.9%) giving little emphasis to spelling (9%) atdtation (4.5%).

Results of the second question point out that &@clencounter high- level
obstacles in all domains except for the first domahich investigates obstacles
dealing with teachers’ background information aedhtological skills with a

total mean and standard deviation ( M= 3.59; S[231).

Results of the third question reveal that there statistically significant
differences in the means of teachers’ respons#setobstacles presence between
males and females according to Independent sanripkt tesults. However, the
One Way ANOVA results disclose that there are satilly significant
differences according to teachers’ practical exqrereé between teachers whose
teaching experience ranges from (6-10 years) arabethwhose teaching
experience exceeded 11 years in favour of teachbose teaching experience
exceed 11 years. This means that the more theitgaelperience of English
language teachers is, the less ICT integration agiex out. Furthermore,
examining the differences in teachers’ responsesrdmg to the teaching
gualifications they hold, it is found that theree astatistically significant
differences between the holders of various educatioqualifications.
Interestingly, the Post Hoc multiple comparisonspout that the higher degrees

teachers hold, the more ICT integration is cardet

Results of the fourth question uncover that Pal&sti schools provide some
kinds of ICT tools. However, the results uncoveattmost the ICT tools that
prevail in schools are old and traditional ones olvhbreak down easily and
require maintenance on the hand; on the other hdrel; are available in
insufficient numbers and are not accessible tohea¢ use most of the time as
teachers confirm. The final predictor that the dgoesaire investigates is the

training courses that teachers receive pre- sermia in- service. The results
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reveal lack of training courses either at the ursig or during work. However,
greater numbers of teachers are not trained atrthversity how to integrate ICT
tools in their teaching practices as a prerequidde their professional
development in the modern era. The results alsdadis that despite the fact that
teachers receive training during their work witle tllinistry of Education, the
training teachers receive is mainly generic thatsaat training teachers to use the
simple traditional ICT tools such as overhead mtojes or basic computer skills

that enable teachers to carry out at least theniradtrative works.

4.4 Summary of Qualitative Results

The qualitative analysis results in seven main #®and nineteen sub- themes in
which teachers reveal the extent of their use afilCtheir teaching practices and
the obstacles towards this integration. The resshsw that most English
language teachers’ attempts to integrate ICT taolsteaching are mainly
individual examples that lack support and encoursege. Teachers view the use
of ICT in the teaching practices as ornamental &urtthat requires them to spend
extra time in learning how to use technologicalldo®oreover, the interviews
illustrate the obstacles that teachers encountemgluthe process of ICT

integration.

Teachers’ age is a great determiner of teacheldhgness to learn how to use
the new technologies in teaching. The older thehews are, the more resistant to
change they are. Teachers view time as a main @esta addition to different
kinds of obstacles such as insufficient pedagogikabwledge, lack of
technological skills, insufficient numbers of trimg courses, lack of quality
training courses, insufficient infrastructure fams required for the
implementation of ICT in schools, especially théeinet, marginal role of the
school administration and supervisors, lack of amwess of the Palestinian
electronic initiatives that the Ministry of Educati and Higher Education has
launched in (2005).
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4.5 Relation between Quantitative and Qualitative Redts

One of the main goals of the researcher’s choidh@imnixed research method to
achieve the study’ goals is to gain better undedsitey of the dilemma under
investigation from more than one source of datdectbn which are the
guestionnaire and the interview. The results reaegieat affinity between both
types of results in several domains despite thetfat some quantitative results
may contradict the qualitative ones. However, thay be called clarification of
the points under investigation rather than conttaah because of the broadness

of the subject of ICT which may cause misunderstandf some points.

For example, this can mainly be seen in relatiotC{b pedagogical information
required by teachers to implement the different I@DbIls in the teaching
practices. Quantitative results come out with theult that teachers possess
moderate background knowledge and technologicl$ sidoring the lowest mean
among the other domains of the questionnaire tha{M= 2.88). Whereas,
qualitative results show that although the intemdes possess basic computer
skills, they complain that they lack the pedagdgikaowledge required for
implementing ICT tools inside the classroom. Te&elp®int out that their focal
use of technological tools center around admirisgatasks outside the

classrooms.

The two instruments are conducted concurrently. Triterview affirms the

guestionnaire results and elaborates most of thmtgpahat may cause
misunderstanding to the researcher or the reader.ekample, administrative
roles of leadership, principals, supervisors arthriecal staff are assigned some
points in the questionnaire. However, the in-degtiestions addressed to the
interviewees give us better understanding of thisaaand mainly spreading
awareness about the ICT initiatives that actualapgen on the ground in

Palestine.
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CHAPTER FIVE

DISCUSSION AND RECOMMENDATIONS

5.0 Discussion of the Findings

The current study is carried out to investigatedhstacles to ICT utilization and
integration in Palestinian Public Schools from Ksigl language teachers’
perspectives. In addition to shedding light on therent situation of ICT
utilization and integration in teaching in PalestmPublic schools. To meet the
study goals, data was collected through two insénis) a questionnaire and an
in- depth interview, that were administered to asgmn sample of English
language teachers from the districts of RamallahABireh, Tulkarm and
Hebron. The following is a discussion of the fingBnin light of the study

guestions.
5.1 Discussion of the First Question Results

To what extent do English language teachers oflffle 11", and 1¥' grades use

ICT tools in their teaching practice?

To answer this question statistically, frequen@ad percentages are calculated
for the predictors: the percentage of classes Emdginguage teachers use ICT in
per week, the language skill they use ICT toolsnimst, the language area they
use ICT tools in most. Then teachers’ responsésetoelated interview questions
are analyzed. The results uncover that the pergentd English language
teachers’ use of ICT is very little, either none less than (25%) per week.
Similarly, qualitative results reveal that Englisinguage teachers’ use of ICT in
administrative tasks exceeds that in teaching Ehgioreover, the results point
out that the extent of English language teacheitation and integration of ICT
tools is relatively low and are mainly individuateanpts that lack the sufficient

pedagogical knowledge required as a basis for i@dgration in the classroom.
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These results are consistent with Hurd (2009) wiesgnts the results of several
case studies over twenty years in the UK. Theadtsgsoint out teachers’ meager
use of ICT in teaching over the years.

