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Abstract  
 

Libyan in -service teachers of English with poor INSET provision and low -resourced school 
environments stand to gain a great deal from Internet -based Continuing Professional 

Development (I -CPD). The aim of this exploratory and descriptive study  was threefold: 
first, to understand current practices and conditions pertaining to CPD provision for Libyan 
teachers; second, to explore the potential of Internet -based CPD for Libyan teachers 
through a bottom -up informal approach; third, to develop an I -CPD model appropriate for 

the Libyan context.   

A mixed -method interventionist case study approach formed the methodological 
framework of the research. Fact Finding (Phase 1) was carried out to scout the field using a 
teachers' questionnair e and semi -structured interviews at six language schools in Tripoli. In 
the Case Study (Phase 2) a typical language institution with in -house Internet access was 
selected to d eliver a  progressive intervention course designed to meet the needs of 
teachers i n low -resourced school contexts, but with access to public Internet cafés. E ight 
case teachers were engaged in problem -based learning to enhance their Internet skills , 
then using instructional, peer and task support teachers were engaged in blended learnin g 

via a web -based Yahoo Group. A ten -week long Extended Case Study (Phase 3) merged 
Case members from Phase 2 with other teachers from Libya and the UK, forming a larger 
online group (60 participants) facilitated by a web -hosted Virtual Learning Environmen t 
(Merlin).   

The Fact Finding phase revealed an overall intermediate level in Internet skills and 
encouraging attitudes towards I -CPD. A more organised petroleum sector  emerged , where 
professional development was assigned higher priority than in the publi c or private sectors. 
The Case Study data showed moderate teacher participation in blended learning while task 

responses reflected minimum engagement with tasks, and little critical reflection. The low 
response in the Extended Case Study phase prompted att ention to the possible causes of 

low online participation.   

In addition to generic barriers to asynchronous online learning, such as lurking and the lack 
of time, underlying context -specific causes have emerged which point to what is termed 
intellectual -error phobia (ie -phobia) within unbonded groups: while teachers readily 
participated in low -level tasks, when faced with high -order group -based tasks, they 
admitted fear of posting trivial responses that were archived and perhaps criticised by 

other teacher s. To minimise ie -phobia and encourage online interaction, a blended multi -
dimensional  support model is proposed in which f2f orientation and social cohesion precede 
Internet -based learning that adopts progressive online activities, thus gradually fosterin g 
teacher independence and promoting sustainable I-CPD that is holistic and optimised . 
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Chapter 1:  Introduction - Background to the study  

As an individual passes from one situation to another, his world, his env ironment, expands or 

contracts. He does not find himself living in another world but in a different part or aspect of one and 
the same world. Wh at he has learned in the way of knowledge and skill in one situation becomes an 

instrument of understanding and dealing effectively with the situations which follow (Dewey J, 1938:  
44) .  

1.1 The macro context: 

The Internet has been available in Libya since 1998, but Interne t-based learning  ha s yet to 

be implemented in professional development and higher educational contexts.  Given the 

lack of INSET (In - Service Education and Training) provision for EFL teacher s, using the 

Internet  as an alternative platform for enhancing CPD (Continuous Professional 

Deve lopment) seems an opportunity missed.  This thesis reports on an exploratory case 

study describing attempts to engage and support public and private in -service secondary 

EFL teachers in constructivist Internet -based Continuous Professional Development (I -CPD) 

activities set within the pedagogic context of an intervention course , whil st  recording and 

evaluating participantsô responses to and contributions in such  activities .   

Although in -service teachers are encouraged to pursue informal self - directed study  to 

enhance their own development and compensate for the INSET gap, the I - CPD 

intervention course , carried out as a context for data collection, may be perceived as top -

down intervention.  While this may be true, a research activity often constitutes an 

in tervention into the social order under investigation (Wolff, 2002).  It is therefore hoped 

that, as a result of this  study and the planned intervention , EFL teachers in both 

government and private schools will be empowered to assume control of their own I -CPD.   

A macro context for the research is provided in sub - sections 1.1.1 to 1.1.4.  Because the 

Libyan e - learning context has not been academically researched as far as teachers' CPD is 

concerned, it was appropriate to present a brief account of the Libya n education system, a 

background of Teacher Education and Development (TED) and the present status of 

English Language Teaching (ELT) in Libya.  To complete the context - setting perspective, a  

historical account and an overview of the economic and education al background under 

which in - service English language teachers and institutions function in Libya are provided.  

A micro context follows  in sub - section 1 .2, in which a rationale for the research is linked 
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with my teaching background.  The problem statemen t and the main research questions 

are also outlined.  

1.1.1 Economic and historical background: 

The official name for Libya (Figure 1.1) 

since 197 7 has been the 'Great 

Socialist Peopleôs Libyan Arab 

Jamahiriya'.  Located on the North 

African coast of th e Mediterranean 

Sea, Libya has a population of about 

5.5 million, with the capital Tripoli 

estimated at 1.7 million.  In 

geographical terms, Libya has an area 

of approximately 1,760 square 

kilometres, which is about twice the 

size of France and Germany put  together (Vimpany, 2004) .   

Libya is a major oil producer with significant resources and is one of Europeôs biggest North 

African oil suppliers.  Oil revenues account for approximately 95% of export earnings, and  

30% of the Gross Domestic Product (GDP).  As an indication of economic growth, per 

capita GDP is one of the highest in Africa, and in 2003 was estimated at $6,400 compared 

with, for example, Egypt's $1,470 (International EFL Cafe, 2005) .   

In the 7 th  Century AD Libya was conquered by the Arabs, who brought with them the 

Islamic religion, culture and Arabic language which influenced political, economic  and social 

life in the whole of North Africa.  In the mid -16 th  century, Libya was annexed to the Islamic 

Ottoman Empire until the Italian colonisation in 1911 (Wikipedia, 2005) , which met fierce 

resistance by Libyans.  During the Italian colonisation, however, Libyan education suffered 

badly as Italy did not seek to develop education as other colonial powers had done, such 

as the French in Algeria, for example.  On the contrary, during the Italian annexation of 

Libya, complete neglect of education for Arabs prevented the development of profess ional 

Figure 1.1: Map of Libya 
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and technical training, creating a shortage of teachers, skilled workers, technicians and 

administrators (Country Studies, 1987) .    

Following the  end of World War Two and the defeat of the Italians in Tobruk in 1945, 

Libya's relationship with Britain grew.  For an interim period of seven years from 1945 to 

1952, Libya was overseen by Britain through a United Nations mandate.  During this 

period, ed ucation in Libya was gradually modelled on Egyptôs education system.  As 

Libyan -British relations developed, new trade and economic links were established between 

the two countries and consequently, English became more or less the language of business 

(Blackwell, 2003) .   

Libya eventually achieved full independence and was declared a constitutional monarchy 

under King Idris on 24 December 1951.  Two years later, in 1953, L ibya formalised its 

relations with Britain under the Anglo -Libyan treaty of friendship and alliance. This treaty 

gave the British land and transport facilities for military purposes in exchange for aid (UK 

Embassy, 2005) .  

Oil exploration in Libya began in 1955 and oil was first exported in 1961.  The discovery of 

oil transformed Libya from a relatively poor country to one of the wealthiest.  However, 

popular resentment grew as wealth was increasingly accumulated in the hands of the elite.  

Eventually, the bloodless Al -Fatah revolution, led by Colonel Muammar Al -Qadhafi on 1 st 

September 1969, toppled the Kingdom and a revise d constitution was established.  The 

British and American military bases in Libya were declared closed in March and June of 

1970, respectively.  By 1971, libraries and cultural centres operated by foreign 

governments, including the British Council office, were also ordered to close.   

In 1973, Al -Qadhafi announced the start of a "cultural revolution" in educational 

institutions.  1977 was the beginning of "people's power" where authority was handed 

down to the people through the General People's Congress.  On 2 March 1977, the 

constitution was amended accordingly and the era of 'Jamahirya' (state of the masses) 

began (International EFL Cafe, 2005) .   
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In  April 1984, Britain severed its diplomatic links with Libya as a result of the killing of 

policewoman Yvonne Fletcher, as she was on duty during a demonstration by Libyan 

opposition outside the Libyan embassy in London.  In 1985, the consequences of this 

incident impacted on the academic life of Libyan students in Western countries as they 

were recalled to Libya and their study grants terminated.   

A bombing at a discotheque frequented by American military personnel in West Berlin in 

1986 caused the US to point the finger at Libya and retaliate in an air raid on Tripoli.  In 

the same year, 1986, the US imposed unilateral economic sanctions on Libya (Country 

Profile, 2005) .  It was against this backdrop of the American air raid and the US sanctions 

on Libya that an Arabisation campaign took place, in which Libya sought to eliminate 

West ern influence, including English language, which was withdrawn from the school 

curriculum.  The withdrawal of English from the Libyan education system lasted for six 

years, between 1986 and 1992.  More about the consequence of this is discussed in sub -

sect ion 1.1.2.2.   

The Lockerbie disaster, in which Pan Am flight 103 was bombed over Scotland, took place 

two years later, in 1988.  As Libya was implicated in the Lockerbie bombing, the UN too 

imposed sanctions on Libya in 1992.  The years of isolation, due to the US sanctions 

against Libya between 1986 and 2004 and the UN trade embargo from 1992 to 1999, took 

their toll.  As a result of these sanctions, access to equipment and technology was 

restricted and the physical infrastructure deteriorated (MBendi, 2000) .    

The 1990s were years of  political and economic isolation and decline for 
Libya. The sanctions and trade embargoes brought about rising import 
costs and inflation in Libya's domestic economy, resulting in a 
deteriorating standard of living for most of its citizens (Country Profile, 
2005:  3) .   

 

It was not until 1999, when Libya handed over  the two suspects associated with the 

Lockerbie disaster of 1988, that the UN sanctions were suspended.  In the same year, 

1999, the British Embassy reopened in Tripoli as the Libyan government paid 

compensation for the death of policewoman Yvonne Fletcher .  Soon after, an office for the 

British Council was opened at the British embassy.   
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In 2003, the UN completely lifted the 11 -year - long sanctions because of Libya's 

commitment to compensate the victims and relatives of the Lockerbie disaster.  Finally, 

and as a result of Libyaôs declaration to dispose of its Weapons of Mass Destruction, the 

United States' commercial sanctions on Libya were removed in September 2004.   

With the 11 -year old economic sanctions lifted, Libya has now re -emerged in international , 

political and trading circles and looks forward to re -establishing commercial and investment 

activities with the rest of the world.  In consequence of renewed relations with the West, 

Libya has also announced plans to attract foreign investment in the re building of its 

weakened infrastructure, such as its telecommunications network ( Country Profile, 2005) .   

On the academic front, the Middle East Institute at SOAS (School of Oriental and African 

Studies) hosted the second British -Libyan relations conference in London, between 26 and 

27 July 2004 (the first conference was organised by  the University of Al -Fatah and the 

British Council, Libya in 2000).  As the conference was attended by academics and 

practitioners from both sides, óit comes at a time as Libyan's relations with the UK and the 

rest of the world are witnessing major improv ements' (The News, 2004) .  Following an 

English Language Training Conference and Exhibition (ELTEX) held in Tripoli in March 2005, 

the British Ambassador in Libya emphasised that  

the United Kingdom and Libya have a long history of mutual co -
operation and friendship in the Oil and G as sector. We look forward to 

seeing a similarly close relationship developing in the education sector 
too, against the background of the current steady improvement in 
UK/Libyan government relations (HM Ambassador, 2005:  2) .   

 

1.1.2 Educational background: 

According to Abou Jaafar (2003) , the objectives of the Libyan education system stress the 

importance of developing new ways to advance technical and professional development 

and support ing individual capacities; education programs should empower learners by 

equipping them with the latest Information and Communication Technology (ICT) skills, 

distance learning and online learning techniques, so that they can rely on themselves as 

independ ent self -directed learners.  However, the mere provision of online learning 

technologies may not necessarily lead to self -directed learning.  For novice learners, there 
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is an obvious need to harness digital technology  with appropriate skills and the provis ion of 

pedagogic support until learners feel able to interact and develop independently.   

Established in 1993, the National Centre for Educational Planning and Training (NCEPT) 

assumed responsibility for school inspection and aims to enhance in -service te achers' 

professional competence through structured training and development programmes 

including distance education (NCEPT, 2005) .  In discussing the advantages and 

disadvantages of online learning, an NCEPT delegate concluded that although 'virtual 

education' underwent some difficulties in the West, online learning should not be excluded 

altogether, but a dapted to suit local educational and institutional needs (NCEPT, 1999) .  

Unfortunately, up to the time of writing, no steps have been taken to put this perspective 

into practice.   

1.1.2.1 Distance education:  

The Libyan Open University (LOU ) was established as a distance education provider in 

1987, its aims being, as Abou Farwa (2003)  explains, to promote continuing professional 

development, support independent learning skills and encourage di sadvantaged female 

learners .  The LOU runs a teacher training programme in which in - service teachers are re -

trained to teach in other relevant disciplines according to schools' needs.  The 19 study 

centres of the LOU provide distance learning using textboo ks, paper -based material , 

television broadcasts and video, all of which are combined with face - to - face seminars and 

summer schools.   

According to Abou Farwa (2003) , the Internet was introduced to the LOU in  2002 and e -

mail was incorporated to enhance distance learning.  However, such reference to the use 

of the Internet proved to be misleading.  An interview with the LOU President (conducted 

in Arabic) revealed that 'the Internet' consisted of no more than a  single computer with an 

Internet connection, solely for the use of teaching staff.  As Fullan (1991 :  22)  observes, 

innovations are sometimes adopted for 'symbolic rather than real change', either to appear 

innovative or gain resources.  To support the claims for using the Internet , the president 

pointed to an L OU website.  Rather than providing teaching material, the site merely offers 
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information about various departments and courses, guidelines about acceptance and 

enrolment, and dates for examinations .   

During the interview, th e LOU president did not appear enthusiastic about the prospects of 

online higher education in Libya under current conditions.  For him, my research seemed 

like óputting the cart before the horseô.  While he acknowledged the potential of the 

Internet for pr oviding flexible learning, he pointed to a major drawback: the lack of 

financial resources.  He also pointed out several social, technical and bureaucratic obstacles 

within the Libyan context, such as teachers' low motivation, low pay, poor computer and 

In ternet skills, lack of incentives for good teachers, and family commitments -  particularly 

of female teachers.  He summed up by saying that the problem in implementing online 

education in Libya was that of allocating adequate resources not of policies or p rinciples.   

1.1.2.2 The context of ELT: 

Since 1954 (following the Anglo - Libyan friendship treaty), English continued to be taught 

from primary year 5 (age 10) until the completion of secondary education (see Appendix A 

for an outline of the Libyan educati on system).  Following the cultural revolution in 1973, 

ELT was pulled back to year 7.  This continued until English was withdrawn altogether from 

the school system between 1986 and 1992, following an Arabisation campaign in the 

aftermath of the American a ir raid and the US sanctions on Libya (see sub - section 1.1.1).  

The consequences of this ill - advised withdrawal of English were far reaching, not just for 

learners, but also for teachers and inspectors alike.   

In 1986, new pupils at the year 7 had no Engl ish language classes at all, and those who 

moved on to secondary education could not improve upon their existing English.  

Subsequently, apart from a fortunate few who could afford private language tuition, a 

whole generation of undergraduates entered high er education in 1992 with hardly any 

knowledge of English.   

Moreover, from 1986 to 1992, teachers of English had no jobs and many took on 

alternative positions, such as teaching history or geography.  A lucrative private market for 

ELT had been inadverten tly created, through which public - sector teachers competed for 
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part time positions to supplement low earnings.  Similarly, school inspectors too were 

obliged to resort to private language teaching along with other teachers of English.   

Due to the improvem ents in Libya's relationship with the West and the suspension, in 

1999, of the UN embargo, English has regained its status in Libya as an international 

language.  While English will continue to be the main language of communication with in 

the petroleum sec tor, an influx of foreign companies seeking local offices in Libya is 

creating a need for English speaking staff.  Developments in the tourism sector are also 

creating the need for local agents and guides able to communicate with tourists and tour 

operator s.   

In response to such educational and market requirements, the Libyan government 

reviewed its ELT policy.  In addition to introducing a new English syllabus for secondary 

schools, English is now taught from primary year 5 (age 10), beginning from 2006/0 7, just 

as it was 42 years ago.  The ELT initiative also coincided with the introduction of ICT at 

year 5, both of which are supposed to enhance pupils' achievements and learning 

outcomes in English and computer literacy.   

1.1.3 The context of in-service teacher development: 

1.1.3.1 INSET policy and provision: 

The General Peopleôs Committee for Education (Ministry of Education), which is attached to 

the General People's Congress (equivalent to the Parliament in the UK), is the highest 

executive power in Li bya with regard to education.  It is the responsibility of this 

committee, as stated by Abou Jaafar (2003:  16) , to 'set education and training plans, 

provide teachers, trainersé to meet the training needs of different sectors and organize 

and execute educational programs in schools', which can include teacher training 

programs.  Abou Jaafar (2003)  emphasises that  

laws and legislations have be en adopted in order to regulate the 
educational system and to give executive powers (Secretaries of 

Education, Training and Scientific Research) all the needed powers to 
develop education and to renew it, through the development of 
educational programs and  teaching methods (p. 21).   
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However, based on interviews with EFL teachers, inspectors and some officials, a grim 

status of INSET provision has been revealed.  In practical terms, INSET provision appears 

to be erratic and rather responsive, that is, arra nged as and when pedagogic needs arise 

rather than stemming from a long term proactive policy for continuing development 

(Inspectors A, B, E and F).   

Following the launch in 2000 of the new, and relatively more difficult, secondary English for 

Libya  sylla bus, existing teachers were struggling to cope with the rich English content, 

which resulted in low standards of pupil achievements (Inspectors A and B).  With respect 

to the new ELT syllabus, levels of graduates' competence were described by Inspector E a s 

inadequate:  

The first problem is, most of the new teachers are not qualified 

enoughé for this new [secondary] course book. 

Inspectors A and B argued that the level of the new secondary syllabus was higher than 

the level of many university graduates.  Te acher G echoed that the need was for:  

more qualified teachers to suit the high level of the new syllabus. Now 
the syllabus is OK, but the teachers are not OK. We have an advanced 
syllabus, more advanced than the teachers.  

With reference to this and to Ini tial Teacher Education, the Libyan Minister for Higher 

Education expressed concern about the present levels of teacher competence, observing 

that graduate teachers of English simply lacked competence to teach the new syllabus 

effectively (Cultural Corner, 2004) .  Subsequently, the d emand for more qualified and 

competent teachers to cope with the new syllabus grew sharply.   

Consequently, a summer training course for in - service teachers had to be abruptly 

organised by the education authorities in association with Garnet Publishing  in 2003; there 

had been no other INSET courses for EFL teachers since the withdrawal of the English 

syllabus from schools in 1986 (Inspectors D and E).  Inspector E noted that some progress 

in teacher performance had been observed as a result of these refresh er courses, but 

overall, standards are still in need of improvement.  To teach the new syllabus effectively, 

future graduates of English will be required to complete a six - month teacher training 

course (Official C).   
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1.1.3.2 Lack of incentives: 

For over a  decade, public school teachers have been underpaid despite rises in inflation.  

According to Headmaster D and Teacher C, newly appointed public school teachers (grade 

7) are paid a gross monthly salary of 175 LD (Libyan Dinars), which is equivalent to $13 4 

(2004 exchange rate of 1.305 LD to the Dollar).  A grade 11 teacher with about 15 years 

of experience may earn up to 300 LD.  Even though all public school teachers in Libya were 

promised a pay rise, in 2006/07, commensurate with the cost of living, this  has yet to take 

effect.  Rises in inflation in Libya are difficult to measure because little data are available on 

general price changes (Country Profile, 2005) .  The forecast for 2007 , however, was 6.5%.    

On the other hand, the average annual income in Libya, in 1999, as reported by the 

National Information and Documentation Assemb ly, NIDA (2001) , was 6707 LD, that is 

559 LD ($428) per month.  It is no wonder, the n, that the relatively low pay and the lack 

of incentives in the public school sector ha ve seriously discouraged graduates from 

considering teaching as a lifelong profession (Mabrouk, 1997)  and, as Official A po ints out, 

are  viewed as a major cause of teacher attrition, especially males with families to support.   

1.1.4 Information and Communication Technology context: 

1.1.4.1 Internet provision 

In 2004 (the time of the field study), private Internet connection w as comparatively slow 

with dial -up speeds of about 25Kbs (kilobytes per second), which was tolerable for text -

based downloads, but rather slow for graphics or video.  Commercial Internet connections 

used an ISDN (International Subscriber Dialling Network),  which provided up to 10 times 

the speed of ordinary telephone lines.   

In 2005, LTT (Libyan Telecommunications and Technology), a major Libyan ISP, 

introduced higher Internet speeds using Digital Subscriber Line (DSL) technology (Engineer 

B).   DSL is a br oadband Internet access method that uses standard phone lines to send 

data at speeds of up to 7 Mbps (Kaplan - Leiserson, 2005) .  Since 2005, this commercial 

broadband service has been fully functional and available to private and public users.  
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1.1.4.2 Internet access: 

For the wider public, including students and teachers, access to the Internet is mostly 

available via public Internet cafes, or ñcaf® netsò, as Libyans say.  These cafés normally 

stay open till late (12 midnight) and charge one Dinar per hour (equivalen t to about 40 

pence).  Since the Internet became commercially available in Libya in 1998, Alwaseea 

(2003)  reports that over 40 Internet cafes have been established in Tripoli, but this figure 

is expected to have risen since the date of this report.   

While most users can access the Internet via local cafés, comparatively few people have 

private Internet connection.  For example, in the teacher questionnaire conducted as part 

of the Fact Finding phase of this study, six respondents out of 37 had home Internet (a 

modest 16 percent).   

1.1.4.3 ICT at schools: 

ICT  facilities at public schools at the time of fieldwork (July -November, 2004) were 

relatively poor.  Apart from one or two PCs intended for administrative purposes, schools 

had little technological infrastructure, and no ICT  skills training was provided.  A t one 

secondary school, Computer Technology was taught in theory, but there were no 

computers on site for the practical part.   

However, a large -scale national ICT project to integrate computer literacy into the schools 

curriculum commenced in 2006/07.  Th is ICT project is set not only to benefit pupils' 

learning, but also that of teachers, who are expected to upgrade their computer and 

Internet skills in line with the ICT initiative.  As a first stage  of this ICT project, up to 60 

secondary schools in Trip oli are to be equipped with 4000 computers that will be wired up 

to the Internet (Engineer A).  Under the contract, 20,000 teaching staff will be trained to 

run the computer labs.  Currently, the priority is to train ICT teachers who will be directly 

invol ved with the project, but plans to train other teachers, including teachers of English, 

are under way (Official B).   

Provision of ICT facilities at p rivate schools is commercially oriented and var ies according to 

market needs.  Those that offer Internet f acilities do so to attract students to enrol on 
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computer and Internet courses.  At the time of fieldwork, the Foreign Languages Institute 

(FLI), for example, offered computer training (20 positions) and an Internet room/café 

with eight PCs for commercial p urposes.  A school website was used to advertise courses, 

invite registration and upload course results.   

A private Teacher S , whose school had no ICT facilities, pointed out some concerns and 

hoped for change:  

Here in this school we don't have computers  yet. It's money wise, it's 
financially [meaning the reasons]. Maybe in the future, we are thinking 
about ité that each class will have a computer set placed in it and most 
of members of staff will be trained to use computers, because 
nowadays computers ar e great help in teaching English language and in 

doing all sorts of things.  

ICT facilities at p etroleum sector institutions, on the other hand, are more sophisticated, as 

most have on -site computer and Internet facilities.  For example, the Petroleum Trai ning 

and Qualifying Institute (PTQI) has an Internet hall with 25 PC positions, to which 

employees have continuous access.  The Waha Oil Company has 15 positions with a similar 

arrangement.  The Petroleum Companies Language Centre provides English language  

training for petroleum sector companies which do not have their own training department, 

but apart from local administrative use, no ICT facilities are available.   

1.1.4.4 Teachers' ICT skills: 

Provision of ICT skills for public - sector teachers is as sca rce as that of INSET training.  

There have been promises to update teachers'  technical skills since the launch of the 'ICT 

in schools' initiative in 2003, but so far none of these has materialised for EFL teachers.  In 

a recent television interview (July 2 007), the director of national curriculum at the Ministry 

of Education , Abou Ghnaia (2007), stated that an online learning programme for in -service 

teachers is planned to take place in the same year, in which teachers are expected to 

upgrade their Internet  skills and adapt to online pedagogy, thus equipping teachers to act 

as agents and facilitators of knowledge.  Again, these promises have yet to materialise.  A 

detailed discussion of teachers' Internet skills at the time of the study can be found in sub -

sections 4.3.7 and 4.6.3 of the Fact Finding phase.   
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1.2 The micro context:  

In this section, I position myself in the research context and explain how I ,  as a teacher 

educator, became involved.  A rationale for the research focus is provided from which th e 

problem statement and the main research questions are drawn.   

1.2.1 My teaching context: 

I have been a lecturer in Applied Linguistics and ELT Methodology at the University of Al -

Fatah and at Higher Institutes for Teacher Training in Libya since 1992.  My teaching 

context throughout has been that of traditional f2f contact in on -campus settings.  Mainly 

in the summer vacations, I have taught English at several private schools, basically to 

refresh my teaching skills (as opposed to teaching about teaching ) and maintain contact 

with language teachers and inspectors.  These contacts proved valuable later on , when I 

conducted fieldwork.   

During my time of teaching in Libya, I became aware of certain shortcomings within the 

language teacher education and deve lopment context.  In addition to the scarcity of INSET 

provision and the shortage of spare time for in -service teachers to pursue development, 

the economic embargo which was imposed on Libya in the 1990s, as Abou Jaafar (2003:  

8)  points out, had 'unfortunate consequencesé on developmentô and consequently, the 

shortage of specialist textbooks in teacher education was made worse by a lack of access 

to research journals, which meant that one's appetite for development diminished rapidly.   

The emergence of the Internet in Libya in 1998 and its availability to the wider public by 

1999, via Internet cafés, was a great relief to teachers and academics alike.  The Internet 

became a means of accessin g a wide range of literature after years of isolation  and 

Internet -based knowledge was viewed as a potential solution to support teacher learning 

and, hence, compensate for the poor INSET provision.   

1.2.2 Rationale for research:  

It is often a researcher 's personal background, involvement in certain educational contexts, 

or academic interest in a particular field of study, observes  Flick (2002) , that guide 

decisions about research questions.  My personal experience as a lecturer in TEFL contexts 
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and my involvement as a language teacher within low - res ourced ICT school conditions in 

Libya have  inspired my interest in Internet -based development.  In a situation 

characterised by a dearth of organised CPD provision, the expansion of the Internet to the 

wider public during the late nineties provided a good opportunity for practising teachers to 

take advantage of, as (Price, 2007) points out, the flexible anytime anywhere  access to 

web resources.   

The state of low - tech school environments (at the time of research) hardly offered the 

climate for Internet -base d development.  However, since Internet facilities were available 

via many Internet cafés, it seemed logical to explo it  the potential of the Internet to support 

teachers' CPD, hence, compensate for the impoveri shed top -down INSET provision, 

particularly as  teachers were busy teaching even in their spare time . This allowed teachers  

to access Internet -based learning at times that suited them.  As Dede (2006)  points out,  

the need for professional development that is tailored to teachersô busy 
schedules, that d raws on valuable resources not available locally, and 
that provides work - oriented support has stimulated the creation of online 

teacher development (p.2).  

 

Independent and collective I -CPD, where the Internet is the óvehicle for delivering 

professional de velopmentô (Duffy et al ,  2006: 179), is thus  feasible  for Libyan teachers , 

despite the low - resourced school environments.  The issue with teachers is of possessing 

appropriate Internet skills and of being adequately supported to engage with Internet -

based environments to enhance development.  But , as Bassey (1999:  106)  argues , 

responsibility for promoting CPD may lie with education authorities through staff 

development policies, or with schools by providing training opportunities, but teachers  as 

professional individuals also 'have a responsibility for their development'.    

Taking account of the micro and the macro contexts discussed thus far, the rationale for 

the research was a combination of the following:  

¶ The gap in INSET provision.  

¶ The s hortage of local CPD resources for  teachers.  

¶ The Internet's flexibility as a platform for self -directed CPD.  



Chapte r  One In t r oduc t ion 

 31 

¶ The lack of previous research into any form of Internet -based learning for EFL teacher 

education or development in Libya.   

1.2.3 Developing the research questions: 

As teachers' need for an alternative solution to compensate for the top -down INSET gap 

was recognised, bottom -up Internet -based development was identified as a viable route.  

Consequently, the problem statement underpinning the research was:   

Is Internet -based development a possible solution to compensate for the INSET gap for 
Libyan in -service EFL teachers?  And  

How can I as a teacher educator and researcher engage and support Libyan EFL teachers 
in appropriate Internet -based learning en vironments within low - resourced school contexts 
in such a way that would lead to self - directed Internet -based Professional Development?  

 

Based on this underpinning problem statement, preliminary research questions developed 

(see section 3.2 of the Research  Design chapter for further details):  

1.  What is the present CPD provision and what options are available to Libyan EFL 
teachers?  

2.  Are teachers' attitudes and skills with respect to CPD and the Internet conducive to 
Internet -based CPD (I - CPD)?   

3.  How can I - CPD support best be provided to Libyan EFL teachers in view of the 
current low - resourced conditions outlined in this Chapter?  

1.2.4 The solution: An interventionist approach 

To answer question 1 above, concerning current CPD provision and practices, semi -

stru ctured teacher interviews were conducted.  Question 2, about teacher skills and 

attitudes, was initially tackled using a questionnaire, but was later complemented by 

interviews.  In question 3, the main concern in providing I - CPD support was how ? i.e., how  

can in -service teachers , new to the technology and situated in low - resourced ICT contexts ,  

be appropriately scaffolded through Internet -based environments such that they may 

positively engage in and interact with different modes of Internet -based learning ?  

Since the majority of Libyan teachers have not had the opportunity to develop Internet 

skills and the concept of Internet -based learning for professional development is still 

relatively novel in Libya, it was appropriate to carry out some kind of educat ional 

intervention to execute the Internet -based support strategies and, on the other hand, 

evaluate their impact on teacher learning.   
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Consequently, taking account of the low - tech school conditions at the time of research, an 

I -CPD intervention course wa s designed in order to scaffold teachers' Internet skills and 

engage them in appropriate online learning environments.  Hence, the course was a means 

of intervening into the Libyan CPD context with intent to obtain answers to particular 

research questions.    

The intervention course employed a loop approach (Woodward, 1991)  in which learning 

activities from a classroom level are borrowed, or looped, into the teacher training level 

with a change in content.  Thus, while the medium of learning was the Internet itself, the 

message carried by the intervention course was the nat ure of online learning and using the 

Internet for language learning and teaching, hence the loop.  Appendix E (CD) contains the 

learning material (three parts) for the I - CPD intervention course.   

1.2.5 Structure of the thesis: 

The thesis is divided into s even chapters.  In this first chapter, the macro context 

(including a historical background and the Libyan economic and educational framework) 

and the micro context (relating to my personal background and that of the research) have 

been presented.   

Chapte r 2 sets out a theoretical framework for the study.  It constitutes a critical review of 

the relevant concepts and perspectives that characterise the area of study.  The Literature 

Review is concerned with two main strands: Continuing Professional Developm ent an d 

Internet -based environments .  The Review draws upon discussions in the field of teacher  

development , and interpretations of professional development.  It also discusses 

constructivist theories of learning , the nature of Internet -based  learning, scaffolding 

strategies, blended learning and barriers to online participation.  

Chapter 3 is concerned with the research design and methodology.  It outlines the 

research questions and the merits of a mixed - method design.  A case study design is then 

describe d and related issues pertaining to data collection, data analysis, validity, reliability 

and research ethics are discussed.     
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Chapters 4 , 5 and 6 present and discuss data collected during the three phases of the 

study.  Chapter 4 deals with Fact Finding,  the first phase of the research, in which initial 

information about the field setting were gathered using a teachers' questionnaire about 

Internet skills and attitudes (section 4.3), which then guided the intervention course design.  

Interviews with teach ers, inspectors and heads are also included.  Discussion of data 

resulting from the questionnaire is interwoven with interview  data in sections 4.4, 4.5 and 

4.6.   

Chapter 5 gives an account of phase two of the research, where, based on Fact Finding 

data, a typical representative Case Study was selected and provided the context for the 

intervention course (f2f and blended learning).  Chapter 6 gives an account of the third 

phase (Extended Case Study) of the data collection, in which case participants were j oined 

by other teachers from Libya and the UK in distance online learning.   

In the final chapter , findings are summarised, conclusions drawn, limitations of the 

research acknowledged and recommendations made for further research.   
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Chapter 2: Literature  Review  

The Internet's pace of adoption eclipsed all technologies before it. Radio existed for 38 years before it 

gained 50 million listeners and television took 13 years to reach that point. But the Internet crossed 
that line in four years: in 1994 three million people were connected and by March 1998 the figure was 

119 million. Traffic on the Internet doubles every 100 days (Lynch, 1998:  2) .    

2.1 Introduction: 

The Review is perceived as a theoretical framework in which relevant key themes , reflected 

by  section titles, are highl ighted, discussed and conceptualised.  While the Review draws 

upon a wide range of relevant literary readings from books, journals and the Web, some 

are considered seminal to this study.  These are , ( a) references for CPD: Head and Taylor 

(19 97), Roberts ( 1998), Day (1999), Neil and Morgan (2003) , Pickering , Daly and Pachler 

(2007) ; (b) references for Internet -based learning: Kearsley (2000), McConnell (2000),  

McLoughlin and Marshall (2000), McLoughlin (2002), Salmon (2002a) ,  Andrews and 

Haythornthwaite (20 07) and Kress and Pachler (2007) .  

Section 2.2  discusses conceptualisations of Continuing Professional Development (CPD) in 

EFL contexts ,  followed by interpretations from three different perspectives: the 

government, the schools, and the teachers  (section 2.3) .  Holistic CPD in relation to the 

Libyan context is outlined  in section 2.4 , followed by optimised CPD views in section  2. 5.   

Section 2.6 addresses conceptualisations of Internet -based development , some definitions  

and  a conceptual framework for Inte rnet -based environments.  Section 2.7 outlines 

important online learning models including Salmonôs (2002a) used in this study, while 

section 2. 8 discusses certain pedagogic concerns related to moving online .  In light of the 

pedagogic concerns, the next se ction highlights blended learning as a favourable paradigm 

followed by an outline of useful models in Section 2.9.  Section 2.10 draws upon theories 

of constructivist support and discusses how they might be interpreted to support CPD in 

Internet -based envi ronments, building up to a model for multi -dimensional scaffolding.   

Section 2. 11  discusses learner participation and the possible barriers to online learning, 

which may influence teacher sô contribution in Internet -based learning.  The last section 

review s key empirical research studies , which helps to position the present study within the 

relevant methodological literature.  
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2.2 Conceptualising CPD: 

As a term, Continuing Professional Development (CPD) has been used interchangeably 

with Professional Devel opment and Teacher Development (John and Gravani, 2005) .  

Central and inherent to the concept of CPD is its continu ity , which has been s tress ed by 

Underhill (in the for eword to Head and Taylor,  1997: vii ) emphasis ing  that 'teacher 

development is a continuous process of transformin g human potential into human 

performance, a process that is never finished'.  For professional practitioners, t he 

importance of CPD originates from an understanding that it is óbound with the model of 

professionalism itselfô (Friedman, Davis, and Phillips,  2001: 173)  to which in - service 

teachers aspire to belong .   

The label CPD has also been used in the literature, e.g. by Neil and Morgan (2003), to 

embrace reoriented conceptions of top -down organised INSET as well as school -based 

teacher - led development.  A reoriented view of INSET, Richards (199 1: xiv) argues , is one 

in which perception s of teacher training shift from traditionalist view s typified by short -

term objectives of merely imparting teaching skills ,  towards the notion of the teacher as a 

ócritical and reflective thinkerô.  This oriented view of development therefore aims to create 

space for training options (Woodward, 1991) that are bottom -up, teacher - led and open for 

individual s to contribute to.  It means that development grows out of actual tea ching 

contexts and , as Roberts (1998) puts it , the notion of CPD thus implies :  

more divergent objectives, which allow for teachers' individual 
differences and which are determined by teachers' sen se of their own 
learning needsé It can be associated with th e notion of a teacher as 

professional/ independent problem -solver, who takes responsibility for 
personal and professional development (p. 222) .  

It can be noted how CPD implies ódivergent objectivesô; allows for independence while led 

by collective needs; a nd how it can encompass both ópersonal ô and óprofessional ô 

development .   Pointing out such divergent objectives, John and Gravani (2005: 109) 

contend  that CPD still 'suffers from semantic confusion', for its implementation in practice 

has proved problemati c and its flexible nature has led to 'numerous definitional problems'.  

Therefore, rather than extracting different definitions of CPD by different writer s,  the next 
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section examines three conflicting , but nonetheless relevant ,  interpretations of CPD from 

the points of view  of the main stakeholders : education officials, school  heads  and teachers.  

2.3 Interpretations of CPD: 

As pointed out by Neil and Morgan (2003:  1) , differe nt key players  have each interpreted 

CPD from their own particular perspective.  According to Roberts (1998)  and Neil and 

Morgan (2003) , interpretations of CPD have, thus far, b een based on three perspectives :  

1.  Official interpretation:  How education policy makers, at l ocal or national 

government level, set out to interpret and carry out development.   

2.  Schools' interpretations:   How school  heads  perceive CPD based on interpretation of 

policies and regulations in light of localised contexts and learning conditions.   

3.  Teac hers' interpretation : How teachers perceive CPD in relation to their own 

personal and professional needs.  

2.3.1 Official interpretations of CPD (top-down INSET):  

An official perception of CPD is likely to view teacher development or INSET as a 

centralised  top - down intervention , where de livery and management of such intervention is 

imposed by officials in authority and is frequently politically driven and focuses more on 

structure than education  (Goodla d, 1992) .   In top -down INSET  programmes , training 

rathe r than development is the objective of the exercise .  Training, as Freeman (1989:  39)  

explains , is a 'strategy o f direct intervention by the collaborator [trainer] to work on 

specific aspects of the teacher's teaching'; thus, official CPD is likely to focus on imparting 

pedagogic knowledge and on drilling specific observable or 'trainable' activities to be 

mastered within a set period of time.   

Further, to assess teacher performance, the INSET trainer often determines quantifiable 

criteria with which to grade teachers.  It is, therefore, assumed that once teachers master 

a repertoire of discrete teaching skills, in association with certain content and pedagogic 

knowledge, they can improve their classroom effectiveness through experiential learning, 

ultimately achieving teaching competence (Freeman, 1989) .  Therefore, as was the case in 
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the Libyan secondary schools context (see Chapter one) the official interpretation of CPD is 

that of a top -down INSET intervention initiated by education authorities at local or n ational 

level, such that training is characteris ed by 'externally identified solutions to problems 

associated with curriculum delivery' (O'Neil, 1994:  286) .  Faraj and Tarvin (1989:  567)  

refer to these  as 'ad hoc forms of INSET' where a [training] programme ceases to run as 

soon as specific goals are achieved, normally in terms of the number of teachers receiving 

training.  Thus, while a top -down interpretation of CPD may be well institutionalised, 

opportunities for training are, all too often, 'sporadic, constrained and compartmentalised' 

(Medgyes, 1994) .   