Despite the fact that some teachers are still lingito learn how to use the new
ICT tools in teaching English because the use @ddltools affect their coverage
of the materials required within the academic y#agre are innovative teachers
who do really use ICT tools and are willing to le@ecause ICT tools, mainly the
internet as they indicate, reduce teachers’ wotklaad save their time through

the flexibility ICT tools offer in teaching. Suckéchers view the change offered
by ICT tools in teaching language positively. Thgees in accordance with

Rogers (1995) theorization in which he considee thne’s persuasion of the
attributes of an innovation as superior to the joey methods is the first step in
the adoption of change in teaching.

Another point the results show is that teacherspoases to the English language
skill they use ICT tools in most are higher in these in the receptive skills,
listening (42.1%) and reading (19.5%) than in thee in the productive skills,
speaking (13.1%) and writing (11.3%). In line witle emphasis on the receptive
skills, pronunciation is the language area thaeikes the greatest attention by
English language teachers (29%) followed by gramr(#8.1%) and then
vocabulary (19.9%). Alarm should be aroused hemeesthese results come in
accordance with the traditional methods of teachiregsecond language such as
the Audiolingualism and the Oral and Situationacténg approaches according
to Richards & Rodgers (2001). These approaches iatijucemphasize
pronunciation, grammar and vocabulary as a mearslweving proficiency in
language learning. It is worth to mention that batbthods proved failure as
Richards & Rodgers (2001) clarify in enabling leamto transfer the skills
acquired to real communication outside the clasaroAnd this in turn what
Hyms (1985) asserts regarding communicative compete/hose achievement is
the main goal of communicative language teachindpis Temphasis on

communicative competence is intended to enablelgamers to communicate
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their ideas through language in a collaborativestogtive learning- teaching

environment through the use of ICT tools as Free(@aa0) puts it.
5.2 Discussion of the Second Question Results

What are the obstacles to utilizing and integrati@d tools in the teaching
practices in Palestinian public schools from Englifanguage teachers’

perspectives?

To answer this question, means and standard davsatre calculated for the
whole instrument and for each domain separatefyrégisely capture essence of
the data collected. In general, the results shaw tkachers encounter high-level
obstacles with a total mean (M= 3.59) and standddiation (SD= 1.231).

However, dicussing the results of each domain seglgrillustrates the various

kinds of obstacles teachers come across duringutfiZation and integration..

Results of the first domain deal with the existantéhe background knowledge
and technological skills. According to Ely’'s (1990999) conditions, the
possession of the technological skills and knowdeidghe second condition to be
able to implement ICT in teaching, and without thesachers become frustrated
and imobalized. The results reveal that teacheesv ihemselves as having
moderate technological skills that enable them s$e ICT tools in teaching
(M= 2.85; SD= 1.350). A similar result is disclosiey qualitiative results where
the interviewees consider themselves as havingpmeade technological skills.
Al- Jaraideh (2009), who finds that Jordanian teashhave moderate skills,
comes in line with these results by not considetautinological skills an obstacle
because teachers receive training provided by timsivly of Education and

Higher Education.

Almekhlafi & Almeqdadi (2010) and Ismail, Almekhia& Almekhlafy (2010)
come up with the result that teachers possess IQighskills with mean scores
ranging from (M= 3.7 to M= 4.5). Consequently, IGKills are not viewed as

obstacles for these teachers. Bulter & Sellbom Z2@0nfirm these in the sense
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that teachers’ ICT skills are not considered aslastacle. It is worth noting that
teachers who possess these skills may be technalbgpters who are willing to
accept change imposed by the use of ICT tools achieg. In addition, such
teachers do not mind training and upgrading thallssto acquire new skills that
may lead to their professional development fadtantever. However, Bebell et
al. (2004); Hew & Brush (2006); Jenson, Lewis & 8m({002); Samuel & Abu
Bakar (2006); Samuel & Abu Bakar (2007) contrathetse results by stating that
teachers still lack basic technology skills whidiey require before moving

towards adopting constructivist teaching practiwegl technology.

Items which deal with the pedgogical informatiomuied to integrate ICT in
teaching English score the highest means amongttier items of this domain
(M= 3.29 & M= 3.21) and are still moderate. Thisans that English language
teachers view themselves as having reasonable @giday knowledge that
qgualifies them to implement ICT tools in their teaxg practices. However,
gualitaive results place greater emphasis on thist ghowing that teachers lack
sufficient pedagogical knowledge required for thaplementation of ICT
especially in teaching English. This may be jushfe on the basis of years of
experience since gquantitative results show sigmficifferences in the means of
teachers’ responses to the obstacles caused l®y\wiase teaching experience is
higher (11 years & above). To elaborate, resultheffirst question point out the
meager use of ICT in the teaching practices becatigeachers’ resistance to
change especially senior teachers because of @tk foe the acquisition of new
pedagogical knowledge. Therefore, mixed methodolsgysed in this study to
illustrate any misunderstanding and gain in- dégtbwledge about the problem
under investigation. In accordance with these tesMaheswari (2010) considers
the awareness of methodological knowledge a presiguor the integration of
ICT tools in the classroom. Aduwa-Ogiegbaen & lyaf@005); Hussain, Jumani,
Sultana & Igba (2010); Jenson, Lewis & Smith (20@8yee that pedagogical
knowledge constitutes an obstacle to ICT integratio teaching. Whereas,
Ismail, Almekhlafi, & Al- Mekhlafy (2010) disagre® consider knowledge of
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how to implement ICT in teaching an obstacle sithegr study shows that this is

the least obstacle among other obstacles.

According to Rogers & Shoemaker (1971), the fitage in adopting change is
knowledge which refers to learning about an inniovaaind how it functions in
order to be able to use it correctly. Ely (199999) places knowledge and skills
as the second condition that requires to be gsadisfo integrate ICT in the
teaching practices without which the integratiorogesss will constitute a
complete failure at its preliminary stages. In dst@sicy with the quantitative
results, qualitative results show that teacherssiden themselves possessing
reasonable technological skills. However, doespibesession of different skills
mean integrating ICT tools in the teaching prastic&ince teachers report that
they lack the pedagogical knowledge required fer shccessful implementation
of ICT in teaching, the possession of technologis&llls only does not

necessarily mean using these tools in the teagivengices.

The second domain which explores obstacles relatadfrastructure facilities
and cost reveals high- level obstacles with a m@dn 3.56) and standard
deviation (SD=1.219). It is interesting to notettitams which investigate cost
and internet connection score the highest levelse Of the most important
requirements for the implementation of ICT in taaghEnglish is the availability
of a variety of hardware and software. Similar tessareconveyed by qualitative
results where teachers express the lack of ICTuress in their schools
particulary the internet and modern forms of ICTlseseresults areonfirmed by
Aduwa-Ogiegbaen & Ilyamu (2005); Akbaba-Altun (2006Imekhlafi &
Almeqdadi (2010); Hurd (2009); Jenson, Lewis & $n{2002); Pelgrum (2001);
Williams, Coles, Wilson, Richardson, and Tuson (200OMoreover, advanced or
developed countries do not consider ICT infrastmectfacilities an obstacle.
Bordbar (2010); Cuban, Kirkpatrick & Peck (2001ndaNEA (2008) affirm this
viewpoint by rating infrastructure facilities andsources as non- obstacles and
unnecessary for the implementation of ICT in theckeng practices. However,

the situation is different in developing countra&xording to Salameh (2010) who
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presents an offline —flash based prototype systging the multimedia approach
for teaching English. The implementation of thisteyn requires the availability
of cell- phones that have greater functionalitidsacl are existent in the older
versions of cell- phones such as mp3/ mp4 playeigtal cameras, video

recorders, in addition to their ability to run modédia content. However, the
inavailability of the newer versions of cell- pheneith all students caused the

system to work incorrectly.

An important point that Ely (1990, 1999) raiseshiat he considers the availabity
of such resourses the responsibilty of leaderstpesented by the Ministry of
Education and Higher Education. However, qualiatresults show that the
availability of such resourses is linked to thealocommunity. This may be

justifiable on the basis that Palestine is an oxlgountry and any attempt to
undertake the possible growth is supported by doréiinds. This is the third of
Ely’'s (1990, 1999) conditions that is not satsifigdich means the reduction of
ICT utilization and integration in the teaching grses especially in public

schools. Hence, the question that comes to mingl iseif infrastructure facilities

with enough funding existed, would Palestinian kesis become adopters of

change presented by using ICT in their teachingtjpes?

The majority of the studies reviewed assert thaihing is a prerequisite for the
successful implementation of ICT in teaching. Meand standard deviations of
the questionnaire’s third domain are relativelyhhii= 3.68; SD= 1.112). It is
worth noting that teachers’ responses to trainmpgre- service as an obstacle are
higher than those in- service. This in turn medwas teachers consider training in
the preparatory stages in their years of study rbereficial for the engagement
in the implementation of change represented byute of ICT in the teaching
practices since they have the basis which they wagrade and will not be
required to start learning from the scratch. Qa#lie results affirm these views
especially as viewed by senior teachers who maiefyse change because of
their unwillingness to learn new things. This urwwgness goes in line with

Rogers & Shoemaker (1971) theorization of the se=iage which assumes that
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future potential adopters of change should be pelestl of the value of the

innovation.

Ely (1990, 1999) conditions dissatisfaction witte tetatus quo in his theory to
determine the need for change represented by attegriCT tools. By the same
token, if teachers want to adopt ICT in their teaghpractice, they need to be
dissatisfied with the present situation of teachprgsented by using the old
methods of teaching. However, senior teacherstifites that old methods are
satisfactory for their instructional requiremenit$erefore, there is no need for
change and training. This in turn means that tloegss of ICT integration stops
before it starts with these teachers. However, ethisr hope though. Both
guantitative and qualitative results indicate thavice teachers are more willing
to learn and train not because they are better $sleaior teachers, but because
technology has become an indispensible part oindwe generation’s education

and professional life.

These perspectives are confirmed by a variety wfiss such as: Akbaba-Altun
(2006); Almekhlafi & Almeqdadi, (2010); Ismail, Alekhlafi, & Al- Mekhlafy
(2010); Thao (2003); Samuel & Abu Bakar (2007). Cany to the previous
results, Bulter & Sellbom (2002) do not consideairtimg an obstacle. An
important indication in the previous studies whgreatly emphasize the current
study’s results is that teachers state their needohgoing training that goes
beyond generic training and aims at training teexhew to effectively use ICT
tools in their work as language teachers. Genminihg can only be beneficial in
teachers’ administrative practices where they magiy require to use MS word,
Excel, printers or even scanners for the preparaifcexams, worksheets, marks,
tabulation of learners’ documents. However, if tesas to be full adopters of ICT
in their teaching practices, they should receivgoamy pedagogical training
specifically in teaching English. This continuousiniing should start at the
university and continue during work. To furtheress the importance of training,
Ely (1990, 1999) considers training as part of 4kils and knowledge teachers

should have because training leads to both of them.
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As Rogers & Shoemaker (1971) hypothesize, thegzoof ICT utilization and
integration is connected with the time element. iFhgortance of this hypothesis
is highlighted in this study since teachers perdime as the highest- level
obstacle among other obstacles with (M=3.79; S[0:88). of the questionnaire’s
fourth domain. It is worth to note that teacherstqeptions to item (35) that asks
teachers about the time ICT integration requiremftheir class preparation time
scores the highest mean (M= 3.95) among all thetoqpmnaire items. This is true
because class time is very strict and teacherddihewvell prepared to make use
of this time effectively. To comment, teachers alsv@omplain from the time
preparation takes and skip it in many cases. Tis ithe case of the normal
preparation teachers are accustomed. Howeverjsght case with preparation
for delivering teaching via ICT tools? Definitelyoth Teachers show similar
perspectives when asked about the time requireplémning, development of the
instructional materials and coverage of the textisagsing ICT tools in teaching
English. Qualitative results assert these percegtio relation to time where
teachers point out time restrictions especiallyitttensistency with the class time
and curriculum coverage and even time for trairootside school. These results
confirm the ones reported in the previous studibglvidentify time as a main
obstacle in Almekhlafi & Almeqdadi (2010); Binginsl2009); Bulter & Sellbom
(2002); Bordbar (2010); Hussain, Jumani, Sultana,lgkal (2010); Ismail,
Almekhlafi, & Al- Mekhlafy (2010); Jenson, Lewis &mith (2002); Wu (2005);
Zhao & Bryant (2006).