Despite the criticism of centralised top -down CPD, there is a need for in - service teachers to 

engage in it  'so that they remain up to date with curriculum content knowledge, continue 

to develo p their classroom organisation and teaching and assessment strategies' (Day, 

1999:  48) .  Kennedy (1995)  also argues that the needs for training or mentoring will  

persist after completing Initial Teacher Training, either because of inadequacies in teacher 

preparation, or because of changes in the national curriculum which demand increased 

levels of teaching skills, such as those occurring as a result of having intr oduced the new  

secondary curriculum in Libya .   

Moreover, for NNESTs in under - resourced environments, top - down INSET opportunities, 

however sca rce or disorganised, constitute , as Hayes (1997:  83 -84)  puts i t, a welcome 

change from 'watershed' situations where teachers feel they are 'no longer progressing and 

that their whole teaching life had become sterile'; organised INSET training can, hence, be 

'a way of regaining momentum and enjoyment from teaching'.    

2.3.2 Schoolsô interpretations of CPD:  

A school's perspective of CPD may fall under the rubric of 'staff development' in which 

teachers are developed as members of staff at a particular school (O'Sullivan, Jones and 

Reid, 1988) .  However, Hargreaves (1994:  436)  argues that while professional 

development of school teachers 'must be set within the context of institutional 

development', collectively, teachers must be able to 'choose and direct their own 
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professional development' (Brown, Edmond and Lee 2001, cited in Neil and Morgan, 

2003 :63 ) .  Referencing Darling - Hammond (1993) and Hargreaves (1994), Day (1999 : 1) 

emphasises that 'it would be  reasonable to expect that teachers will have opportunities to 

participate in a range of informal and formal activitieséand that these will focus upon 

personal and professional purposes'.   

Hence, within a school interpretation of CPD , there can be two per spectives to 

development: one formal perspective in which school s (as government agents) organise 

training to meet local needs on behalf of education authorities; and another informal 

perspective which evolves collaboratively by school teachers themselves.   I dare say that 

both situations , formal and informal CPD,  may well be encouraged to exist at the same 

school.  Thus, under this rubric of teacher development ,  one often hears of 'educators' or 

'facilitators', but not 'developers' ,  for the developers are the teachers themselves  

(Freeman, 1989:40) .  That is, the educator or facilitator can provide the right conditions 

for teacher learning, but the development, as a cognitive process, is a personal endeavour 

that has to come from within.   

Moreover, school -based development (at the school level) means that teachers gain a 

collective sense of ownership of their own development, particularly when implementing 

change in teaching practice at classroom level.  Bax (1995:  353)  argues that an approach 

that is more sensitive to teachers' needs because derived from their own context is more 

motivating and 'might therefore lead to more effective change than trainer -derived [top -

down] approaches'.   

However, within school -based CPD, as Neil and Morgan (2003)  point out, problems can 

surface when dealing with a cohort o f teachers wanting to pursue different priorities .  

Some teachers may perceive their practices as appropriate and not in need of change; 

others may openly discuss options for change but have no intention to implement it; some 

may want to change but have pr oblems with implementation; while others may focus on 

external reactions to change and attempt to appease, or impress, others in the process 

(Roberts, 1998) .  Moreover, a  development activity that works well for some teachers may 
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not work for others simply because it has not emerged as a result of individual needs or 

inner desire which, in turn, motivates teachers to self -develop (Head and Taylor, 1997) .   

While school -based CPD may focus on teachers' collective needs (whether formally 

organised or informally initiated  by teacher s), independent development by teachers , as 

individuals ,  can take on different mea nings and may be implemented in different ways 

depending on prevailing conditions, needs and objectives of development (Head and 

Taylor, 1997) .  Within a typically centralised policy -driven INSET  conditions , it is unlikely 

that -  in the near future ï Libyan sch ools wil l be granted autonomy to organise their own 

training agenda.  This, in turn, leads to a discussion of the remaining option left to teachers 

in resource -poor environments : that of independent development in which teachers, as 

individuals, take it upon thems elves to set their own objectives in the form of self -directed 

independent study.   

2.3.3 Teachers' interpretations of CPD:  

In an attempt to interpret development from the teachers' point of view, Maley (1990:  67)  

asked a number of school teachers to explain what teacher development meant for them.  

The responses are summarised with my own subtitles:  

1.  Handling stress (personal development): A teacher feels stressed.  After reading about 

stress  treatment , he or she decides to set aside a daily 30 minutes of ñquiet-timeò.  

2.  Higher qualifications (individual development): A teacher decides to gain a higher 

qualification by joining a postgraduate course.  

3.  Extracurricular courses (individual development): A teacher decides to join a non -ELT 

course to gain new insights into the profession, such as counselling skills, Neuro -

Linguistic Programming and so on.   

4.  Trying new ideas (collaborati ve development): A teacher comes across a teaching idea 

and decides with a colleague to try it out in class for a month and discuss progress 

each week.   
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5.  Study group (collaborative development): A group of teachers at a school meet each 

month to discuss an  interesting book or article they have decided to read.   

6.  Self -help group (collaborative development): A group of teachers at a school decide to 

meet monthly and discuss pedagogic problems using an open agenda.   

7.  Action research (collaborative development) : Two teachers set up a small action 

research group to implement a new idea on learner independence.  They later present  

their findings at a conference.   

Although more examples of collaborative than individual development are projected by 

Maley's study, a  common feature shared by all the teachers was that their interpretations 

of development were based on independent bottom -up perceptions, i.e. engendered by 

their needs and what they can do, individually or collectively, within their own contexts.  

Therefo re, teachersô interpretations of CPD are driven by bottom - up perspective s of 

development, which can be independently and/ or collaboratively oriented, according to the 

stage and context of collaborative development.  That is, an element of inter -dependency,  

or collaboration, can be accommodated in a teacher's perception of CPD , such that 

collective experience, as Day (1999) has suggested, grows out of individually oriented 

learning to open collaboration with outsiders, thus:  

¶ The closed individual cycle  -  wh ere teachers learn privately;  

¶ The open individual cycle  -  where teachers learn from 

colleagues at school;  

¶ The closed collective cycle  -  where groups of teachers share 

collective wisdom;  

¶ The open collective cycle  -  where outsiders are admitted to 

add a furt her dimension (p. 177 -179).  

Obviously, there is some overlap between a teachers' collective interpretation  of CPD and 

an informal perception of  school -based  CPD (discussed in sub - section 2.3 .2 ) , where the 

school may simply be used by teachers as a local ve nue for holding discussions and 

sharing ideas .  Such bottom -up interpretation s of CPD often arise  as a result of deficiencies 

in formal CPD provision by schools or government, as is the case in the Libyan context.   
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Figure 2.1: A holistic approach to CPD 

Even though research  evidence seems to f avour  collaborative development in that 

individually oriented CPD is not as effective in changing teacher practice compared with 

collaborative modes (EPPI, 2005) , Day (1999:  2)  argues that individual development is a 

logical st ep towards collaborating with peers and that sustained development is seen as a 

co- ordinated effort that takes place when the planning and implementation of CPD is a 

'joint responsibility of teachers, schools and government'.  In the next s ection, this 

pro position is carried forward in a discussion of a holistic CPD approach .  

2.4 A holistic approach to CPD:  

Having presented three rational perspectives of CPD based on an official view, schools ô 

perception (both formal and informal) and a teachersô interpretation, a  holistic  approach to 

CPD is envisaged  (Figure 2.1) .  I n agreement with Day (1999), Fullan  (1994) also supports 

a holistic vision of CPD that integrates all three interpretations discussed thus far.  Fullan 

conclu des that neither top -down nor bot tom -up strategies work sufficiently well on their 

own  and that a sophisticated blend of the two is needed .  That is,  in addition to organised 

top - down training,  however scarce, Libyan teachers should also be supported through a 

bottom -up approach , in which  they can take control of their own development 

independently (as individuals) and inter -dependently (in collaboration with other s) to 

create CPD activities that are teacher - led and relevant to their own pedagogic contexts.  A 

holistic approach along these  lines might look like this:  

 

 

 

 

 

Although it is the norm that INSET provision is provided either by education authorities, 

through top -down centralised training or school -based development of some kind, certain 
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shortcomings can and do occur.  Thus, t he n eed for in - service teachers to act 

independent ly  and/ or collaboratively in order to supplement learning , through a bottom -

up approach, is often born out of such shortcomings in organised INSET provision.   

Therefore, a holistic  approach to CPD views devel opment as a sustainable co- ordinated 

effort which , as Day (1999:  2) emphasises, takes place when the planning and 

implementation of CPD is a 'joint responsibility of teachers, schools and government' .   

Here, top -down or bottom -up development are not seen a s oppos ing poles (Woodward, 

1991) , but rather as co -existing components that combine and converge at the school 

inter face for the purpose of promoting professional competence as the ultimate goal of 

development.   

2.5 Optimised CPD:  

As pointed out by Pachler, Daly and Lambert (2003: 9) optimised CPD is ósought out 

proactively according to intrinsic [teacher - led] trainin g needs ô rather than in response to 

extrinsic policy directives.  In supporting optimised CPD , Unwin (2007) ,  argues that 

teachers should also be provided with opportunities to question prevailing policy and 

practices, to deliberate theoretical principles a nd make sense of them in connection with 

their professional  lives .   

Therefore, e mbedded in an optimised notion of CPD is the involvement of teachers in 

articulating their own development needs  in order to create opportunities to enhance their 

teaching pra ctice (Dede, 2006) .  But a s Rubin (1978:  136) points out, such articulation 

need not spell out exactly what teachers need in all respects, but the articulation  process , 

with adequate support and resource s, is óa major way of securing involvement and 

commit ment to personal growth ô.  In emphasising a bottom - up route to development ,  

Rossner and Bolitho (1990:  328) argue that teachers can play an active role in challenging 

policy decisions which affect their professional lives and that they should be able to 

'articulate their concerns publicly, and to play a leading part in their own development'.    

Therefore, optimised CPD must be motivated by teachers' inner desires and interest with 

which to satisfy their individual and collective needs under varying context s.  That is why 
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generic CPD , mirrored by current INSET policy  in Libya , is impracticable , as argued by Neil 

and Morgan (2003),  

there is no longer any prescribed syllabus or format which CPD must 

take, and with the opportunities open in different arenas an d support 
mechanisms available, teachers should be encouraged to develop their 
own interests (p. 3).  

 

More recently, Pickering, Daly and Pachler (2007: 5 - 6) argue that optimised approaches to 

CPD focus on three themes, the outcome of which will be characte rized by mixed - modes of 

learning, drawing upon a range of resources, as well as collaboratively oriented and 

supported by online networking:  

¶ Shared practice:  That is, development is more than just the exchange of teaching 

experience ; it should proactively  lead teachers, as change agents, into changes in 

practice.  This involves empowering teachers to be potential agents for change, rather 

than passive recipients of  policy directives , for best practice is not merely that which is 

delivered as top - down model s by experts , but that which is informed by research, 

debate and contextualised experience .   

¶ Collaborative CPD:  This draws upon the collective knowledge and experience of 

teachers across learning networks, thus enhancing constructivist collaborative 

devel opment .  Here, collaborative learning network s are classroom - focused and can 

be based on a subject, phase or experience , but can also be ónon -hierarchical, cross -

phase, cross - subject or cross - experien ceô (p. 273) .   

¶ Scholarly reflection on practice:  This i s the kind of critical reflection that draws 

upon theoretical and pedagogic principles and brings them to bear on teaching and 

learning practices , rather than seeing them as separate complementary entities .  

Here, a  good balance between individual and coll aborative reflection is supported to 

enrich and enhance teachersô professional knowledge.   

An optimised approach to CPD thus rejects the prevailing knowledge transmission model of 

development that is typically skills -based.  Rather, it encourages teachers , as change 
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agents, to be , independently and collaboratively, proactive learners and be more critical in 

their pursuit of best practice;  

to challenge and contest constructively the perceived givens of evidence -

informed policy and practice. This will be ac hieved through a 
collaborative orientation, characterised by shared practice and a focus on 
scholarly teaching in learning networks (Pickering, Daly and Pachler, 
2007: 6).   

 

The concept of ñonline networkingò is very much linked to ñcommunities of practiceò.  

Where as online networks constitute groups of practitioners who have the freedom to 

express their views, share experiences and construct new knowledge through computer -

mediated communication  (Daly and Pachler, 2007), c ommunities of practice , as Wenger 

(2007: 2) point s out, are basically groups of people, whether at work, school or home , who 

are, in one way or another, engaged in   

a process of collective learning in a shared domain of human 
endeavouré [They] share a concern or a passion for something they do 
and learn how to do it better as they interact regularly .   

 

Utilising online learning networks  to create communities of practice for in -service teachers 

will ,  undoubtedly, provide excellent opportunities for development, hence, optimising CPD , 

partic ularly in contexts experiencing shortages of organised development .  Consequently , 

parallel to a holistic CPD approach, discussed in the previous section, I support an 

optimised approach in which Libyan teachers , as communities of practice, are involved in  

articulating their development needs and supported to pursue and adopt best practice  

using a variety of resources, and to ódraw on their own and othersô practice-based evidence 

to change theirs and others ô ( Pickering, Daly and Pachler, 2007) .  P articularl y with respect 

to the launch of the new English language syllabus and the difficulties some teachers have 

encountered (see chapter  one ) , holistic and optimised CPD approach es are likely to 

enhance and support professional development needs of Libyan teache rs in particular and 

NNESTs situated in foreign language environment s in general .   

Having examined stakeholdersô interpretations  of conventional CPD underpinned by  holistic  

and optimised approach es, the following  section draws upon the nature and characte ristics 

of the Internet  as a tool for supporting such optimised perception s in low - resourced in -
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service conditions , at the time of the study .  For the purpose of the present study , the 

focus is on Internet -based CPD, or I - CPD, as a potential option of bott om -up teacher - led 

(independent or interdependent, i.e. individual or collaborative) development.  Hence, 

while reviewing potential web -based tools and technologies, the underpinning question 

guiding the review is how Internet - based technology can help to s upport the holistic and 

optimised forms of CPD discussed thus far .   

2.6 Conceptualising Internet-based CPD: 

Undeniably, t he Internet constitutes a potential source of a wide range of information  for 

formal and informal  learning  alike .  As pointed out by M cConnell (2000: 70) , the Internet 

offers learners access to vast resources of knowledge, which will contribute as much to 

their 'self and professional development as with their academic learning'.  For professional 

development purposes, the enormity and flexibili ty of the Internet has enabled it to be 

extensively used both as a learning environment and a gateway to information resources 

(McPherson and Nunes, 2004) .  Since the Internet has been made available to the p ublic, 

EFL teachers in Libya can, thus, tap into millions of websites, a vast number of which are 

dedicated to ELT and CPD (see sub - section 5.5.7) .   

The main advantage of Internet -based development ,  or I - CPD, for teachers is that it can 

take place individ ually or collaboratively 'free from the constraints of time and distance' 

(Jennings, 1995:  104) .  In addition to satisfying indi vidual needs  and pace of learning , the 

Internet facilitates teacher interact ion  through e - mail or discussion forums through which 

they can raise important issues about 'things that matter most for them, day or night, at 

the touch of a keyboard' (Hargreaves and Fullan, 1989:  72) .  Nowadays, mobile computer 

technology can be used anytime anywhere where there is a wireless Internet connection, 

thus enabling users to be even more flexible with their learning  and networking , rather 

than being fixed to one  geographical location (Price, 2007).  

2.6.1 Definitions and insights: 

Generally speaking, the terms online learning and e - learning have been used 

interchangeably to imply distance online study  delivered via In ternet - based technologies 

(Clarke, 2002) .  Online learning, thus, cover s a wid e range of pedagogic applications and 
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activities which include the delivery of learning material via the Internet, intranet (private 

Internet), audio and video - streaming, satellite broadcast, interactive TV, and CD - ROM.  For 

Clarke (2002) ,  online learning encompasses  

a whole range of options that include individual and collaborative 
learning, formal and informal learning, downloading learning materials, 
conferencing systems, student support, student/tutor interaction, 
student/student interaction and admini stration (p. 13).   

 

Recently, g rowth in digital online media for education has also embraced ógaming 

environments, podcasting based on MP3 players, video streaming and mobility inherent in 

cell and mobile phones, PDAs, and laptopsô (Andrews and Haythornthwaite, 2007 : 21).  

The latest diffusion of óWeb 2.0ô has also had a ótremendous effect and change on the way 

people search, find, collaboratively develop and consume information and knowledgeô 

(Sigala, 2007 : 1).  See sub -section 2. 6.3.3 for a discussion of  web -based groups.   

A useful distinction between online learning and e - learning is made by Al- Khatib (2003 : 1)  

who points out that  since the 'e' in e - learning assumes 'electronic support to the learning 

process', e - learning will then , as Arabian Campus ( 2006)  note, imply  

the use of online techniques such as email, websites, multimedia, 
information from the Internet, discussion gro ups or chat in learning and 

teaching. It is an anywhere, anytime, self -paced instruction without 
geographical barriers (p.1).  

 

As Andrews and Haythornthwaite  ( 2007) observe , e- learning subsume s as many 

technologies as pedagogically appropriate .  E - learnin g may then include the application of 

a wide range of digital technology , such as video, television, radio, facsimile, telephone, 

mobile phone, computer - assisted learning , as well as the Internet.   

Andrews and Haythornthwaite (2007 : 21 )  advance a new dime nsion for e- learning , by 

assuming an óE + learningô interrelationship, where they see this as ómore than the use of 

technologies ô and  ómore than a communications and delivery tool ô;  t hey argue for a co -

evolutionary perception which emphasises the social an d emergent nature  of e - learning , 

and one in which there is, in addition to the provision of appropriate technological media 
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and a teaching presence (see Anderson and Garrison, 2003), ódirected, purposeful pursuit 

of understanding, with resultant changes in  knowledge, skill and/or practice ô.    

2.6.2 A conceptual framework for Internet-based environments: 

The reason for adopting the term ñI nternet -basedò, rather than ñweb -basedò CPD, in this 

study, is due to the fact that the Internet, with its functionalit y as a com munication system 

(e -mail, chat, discussion forums  and conferencing  systems ) is seen to encompass the Web, 

which mainly consists of a network of computers providing access to information and 

communication facilities ( Kaplan - Leiserson, 2005).   According to Atkinson (2002:2), the 

World Wide Web is  ópart of the Internet and is particularly concerned with the provision of 

information within a specific format that allows text, graphics, sound, animation, and video 

to be displayed on pages that can be l inked to and fr om many other pages on this Webô.   

 

Figure 2.2 represents a framework for Internet -based environment s (the orange circle).  

Here, online learning is viewed as a subset of e - learning, which is in turn part of distance 

education with its tra ditional methods of delivery, e.g. surface post, paper -based material 

as well as (but not necessarily) face - to - face (f2f) contact.  Internet -based CPD is then 

perceived to encompass both distance online learning and blended forms of learning that 

combine f 2f contact with aspects of online  technology.   

Bearing in mind Andrews and Haythornthwaiteôs (2007) co- evolving perception of e -

learning, t his conceptual framework  for Internet -based CPD  is not supposed to be a static 

representation of the environment .  O n the contrary, it reflects as a result of evolving ICT, 
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Figure 2.2: A conceptual framework for Internet - based  environments  
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a ócontinuously emergentô form of e-learning generated by óinstructors and learners, and 

created and recreated by useô (Andrews and Haythornthwaite, 2007: 21).   

Internet -based CPD for EFL teachers m ay therefore be conceptualised as the socio -

cognitive outcome s of interacting and collaborating with tutor and/or peers, either locally, 

nationally or internationally, via a range of fixed or mobile Internet -based resources and 

communication technologies t hat converge to support and enhance teachersô professional 

development.  Due to the resource -poor  conditions that characterise  the Libyan context, 

holistic and optimised notions of I - CPD (as outlined in sections 2.5 and 2.6) can be focused 

to accommodate t he articulated and contextuali sed needs of teachers, both independently 

as individuals and collaboratively as groups, rather than being solely based on intermittent 

and poorly -delivered top -down INSET  (seen Introduction chapter) .  