Obstacles concerning administrative and techniecppsrt are also perceived as
high-level obstacles (M= 3.55; SD= 1.163). It isrthioto note that Ely (1990,
1999) highlights the items investigated in thehfilomain in the final four
conditions in terms of incentives, participationivibeen all the responsible parties
including teachers, principals, supervisors, tedhns and leadership either
within the same school or the Directorate of Ediocator the Ministry of
Education and Higher Education. To start with, laékechnical support scores
the highest responses as an obstacle with (M= &[3; 1.044). This result has

been stressed in the majority of the studies restevecause without this
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technical support, implementation of ICT will lackie of its main pillars that

should be provided to teachers. Qualitative resgteatly affirm this phase

demonstrating that the only source of technicapsupavailable to teachers is the
technology teacher who might not be cooperativeoonpetent enough to satisfy
teachers’ technological demands. These results base previously affirmed by

Almekhlafi & Almeqdadi (2010); Bingimlas (2009); Maswari (2010); Thao

(2003);Wong (2000); Wu (2005); Zhao Bryant (2006.

It is a fact that in a centralized educational eystike Palestine’s, hierarchy is the
base for any decisions that may be taken in schddisrefore, basically in the
phase of ICT implementation, principals should pdaynajor role in supporting
teachers’ attempts to change their teaching metiagchers of the current study
view administrators’ unconcern as an obstaclehhaters them from carrying out
activities using ICT tools. Moreover, motivatiomcentives, evaluation, clear
guidance or provision of instructional materiale dacking as asserted by
Palestinian language teachers. Qualitative reslitborate those results where
teachers report their dissatisfaction with the abseof the administration role in
supporting the integration of ICT tools in the laage teaching practices as this
teacher (4) says, “Principals do not have any rhlst only they need to fill their

report and the tape recorder will make them vepplga

Hussain, Jumani, Sultana, & Igbal (2010) confirrasth results by showing that
teachers always complain from administrative urmaseness. However, Al-
Jaraideh (2009) disagrees with this viewpoint poréng that administration and

leadership do not hinder teachers’ efforts to irdaegICT in Jordanian schools.

Closely related in importance to principals’ radesupervisors’ role which is very
marginal or even none as Palestinian English lagguaachers in the current
study report quantitatively and qualitatively. Thesults indicate that English
language teachers do not benefit from supervisorthe integration of ICT in
teaching English. Teachers’ responses to item (é%®al that there is little

commitment from supervisors towards the integratmh ICT in teaching
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(M= 3.57). Moreover, qualitative results show teapervisors’ role confines to
impressionistic judgments based on asking teach#ray use technological tools
to vary their teaching methods as clarified qualidy by teacher’'s (6) words,
“The supervisor's support varies according to thgesvisor himself. They
support the use of technology. Just words. Someprage being innovative and

include this in your report, others no. It depehds.

To conclude the final domain discussion, the reshighlight the great role that
principals, supervisors and technicians can plath@ésuccess of the integration
process. More encouragement and cooperation areredgfrom principals to
support and facilitate teachers’ innovative methofiseaching. Supervisors can
prepare units for one stage at least showing hewdifferent language skills can
be taught using ICT tools with or without the imtet, and then train teachers how
to apply these techniques to teaching. This magiugeto the fact that one of the
supervisors’ responsibilities is to evaluate teagheb. This in turn implies that
teachers’ professional development and pedagodiahing fall on their

shoulders.

5.3 Discussion of the Third Question Results

Do English language teachers in the 10th, 11th, Httd grades in Palestinian
public schools differ in their responses to thetates’ presence due to gender,

expertise (practical experience), and educationalifications (degree)?

Results of the first hypothesis using independantde t-test show no significant
statistical differences between male and femalegguage teachers in their
perceptions of the obstacles to ICT utilization antegration in teaching.
Similarly, interviewed teachers’ responses do hotsgender related differences
in the integration process. The findings suggest despite all the difficulties and
inequalities women encounter in a conservative espclike Palestine’s, a
promising movement towards change that offer greate for women teachers is
starting. In support of this opinion, Almekhlafi &lmeqdadi (2010) contradict

these results by showing differences in integral@ifj in the teaching practices in
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favour of females. This is supported by interviewtedchers who show less
reluctance in accepting to conduct the interviepeemlly when they recognize
that it relates to ICT.

Examining the differences in teachers’ responseselation to their practical
experience, the One-Way ANOVA results show sigaiiicstatistical differences
between teachers whose teaching experience exdéegsars and those whose
teaching experience ranges from 6 to 10 years. Jigaificance value is
(Sig= 0.006) in favour of the teaching experiericeyears & above which means
that the differences in teachers’ responses tolis¢éacles are caused by teachers
who have been teaching for more than 11 years. Tukates that age of
teachers affects ICT integration in teaching. Samiliewpoints are reflected by
gualitative results which stress that senior teexlaee resistant to change and
unwilling to acquire new skills other than thoseytimaster. This shows that the
younger the teachers are, the greater possibdityGT utilization and integration
is. It is worth mentioning that in the modern worfgtevalence of technology
among the newer generation normalizes the techimalofiteracy they have in
comparison with the older generation. However, thingling does not gain
support from Jegede (2009) who finds that age dmesaffect teachers’ ICT
competency or use in Nigeria. Still, Jegede’s (2088€mple, which constitutes
college and university teachers who receive diffekinds of training, is different
from those at schools to meet the goals of thenkvas university teachers. This
finding may support the finding of the third hypesiis which shows significant
statistical differences between teachers in teritseir educational qualifications
in favour of holders of higher qualifications. Thwre educated the teachers are,
the more practitioners of ICT they are. This may jb&tified because higher
education requires teachers to learn and use npraghes whether in teaching
or in the nature of the assignments that will duateachers to teach in
universities in the future. This in turn asserts tmportance of training as a pre-
requisite for integrating ICT in the teaching prees.
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5.4 Discussion of the Fourth Question Results

Do English language teachers in the 10th, 11th, HttH grades in Palestinian
public schools differ in their use of ICT tools aoding to:

a: the availability and accessibility of ICT resoes in their schools,

b: the number of training courses they received ggevice i.e. at the university,
c: the number of ICT training courses they attenisledservice i.e. provided by
the Ministry of Education?