Internet -based CPD for NNE ST participants may also be supported, through online 

discussion groups, to gain access to native speakers across national boundaries.  In 

addition to collaborating to construct knowledge, taking part in online discussion can 

definitely contribute to the l anguage development of Libyan teachers , particularly those 

with perceived weaknesses in English, who, as Lavender (1997) argues, are more 

conscious about their language competence and, unlike their NEST counterparts, are likely 

to worry about their perform ance.  Accordingly, as reflected in the data collection (see 

section 3.5.2), two strands of Internet -based development are investigated in this study: 

I -CPD and I -LD (Internet -based language development).  

As discussed in the following section, I -  CPD solu tions can simply be supported via e - mail, 

text or voice chat messaging, or web -based groups, e.g. Yahoo or MSN, which constitute 

low - cost platforms for delivering learning material, asynchronous messaging (taking place 

over time) including tutor or moderat or feedback.    

2.6.3 Potential platforms for Internet-based CPD: 

The following is a n outline of Internet -based platforms which Libyan teachers  may engage 

or be engaged in to promote CPD .  Bearing in mind the low - resourced public school 

contexts, the se pla tforms are presented in order of complexity and expenditure.   
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2.6.3.1 E-mail: 

E-mail exchange is asynchronous and is the foundation of all forms of online interaction.  

'It's easy to use, it's cheap, fast and reliable' (Dudeney, 2000 : 10) .  Thus, in low - resourced 

environments, it is quite possible for a tutor to use nothing else but e - mail to communicate 

with learners (Kearsley, 2000) .  Working with minimum facilities and cost, file attachments 

containing study material, links to supplementary web resources, as well as feedback could 

all be sent by e- mail.  Although a kind of threaded discussion can be kept as e - mails 

accumulate, the drawback is in the lack of a collective pool of single e - mails covering the 

topics discussed.   

Hanson - Smith (2001: 10)  points out that  learners' interaction through e - m ail and 

discussion boards can create language encounters that are hardly possible face - to - face, in 

that communication can be supported by online grammar and spelling checks which 

provide a kind of "buffered" authenticity giving learners time to look up wor ds and seek 

better ways of expressing themselves.   

2.6.3.2 Real-time chat: 

The simplest form of synchronous messaging  is real - time chat, in which participants 

exchange instant messages on screen (Kearsley, 2000) .  Although abbreviations and slang 

(Netspeak -  a mix of spoke n and written language used in text -based communication) are 

more common in chat than e - mail, chat messages are automatically delet ed at the end of 

a session.  Thus, synchronous chat messaging may be viewed as an informal 

unthreatening mode of communicatio n, which might appeal to apprehensive and novice 

NNEST users of the technology before moving on to asynchronous communicati on in online 

discussion forums , a feature which is used to support online orientation  (see the 

Conclusion chapter, sub - section 7.3.1. 6)  

Moreover, synchronous chat ,  as pointed out by Almeida d'Eça, (2005: 30) , makes 

members feel 'related and connected to each other in a community, the next best thing to 

being with them face - to - face'.  The author adds th at two excellent features  offered by 

Yahoo Messenger,  voice and video, are useful for supporting and enhancing social bonding 

in online environments ; óthe sense of "belonging to a community of like- minded peers" has 
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always been very strong among us and is one of the essential characteristics of community 

building onlineô (p. 33).   

2.6.3.3 Web-based groups: 

Yahoo, Microsoft and other group -based messaging are open source Internet tools that 

facilitate the setting up of low - cost asynchronous online solutions  appropriate for low - tech 

environments.  As Russell (2001: 157) points out, the Yahoo Groups facility 'can be useful 

because of its web -based location', i.e. can be accessed from any computer linked to the 

Internet and does not require participants to log on to a particular ISP.  These groups often 

offer discussion forums and file storage for uploading learning material and photos.  Hunter 

(200 6) notes that  

Yahoo Group membership allows continual communication, enabling 
practitioners to seek advice, share experiences and resources, and set up 
student and cultural learning projects across the globe using Internet 
technologies  (p. 18) .    

 

Webheads in Action , for example, was created in 2002 as a community of practice for 

TESOL professionals. Its purpose was t o help participants appreciate the potential benefits 

of integrating Internet -based technology into their teaching practice, and to share open 

source Internet tools.  The web -based group provide d support for  online development in 

non - threatening collaborat ive environments by enabling participants to self -direct their 

professional growth , motivated by their enthusiasm  and the sense of belongin g (Hunter, 

200 6) .   Eight years later , Webheads in Action has developed into an emerging new 

technology  called Web 2 , which integrates ówikis, blogs, podcasts, vodcasts, and other 

open, collaborative platformsô; where users can ócreate content and interact and 

collaborate online é create their own learning spaces in the learning process ô (Hunter, 

2006 : 17) .   

2.6.3.4 Online forums: 

Online discussion is a developed form of e - mail ,  hence usually text -based , and can take 

the shape of discussion forums, online conferencing, online networking, mailing lists, news 

groups or simply online groups.  As in e - mail, online messages inc lude sender's name, 

subject header (useful for selecting important messages) and message text.  In addition , 
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online discussions maintain a digital record of messages;  a thread of exchanged messages 

within each topic area is saved on computer.  Therefore, k nowledge is not only presented 

or generated, but can also be shared, constructed and preserved as part of a learning 

community (Andrews and Haythornthwaite, 2007).   

Online discussion forums thus have the capacity to invoke deliberative thought and 

facilit ate critical reflection.  According to Vygotsky's (1978)  constructivist theory  (see  sub -

section 2.10.1) , this fosters higher/ deeper levels of knowledge processing and hence 

promotes professional development.  Harlen and Doubler (2007) emphasise that ,  through 

onli ne discussion, teachers can share knowledge perceptions and concerns about their 

practice;  

through online discussions they can apply their learning to the reality of 
their school, become familiar with perspectives of other teac hers, and a 
wider range of p ractical applications for their learning (p. 458).  

 

Moreover, constructively -oriented online discussion has the capacity to invoke deliberative 

thought through reflection afforded by the time delay between messages, and hence, 

according to Vygotsky's cons tructivist theory facilitates higher levels of cognitive 

processing.  Lapadat (2002) explains that when participants endeavour to express their 

thoughts in electronic writing, they will take time to compose messages, thus are more 

likely to reflect, be mor e critical and apply higher order levels of thinking.  For further 

discussion of the pedagogic concerns associated with the asynchronicity of online 

discussion , see sub - section 2.8.8.   

FL Teach (Foreign Language Teaching Forum) is a typical example of an online discussion 

forum for FL teachers, which integrates Web resources, an e - mail list for academic 

discussion, access to list archives, and FL News.  First Class is also an online text -

conferencing system, which was used by the University of London's Ins titute of Education's 

OET (Online Education and Training) programme  (see section 7.7 about Reflections on 

personal development) .  As part of the present study, a Yahoo Group called la - tefl was 

created to support Libyan EFL teachersô online interaction (see  sub - section 5.3.2.2).  
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2.6.3.5 Virtual Learning Environments (VLEs): 

A VLE is an online study software designed to enhance  the learning experience of 

participants  both personally and within a social learning network  (VLE, 2002) .   Virtual 

learning platforms are asynchronous and come under various categories: They can be 

referred to as Managed Learning Systems (MLS), Computer Supported L earning (CSL), 

Computer Mediated Conferencing (CMC) or Asynchronous Learning Networks (ALN).  

Accessed by a personal ID and password, a VLE offers combinations of learning and 

assessment material together with support for collaborative methods of communica tion 

with peers and tutor  (VLE, 2002) .   

Different VLE platforms have different features, but typical functions provide curricul um 

mapping, a notice board, e - mail communication, an online forum  or threaded discussion, 

technical support and student tracking .  Some VLEs also offer multimedia sharing 

capabilities, self -assessment tools and web links to useful  resources (CPD Centre, 2003) .   

According to status, VLE users are assigned either a student ID  or tutor ID .  The tutor can 

see what students see , but the tutor  is allowed to create or modify curriculum content and 

trac k student performance .  Popular types of VLEs are WebCT, Blackboard, Lotus,  

Learn ingSpace , eCollege, etc.  The Merlin VLE, which has been used in the online part of 

this study, is described in more detail in sub -section 3.3.3.   

The pedagogic purpose of a VLE is to create a community of learners and support 

asynchronous threaded discussion in learning networks where, by integrating social and 

technical aspects (Internet technology), óstudents and faculty [teachers] communicate and 

work together to build and  share knowledgeô (Hiltz, Turoff and Harasim , 2007 : 57).  

Salmon (2000) however, rightly argue s,  as does Pincas (2002), that the availability of 

online platforms , however sophisticated , does not necessarily guarantee participation or 

collaborative learning ; some sort of support strategies need to be in place, in addition to 

learner sô motivation to contribute to the transformative process.  A discussion of online 

scaffolding support strategies can be found in section 2.1 0.3 .   
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2.6.4 Benefits of Internet-based CPD:  

The real potential of the Internet for teachers in resource -poor conditions is its low - level 

technical infrastructure and its functionality as a single medium.  That is, the multi - sensory 

nature of the Internet encompass es almost all other means of  ICT: Fax, e - mail, telephone, 

voice - mail, chat, audio and video conferencing, live radio, television, video, film, news 

groups and discussion forums (Clarke, 2002) , rendering  Internet -based learning a 

potential route to CPD through instant access to a global network of like - min ded 

professionals  (McConnell, 2000) .   

The main advanta ge of Internet -based development for in - service teachers lies in its 

flexibility.  As in - service teachers are 'hard pressed to take time off work' to attend teacher 

development courses ( McConnell, 2000 : 192) , open access to Internet -based CPD 

independently of t ime or space, '24 hours a day, seven days a week all year round' offers a 

flexible CPD solution for teachers in low - resourced contexts.  VLEs which are accessed by 

invitation (ID and password) facilitate new ways for teachers to share and construct new 

kno wledge in collaborative communities of practice (Daly and Pachler, 2007).  

Moreover, for female teachers with family commitments and underprivileged teachers in 

remote rural areas, Internet -based learning provides a valuable platform through which 

knowledg e and expertise can be shared (Neil and Morgan, 2003) .  As emphasised by 

Porter (1997) , e - learning will particularly appeal to homebound female teachers  who can 

learn from the comfort of their homes.   

Flexibility of I - CPD is also characterised  by the order i n which teachers access information 

by moving down a page linearly or across pages in a non - linear fashion (Porter, 1997) .  

This hyper textual flexibility thus 'introduces a fundamentally different process into literacy' 

(Pincas, 2002 : 8) , thereby changing the nature of education from a linear to a non - linear 

process, such that  

learners ca n follow their thought processes. They can learn as much 
about a subject as they need or want and their interests can prod them 
to find additional links to more information (Porter, 1997 : 202).  

Un like f2f teaching, I - CPD also facilitates access to nationa l and international communities.  

This has been evident in the increased number of mailing lists and news groups providing 
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access to expert knowledge in a wide range of specialisations.  'Learning communities 

extend beyond the timeframes of a particular co urse or conference and allow students to 

interact over an extended time period' (Kearsley, 2000 : 12) , which is ideal for professional 

development.  Networked learning communities, as Salmon (2002b)  stresses , create 

opportunities for collaborative learning to develop through the sharing of teachi ng 

experiences, resources and the meaningful construction of knowledge.   

I -CPD affords forms of group -based interaction that engage  users in asynchronous 

communication for the purpose of completing a particular task, discussing a relevant issue 

or exchang ing opinion, thus leading to the construction of new knowledge.  Hiltz (1990 : 

128)  asserts that Internet -based interaction is particularly suited to collaborative learning 

strategies such that knowledge is not only delivered to users , but óemerges from active 

dialogue among  those who seek to understand and apply concepts and techniques ô.    

As summarised by Kaye (1992) , t he potential of collaborative learning afforded by 

Internet -based discussion lies in: (a) the fact that learning is a communal activity involving 

the social construction of knowledge; (b ) the sharing of different perspectives and the 

obligation to communicate and make explicit one's own ideas to others through writing; (c) 

peer collaboration and the development of problem -based skills through the internalisation 

of cognitive processes.   

2.7 Models of online learning: 

This section reviews three online learning models that are suited to pedagogic 

environments with potential for implementation in I - CPD contexts.  The se models , namely  

Laurillardôs (2002) conversational model, Garr ison and And ersonôs (2003) community of 

enquiry model, and Salmonôs (2002a) five- stage model, adopt educational technology as a 

platform for asynchronous communication between learners and between instructor and 

learners.     

2.7.1 Laurillardôs conversational model: 

Laurillardôs conversational model was developed by analysing research findings based on 

student learning  mainly within  formal university - level education .  These research findings 
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were then used to generate a pedagogic framework for learning processes common to 

other environments (Laurillard, 2002).  The author claims that four main aspects ,  or 

dimensions , to the pedagogic process can be utilised by different educational  media .   

 

Therefore, as Figure 2.3 illustrates, associated pedagogic strategies consider forms of 

communication and related mental activities that normally occur within educational 

settings, such as discussion, adaptati on, interaction and reflection.   These components are 

the teacher's concepts, the teacher's constructed learning environment, the student's 

concepts and the student's specific actions.  

Typically, a pedagogic scenario is said to include all four kinds of components, thus 

resulting in four kinds of mental activities and eight pathways:   

1. Discussion: This takes place  between the teacher and learners, where ideas and 

conceptions about a particular subject should be mutually accessible and where both sides 

should agree on learning objectives.  

2. Adaptation: The teacher must adapt leaning objectives with regards to existing 

conceptions. While the teacher must give appropriate feedback, learners must integrate it 

into their own conceptions.  

Figure 2.3: Laurillardôs Conversational Framework (Edutech wiki, 2006a) 
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3. Interaction: This involves  interaction between learners and the environment as defined 

by the teacher, who creates an environment that is adapted to the task. The teacher must 

focus on supporting learners during a learning task and give appropriate feedback.  

4. Reflect ion: Both  teacher and learners reflect on their performance; the teacher 

supports learners to revise conceptions and to adapt the task to their learning needs. 

Learners should reflect on all stages of the learning process.  

Alt hough the model claims to be ad apt able  to  computer - mediated technology, including  

distance and blended learning (Laurillard, 2007), it appears to be more applicable to  

environments where interaction s are up and running within communities of learners.  

Moreover, the model does not appe ar to spell out specific stages of development within an 

online learning  environment .  For teachers who are new to asynchronous computer 

mediated technology, social, pedagogic and technical support may need to be made more 

explicit at predefined and progre ssive stage s of development , so that scaffolding support 

can be tailored to learner needs .  It can also be argued that, since Libyan EFL teacher are 

being engaged in I - CPD for the first time, the extent of online participation is ,  at this  point , 

unpredicta ble and thus there would be a need to support teachers one stage at a time , 

even though they may not all progress evenly through out the stages.  

2.7.2 Garrison and Andersonôs model: 

Garrison and Andersonôs (2003) community of enquiry model (Figure 2.4) is an 

instructional design framework for facilitating communities of practice in e - learning 

environments.  Through cognitive and social functions, the model claims to encourage both 

independent and interdependent experience  through Computer Mediated Communica tion 

(CMC).  As pointed out by Garrison and Anderson (2003: 23), a critical community of e -

learners interacts with a specific purpose in mind , that of ófacilitating, constructing, and 

validating understandingé. Such a community encourages cognitive independence and 

social interdependence simultaneously ô.   
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The community of enquiry model defines a n optimum e - learning environment through a 

functional relationship between three interconnected components: Cognitive presence, 

social presence and teaching presence, where the resulting educational experience i s a 

community of enquiry that is said to be an outcome of the interacti on betw een the three 

components:    

1.  Cognitive presence:  This is the extent to which learners are able to construct their 

own meaning through sustained communication with both teacher and fellow 

participants.  

2.  Social presence:  This is the ability of participants i n e - learning communities to 

present their personality and social character, thereby supporting discourse and 

projecting themselves as people in a realistic community.  

3.  Teaching presence:  This relates to the material structure and facilitation of cognitive 

(selecting content) and social processes (setting climate) by the instructor in order for 

participants to achieve meaningful educational experience s.  

As the community of enquiry model defines functional roles of teacher and participants by 

way of characte ri sing cognitive, social and teaching presence, it seems to be more 

concerned with assess ing  and/or categoris ing  participantsô messages, e.g. Daly and 

Pachler ôs (2007)  study, a summary of which ca n be found in sub - section 2.12.5 .  In 

Figure 2.4: Garrison and Andersonôs community of inquiry model (Edutech wiki, 2006b) 
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addition, the model  does not make explicit specific stages of development , which are 

thought to provide explicit constructivist support to novice e - learners .    

2.7.3 Salmonôs five-stage model:  

Salmonôs (2002a) five -stage model of teaching and learning online (Figure 2.5 ) has been 

researched and developed as a grounded model at the Open Universityôs business school 

over several years, but since then it has been applied to corporate training and a variety of 

learning disciplines and contexts (Salmon, 2002a).  The model provid es a framework for 

supporting and building a 'scaffold' to facilitate online participation in five stages of 

development , from initial access and motivation to independent personal development .   

The model is discussed in detail in Chapter 2 of Salmon  (2002a) , from which ï unless 

otherwise stated ï th is subsection is summarised.  It is noted that while the five -stage 

model was designed for distance online learning, in principle, it can also be applied to 

online components in a blended learning approach (see Blended learning in section 2.9).   

Figure 2.5: Salmonôs five-stage e-learning model (Salmon, 2004) 
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Figure 2. 5 has been reproduced to illustrate the five -stage structure of Salmonôs model.  

The left of each flight of steps (learning stage) shows the kind of technical support 

provided, while the moderator's roles are displayed on the right.  In facilitating clearl y 

structured activities, Salmon's model builds  on  learners' previous experience to provide   

a framework on how to set up an online conferencing environment to 
maximise the experience to gradually build on participants' experience, 

maximise individual contr ibution and interaction and active learning and 
minimise barriers. In short to build a 'scaffold' to successful participation 
(Salmon, 2002 a: 6) .   

2.7.3.1 Stage 1: Access and motivation: 

At stage 1 of online learning, participants are allowed individual access to the learning 

environment (user name and password), where the moderator welcomes and encourages 

learners and directs them to the next stage.  Obtaining quick and easy access to the online 

environment is important at this initial stage.  While stage 1 is viewed as an induction 

stage for i ndividual access, Salmon thinks it is not a good idea to offer f2f sessions to 

demonstrate online access and software features to participants and then expect them to 

take part successfully.  Salmon's alternative is to demonstrate features of the system 

wh ilst learners are taking part in online activities.  Another reasoning by Salmon (p. 12) is 

that learners, while attending the f2f session, would 'spread the myth that e - learning 

'doesn't work'!'.  Here, Salmon is making the assumption that novice particip ants have 

negative predispositions about e - learning, which may or may not be true.   

Once participants are familiar with accessing the system, it is important for them to be 

sufficiently motivated to return again and again to take part in learning activiti es, not just 

read what is on the screen.  Stage one activities should therefore enable participants to 

feel more comfortable with the technology and be able to navigate easily around the VLE 

using the different software tools.   

2.7.3.2 Stage 2: Online socialisation: 

At stage 2, participants establish their own user identities and are encouraged to socialise 

by sending greeting messages to co - learners.  Besides providing communication practice, 

this online socialisation is thought to create a sense of belon ging and promote friendly 

bonds between group members , paving the way for an online learning community where 
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participants can collaborate more productively.  As Phillips (2000 : 4)  emphasises, 

participants need a sense of ówho the other person isô before feeling comfortable about 

sharing ideas and contributing to discussion .   

2.7.3.3 Stage 3: Information exchange: 

Stages 3 -5 are more productive in the way of exchanging information, constructing 

knowledge and gaining of professional development.  Two kinds of interactions can be 

manifested: one with course content and anothe r with people (co - learners and tutor).  

Course content is usually provided by the tutor as files uploaded onto the VLE, or 

alternatively on CD ROMs.  Embedded links to other web resources can also be included.  

Activities at this stage require participants  to discover and retrieve aspects of information 

for a particular task and share results.  Task instruction should be unambiguously clear and 

concise, thus, not diverting learner sô attention from interactive learning.  Until participants 

are fully familiar  with the learning environment, demands for help with navigation and 

locating information are expected to be considerable at this stage.   

2.7.3.4 Stage 4: Knowledge construction: 

From this stage onwards, learners should be encouraged to develop their own 

representations of knowledge and link it to their personal experience.  Cognitive activities 

can be developed to promote critical reflection (evaluating, comparing and contrasting) 

and creative thinking (discovering, imagining and hypothesising) (Sternberg, 1999) .  The 

idea of constructing knowledge at this stage i s to actively draw upon previous experience 

and apply it to current situations thus developing new insights  into practice : participants 

become 'online authors rather than transmitters of information' (p. 31).   

Instructor skills in initiating and sustainin g interaction are crucial at this stage.  The 

instructor should enable participants' experiences to surface and encourage comments, but 

should not attempt to respond to every posting, as this is likely to discourage learners.  

Instead, participants should be supported to comment, critique, and debate.  Participant 

contributions need to be acknowledged and main points summarised/ synthesised at the 

close of each activity.   
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2.7.3.5 Stage 5: Development: 

While at stages 3 and 4 the degree of interactivity is maximised, at stage 5 interactivity 

decreases as participants move towards personal developmental goals.  By stage five 

participants should have stopped wondering about the merits of online learning and will 

have become more independent and committed.  Par ticipants will be able to relate to ideas 

gained in previous stages and apply them critically to their own practical contexts.  The 

purpose of stage 5 activities is to help participants develop meta -cognitive awareness and 

present them with opportunities t o reflect critically and make  value judgements, thus  

becoming  more responsible for their own development.   

As a result of the scaffolding process throughout stages 1 -5, participants should have 

developed confidence in reflecting, defending their positions  and critically commenting on 

other contributions.  It is expected that p articipants will start to interact more effectively 

and often guide, and perhaps peer - teach, each other.  As Mason (1998 : 23)  puts it, online 

discussion is the óideal medium to realise the teaching potential of the student, to the 

advantage of all participants'.    

2.7.3.6 Critique of the five-stage model: 

Although s ome critics  of S almonôs model, e.g. Unwin (2007 : 178), describe it as being 

ósimplistic and mechanistic in parts ô, i t can be said that, compared with those of Laurillard 

and Garr ison and Anderson  discussed in sub -sections 2.6.7 and 2.6.8, Salmonôs model 

pr ovides a structured, albeit simple, framework for supporting novice e- learn ers  (and 

tutors) stage by stage from initial access to personal independent development.  The 

ócomplexities of teachersô learningô (Unwin, 2007 : 178) may well be the focus of attent ion 

in up and running online environments, but as th e present s tudy attempts to introduce 

Libyan teachers ï for the first time  -  to this kind of technology - supported learning, a simple 

straight forward model is thought to suffice.   

Moreover, a t each stage of learning  in Salmonôs five- stage model , the kind of technical 

support needed , as well as the moderator's cognitive and social roles , are pointed out .  It is 

worth noting that a  study by Motteram (2006), a summary of which ca n be found in sub -

section 2.12 .4 , has successfully manipulated  Salmonôs five- stage model in the context of 
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blended in -service teacher education.  It remains to be said, however, that there can be no 

guarantee for success in using any particular model or models of online learning, 'but by 

being alert to the nature of online learning and the underlying pedagogic principles which 

shape delivery, the likelihood of success is significantly enhanced' (Compton, 2004: 20) .   

Although the stages of development are clearly defined in Salmonôs model, from a practical 

point of view learners often project varied levels of cognitive, social, and technical skills 

and hence are unlikely to progress in a linear succession.  Thus, at any one time, 

participants may be situated at different levels of development (Cazden, 1983) .  Even 

though Salmon acknowledges that parti cipants are likely to progress at different rates, it is 

unlikely that an instructor would be able to support all the learners stage by stage all of the 

time.  Therefore, while the five - stage model serves as a useful framework for online 

support, care shou ld be taken to address individual learners' needs and contexts at 

different stages to minimise lurking , distress or abandonment of learning .  Accordingly, 

while some participants may be able to progress smoothly stage by stage, others may 

require some kind  of 'facilitating strategies' (Ge, Yamashiro and Lee, 2000)  where more 

instructional support and time to absorb information (e.g.  at the knowledge construction 

stage) are needed.   

It could also be argued that, contrary to Salmonôs opinion, an orientation stage is missing 

from the model, where, ac cording to social constructivism , novice learners can benefit from 

f2f induction suppor t.  The purpose, in addition to enhancing group socialisation, is to 

familiarise novice learners with the online learning tools in the presence of tutor and peers, 

perhaps through a live demonstration, thus creating opportunities for instructional and 

peer  scaffolding as needed  (see McLoughlinôs scaffolding elements in sub - section 2. 10 .5) .  

Incorporating a f2f orientation stage in Salmonôs model can also help to assess 

participants' ICT skills at first hand and the extent to which they are able to cope with  

technology -based instruction , in case further support is required .   
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2.8 Associated pedagogic concerns: 

Despite the benefits of Internet -based CPD outlined thus far, the transition from well -

established f2f teaching and learning into Internet - based or onl ine paradigms carries with it 

an array of pedagogic concerns, for both the instructor and participants.  What follows is a 

discussion of the main pedagogic concerns associated with a transition to Internet - based 

environments relevant to novice learners.  

2.8.1 Impersonal interaction: 

Social f2f interaction common to traditional teaching does not develop in the same way as 

online interaction, which is often asynchronous and limited to exchanges of text - based 

messages.  Such impersonal interaction misses out on social paralinguistic features of 

spoken language (McConnell, 2000) , such as stress and intonation, facial expressions or 

eye contact.  Pincas (1998)  argues that while the use of colour or bold typeface may 

convey textual emphasis, such tools do not have the same impact as f2f cues.  Despite 

incorporating ñemoticonsò in text-based messages to simulate facial expressions, these 

remain a form of óquasi-non -verbal feedbackô (Locke, 2007: 190).   

Vonderwel (2003 : 6)  also reported that a common disadvantage in online learning was the 

lack of óone-on-one relationshipô with the instructor; students spoke of not having the 

teacher as a dynamic figure to manage classroom interaction; the delay in getting 

im mediate feedback and prolonged response time from peers was frustrating compared to 

f2f interaction, where learners receive immediate answers to their questions.    

Noting the merits of personal interaction in f2f teaching, Tibbetts  (2004)  points out how it 

can score over the Internet:  

Interaction with a web page is still not as immediate or satisfying as 

interaction with people. Teachers want to help, most tea chers want to 
know about their students' lives, thoughts, opinions. The web page does 
not really care, however much the Java expert tries to humanise things 
(p. 1).  

2.8.2 Isolation: 

Due to a lack of social interaction in e - learning environments, one of th e consistent 

problems is the sense of isolation (Bennett, Priest and Macpherson, 1999) .  An e - learner 

with little or no f2f contact is not only isolated, but is more likely to feel frustrated and 
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distressed (Salmon, 2002b) .  Such remote and solitary nature of online learning poses 

significant challenges for novice learners, for  'relying on well - born strategies, and working 

from common assumptions about how groups work in face - to - face environments, is not 

always the best orientation to take' ( McConnell ,  2000 : 72) .   

While learner isolation is characteristic of online  environments , it ca n put pressure on 

participants to manage their time more efficiently, be self - sufficient and handle the 

material independently with the minimum of support (Clarke, 2002) .  That is why new 

online paradigms are not entirely based on distance learning, for f2f interaction is needed 

not only to compensate for periods of isolated study (Salmon, 2002a; Pincas, 2004) , but 

also to impart  knowledge or teach skills that cannot be adequately conveyed through 

distance learning.   

2.8.3 Invisibility: 

The isolation of online learners is often associated with their invisibility to each other and to 

the tutor.  Tutor invisibility, in particular, can encourage non -participation or lurking by 

certain users who, in the absence of tutor control, do not feel obliged to contribute 

(McConnell, 2000) .  In this way, online learning 'seems to offer an electronic mask' behind 

which online participants may hide (Grint, 1989 : 13) , thus lurking  occurs .  The inherent 

remoteness and invisibility characteristic of online learning also enables non -contributors to 

make 'rapid exits from unpleasant or threatening encounters'  (Grint, 1989 : 13)  without 

any pressure to participate or justify their withdrawal.  To compensate for user invisibility, 

and create some sort of group bonding, online p articipants are encouraged to post their 

personal profiles to help them get to know each other and behave more like a group in a 

real class  (Salmon, 2002a) .   

Unlike the physical world of f2f teaching, tutors are incapable of immediately knowing if 

learner s are actually attending to a task or not.  Online presence can, however, be 

monitored using a tracking facility (time and frequency of logging on and pages visited) in 

most VLEs, but this does not mean participants are actively working on a task.  Such a 
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tracking facility is not available in web - based groups, for example Yahoo, which only show 

who is online (see sub - section 2.6.3.3 for more details).   

2.8.4 Learner skills: 

I n accommodating constructivist pedagogies brought about by a transformation to 

Int ernet -supported technologies, Mallinen (2001)  argues that learners need to develop a 

range of high - level technical and cognitive skills that include familiarity with technology 

(e.g. a new VLE ), communication skills and the ability to be critical and reflective.  

Consequently , adequate ósupport structures are required to overcome participantsô 

unfamiliarity with technological environments or with the experience of communicating 

primarily in wri tingô (Whitehouse et al , 2006: 26).   

Active participation in Internet -based environments also requires adequate 'writing and 

communication skills', which are deemed 'one of the common reasons why students have 

difficulties with online learning' (Kearsley , 2000 : 13) .  Reasonable reading and writing 

skills, as emphasised by Harlen and Doubler (2007 : 448), are ócentral to learning from the 

Internet, particularly when a constructivist view of learning is embracedô.  Online learners 

communicating in a foreign  language, however, are more likely to feel under increased 

pressure to convey correct meanings and perfect messages before sharing them with 

others (Salmon, 2002a).  Increasing anxiety or pressure of perfecting text -based 

messages by non -native learners c an also turn into what has been termed online error -

phobia, as elaborated in sub - section 2.11.1.5.   

2.8.5 Learner independence:   

As a consequence of learner -centred online pedagogy, McLoughlin (2000: 2)  observes that 

e- learners are faced with an expectation that 'they will have independent learning skills 

and the capacity to e ngage in activities that require self direction and self management of 

learning'.  Encouraging 'independence from the teacher' has also been o ne of the impacts 

of ICT on pedagogy (Pachler, 2005: 133) .  O nline earners must learn to draw less on the 

teacher as the ófountain of all knowledgeô, and more on available resources, such as their 

meta -cognitive abilities, thos e of their peers, and the web -based tools (Herrington, Oliver, 
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Herrington  et al. , 2000) , for i t is feared that learners who lack these skills are unlikely to 

succeed as online lear ners (Kearsley, 200 0) .   

Since online interaction has the potential to free learners from immediate teacher control, 

online learning arguably provides more appropriate contexts for independent learner -

centred pedagogy than conventional transmission models.  Therefore, a ccor ding to Palloff 

and Pratt (2001) , traditional f2f courses do not necessarily prepare students for the level of 

independence required in online  environments .  It follows that online users mus t be 

supported to adapt to independent learning and seek active strategies to enhance their 

learning experiences and participate more effectively; to apply meta -cognitive skills to 

organise, plan, monitor and self -evaluate their learning, while reflecting on previous 

knowledge, and as a result construct their own meanings (Reed and Woodruff, 1995) .   

2.8.6 Collaborative learning: 

Collaborative learning has been described by Lattuca a nd Creamer (2005 : 3)  as the 

'personal and shared construction of knowledge' where pe er learners are active 

participants who seek to create personal meanings of their collective experiences.  Though 

the climate of Internet -based interaction may seem less threatening or intimidating (no 

interruptions and more time to reflect on messages) co mpared with f2f modes, forms of 

online collaboration, or interdependence, require a high degree of commitment and 

involvement, a willingness to share knowledge with others and 'a belief that independent 

development is enhanced by working with others around  issues of mutual interest' 

(McConnell, 2000 : 71) .   

Swan (2006) emphasises that both active participation and collaboration are require ments  

for promoting successful online learning.  As Daly and Pachler (2007 : 53) argue, 

computer - mediated communication should enable teachers t o ódevelop critical and 

agentive ways of thinking through collaborative practices involving the sharing of electronic 

writingô.  However, some self- conscious learners, who are not used to group work, may 

find the open and collaborative emphasis of online l earning somewhat intimidating 

(Salmon, 2002a) .  That is becaus e w hen working collaboratively, learners are required to 
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perform at higher levels of intellectual reasoning or cognitive skill than when they work 

alone (Swan, 2006; Unwin, 2007) .   

Whitehouse et al (2006) argue  that   

encouraging the articulation and exch ange of practice knowledge, 
creating opportunities for collaboration around common objectives, 
developing a common language, and developing a culture of professional 

learning are among the desired educational improvements that 
communities of practice are i ntended to support (p. 18 -19).  

This seems to assume that a sense of online community should be present for participants 

to constructively collaborate with each other and enhance understanding (Hiltz, Turoff and 

Harasim, 2007).  Since this is not necessari ly the case and that collaborative  practice óis 

not the natural way of doing things due to participantsô competition being the norm, it 

requires some scaffoldingô, for it to be successful (Miyake (2007: 257) .  Suggestions for 

facilitating collaborative pee r support can be found in sub - section 2.1 0.5 .3.   

2.8.7 The role of the tutor: 

In a  constructivist learner - centred online pedagogy, where more responsibility for self -

regulated learning is passed on to the learners, the underlying pedagogical role of the t utor 

remains that of facilitating the learning process and providing appropriate and timely 

support strategies  (Salmon, 2002a) .  Thus, a constructivist online paradigm does not 

overlook the role of the tutor, who acts as facilitator and manager of learning , promoting 

independence and supporting the shared construction of knowledge, hence becoming a 

provider of knowledge in a management of learning posture (Pincas, 2002) .   In a study by 

Jiang and Ting (1998 :1 ) , students' perceptions of Internet - based learning were congruent 

with the constructivist view that they learn better through the social co nstruction of 

meaning and that óth e instructor's role has transformed from an authoritative figure into a 

facilitator providing scaffolding and supp ort during the learning processô.  

From a learnerôs point of view, however, this new tutor's role may not necessarily dispose 

of the customary  perception that the tutor is  a ósignificant figure of authority who should be 

there to tell them what to doô (Scharle and Szabo, 2000 : 5) .  Herington et al  (2000 : 1)  

stress that in spite of popular dissatisfaction with traditional instruction which is 'teacher -

centred, hierarchically organised and individually assessed', it has 'r ecently relocated to the 
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World Wide Web and is adapting comfortably to the new technology'.  The fundamental 

argument, here, is that no matter how learner - centred online pedagogy is, the tutor's role 

in constructivist online paradigms remains "central", bu t not in an authorita rian  sense.  

That is, online tutors continue to have an important role to play in organising and 

managing teaching as a 'system' of learning and in supporting independent and 

collaborative learning processe s (Eisenstadt and Vincent, 1998 : 25) .   

One important aspect of a tutorôs role in online environments is therefore to facilitate 

learning, by supporting the construction of knowledge through discussion rather than the 

mere presentati on of material ( Hiltz, Turoff and Harasim, 2007).  While learners must not 

be overwhelmed by the nature of online tasks, they must learn to draw less on the tutor 

and more on their own meta -cognitive skills (Herrington  et al. , 2000) .  However, while 

clearly structured instructional support is important in asynchronous environments  it is 

important to avoid communication gaps (see sub - section 2.10.5.1 for further discussion of 

instructiona l support).   

Thus, the role of an online instructor is to help identify learning goals, design intelligent 

content, set achievable tasks and facilitate learning in independent and collaborat ive 

contexts ; participants are encouraged to reflect on the conte nt by independent study, then 

interact with each other to co- construct meanings, and engage in assimilating tasks and 

projects (Kearsley, 2000) .  Providing structured and timely feedback is also critical ,  

particularly in distance online environments where learners are more susce ptible to the 

lack of social interaction (Hiltz, Turoff and Harasim, 2007).  Salmon (2002a)  has summed 

up the role of online tutors:  

They know how to welcome and support le arners into the online world 

and to build effective online groups. They know how to build gradually on 
the processes of exchanging information and how to turn this into 
knowledge sharing and ultimately into knowledge construction. They 
know when to take pa rt as a tutor, when as a peer and when to stay 

silent (p. 5).   
 

To facilitate effective learning and provide the necessary technical and pedagogic online 

support for teachers ô I - CPD in this study , I had completed an online course in Online 

Education and T raining  before carrying out fieldwork (see section 7.7 for more details) .   
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2.8.8 Asynchronicity of online discussion:  

The term ñasynchronousò refers to computer- mediated communication systems that allow 

óanytimeô communication via the Internet, systems such as computerised conferencing or 

bulletin boards that support threaded discussionsô (Hiltz, Turoff and Harasim, 2007: 57).  

Asynchronous online interaction is therefore characterised by time -delays in 

communication where two things happen: participants are allowed time to óthink about, 

consult references, compose and revise their contributionsô before posting them; and an 

electronic óverbatim transcript of the discussionô (Hiltz, Turoff and Harasim, 2007 : 59) is 

archived.  Salmon (2002b : 2)  points to such advantage s in asynchr onous interaction  

where 'all contributions are recorded and explored in a way that rarely happens face to 

face'.  Harasim (2007 )  emphasises that the asynchronicity o f online communication should 

contribute to more thoughtful, critical and reflective interaction than oral discussion.   

However, unlike synchronous chat, it is not uncommon that online messages are 

unanswered or ignored, particularly when participation is  not obligatory.  Hiltz, Turoff and 

Harasim (2007) point to this frustration caused by a decreased immediacy of response as a 

disadvantage in asynchronous networks.  The authors suggest that delayed responses may 

even cause ócommunication anxietyô where senders can experience concern as to whether 

their messages were sent to the intended destination, or are ódeemed unworthy of replyô 

(Hiltz, Turoff and Harasim, 2007 : 59).  Selwyn (2000)  reports that up to a third of the 

requests for information in online discussion forums remain unanswered, suggesting that 

while participants may have expresse d readiness to participate, they were not always 

willing to respond.  Even though asynchronous time delays associated with online learning 

were appreciated by non -native learners of English (Ehrmann, 2003) , Peters (2001)  argues 

that such students find text -based media more discouraging than speech in class, because 

it requires more advanced profic iency of the English language .   

Moreover, while novice participants tend to readily engage in social real - time chat, their 

level of cognitive engagement in asynchronous discussion for academic purposes may be 

low (Ragan, 1998).  Explanations for this lack of participation in online discussions may 

include inadequate discussion management strategies  (Collins - Brown, 1999), poorly 
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constructed discussion topics or difficulty in sustaining the momentum of discussion 

(Beaudin, 1999).  Non - existent, irrelevant or negative tutor feedback also influences  

participation (R ossman, 1999).  Sub - section 2.11 .1 dis cusses the factors which can 

influence online participation.   

2.9 The reflux of virtuality, rise of blending: 

Despite the initial euphoria which coincided with virtual education  (online learning wholly at 

a distance),  in the mid -nineties, virtual educatio n has suffered a reflux.  Oblinger and 

Hawkins (2005 : 1)  note that 'numerous grandiose claims and promises were made, [but] 

few were fulfilled'.  Salmon (2000a : ix)  maintains that 'the 'hype' around e - learning as the 

panacea and the trigger for changes in educa tion is dying away'.  More over, distance 

online programs have reported greater attrition rates than conventional f2f programs; 

according to Carr (2000) , drop out rates associated with distance online learning range 

from 20 to 50 percent.  A prolonged sense of isolation (see sub - section 2. 8.2) by distant 

online learners has also been linked with attrition, failing academic achievement, negative 

attitudes and dissatisfaction with the learning experience ( Thomerson and Smith, 1996).  