Percentages and frequencies are calculated totigasthe availability of ICT
resources in Palestinian public schools. This igarttended to decide the level of
availability and accessibility to ICT resources Byglish Language teachers in
their schools. English language teachers’ respostses that despite the fact that
schools have insufficient numbers of ICT resourdbgse resources are not
always freely open to teachers’ use. On the conttaachers complain that they
have limited access to the available ICT tooldh@irtschools particularly modern
technological tools such as the internet. This umntmeans that lack of
accessibility to technological tools in schools talbgs integrating these tools in
the teaching practices. These results are alsomaffi by the qualitative results
where teachers ensure that tools such as printamseras, computer labs, and
other tools are not easily accessible to teachem@ng time when they want
because these are the responsibility of the segretahe technology teacher. It is
crucial to point out, based on the results of @tisdy, that items which ask
teachers about integrating ICT tools in teachingl avhich require internet
connection, for example, are considered invalidsamools that do not house
internet connection. However, and as previouslytioead by qualitative results
that it is the responsibility of the local commuynito provide schools with
internet.

These results have been previously affirmed by rEelg(2001) who considers
lack of access to infrastructure facilities as ohéhe main problems encountered

in twenty- six countries. Several studies followdaelaborate this point in
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different countries like: Aduwa-Ogiegbaen & lyamB00Q5); Akbaba- Altun

(2006); Al-Jaraideh (2009); Bingimlas (2009); Jamshewis & Smith (2002);

Samuel & Abu Bakar (2007). Kirkpatrick & Peck (20Q04xpress a dissimilar
viewpoint when they come out with the result thed¢essibility to infrastructure
facilities is not an obstacle. This finding mighe krue in most developed
advanced countries as revealed by the National &itunc Association (NEA,

2008) in the United States, or rich countries sashran according to Bordbar
(2010).

Concerning the number of training courses teactemsived in pre- service, both
the quantitative and qualitative results reveat tha number of training courses
teachers received at the university is insufficieitiher pre- service or in-service.
Moreover, the results show that teachers receise mining at the university

than during work. It is undeniable that trainingaisnain pillar in the development
of the educational systems as pointed to in moshefstudies presented in the
literature review. Moreover, training is considegedoreground facilitator in the

implementation process according to Ely (1990, 1989® conditions equipping

teachers with the necessary skills and knowledgeimed before persuading these
teachers to start actually using ICT tools intdgria their teaching practices and

overcome the complexity of using ICT tools.

Rogers & Shoemaker (1971) theorize that the fiages of ICT integration is the
acquisition of technological knowledge and skillsieh can be achieved through
training. This in turn means that one of the maspartant determinants of
persuading teachers to make the decision to ined@rl tools in teaching is
training. This is because training plays a crumé in this stage as a pavement to
the other stages in the process of technology amopRogers (1995) suggests
that there are five attributes upon which an intiovaadoption is determined.
These include: relative advantage, compatibilitgmplexity, trialability, and
observability. The current study indicates thae#dchers are trained to use ICT
tools whether they previously know about them ot, nbey will be able to

perceive the “relative advantage” that makes tdenide whether these tools are
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better than the traditional methods or not and tegree of ICT tools’
applicability in their schools. This applicability turn is not an easy task and its
complexity may be overcome only through trainind anllaboration between the

different parties in charge other than teacherg.onl

However, training should have the grounds that kentdachers to apply what
they are trained at realistically. This could baiaeced by availing the necessary
ICT resources by the Ministry of Education leavergpugh space for accessibility
to these resources. This way teachers will havectfaace to decide practically
after experimenting using ICT tools to continuet thsage because they will have
the opportunity to evaluate the results of using thnovation positively or
negatively on the basis whether they view the irdaidvantage of ICT usage as
better or worse than the traditional use. Thisigi@e may culminate in
confirming the importance and continuity of integrg ICT in teaching, or
rejecting to continue integrating ICT tools becausfethe difficulties they

encounter.

As it is apparent from the results above that ingiroccupies an essential position
that gives room for creativity on the teachers'tplatheir needs are met. Training
is an ongoing process that should not stop at @ingpoint especially with the
accelerating global developments in technology yewey. This in turn implies
that there should be greater emphasis on traininggl the years of study starting
with the generic courses that equip teachers wagicbtechnological skills. And
then followed by more specialized courses accortinthe subject matter to be
taught. In addition, collaboration between univési and the Ministry of
Education gives more importance to the implememtaphase in schools and
helps policy makers to specify their teachers’ se@dcomplement the work that
has started at the university instead of repeatihgt was previously given, or
ignoring the needs of teachers who were not sudgjetd any training neither at

the university nor at work.
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5.5 Conclusion

The current study suggests that the utilization iategration of ICT in teaching
is an indispensible prerequisite for the reformtloé Palestinian educational
system as suggested by the Developmental Stratélgic (2008-2012). It is
undeniable that the world is changing very rapathg soothe English language is
changing. Consequently, these changes should leengemied by change in the
teaching methods and techniques.

The current study presents two important perspestof the English language
teachers in Palestinian public schools. The fgsthat the extent of ICT use by
English language teachers is relatively low. Thieeotis that English language
teachers’ perspectives of the obstacles to ICTizatibn and integration in
teaching are relatively high. A crucial point théie results highlight is the
interlinking relationship among the variables. Eaehiable is dependent on the
other and requires later update and activationuseraf the rapid changing nature
of technology. It is undeniable that Educationhe starting point of any nation
and its route to development. However, this prodess many pillars whose
fundamental action power is the teacher as alligsgarh the educational system
argue. But, if this pillar is desired to be the argbower of teaching, conditions
presented in this study should be satisfied oreastl start moving from only
blaming teachers for their reluctance to addpnge represented by integrating
ICT tools in their teaching practices and take nreadistic tangible actions that

circulate teachers’ innovative initiatives.
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5.6 Contribution of the Study

The main contribution of this study is that it aglsbes a promising modern
movement in education that is regarded as a maim fof reform of the
educational system in Palestine. This trend has b@st documented by
launching the Palestinian Electronic Initiative (PEr (2005) and has been
stressed in the Strategic Development Plan (2002)28gain. Policy makers in
Palestine, in their efforts to pursue the outerleyoconsider the utilization and
integration of ICT in Education as a motor power tbhe improvement and
development of education as stated in the PalastiRieform and Development
Plan (PRDP) (MoHE, 2008: 43). Moreover, they haeetsd different projects in
collaboration with foreign countries to support timaplementation of this
movement. However, since (2005), very few tangiblults have been achieved
in this area particularly in public schools despstene achievements in private

schools and universities.