In the light of insights into pedagogic concerns associated with online environments 

discussed in the previous section, and the declining popularity of virtual education, current 

approaches to Internet -based CPD ha ve therefore shifted from fully online approaches, to 

the integration of computer mediated technology to deliver aspects , rather than all, of 

teacher development (Pincas, 2002) , thus highlighting the important roles of both the 

instructor and the technology  (Al - Khatib, 2003)  characteristic of blended learning .  As Hiltz, 

Turoff and Harasim (2007: 70) maintain, óblended courses are once again in vogue, and 

are the fastest -growing forms of on line learningô.  I t has also been argued (e.g.  Price, 2007: 

32)  that learning theories do offer ócompelling rationalesô for the positive impact of 

augmenting conventional learning with digital technology, as a whole, on learning 

outcomes.   

Since the Libya n context has been deeply rooted in traditional transmission models, it 

would be unrealistic as well as impractical for teachers and educators, to completely  
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abandon f2f contact with tutor and peers for the sake of virtual education.  As Al - Khatib 

(2003 : 5)  argues, 'te chnology cannot replace the oldest form of learning', a standpoint that 

Salmon (2002b)  strongly supports:  

Moving online does not have to  mean a loss of active and social learning. 
The key to success is a balance between applying useful older concepts 
about learning and the implementation of innova tion using the best of 
networked technologies (p. 2).   

The question is, however, what is a blend and what constitutes a balanced blend? And 

what kind of blending can be considered appropriate for a particular teaching context?   

2.9.1 Understanding blended learning: 

The literature reflects different interpretations of blended learning according to teaching 

purposes and conte xts.   Blended learning has been defined as the 'learning events that 

combine mixed aspects of online technology and face - to - face instr uction' (Kaplan -

Leiserson, 2005: 7) .  Graham (2005)  points out that blended learning has been used to 

refer to combinations of delivery media, instructional methods, or of online and f2f 

teaching modes , thus hybrid or mixed - mode or sometimes  distr ibuted learning .  However, 

the author goes on to explain that the first and second positions define blended learning so 

broadly that any learning system can hardly be excluded from the definition; consequently 

he adopts the third position, which ómore accu rately reflects the historical  emergence of 

blended learning systems é and emphasises the central role of computer -based 

technologies ô (p. 3).  In this sense, Stockley (2006a) defines blended learning as  

the term used to describe learning or training event s or activities where 
e- learning, in its various forms, is combined with more traditional forms 
of training such as "class room" training (p.1).  

 

Klein, Noe and Wang  (2006) view blended learning as specifically referring to teaching 

situations where an ins tructor combines occasional f2f interaction with online learning, 

reflecting the significance of the degree of the blend.  However, the authors assert that the 

vast majority of learning should occur via distance online learning, where óthe learner 

interact s with course materials, the instructor, and other trainees using Web -based 

electronic mediaô (p. 666).  Masonôs (1998) content + support model (sub -section 2. 9.3 .1 ) ,  

however, takes into consideration the novelty of online interaction for new learners and 
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advocates that online interaction should not occupy more than 20% of participants' study 

time.  In Salmonôs (2002a) five- stage model, a similar progressive approach to online 

interaction is advocated , where interaction increases as learners gain more confi dence in 

engaging with the online environment .   

2.9.2 Optimising blending: 

The answer to the issue of optimal blending must pedagogically lie in the situational 

context under consideration; in learners' needs and in what kind of "blend" an instructor 

cons iders appropriate to support progress at each stage of teaching .  That is, what kind of 

technology is available and suitable for the learning process , to what extent f2f support is 

required and what kind of tasks best promote online interaction and contrib ute to 

professional development objectives .    

Blended learning can then be delivered in a variety of ways, but 'the diversity of online 

pedagogic contexts makes it rather difficult to predict a successful working model for all 

blended learning requirement s' (Stockley, 2006 a: 2) .  The success of blended learning 

ultimately lies in an appropriate mix of online mat erial and technologies that fit  the needs 

of particular learners in particular conditions  with appropriate amounts of f2f interaction .   

Exactly how blended learning can be organised or delivered is not quite clear from the 

literature.  Rossett, Douglis, and Frazee (2003 : 3)  note that 'the topic calls out for 

empirical research, stymied to date by mur ky definitions for blends and their ingredients'.   

Stockley (2006 a: 2)  believes that a common blended learning model involves the  

delivery of "theory" content by e - learning prior to actual attendance at a 
training course or program to put the "theory" in to practice. This can be 
a very efficient and effective method of delivery, particularly if travel and 
accommodation costs are involved. This mixture of methods reflects the 

hybrid nature of the training.   

According to Pincas (2002) , an appropriate selection of blending appear s more eclectic and 

pragmatically driven.  Therefore, the degree of blending (proportion of f2f to online 

contact) and the contents of a blend (ingredients) are left to providers' judgement 

according to users ' pedagogic needs and contexts.   
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While Stockley ôs position appears to facilitate independent and collective CPD where 

teachers can meet in f2f workshops to put theory -  learnt online -  into practice, Pincasôs 

eclectic approach opens up choices for educators to select the degree and content of 

blend ing to suit  particular pedagogic needs  and contexts .   

A distinct advantage of blended learning is to enable groups to socialise and build up 

rapport with the instructor as well as the ability to cater for individual needs, as a follow up 

to attendance at prac tical f2f sessions (Stockley, 2006).  On the other hand, the f2f 

component can be used to offer appropriate emotional support to lurkers by discussing the 

relevant circumstances or causes of non -participation .   

2.9.3 Blended learning models: 

Three progres sive models of blended design have been proposed by Mason (1998)  to 

support novice users of online technology : a content + support model, a wrap - around 

mod el and an integrated model.  These will be considered below.   

2.9.3.1 Mason's content + support model: 

The content + support model relies on the separation between course content, which could 

be paper -based or computer -based, and tutorial support, which c an be delivered by e - mail 

or through online discussion, where collaborative activity and peer commenting are 

supported and encouraged.  In this model, Mason suggests that the online component 

represents no more than 20% of participants' study time.  Such a  moderate proportion of 

online interaction suits novice learners who are not used to independent online learning 

and continue to rely on instructional and peer support through f2f  contact .   

2.9.3.2 Mason's wrap-around model: 

When users become more familia r with online interaction and participation, they can be 

moved on to a wrap -around model.  In this model, a blended combination of 50/50 is 

proposed, where online interaction occupies half of participantsô time and the preset 

content takes up the other hal f.  Online material , e.g. study guides, task activities and 

discussion, is tailor made to suit participantsô needs and is wrapped around existing  non -

online material, such as textbooks, CD - ROM resources or tutorials.    
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The wrap - round model tends to give mo re responsibility to students in interpreting the 

course for themselves, since a resource -based approach to learning  is favoured .  

Consequently, t he role of the instructor is more demanding than in the content + support 

model , because more of the course co ntent is developed by participants through 

discussions and activities.   

2.9.3.3 Mason's integrated model: 

The integrated model supports more online collaborative activities  than in the 

previous models .  Participants are also expected to be more independen t as 

learning develops through online discussion, accessing resources and engaging in 

set tasks , rather than through set material .  Hence, course contents are more 

dynamic as they are largely determined by individual participants and group  interaction .  

In  contrast with the content + support model, the distinction between content and support  

is removed  and development relies on the establishment of a learning community, thus no 

restriction on the extent of online interaction is determined .   

The issue of pr oviding optimised constructivist support within Internet -based 

environments , whether in blended or distance online models, is of focal concern , since 

learners are expected to engage in independent self - regulated study away from instructor 

and peers (see se ction 2.8  about pedagogic concerns ) .  Due to the significance of 

constructivist online support to the present study, it is discussed in a separate section.  

First, though, the theories underpinning constructivist strategies in conventional teaching 

are con sidered.   

2.10 Principles of constructivist support:  

This section considers how principles of constructivist theory born out of f2f modes  might 

be conceptualised and then implemented in Internet -based environments, whether wholly 

online or blended.  The rationale is the 'drawing [of] elements from relevant [pedagogic] 

theories to form a new synthesis or to provide a new insight'  (Hart, 1998 : 8)  into the 'how' 

of  scaffolded instruction, thus providing a pedagogic framework for constructivist support 

to be relocate d on the Int ernet, or online.   
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According to learner -centred pedagogy associated with online environments, participants 

are no longer treated as passive reproductive learners who regurgitate pieces of 

information 'transferred from experts to novices' (Salmon, 2002b : 3) .  The underlying 

assumption is that  constructivist techniques born  out of conventional teaching will continue 

to relocate themselves on the Internet (Eisenstadt and Vincent, 1998) , and that a 

constructivist pedagogic approach to Internet -based learning promotes  a kind of learner 

centredness, which 'draws heavily on the notion of the construction of knowledge' and 

emphasises the role of social interaction as a key factor in enhancing the learning process 

(Salmon, 2002a : 211) .   

Therefore, to arrive at an appropriate pedagogy for technology -based environ ments in 

general, educational research has turned to social constructivist theory (McLoughlin and 

Oliver, 1998) .  Dene ( 2006) confirms that across a range of studies reviewed, most adopt 

a social constructivist stance.  In particular, Vygotskyôs socio- cognitive constructivist theory 

has had significant repercussions on technology - supported instruction .   

2.10.1 Vygotsky's constructivism: 

Vygotsky's theory of socio -cognitive constructivism suggests that learning is strongly 

influenced by the social environment  surrounding the learner. Learning then is said to take 

place in meaningful contexts  that are supported with learner - centred active learning 

experience  (Vygotsky , 1978 ) .  Vygotsky  further asserts that knowledge is culturally and 

socially  constructed through interacting with more experienced individuals, e.g. a teacher 

or peer . Therefore, through social discourse, a  learne r makes sense of new information óin 

such a way as to transform it into meaning, and that this meaning is defined (or 

óconstructedô) via the learnersô existing knowledge, beliefs or valuesô (Roberts and Lund, 

2007: 488).   

This constructivist perspective l ed to the notion of the Zone of Proximal Development 

(ZPD), in which learning is said to take place by bridging the gap between what the learner 

can do unassisted and what he/she can do with assistance (Conway, 1997) .  Hence, a s the 

teacher provides appropria te support , students learn further than they would alone 
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(Vygotsky, 1962) .  The ZPD t hus refers to a learnerôs optimal developmental potential, 

when assistance that is timely and appropriate is provided by another more knowledgeable 

person (Vygotsky, 1978).  

Vygotsky (1978)  argues that the interactive dialogue or discussion that takes place 

between p eers increases learners' conceptual skills and the gap between actual and 

potential development is narrowed when the interaction is with more knowledgeable peers, 

hence, peer scaffolding.  Accordingly, knowledge is not so much transmitted intact from 

one p erson to another,  as it is collectively created or óconstructedô by group members 

attempting to bring meaning to new information while integrating it with prior experience 

(Rourke and Anderson, 2002) .   

Scaffolding is then a way of presenting new knowledge adjusted at a level just above the 

learner's current stage of development, so that he or she can easily understand and relate 

to new informat ion by building on previously acquired knowledge and hence the learning 

gap is reduced or bridged.  Thus, socio - cognitive constructivism distinguishes between 

higher and lower levels of cognition and, accordingly, instructional strategies must support 

high er levels of social interaction and discussion of meaning, where individuals are 

encouraged to make their thinking explicit, and hence attain higher levels of cognition for 

themselves.   

Consequently, constructivist support strategies might incorporate dra wing attention to 

contradictions or inconsistencies, engaging learners in conflict teaching, Socratic dialogue, 

problem - based learning, task modelling, discovery learning and reflective thinking  

(Driscoll, 2000) .  Other support techniques might involve thought -provoking questions, 

speculatio ns, explanations, inferences, justifications, making hypothesis and conclusions. 

Slavin (19 89)  explains how socio - cognitive constructivism can support development :  

Students will learn from one another because in their discussion of 

content, cognitive conflicts will arise, inadequate reasoning will be 
exposed and higher quality understanding wil l emerge (p. 16).  
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2.10.2 The nature of scaffolding:  

The term scaffolding was originally coined by Wood, Bruner and Ross (1976) as a 

ómetaphor to describe the effective intervention by a peer, adult or competent 

person in the learning of another personô ( McLoughlin, 2002: 1).  McLoughlin confirms 

that the term can be traced back to Vygotskyôs concept of the Zone of Proximal 

Development, discussed in the previous sub-section.  Therefore, based on such socio -

cognitive principles, McLoughlin and Marshall (200 0) have defined scaffolding as:  

a form of assistance provided to a learner by a more capable 

teacher or peer that helps the learners perform a task that would 
normally not be possible to accomplish by working independently (p. 3) . 

 

To start with,  students'  learning progress may be limited, but with the teacher providing 

appropri ate intervention , students learn further than they would if left alone  (Vygotsky, 

1962) .  This means that  an appropriation of learning is necessary, with which tasks and 

instructions are oriented at a level just above the learner's current stage of development 

(Vygotsky, 1978) .  As a candidate's skill  or knowledge develops from lower to a higher 

level processing, the scaffolding support is eventually withdrawn and the instructor is said 

to fade away (Applebee, 1986) .  That is, a n unavoidable aspect of scaffolding instruction, 

as Dodge (1998 : 4)  points out, is that the scaffolds are temporary, exactly as in building 

scaffolds, thus, scaffolding   

essentially means doing some of the work for the student who isn't quite 
ready to accomplish a task independently. Like  the supports that 
construction workers use on buildings, scaffolding is intended to be 
temporary. It is there to aid  the completion of a task and it is eventually 
removed (p. 4).  

  

McLoughlin (2002 : 10) argues that s caffolds must be designed to support óa multiplicity of 

learning activitiesô; accordingly, forms of scaffolds are provided to encourage meta -

cognitive skills and support higher - order thinking , such as óreflection, articulation and 

comparison of multiple perspectivesô.  The author concludes tha t effective scaffolding is 

characterised by  

reducing the scope for failure in the task that the learner is attempting; 

enabling learners  to accomplish a task that they would not be able to 
achieve on their own; moving  learners to a new and improved zone o f 
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understanding; bringing learners closer to a  state of independent 

competence  (p. 155) .  

 

As a n educational strategy for teacher development, the ultimate goal of providing 

scaffolding instruction is therefore for teachers to gradually function independent ly, by 

transferring knowledge and skills to their own contexts  (Hartman, 2002) .  The process of 

scaffold ing instruction is then supposed to take teachers through structured stages of 

development, and in acknowledging success (emotional support) at the completion of each 

stage, a teacher should feel motivated enough to make further  progress .   

2.10.3 Facilitating Internet-based scaffolding:  

A significant aspect of scaffolding is that it lends itself easily to technology - based 

environments, such as the Internet, which facilitates independent knowledge construction, 

simply by navigating the Web, reading interes ting material and engaging in collaborative 

activities and/or online discussion.  As pointed out by Miyake (2007: 256), scaffolding ócan 

be devised not only by more able adults or peers but also by well designed technological 

tools and activity structuresô.  Toporski and Foley (2004: 6)  stress that the nature of 

Internet -based learning 'encourages discovery, experimentation, and experiential (hands -

on activity based) instruction that provides multiple representations of knowledge'.    

Hence, as applications of Internet -based environments expand into TED, education experts 

argue that 'the incorporation of scaffolding into the learning process becomes imperative' 

(Starr, 2000: 4) .   However, óthe role of ICT and online environments has created a need to 

rethink issues of agency, and the respective roles of peers, facilitators and teachers in 

offering learning supportô (McCloughlin, 2002: 2).   

To arrive at a constructivist framework for Internet -based support, researchers have 

turned to socio - cognitive theory (McLoughlin and Oliver, 1998)  and Vygotsky , as discussed 

in sub - section 2.10.1 .  Since s ocial constructivism stresses the role of interaction in 

facilitating collaborative activities  and the individualôs cognitive construction of knowledge 

in meaningful contexts (Cobb, 1994)  as well as the instructorôs role in providing 
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instructional support , the evolution of e - learning technology has led to a paradigm shift in 

understandings of online pedagogy (Pincas, 2002) .   

It has been argued that as the web develops in size and sophistication, not merely as a 

content provider but as a communications medium providing learning environments rich in 

levels of interactivity, socio-constructivist approaches to Internet -based instruction 

continue to be favoured as a method of teaching (Driscoll, 2000) .  The emerging 

pedagogical perspective in online learning and teaching is that as 'learning involves social 

interaction and dialogue, negotiation  and collaboration  and that óscaffolded  óor assisted 

learning can increase cognitive growth and understanding' (McLoughlin and Marshall, 

2000 : 5) .  As McLoughlin ( 2003 ) argues Internet -based support should provide  

opportunities to  

construct knowledge, actively share and seek information, 

generate a diverse array of ideas, appreciate multiple 
perspectives, take owners hip in the learning process, engage in 
social interaction and dialogue, develop multiple modes of 
representation, and become more self -aware (p. 6 ).  

 

2.10.4 McLoughlinôs scaffolding elements: 

As Internet -based technology is increasingly incorporated into the delivery of CPD, 

McLoughlin (2002: 4) argues that óthe concept of scaffolding needs to be extended ô, 

calling for óa reconsideration of the nature of learner support and for the alignment 

of the original theory with current teaching and learning practic esô.   

 

 

 

 

Consequently, McLoughlin ( ibid )  proposes a conceptual framework (Figure 2.6) for 

scaffolding distance online learners by identifying three basic elements of support: ósocial 

support, peer support and task supportô.  Here, McLoughlin views socia l support as the 

provision of distributed groups of learners that support ódifferent technological 

Figure 2.6: McLoughlinôs scaffolding elements 
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functionalities which  enable dialogue , reflection and interaction éand the creation of an 

online community ô; peer support is óprovided through discussion for umsô and óallows 

sharing of information, review of ideas and feedback among groups of learners ô; task 

support is facilitated by creating structured learning so that óthe learner is able to  perform 

the task, e.g., through provision of heuristics or  resource s that enable task engagement 

and activity ô (p.4 -5) .    

In my opinion, social support and peer support largely coincide since  a sense of community 

is created by peer interaction, collaboration and sharing of knowledge.  Instead, I 

reconstruct McLoughlinôs components to amalgamate social and peer sc affolding and, due 

to the significance of guided instruction, include instructional scaffolding.  As Morris (2002 : 

2) argues, the notion of the ZPD seems to indicate that óone's latent, or unexpressed ability 

could  be measured by the extent to which one profits from guided instructionô.  Further, 

Garrison and Andersonôs (2003) concept of óteaching presenceô (sub- section 2.7.2), is 

viewed as a central component in supporting a community of practice, in addition to 

cognitive and social presence.  

What follows  is a clarification ,  based on relevant literature , of McLoughlinôs reconstructed 

support elements: Instructional  support, task support and  peer support.   The se elements 

are subsequently incorporated into a multi - dimensional support model, as  discussed in 

sub - section 2.10.5 .   

2.10.4.1 Instructional support: 

McLoughlin (2002 : 4) argues that in online learning contexts, it is the function or óagency 

of the teacherô that is different from f2f settings.  Emphasising how instructional support 

can be mediated by technology, Toto, Wise and Engel (2005)  point out that online 

scaffolding may take the shape of  

hints about solving a problem or completing a task, or guided tasks t hat 

lead the learner towards more complex, extended, independent 
performance (p. 14).  

To help achieve this, learners in asynchronous environments need explicit instructions, 

where task s are preceded with, or linked to, such instructions in a clearly headed  message 

on how to proceed  (Salmon, 2002a) .   
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An instructor sh ould be aware of communication gaps, which can be overcome with 

'effective, deliberate planning and strategies for improved communication between 

instructors and students' (Vonderwell, 2003: 10) .  As McKenzie (2000)  observes, without 

clear structure, precise instruction and clearly stated expectations, participants are likely to  

wander off and lose interest.  Ultimately, however, scaffolding instruction is a balancing 

act.  While the instructor's role is to provide appropriate structure and support with which 

to facilitate learning, participants must mak e a conscious effort to read and understand the 

material, respond to set tasks, interact with peers and generally act independently of the 

group when necessary.   

According to Rogoff (1990) , the number of steps to set online task s should be minimised 

such that a learner c an mak e the necessary transformation within a ZPD with least 

assistance.  Five instructor - led functions  have been proposed :  

1) enlist learnerôs interest,  

2) keep the learner in pursuit of the task,  

3) stress the important features of the task,  

4) minimise  learner stress, and  

5) demonstrate or model task completion or provide an ideal solution to a problem.   

 

McKenzie (2000), however, adds two more scaffolding activities to Rogoff's five :  

6) reduce uncertainty, surprise, and disappointment (by testing les sons to determine 

possible problem areas and eliminate difficulties);  

7) direct students to useful resources to reduce time - on- task and learner frustration.   

A critical drawback associated with instruction al  scaffolding is its implementation in mixed -

abi lity groups where not all candidates are at the same level of knowledge or skill.  As Van 

Der Stuyf (2002 : 12)  observes, while scaffolded instruction is personalised so it can benefit 

individual learners, 'this is also the biggest disadvantage for the instructor since developing 

the supports and scaffolded lessons to meet the needs of each individual would be 

extremely time - consuming'.   
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2.10.4.2 Task support:  

In order to create a const ructivist learning environment, task support can be provided 

through what is known as Problem - Based Learning ( PBL) .  This is a form of learning in 

which participants are stimulated to learn through being engaged in a problem or stimulus. 

In Savery and Duffyôs (19 95 : 2 ) terms, ócognitive conflict or puzzlement is the stimulus for 

learning and determines the organization and nature of what is learned ô.  Here, th e goal 

is not the stimulus itself, but rather a focus of attention that determines what 

learners at tend to, what prior experience or knowledge they bring to bear in 

constructing their understanding  and what kind of knowledge is eventually 

constructed.   

As Ngeow and Yoon (2001 : 1)  explain , PBL is a hands -on educational approach which 

challenges participant s to 'learn to learné to seek solutions to real- world problems and, 

more importantly, to develop skills to beco me self -directed learnersô, which renders it an 

effective scaffolding approach  that can be employed in I - CPD contexts , where participants 

often learn in isolation (see sub - section 2.8.2) .  A key feature of an online task is therefore 

a s timulus, a piece of  information, opinion or anecdote that initiates discussion, to which 

participants respond by posting contributions to the discussion board, or forum.   

I nstruction al support , as discussed in the previous sub - section, is often embedded in PBL.  

First, the instructor prepares a stimulus, task or activity that participants can perform 

independently and decides what they must learn to complete it .  The instructor then  

'designs activities which offer just enough of a scaffold for students to overcome this gap i n 

knowledge and skills' (Ngeow and Yoon, 2001 : 2) .  To support participants in completing a 

task, the instructor may first sugges t pre -selected sites to follow, but later these sites may 

be used as gateways, helping participants to extend further out in search of  material to suit 

their own learning or teaching contexts (discovery learning).  Mason (1998)  suggests 

providing specific tasks (such as searching for answers to specific questions in readings or 

web resources) and then setting timelines for reflective discussion.   
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Research s hows that, in setting online  tasks , it is important to engage participants in 

reflecting upon relevant practice (Hung and Wong, 2000) .   To promote reflecti ve thinking , 

participants are often asked to recall a familiar experience, which will then be used to 

introduce a  problematic stimulus or ask activity.  At the end of a reflective activity , the 

instructor or moderator provides feedback and/or a summary of contributions made 

(Salmon, 2002a) .   

An expanded form of PBL is technology -enhanced project - based learning (Howard, 2002).  

Mills  (2006)  argues that Internet technology provides an ideal medium for project - based 

learning and collaborative activities by employing a range of co gnitive tools that guide and 

extend learners' cognitive process.  In scaffolding participants to complete a project, they 

are required to seek relevant information from appropriate sources and apply them to 

complete a project (McLoughlin and Luca, 2002).  The objective is to engage participants in 

relevant situations or issues requiring them to 'acquire skills or knowledge in order to solve 

the problem or manipulate the situation' (Dodge, 1998) .   

However, effective outcomes of problem - based or project -based learning require  that 

participants possess certain technical pre - requisites, or input skills  and that they are 

sufficiently motivated to en gage with the tasks .  In the excitement of incorporating I -CPD, 

educators may overlook the need to prepare, or orient, teachers appropriately.  This could 

lead to what might be called 'virtual learning', in which participants appear to be busily 

engaged in  exploring the Web or chatting with peers, 'but are not sufficiently prepared to 

learn much from the experience' (Dodge, 19 98 : 4) .   

2.10.4.3 Peer support: 

EPPI (2005)  report that sustained collaborative development can be effective when it 

combines input from outside experts but with peer support and is connected direc tly with 

teaching practices.  Since the practice of scaffolding is inherently a social constructivist 

process, collaborative activities are often embedded in online interaction such that more 

able peers can scaffold less skilled colleagues (Brown, Collins and Duguid, 1989) .  Hence, 

peer support is a key feature in collaborative CPD, because 'peer collaboration of ten acts as 
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the principal vehicle for professional development' (EPPI, 2005) .  P eer support, whereby 

more advanced learners can be paired up with less-develop ed colleagues , can also 

alleviate pressur e on the instructor.   

Bearing in mind the role of Vygotskyôs ZPD in peer scaffolding , Lewis (1995)  maintains that  

the ZPD area of one member overlaps core areas of others. These are 

areas where one member may support another and in which learning 
may take place incidentallyéIt is here that the exchange of informal 
knowledge between professionals results in the creation of new 
knowled ge (p. 193).   

 

Therefore, to enhance learning , CPD opportunities can be created by educators such t hat 

teachers can scaffold each other in supportive non - threatening environments.  As 

demonstrated by research evidence , 'teachers who collaborate, learn tog ether, share ideas 

and attempt to model best practice are more likely to remain in teaching' , because they 

feel 'valued and supported in their development and in their work' (GTCE, 2004 : 15) .   

When a sense of community is develop ed, t he collective experience of an  online group can , 

therefore, contribute positively to enhance CPD .  As Bruner (1985)  argues , when learners 

are confronted with differe nt interpretations of a given situation, collaborative learning 

enhances comprehension and improves problem - solving strategies.  That is, peer support 

increases the potential of conceptualising received knowledge and applying critical thinking 

skills to so lve problems and respond to set tasks.  The capacity of collaborative web -based 

social networking , as Kress and Pachler (2007 : 11 ) put it , has been enhanced through 

recent advances in communication technology; new collaboration tools, such as óphoto -  

and v ideo -sharing services, pod -  and video -casting, weblogs, wikis, social bookmarking, 

syndication of site content ô, all of which facilitate the sharing of content ,  are now available 

to online participants.  

2.10.5 My model for multi-dimensional support: 

In th is section, five theoretical concepts are synthesised into what might be termed multi -

dimensional  Internet -based support  (Figure 2.7 ) .  In addition to incorporating notions of 

constructivist support embedded in the works of (a) Vygotsky (the concept of ZPD  

discussed in sub -section 2. 10 .1), and (b) McLoughlinôs (2002) modified elements 
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(instructional, task and peer support  discussed in sub - section 2.10.4 ), the multi -

dimensional  model reflects ( c) Salmon's (2002a) five - stage model of online development 

discus sed in sub -section 2.9.3, (d) Dodge's (1998) transformation model, which depicts 

scaffolding as a sequence of instructional activities that begin with an input stage and end 

with an output stage, but at centre stage is the process of transformation  (ZPD) , and (e) 

Applebee and Langer's (1983) concepts of horizontal and vertical scaffolding, to which I 

have added two dimension s, namely emotional and procedural scaffolding.  The last two 

concepts in (d) and (e) are outlined in this sub -section.   

Figure 2.7 re presents a framework for multi -dimensional support: Horizontal, Vertical, and 

Emotional, which occur within a transformation zone (ZPD).  Emotional support 

(represented by the dashed arrow ) provides motivational and attitudinal support, which is 

thought to  be particularly relevant to distance online instruction, where learner isolation 

and/or frustration can influence participation.  A fourth dimension, Procedural support, 

which could not be shown, represents an instructor's procedural activities to facilit ate 

tasks, which normally occurs before  or after a transformation zone.  

 The rationale for constructing the multi -dimensional support model is to facilitate a 

constructivist Internet -based framework that considers the multiple aspects of learning to 

support novice teachersô I- CPD and, as pointed out by Hoadley (2007: 140), to produce 
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ódesign models that permit construction of improved e-learning interventionsô in CPD 

situations characterised by low technical skills and low - tech conditions.  The idea of the 

multi -dimensional support model draws upon McLoughlinôs (2002: 10) ómultiplicity 

continuumô suggesting that óscaffolds can range from one -dimensional (limited to one 

aspect of learning) to multi -dimensional (applicable to many aspects of learning) ô.   

In Dodgeôs (1998)  transformation model, an instructor perceives each online task as a 

separate unit or stage of learning (a scaffold) that leads to a further stage of development.  

Dodge perceives scaffolding in three distinct steps: 1) Input ,  referring to  pre - requisite 

knowledge or skills, 2) Transformation , or the conceptualisation or internalisation o f 

knowledge or skills, and 3) Output , which is the manifestation of knowledge or skills 

learnt.  It is worth noting that the transformation process (step 2) is an internal activity 

particular to an individual learner; a cognitive conceptualisation is neede d if a task 

introduces new knowledge, but a behavioural one if the task involves acquiring a new skill.  

Such transformation of knowledge or skill is critical to task support and is central to 

Vygotsky's ZPD where cognitive internalisation takes place.   

Applebee and Langer (1983)  describe aspects of instructional scaffolding where t wo types 

of  scaffolding are envisaged: sequential or horizontal scaffolding  is said to be an act of 

introducing further topics, or tasks, by covering new areas of knowledge or skill, using 

cues, prompts, hints, partial solutions, or direct instruction;  vertical scaff olding  is supported 

by asking probing questions to further enhance existing knowledge or skill  (Hartman, 

2002) .  It is worth nothing, here, that McLoughlinôs scaffolding components (instructional, 

task and peer support; see sub -section 2.10.4) are embedded within both horizontal and 

vertical scaffolding.  That is, an instructor may decide to provide instruct ional, task or peer 

support either horizontally or vertically as required by situational contexts to assist 

learning.   

The centre triangle in Figure 2. 7 represents a t ransformation zone, or the ZPD (in 

Vygotsky's terms), where horizontal, vertical or emot ional support take place.  In this 

sense , a learner can be scaffolded vertically, based on Salmon's (2002a) five - stage model, 
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thus, moving to higher - levels of online interaction (Stages 1 -5), e.g. from socialisation to 

information exchange; horizontally ,  according to the complexity of the task, where more 

information or conceptual knowledge is needed to assist cognitive transformation; or 

emotionally ,  by providing emotional scaffolding, e.g. enlisting learner interest or providing 

personal encouragement.   

It is within the t ransformation zone (ZPD) that multi -dimensional  scaffolding activities are 

enacted.  The input zone, ZPD -1 (minus one) denotes pre - requisite technical or cognitive 

skills prior to undertaking a task; ZPD+1 (plus one) is the output zone or  outcome of the 

scaffolding instruction depicting acquired skills or knowledge after task completion.  On 

completing a task, t his output zone also acts as a threshold from which to scaffold and 

motivate learners to engage in higher - level tasks achieving ye t further development.   

A theoretical framework for multi -dimensional support is presented in Table 2.1. The 

transformational functions therein are based on the works of several authors, as indicated.  

The centre column shows the scaffolding activities as sociated with the transformation zone 

(ZPD), whereas those relevant to the input and output zones are shown either side.  To 

help classify the scaffolding functions, the symbols HS, VS, ES and PS are used (see key).  

It can be seen (from Table 2.1) that wh ereas scaffolding within the ZPD is typically multi -

dimensional (vertical, horizontal or emotional), scaffolding within the input and output 

zones appears to be either procedural or emotional.  This is because actual scaffolding of 

knowledge or skill (tran sformation) takes place within the ZDP itself; emotional scaffolding 

can be provided throughout the scaffolding process, while procedural scaffolding occurs 

before and after transformation as required by the instructor.   

Despite the sophistication of Inte rnet -based technology and the range of instructional, task 

or peer support facilitated by an instructor, participation in online learning does not always 

match the efforts made or the expectations held.  As Salmon (2002a: 47)  notes, 

'inhabitants of the online world can only be reco gnised by the contributions they make', 

however small.   
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Table 2.1:  A theoretical framework for multi-dimensional support 

Input Zone  

 (ZPD - 1)  

Transformation Zone  (ZPD)  Output Zone   

(ZPD+1)  

Be aware of prior -
knowledge; pre -

requisite knowledge or 
skill (PS): (Dodge, 

1998).  
  
Minimise task 

procedure (PS), enlist 
learner interests (ES): 

(Rogoff, 1998).  
 
Clarify task objectives 

and procedures (PS);  
Promote a sense of 
ownership (ES), set 

task at appropriate 
level (PS): (McLoughlin 

and Marshall, 2000) .  
 
Empower learners (ES): 

(McConnell, 2000).  
 

Direct l earner to useful 
resources (PS),   
Reduce confusion, 

frustration, and time on 
task (ES): (McKenzie, 
2000).  

Scaffolding activities or functions include: 
comparing/ contrasting (HS), forming new 

concepts (HS),  reflective thinking (VS), critical 
thinking (VS), brainstorming (HS), Socratic 

questioning (HS), attitude shifting (ES): (Dodge, 
1998).  
 

Problem - based learning (HS; VS), conflict teaching 
(HS; VS), Socratic dialogue (HS): (Driscoll, 1994).  

 
Probe  (HS), Socratic questioning (HS), explore  
further topics (HS): (Applebee and Langer, 1983).  

 
Keep learner in pursuit of task (ES), minimise 
learner stress (ES): (Rogoff, 1990).  

 
Provide cues (HS), prompts (HS), hints (HS), 

partial solutions (HS), think - aloud te chniques or 
direct instruction (HS): (Hartman, 2002).   
 

Encourage collaborative learning and foster 
internalisation of knowledge (HS, VS): ( McKenzie , 

2000 ).   
 
Encourage learner to t ransfer knowledge or skill to 

own context (VS): (Hartman, 2002).  
 
Encourag e independent performance (VS): 

(Chang, Chen and Sung, 2002).  

Acknowledge 
success (ES), 

encourage and 
motivate learner to 

move on to next 
learning zone (ES): 
(McConnell, 2000).  

 
Withdraw  support 

gradually (PS) 
(Applebee, 1986).  

Key: HS= Horizontal Scaffolding; VS= Vertical Scaffolding; ES= Emotional Scaffolding; PS= Procedural Scaffolding 

To shed more light on th e issue  of contribution , the next section discusses the personal 

factors which might influence online participation and the possible means with which to 

encourage effective online presence.   

2.11 Supporting online participation: 

It is  a requirement of successful I - CPD t hat teacher -participants make a conscious effort to 

actively engage in the learning process, e.g. by responding to tasks or  colla borating with 

other co - learners  (Swan, 2006) .  If , despite the range of constructivis t support strategies 

employed, learners do not actively participate, no interaction will take place and any 

learning will be limited to personal study (see Lurking in sub - section 2.11 .1.2).   

I disagree with Kearsley's (2000 : 15)  recommen dation that the instructor 'must participate 

a lot to get students to do likewise'.  Participants might in fact be discouraged, rather than 

encouraged, if they sense that the instructor will eventually intervene by responding to 

every message.  As Salmon ( 2002a) warns, too many postings by the instructor may be 
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counter productive and he/ she may end up logging on to read his/her own messages.  

However, there should be sufficient  interaction with learners, where the instructor 

intervenes, as and when necessa ry, to answer queries (horizontal scaffolding), advance 

learnersô cognition (vertical scaffolding), moderate discussion (procedural scaffolding), and 

praise participation or tactfully encourage lurkers (emotional scaffolding).   

2.11.1 Personal factors influencing online participation: 

Despite the benefits of I - CPD to teachers , not everyone participates equally well, 

regardless of the support strategies employed.  Since e - learning is often a self -directed 

independent activity, Salmon (2002b)  notes that active participation can be influenced by 

seve ral personal factors among which are learner orientation or learning style, degree of 

autonomy and the familiarity with the online learning environment, e.g. a particular VLE.  

Other personal factors, such as the novelty of the technology, how learners ada pt to the 

learning environment and group participation, learner introversion or extroversion may 

also come into play (Soles and Moller, 2001) .   

2.11.1.1 Lack of social interaction: 

The reduced level of social c ontact in online learning modes is often a cause of concern for 

novice learners, who are likely to feel 'anxious about the lack of stimulus and fun from their 

ñbuddiesò and the potential loss of personal relationship with their teachers' (Salmon, 

2002a : 5) .  Consequently, emotions can surface due t o 'the experience of not physically 

being with others in the same space' (Salmon, 2002b : 8) .  In addition to technical support, 

some n ovice learners  may , thus, need emotional support to familiarise them with the 

process of interacting through text -based media, while developing collaborative ski lls.   

2.11.1.2 Lurking: 

Lurking, as Clarke (2002 : 21)  observes, occurs when having gained access to the learning 

material, certain participants prefer to 'sit on the fence' and watch others do the work.  

Because online learning assumes independent learners who presumably require minimal 

support (Pincas, 2002) , tutors have less contro l over the learning process and this makes it 

easy for participants to ignore the tutor (McConnell, 2000) .  Consequently, learners feel 
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freed from conforming to tutor control and, hence, do not necessarily yield to pressure to 

participate, as they may do in f2f confrontations (McConnell, 2000; Salmon, 2002b) .   

Most online platforms enable tutors to monitor, or track, contributions as well as how 

frequent, or constructive, those cont ributions are.  Online tutors, however, can e- mail or 

phone lurkers ,  if possible ,  to encourag e participat ion, or exercis e mentoring skills during f2f 

components of blended learning to address the reasons of in activity (emotional support).  

See sub - section 2.9.2 on Optimising blending, which points to some advantages of blended 

learning.   

2.11.1.3 Surface approach: 

Two types of learner approaches can be distinguished as far as depth of understanding is 

concerned: a 'surface processing approach' and a 'deep processing approach' .  D eep 

processing learners will actively engage with ideas and reflect upon the learning 

experiences involved in order to make meaning.  On the other hand, surface approach 

learners will not engage fully and are likely to produce passi ve or appeasing responses 

(Briggs, 1999a) .  It follows that surface approach learners should be supported to apply 

deep  strategies to engage with, and reflect on, task activities leading to meaningful 

construction of knowledge and high - level participation.   

2.11.1.4 Frustration with technology: 

Particularly in the case of poorly skilled and poorly prepared participants, f rustration with 

technology is a common concern (Salmon, 200 2b) .  Novice participants with low ICT skills 

are more likely to be deterred by digital technology, unless they are motivated and 

reassured so that, as Kearsley (2000)  notes, the emphasis is on learning, not on 

technology.  On the other hand, however, learn ers new to Internet -based environments 

need to understand how to develop emotionally with technology and that what matters is  

acquiring the emotional and social capacity to learn with others online. 
Technical skills can be acquired and disposed of as needs  be. Feelings 

about being unable to take part successfully are more significant than 
precise technical skills (Salmon, 2002b: 12).   

 

Therefore, an emotional and social disposition to actively participate and collaborate online 

appears to be a significant pre - requisite, without which learners m ay not succeed even 
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though they may be technically skilled.  Using f2f sessions  inherent in blended designs , 

educators can create social constructivist environments,  in which participants are 

emotionally supported and encouraged  to interact online.  As Pea  (2004)  puts it,  

people and machines join together in helping someo ne learn something 
in the sense that certain scaffolding activities can be the responsibility of 
the teacher (or peers) and other scaffolding activities provided by the 
[online learning] software (p. 22).  

 

There is force in Buxton's (2001 : 5)  argument th at while digital technology is a catalyst for 

change in the way people learn, 'the deep issues holding back progress are more 

behavioural than technological'; that is, to overcome resistance to change, or fear of 

technology, teachers must undergo a change in attitudes to accept, and eventually 

acquire, new approaches to learning and teaching.  Therefore, while supporting in - service 

teachers to exploit Internet -based technology  as an instrument for development , teachers 

themselves should come to terms with t heir fears and familiarise themselves with the 

technology (Nichols, Ferketich and Jacoby, 1998) .   