Additionally, the current study uses a diverse afetheories to illustrate the
utilization and integration of ICT By English larege teachers. It uses Rogers &
Shoemaker’s (1971) diffusion of innovations thetwypresent the stages of ICT
integration according to their linkage to the tineéeement; Rogers (1995)
attributes theory to determine the use of ICT,; dflg (1990, 1999) eight
conditions as enablers for the successful integmadif ICT in Public schools in
the case of the satisfaction of these conditiortse Tse of this diversity of
theories can be used in the future as a basish®implementation of ICT in

schools.
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5.6 Recommendations

The current study suggests that English languamghess’ attempts to utilize and
integrate ICT tools in teaching English are veryager and are mainly individual
intuitive attempts that lack scientific basis. Mover, English language teachers
face high- level obstacles when they integrate I@Their teaching practices
inside or outside the classroom. Therefore, in rore bridge the gap in
Palestinian public schools and move towards anrimétion society coping with
the accelerating changes all over the world, mermgs steps should be taken by

policy makers in terms of:

1. Specification of teachers’ technological needs teefuldressing official books
to those teachers asking them to apply ICT in tte@iching practices.

2. Collaboration between the Ministry of Education &tigher Education and the
local universities to set the requirements of thaching process and prepare
teachers on a realistic basis that meets the redd@tsestinian students.

3. Exposure of English language teachers to ongoinchntdogical and
pedagogical training according to its relationite English language curricula.

4. Provision of encouragement, incentives and motifresn leadership to
innovative teachers.

5. Change of principals’ and supervisors’ rolethia ICT integration process.

Recommendations for Future Investigation

Since the current study uses mixed methodologyéa sight on ICT integration
in teaching English from English language teachpes'spectives only and the
obstacles towards this integration, the researcb&mmends the following as

future studies:

1. Further experimental research should be carri¢dooexamine the effects of
the various ICT tools in teaching English in thassrooms in a way that reduces

teachers’ workload and adds to their professioraétbpment.
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2. This study supports only the first and second stagé Rodgers and
Shoemaker (1971) theory. However, the other thrieges have not been
supported yet. Therefore, it is recommended thathe coming years, similar
comparative studies should be conducted to detithe iefforts to integrate ICT

tools in Palestinian Public Schools come true.

3. Analytical studies need to be conducted concerrtireg courses given at
universities, specifically in the colleges of Eduma, to determine their
consistency with the real educational needs ofhi@cin public schools in

Palestine.

4. This study has shown that principals’ and supersiswles concerning ICT
integration are relatively marginal. Therefore,dss that investigate the role of

principals and supervisors in integrating ICT tdal$eaching are recommended.
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Appendix (1): Reviewers of the Questionnaire

Name Major Place of work
Dr. Khawla Shakhshir | PHD in Science Birzeit University
Dr. Fateen Masa’d PHD in Mathmatics | Birzeit University

Dr. Abdullah Bsharat PHD in Education Birzeit University

Dr. Hasan Awad PHD in Science Birzeit University

Dr. Musa Al-Khaldi PHD in Science Birzeit University

Birzeit University/ Al-

Dr. Nader Wahbi PHD in Information | Qattan Center for
Technology(IT) Research Studies

Dr. Ziyad Al- Tanni PHD in Education/ | Al- Quds Open
Curricula Design University

Mrs. Maysoon Barghouti MA in Education Directorate of Education

(Technology Supervisor
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Reviewers of the Interview

Name

Major

Job

Dr. Khawlah Shakhsheer

PHD in Science

Birzeit University

Dr. Azim Assaf

PHD in Linguistics

Birzeit University

Mr. Fu'ad Nu’man

BA in English Language

Literature

Senior English language

supervisor( Directorate g

Education, Ramallah)

Mr. Mohammad Al-

Labadi

BA in English Language

Literature

English language

supervisor( Directorate Q

Education, Ramallah)

—h

—h
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Appendix (2): Covering letter to the questionnairereviewers

-E._.. _._—-—_i__'___” a _‘*: —-——_-—.._':1 ___
EI I:-E;ZEI:T TR = T

College of Education - Master Program
In the name of Allah, Most Gracious Most Merciful
Dear Professor ..........ccovceuvnn...

The researcher is developing this questionnairg¢hi@purpose of completing her
Master thesis at Birzeit University. The studyiiletl” The Obstacles of Utilizing
and Integrating ICT in Teaching English Languagetha Secondary Stage in
Ramallah and Al-Beireh from Teachers PerspectivEsérefore, | am thankfully
asking you to carefully read the items and judgenth The items are rated
according to Likert scale (5: Strongly agree;Agree; 3: Neutral; 2: Disagree;
1: Strongly disagree). Could you please place ypinion in the spaces along
with your comments?

The questionnaire is developed based on previtermtiire. The number beside
each item refers to its documentation in the refess list at the end of the

guestionnaire.

Greatly thankful to you
The researcher: Muna Shalhoub

Supervised by: Dr. Khawla Shakhshir
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Appendix (3): The final script of the questionnaire

In the name of Allah, Most Gracious Most Merciful

Dear teacher,

The researcher is a graduate student at Birzeivddsity, and is doing her
graduation thesis project regarding the obstactdstegrating Information and
Communications Technology (ICT) in Teaching English the Palestinian
schools.

Thank you for your contribution in answering theegtionnaire. By completing it,
you have all the appreciation for your participatia the study and be sure that
all responses will remain confidential and will bged only for the purposes of
this research. We hope that you take this quesdiomiseriously, as your answers
will affect the results.

Teachers of the English language for th& 11" & 12" grades are thankfully
required to answer this questionnaire. Pleaserrstour responses no later than
10/3/2011.

Researcher: Muna Shalhoub
College of Education/ Master Program

Birzeit University
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Part one: General information about the participants

Please respond to the piece information that bespalies to you.

*District

1. Ramallah & Al- Beiref | 2. Tulkarn] ] 3. Hebro| |

*Gender

1. Male I:I 2. FemaID

*Experience

1.(Less than a ye}a|:| 2.(1-5 year|:| 3. (6—1(Buyel:| 4. (11 years & abD

*Education qualification (Degree)

1. Diplomal:l 2. BD . BA + Education DipIomD MA I:I

* Number of ICT courses you studied in pre- servicgat the university)

1. (None|:| 2. (OD (Bwo) |:| 4. (ThreD 5. (For more|:|

*Number of ICT training courses you attended in seyvice provided by the Ministry of Education

1. (Nonel:l 2. (OD 3. (TWOI:I 4, (Threl:l 5. (For morel:I

* L anquage skills you use ICT in most

1.(None]:| 2. Listenirl:l Sﬁ)eakinl:l 4. Readl:l VBriting I:I

* Language areas you use ICT in most

1.(None]:| 2. Vocabul|:| 3. GramnD 4, Spellinq:|
5. PronunciatiorD 6. Dictationl:l
*Percentage of classes you use ICT in per week
1od | 2. (I¢ban25%] | 3. (25%sd thans0%|__ |

4.(50%-75% | 5.( above 759 |
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Part two: Please select the response that refledhe level of access to the
following types of ICT tools in your school. Usette scale below to determine
your response:

1= Not available in my school.

2= Available but not accessible (can’t ussign up for).

3= Available but have limited access to it.

4= Available and have easy access to it.

Number

ICT resources

1 Computer lab

2 Internet connection

3 Technology support technicians

4 LCDs

5 Overhead projectors

6 Display screens

7 Printers

8 Scanners (a tool that converts information into
digital image)

9 Digital camera

10 Video

11 TV

12 Tape recorder

13 Photocopy machine
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Part three: Please select the response that besflects your level of agreement with the
following statements according to the scale given:

Number

Items

Strongly
Agree
5

Agree

Q)

Neutral

®

Disagree

@

Strongly
Disagree

)

(=Y

| have insufficient knowledge about how
integrate technology into my teaching

practices.

| have insuficient experience about how
integrate technology into my teaching practic

| face technical difficulties when | am workil
on a personal computer (e.qg. linking it to othe

tools, presenting saved material).

=

| can not use a variety of progres (software)

| find certain programs such as excel difficul
learn.

| lack advanced skills in using a spec
program (e.g.downloading programs, signing

or out of for example skype, blogs, wikis,etc).

n

| lack the ability to use Microsoft Wor

| lack the ability to use the spreadst
(Microsoft Excel).

| lack the ability to send and receiv-mails.

10

| lack the ability to retrieve information fro
the internet.

11

| lack the ability to use C- ROM (optical disl
capable of storing large amounts of data).

12

| lack the ability to understand basic compt

commands like save, copy, etc.

13

| lack the ability to use the printe

14

| lack the ability to use MSN Messenger (inst
message software) or other tools
communication with other teachers.

of

15

| lack the ability to integrate ICT tools (eme
e-learning system) in teaching English.

16

| lack the ability to use a snner
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Nu
mb

Items

Strongly
Agree
(5)

Agree

()]

Neutral

(©)]

Disagree

(2

Strongly
Disagree

(€]

| lack the ability to use PowerPoi
presentation.

18

Inability to depend on access to essel
software ( e.g. new versions of MS offig
internet programs, adequate computeri
instructional material).

zed

19

The number ofcomputers is not enoug
compared to the number of students.

20

Availabe hardware( computers, printe
scanners, CDs, etc.) always breaks down.

21

The network connectivity is limited ( slow a
disconnects quickly).

22

The ICT tools (internet, -mail, € learning
systems) are not always reliable (unsafe bec
of hacker attack, viruses, cable problems).

ause

23

Available hardware is n sufficient to
accommodate ICT supported teaching.

24

Available software (programs) is not sufficit
to accommodate ICT supported teaching.

25

There are insufficient funds to purchase (
and pay for) needed equipment or software.

26

Financial support for the development
instructional materials of ICT tools is
inadequate.

27

Financial support located for ICT integratio
in the classroom is not enough.

28

My school does not provide enough train
opportunities (programs, workshops, etc. ) th
target the use of technology in teaching Engli

29

Technology training is offered at inconveni
times.

30

Generic technology training is irrelevant
teachers’ needs.

31

There is limited training ding in- service
period (during work).

32

There is lack of training in p-service period
in the university).

33

There are problems in getting que-training
programs.

34

There are limited institutional trainir
opportunities at my school.
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Items

Strongly
Agree
©)]

Agree

4

Neutral

®

Disagree

@

Strongly
Disagree

@

w
a Number|

The integration ofICT tools into teaching

English requires too much of my class

preparation time.

36

The use olICT toolsto comminicate with my
students(e.g. email, e-learning system, ¢
requires too much of my time.

tc.)

37

The development of instructicEnglish

language lessons) that uses technology requires

too much of my time.

38

The integration olICT tools (LCD,projector, «
mail, etc.) in teaching English causes me
spend extra time in covering the requin
material in the curriculum afterwards.

to
d

D

39

There is little administrative support for t
integration of technology into teaching.

40

There is ack of motivation from leadership f
instructional use of computers.

41

There is little commitment from supervisors
instructional use of computers.

42

There is no continuous technical si
development to support the integration of
technology into teaching.

43

There are limited materials on how to integ!
ICT tools into teaching provided by the
Ministry of Education.

44

The school administration does not provide
clear instructions on how to integrate ICT too
in my teaching.

45

The school administration does not provide
incentives (encouragement) for ICT integratid
in instruction.

46

The school administration does not provide
evaluation on the integration of ICT tools in
teaching.

47

| have had difficulties getting support fro
technical staff at any time.
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Note: Here are the definitions of some terms in thguestionnaire that you may

not be familiar with:

Information communication technology (ICT) integration: Teachers’ full
access and use of ICT tools that are mentionetiédnqtiestionnaire to enhance
and assist the language learning- teaching proosgge the classroom (i.e. in
teaching English inside the classroom).

ICT Utilization: Partial use of technological applications to dswachers in
their teaching practices outside the classroom (nethe administrative tasks
related to teaching English that are conducted idmitshe classroom such
preparing your exams, worksheets, test- result yaisal counting marks,
communicating with students, teachers, etc.)

E- learning system:The delivery of a learning, training or educationgram by
electronic means. E-learning involves the use ocbraputer or electronic device
(e.g. a mobile phone) in some way to provide tragnieducational or learning
material.[1]

Skype: A computer program that can be used to make e \calls over the
Internet to anyone else who is also using Sk{pe.

Blogs A web site that contains an online personal jaumwith reflections,
comments, and often hyperlinks provided by theexr(B]

Wikis: A wiki is a website comprising text-based contiatt can be edited
collectively by users at will[4]

Hardware: A general term that describes the physical aspeictomputers and
related devices. [5]

Software: A general term for the various kinds of progransed to operate
computers and related devices. [5]

[1] www.timelesslearntech.com/e-learning.php

[2] www.webopedia.com/TERM/S/Skype.htm

[3]lwww.merriam-webster.com/dictionary/blog

[4]http://www.cio.com/article/122701/Blogs_and_W&kin_the_ Business_World
Definition_and_Solutions

[5]http://sawaal.ibibo.com/operating-systems/défece-between-hardware-

software-2001741.html
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Appendix (4): Interviewees Personal Information

District Teachers’ Educational qualifications | Experience Classes taugh
number &
gender
T1(M) BA+ Diploma 24 years 9,10, 1.
(Language
Ramallah methodologies)
& Al-
Bireh T2 (M) BA (Literature 14year 10 & 12
T3(F BA (Methodology 9 year. 8,9,1(
T4 (F) BA(Literature) +Diplome | 14 years 8,9,10,11,&1
(Education)
T5(F) BA (Literature 9 year. 10, 11&1:
Tulkarm | T6 (F) BA (Literature 20year 10,11&1:
T7 (M) MA (Language 4 years 8,9,10,11,¢
methodologies) 12
T8 (M) BA ((Language 4 year: 1C
methodologies)
T9 (M) BA(Language 3year: 9&10
methodologies)
Hebron |T10 (F MA (Linguistics 16year 11&12
T11(M) BA (Language 23 year 11&12
methodologies)
T12( F) BA (Literature 2year: 8,9,10
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Appendix (5): Interview Questions

First question: Ice breaker

Could you introduce yourself please?
- your name/ -major (methodology/ literature)/ uedtional degree/ - classes
you teach

Second question: Aims to get information about ICThardware available for
teachers use
2) May | ask about your personal experience with tehnology?

- Do you have a personal computer? Internet?

- Could you talk about available ICT hardware (ool machines) in your

school?

- How do you evaluate the computer lab in youiostin terms of:

- Student capacity,

- Number of computers compared to the number of stsde

- Readiness of these computers to download educhpoograms related to

teaching English, availability of the internet, LEDlisplay screens, printers,
scanners, cameras, video/ TV/ CD- ROMs/ overheaggiors.

Third question: Aims to get information about ICT software available for
teachers use.
3) What programs can you use without the internet®ith internet?

- For what purposes do you use the computereoimtiernet at home? Does
that have any connection with school?

- Have you received any computerized teaching mdderfeom the
Directorate of Education? If so, are they helptalwvhat ways?

Fourth question: Aims to get information about teaders’ ICT pedagogical
knowledge, skills and English language lessons tdees use ICT in.

4) Use and integration of ICT tools in the teaching pactices requires
sufficient knowledge and skills.

- Have you conducted ICT integrated lessons in tegcknglish? In which
areas?

- Do you have sufficient knowledge how to integrateT | tools into
teaching English? Could you explain please?

- Can you tell us what skills do you need when cotidgdessons using
ICT tools?
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- Can you tell us about other cases or purposegeqatre you to use ICT
tools in your job as a teacher outside the clagsf@hich programs do you
need?

- Do you use the computer lab available in your sthélow?

- How do you plan the activities that use technolggiBPaily and annually?

- From your point of view, what difference does tree wf ICTs make in
your teaching practices?

Fifth question: Aims to get information about ICT training teachers receive
pre- service and in-service.
5) Training is one of the primary means to professionladevelopment.

- Have you received training on how to integrate I@ifs your instructional
practices pre- service, in- service (provided biiost or the Ministry of
Education)?

- Have you received training on how to integratéhtetogy into teaching
English? If yes, please explain?

- How do you evaluate the training courses which ngmeived in terms of :
- Instructors who train you,

- convenience of your needs as a teacher,

- the quality these courses add to your teacpiagtices,

- suitability of their time to your work schddu

Sixth question: Aims to get information about the ple leadership
represented by Ministry of Education & Higher Education, school
administration, supervisors, and technicians in suporting ICT utilization

and integration in Palestinian Public schools:

6) What role does leadership play in integrating diffeent ICT tools in
teaching? (support, incentives, encouragement, ewation, provision of
required materials or tools, etc. )

- What about supervisors’ role in supporting timegration process,
guidance?

- Could you explain how the Ministry of Educatisapports the use of
technological tools in the teaching process? irevide materials on how to
integrate ICT tools in the teaching practices?

- What kind of technical support do you need wheimg ICT tools inside or
outside the classroom?

- Could you get that support when you need it?
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- Are technicians helpful when you need them? What lof support do
they provide? What about the time? Do they prowielp at any time?

- As a teacher, are you responsible for angnfonal matters when using
ICT tools in the teaching process? Could you itiist please?

Seventh question: Aims to get information about tine related obstacles.

7) Time is an important determiner for technology usein the teaching
process. How does it affect the teaching processside and outside the
classroom in terms of:

- managing and controlling your class during I@iegration,

- daily and annual planning (preparation),

- covering the teaching material after using 1@®l$ to present the material
required,

- communicating with other teachers, studentsienehg materials from the
internet,

- Preparing your exams, worksheets (word), testult analysis, counting
marks, finding percentages (productive excel), bgieg instructional
material using Presentation software ( power ppgaye much of your time?

Eighth question: Aims to get information how teaches are informed about
the innovative initiatives launched by the Ministry of Education & Higher
Education and asked to implement change in their sching practices:

8) Do you have an idea about the Palestinian initiati, Towards Electronic
Palestine or any other project that talks about ICTteaching?

- Have you received any official document to usd I@ your teaching
practices inside or outside the classroom? If yess it supplemented by
guidance for the implementation of this document?

- What's your opinion about it? Is it possible fas as English language
teachers to integrate the different forms of IGTyaur teaching practices? If
yes, how? And if not, why?

Ninth question: Aims to elicit if there are any otker obstacles the research
instruments might miss and how to overcome such otagles:

9) Are there any other obstacles which you encountertioer than those
mentioned above? Do you have any suggestions thatayn help you to
overcome these obstacles?
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Appendix (6)
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