2.11.1.5 Online error-phobia: 

In addition to coming to terms with the fear of Internet -based technology that novice 

teachers experience, other pressures of having to perfect text -based communicat ion  are 

likely to surface.  The openness of online communication is such that other participants can 

read all the messages sent by group members, which as McConnell (2000 : 84 -85)  points 

out, could be discouraging and 'might prove rather threatening'; yet , 'thi s is expected, and 

should be accepted'.  McConnell (2000 : 84)  also argues that, for some participants, the 

anxiety of 'having to present their thoughts publicly in typewritten form acts as a barrier to 

full participation'.  Hence, the fear of committing online er rors, because contributions are 

retrievable and 'open to view and criticism' (Porter, 1997 : 201)  might lead to online error -

phobia, which can be identified as a cause for poor participation.   

Salmon (2002a)  describes how a non -native learner believed that her messages had to be 

error - free before posting.  Later, however, she realised that online  responses could be 

written as spoken (Netspeak) and need not always be perfect, particularly when the pace 

of discussion is notably rapid, and that natives too can make mistakes:  
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Last year I felt that before I could post anything, it had to be perfect! 

Then sometimes I was too late, simply because the discussion had 
moved on. This year, I saw native speakers make mistakes too. They 
mistype words or they write as they would speak, and then, I felt more 
self - confident! I said to myself, 'I needn't be perfect , why don't you just 

try and join in?' And this is what I did! (p. 7).   

 

For novice NNESTs with relatively low levels of language competency, however, the anxiety 

of online err or - phobia remains that of constructing grammatically incorrect responses, hard 

copies of which are archived and open to view by other users.  Error - conscious participants 

are likely to feel deterred even more and, as McConnell (2000 : 125)  observes, 'learners 

will act with caution for fear of making fools of themse lves or showing themselves upô.  

Thus far, the review of the literature has helped to construct a theoreti cal framework for 

the present study.  Several pedagogic perspectives and conceptual issues that characterise 

the areas of study relating to the kind of I - CPD thought to be appropriate for the Libyan 

context  have been discussed .  This has led to the constru ction of a pedagogic constructivist 

framework to enhance I - CPD for novice users in the shape of a multi -dimensional  support 

model.   

Before embarking upon the Research Design chapter , I turn now to a consideration of how 

I -CPD has been researched and might  be researched , in order to provide further 

justification for conducting the present stu dy from an empirical viewpoint.   The research 

studies are presented in chronological order and , in each study , the methodology of 

research as well as the conclusions dr awn are  presented .  To help identify a research gap, 

a summary of the studies follows.   

2.12 Overview of relevant empirical studies:  

Advances in ICT within developed countries have provide d exciting opportunities for 

expansion into online CPD provision.  It is worth pointing out,  however, that developing 

countries have a lesson to learn from the West's hasty experience in implementing online  

learning .  In the beginning of the hype of e - learning during the nineties, virtual education 

enthusiasts envisaged the new technology as a replacement for conventional models of 

learning (UK e - Universities Worldwide, 2002) .   
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Currently, professional and higher education in most Arab countries are undergoing some 

transformation to online environments in  one way or another  (see later in this section) .  To 

benefit from the Westôs early experience in e- learning  (bearing in mind what has been said 

about the reflux of virtuality in section 2.9) , t his section draws upon earlier ,  as well as 

recent ,  studies conc erned with applications of online learning carried out in Europe and 

America.  This  section also draws upon studies investigat ing th e implementations of e -

learning in  some Arab countries.  I t must be noted , however, that in co ntrast with Western 

contexts , very few empirical studies into the design, support or implementation of online 

learning  have been carried out in the Arab world.  Much of the literature, e.g. that 

published by the Arab Network for Open and Distance Education (ANODE), appears to be 

concer ned with theoretical principles and concepts ,  accreditation of education al 

programmes or political/ cultural  barriers to online education.   

2.12.1 Hammond (1999): 

An important case study in higher education contexts carried out in Britain by Hammond 

(1999)  suggested  that online participants fell into three c ategories: the communicative 

learner  who found time to respond to messages and take part in online tasks; the quiet 

participant , or lurker, who found time to read messages but not to contribute; and the 

non -participant  who did not engage at all due to cert ain constraints.  Over time, however, 

participants slipped from one category to another as they became more familiar with the 

learning environment.  Hammond also found that the communicative participants were not 

necessarily competent with technology, sugg esting that digital technology  is not a potential 

barrier to participation.  Rather, participation emerges as a result of a willingness to take 

risks and a personal sense of responsibility to the group.   

Hammond concludes that five major barriers affect t he degree of online participation: time 

constraints and inadequate structuring of priorities; inadequate access to the technology or 

technical support; learners' attitudes to the value of online discussion and their 

expectations of it; the nature of the on line environment; and pedagogical factors, which 

include being anxious about a permanent record of online contributions being kept.   
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2.12.2 Whittle, Morgan and Maltby (2000):  

The authors used constructivist pedagogy and problem - based design to deliver we b-based 

academic material to twelve undergraduates via blended learning.  Asynchronous text -

based discussion was the main pedagogical feature of instruction al design , collaboration 

and assessment.  The case study involved an in -depth examination of the eff ect of 

asynchronous discussion on student learning.   

The study focused on understanding studentsô learning processes and gaining  insights into 

how students utilised the learning environment to meet the learning objectives.  Of 

particular interest to the r esearch were : 1) the level and quality of engagement with 

subject content, cognitive changes in students' understandings, and the final level of 

cognition students achieved.   Data were collected through records of asynchronous 

discussion, students' respons es to set tasks, and an online project .     

The findings support  the view that supporting collaboration and problem -based learning 

embedded in text -based communication provides instructors with a ópowerful strategy to 

support students' active engagement wi th content and facilitates the development of high 

levels of conceptual understandingô (p.19).    

2.12.3 Hawkey (2003): 

In a case study involving nineteen trainee teachers  working on Blackboard (VLE) , Hawkey 

(2003)  conducted a qualitative enquiry.  The study evaluated the trainees' contributions to 

text -based asynchronous discussion as well as the benefits a nd limitations of Blackboard.  

Consistent with social constructivist theory, instructional scaffolding was a characteristic 

feature in the study, thus trainees were able to move from assisted learning to non -

assisted, or independent, learning.  Mason's (1998)  wrap - around model (see sub -section 

2.9.3.2) enabled the trainees to contribute to course content and determine the direction 

of online discussion.  Haw key claims that the study appears to be consistent with other 

research in that asynchronous text -based discussion was positive in supporting the social 

construction of knowledge, by virtue of allowing participants time to reflect.   
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2.12.4 Motteram (2006): 

An interesting case study was carried out by Motteram (2006)  on postgraduate in -service 

teachers studying at the University of Manchester (MA Educati onal Technology and English 

Language Teaching).  The study employed a mixed - method design in which a long - term 

case study (over 3 years) was used.  Questionnaires, discussion and focus group 

transcripts were the main sources of data collection.  Concepts o f cultural history to 

describe how the module activities developed over time were also employed.   

Motteram manipulated Salmon's (2002a) 5 - stage model to provide blended learning 

support through what he called "a transformative education scale".  The model  was applied 

to a particular course module (Computers, Language and Context) in which asynchronous 

discussion and web -based material were used to support teaching, as in Mason's (1998) 

'content + support' model.  The aim of the study was to describe and ev aluate teachers' 

experiences of using a range of online tools and to assess whether blended learning 

constituted a valid experience for in - service teachers.  Motteram's transformative 

education scale , reproduced in Table 2.2, illustrate s a parallel with Sa lmon's five -stage 

model.  It appears that Motteram retained the original stepped presentation to reflect the 

progressive flight of steps in Salmon's model (see Fig. 2. 5 in Chapter 2).   

Table 2.2: Motteram's transformative education scale 

Motteram's scale  Salmon's 

stages  

5 Transferring knowledge 
and skills to others  

Innovate and inspire others to change ideas  Development  

4 Doing it alone  Establish a personal view and become confident 
with new skills  

Knowledge 
construction  

3 Gaining independence  Try out  new ideas in one's own professional context. 

Discuss these ideas with work colleagues  

Knowledge 

exchange  

2 Supported knowledge 

and skills development  

Try out new skills with support from tutors. Discuss 

ideas with peers and tutors online: reflect on new 
experiences with further reading  

Online 

socialisation  

1 Getting an overview  Read input materials (new ideas), become 
acquainted with new ideas and new skills. Reflect on 

these in terms of own experiences  

Access and 
motivation  

 

The f indings of Motteram's study indicated that Salmonôs model worked well with 

participants who engaged with tasks involving ideas and processes that were stimulating 

and motivating and which facilitated reflection, thus leading to meaningful learning.  

Through the provision of dee p processing activities and experiences, the study also showed 
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that blended learning can play an important role in the transformation of teachers, but it is 

important to set tasks that are feasible and within the timeframe available.   

It is noted, however , that compared with Salmonôs stage 1 (access and motivation), 

Motteramôs transformative scale incorporates reflection on experience, which may seem 

rather demanding for novice users who are not used to online communication and tools.  

In the second stage,  which corresponds to online socialisation, the model also encourages 

the exchange of ideas and more reflection.  Motteramôs transformation model may work 

well with experienced users, as perhaps was the case with the MA Educational Technology 

and English L anguage Teaching students, but with novice users of online technology, it 

may be wise to first familiarise learners with the online environment through low - level 

tasks before expecting them to take part effectively in higher - level ones.   

2.12.5 Daly and Pachler (2007): 

This study describes research  into collaborative discussion  by a group of in - service 

teachers on a blended mode Masters degree at the Institute of Education, University of 

London.  The course was based on constructivist notions of shared kno wledge construction 

and critical reflection through problem - based learning, and regular and compulsory 

participation in an online forum.   

Using Garrison and Andersonôs (2003) community of enquiry model (see sub - section 2.7.2) 

and qualitative content analy sis, the study investigated discussion messages and extracted 

themes pertaining to development which could answer questions about how professional 

learning takes place in an online environment.  In all , thirty messages were sent by eleven 

participants  in r esponse to set tasks.  An investigation of message typology revealed five 

categories: knowledge construction, community, metalearning, autobiography and 

cognition.  

The study concludes that permanent manuscripts mediated by computer - mediated 

discussion fac ilitate óconscious engagement with language that can be subjected to 

interpretations and reinterpretations, thus extending the l evels of further meaning -makingô 

(p. 76).  Participants also demonstrated collaborative notions of reflexivity on teaching 
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pract ices in their discussions.   It was also concluded that online forums can contribute to 

óthe co - construction of evolving professional knowledgeô and that this reflexive process is in 

need of further exploration.   

2.12.6 Studies in the Arab region: 

Although  valuable lessons can be learnt from research studies in distance education, 

teacher training and development contexts in Western institutions, published research 

linked to under - resourced low - tech conditions is scarce .  Particular published material in I -

CPD, e- CPD or online CPD in Arab contexts is even scarcer, due to a dearth in relevant 

research and the comparatively late introduction of e - learning to the region.  It was not 

until 2002 that the Arab Open University (AOU) began online teaching at three n ational 

branches: Kuwait, Lebanon and Jordan; in 2003, three other branches opened in Bahrain, 

Egypt and Saudi Arabia (Abu - Ghreib, 2004) .  Teaching at the AOU, however, focused on 

higher education rather than adult education or professional development.   

The intr oduction of online learning in Arab countries appears to have encountered a host of 

operational problems, e.g. Al - Khatib (2003); Al -Tuhaih (2004).  Consequently, research  

studies , e.g. Almarzougi (2003) ,  Al-Tuhaih ( 2004 )  and Mohamed (2005) , have tended to  

focus on barriers to online learning , but from a stakeholders' perspective relating to policy 

issues, technical infrastructure, financial support, programme administration or staff 

training, all of which emphasise a prospective rather than a retrospective  outlook.   

Examining the case of the UAE, Almarzouqi (2003)  notes that in addition to the need for 

enhanced technical training for staff and students, attitudes of policy makers need to 

improve in order to finance a strong infrastructure for e - learning and that the general 

public, including employers, must be prepared to recognise and accept online accredited 

certification.  In Kuwait, Al - Khatib (2003)  also points to accreditation concerns of online 

education.  In Jordan, online learning was appealing for universities in orde r to absorb the 

large numbers of secondary school leavers, but accreditation problems continue (Abu -

Ghreib, 2004) .  Across the Arab region, Mohamed (2005)  points to the need for 

establishing a quality assurance framework and appropriate accreditation policies.   



Chapte r  Two L i te r a tu r e  R ev iew 

 98 

Al-Tuhaih (2004 ) , who conducted a case study on Kuwait University's Distance Learning 

Centre, found that some e - learning programmes were conducted without carefully 

considering students' needs and lacked co-ordination between officials responsible for 

programme implementation.  Al -Tuhaih sugges ted that to improve the quality of e -

learning, lecturers, technical staff and support personnel all need to effectively collaborate 

to enhance the planning, delivery and development of e - learning.  Al -Tuhaih also suggests 

that teaching staff should receive  technical training in using e - learning tools to support the 

teaching process.  He proposed that students should be made familiar not only with 

obtaining online information but with interacting effectively with the e - learning 

environment and collaborating with co - learners to enhance outcomes.   

In the domain of Arab in -service teacher development, El - Gamal (2005)  examined an 

Egyptian e - learning project in which Internet -based teaching (I -ELT) was introduced at 

preparatory schools  (11 - 14  age group) .  A survey of 88 teachers was conducted to 

investigate the barriers to successful integration of the Internet at classroom level 

highlighting teachers' use of the Internet and the difficulties they faced in adapting to their 

new roles as facilitators of e - learning.  Results showed that 81% of the sample did not 

know how to use the Internet, which reflected inadequate levels of training provision.  Only 

12 teachers out of 88 had received Internet training by the Ministry of Education, and the 

majority felt that the training received was insufficient either because courses were very 

short or the quality of the training was inappropriate.  El - Gamal notes that the case of poor 

Intern et -skills training is not particular to Egypt but also appears in other developing 

countries in which teachers typically rely on friends rather than formal instruction to 

compensate for the lack of training.  The survey also revealed that 37% of teachers d id not 

have time to learn Internet skills because of the ir  workload  and  20% did not try to learn 

due to the lack of financial or promotional reward, all of which highlighted the all important 

issues of improving INSET provision and introducing ICT training  in teacher education 

institutions.  El - Gamal concludes that continuous school -based and INSET training based 

on teachersô needs and interests should be the goal of organised training in Egypt.   



Chapte r  Two L i te r a tu r e  R ev iew 

 99 

On the whole, despite the technical, financial and administr ative difficulties ,  e- learning has 

gradually found its way into universities and higher education institutions at some , but not 

all ,  of the Arab countries.  However, t he imple mentation of online development  for both 

pre -service and in -service teachers has a long way to go yet , and relatively few research 

studies have been conducted to date.  

2.12.7 Summary of empirical studies: 

To summarise, th is review of relevant empirical studies has helped to identify a gap in the 

research literature regarding Internet - based CPD for teachers in the Arab region in general .  

Moreover, no specific studies about the Libyan context were found.  In addition to the need 

for organised technical training for in - service teachers to cope with and benefit from 

developments in ICT, El - Gamal's (2005) study raises the issue of teachers' school - based 

and INSET provision according to teachers' needs.  In the present study, I take this 

proposition further by proposing to integrate school -based and INSET provision along with 

teachersô independent development  in a holistic and optimised approach to I - CPD.   

While Motteram (2006) reported succ essful implementation of blended learning for teacher 

development and that the use of Salmonôs (2002a) model provides empirical support for 

the present st udy, no details were given of the consequences of the kind of support 

provided or of the levels of participation at different stage s of development .  As Price 

(2007: 32) point s out, although blending of digital technology with learning has been 

proven valu able, ólittle is yet known about the specific impact on learning itself, both in 

terms of learning outcomes and the particular processes of learning that they can support 

effectively ô.   

There would therefore seem to be a need for a study which examines ho w novice teachers 

situated in resource -poor environments, such as those described in Chapter one, could be 

supported to benefit from Internet -based environments for prof essional development .  In 

contrast with reviewed studies which appear to investigat e on line interaction in established 

communities  within high - tech contexts  in Western countries , or those which are concerned 

with accreditation problems or barriers to implementation within Arab countries , t he 
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present study is an in -depth mixed - method case stu dy which seeks to support  independent 

Internet -based development for novice in -service Libyan teachers situated in low - tech 

conditions, right from the beginning.   After all, the outcome of implementing new 

technologies, or any other novel approach for that  matter, can only be fully investigated if 

practically applied in a particular context (Fullan, 1991 ). These and other related research 

issues are addressed in the following Research Design chapter.   
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Chapter 3: Research Design  

One does not begin by choosi ng a method. Methods can be sufficiently flexible to grow naturally from 

the research question, and in turn from the nature of the social setting in which the research is 
carried out (Holliday, 2002 : xi) .  

3.1 Introduction:  

Chapter three  draws upon research design and methodology literature relevant to  

educational research.  It describes how the design of this study was suited to the research 

objectives and the data collection methods involved.  I begin by expanding upon the 

preliminary research questions which guided the research study, and which were outlined 

in Chapter one .  Subsequent sections deal with the rationale for the research, its aims and 

objectives and the research strategies adopted.  A practical dilemma brought about by a 

low - resourced ICT context is also outlined.  At the end of the chap ter, issues of data 

collection, research trustworthiness (validity, reliability and triangulation), as well as ethical 

considerations involved in data collection (access, confidentiality and anonymity) are 

discussed.   

3.2 Research strategy:  

Underpinning the research strategy were three issues: What I want to know ( object of 

research)? Why I want to know it ( aims of research)? and How I can get what I want to 

know ( methods of data collection)?   

As pointed out in Chapter one , developing the research questi ons involved the what I 

want to know of the research: Is Internet -based development a feasible  solution to 

compensate for the INSET gap for Libyan in -service EFL teachers? Consequently, how can I 

as a teacher educator and researcher engage and support teac hers in appropriate Internet -

based learning environments within low - resourced school contexts in such a way that 

would lead to independent Internet -based Continuous Professional Development (I - CPD)?   

In practical terms, how can I organise  and deliver an a ppropriate Internet -based learning 

solution for Libyan EFL teachers, as novice e - learners, that can create an appropriate 

context for researching and exploring I - CPD provision and the possible factors which might 

have a constraining influence on I - CPD in r elatively low - resourced environments? 



Chapte r  Thr ee R es ear ch  Des ign 

 102 

3.2.1 Research questions: 

The research question above prompted specific questions and sub - questions:  

Q1.   What is the status quo of conventional top - down CPD or INSET provision for in -

service EFL teachers in Libyan publi c- sector schools?  

a.  How do teachers perceive responsibility for Continuing Professional 

Development? Is it for them an individual pursuit, the school's responsibility or 

the responsibility of the Ministry of Education, or is it a combination of these?  

b.  How do teachers currently go about developing themselves under the prevailing 

low - resourced school conditions?  

Q2.   What is the present state of readiness of Libyan in - service EFL teachers , in both public 

and private schools, to adopt Internet -based CPD , or I - CPD? 

a.   What level of Internet skills do Libyan EFL teachers currently possess?  

b.   What are their attitudes towards I - CPD?   

c.   How do they currently use the Internet and for what purposes?  

Q3.   Considering the present low - tech ICT environment within Libyan secondary  schools, 

how can teachers' independent and interdependent I - CPD be supported?  

a.  How can teachersô Internet skills be supported and enhanced to prepare them 

for I - CPD activities?  

b.  How can teachers' I - CPD be supported in blended learning modes?  

c.  How can teac hers' I - CPD be supported in distant online learning such that they 

may become more independent learners?  

d.  How would teachers participate in distant online learning activities in a way 

which would enhance their  development ?   

e.  Would teachers' attitudes towar ds Internet - based learning change as a result of 

the intervention course and the support provided?  

3.2.2 Research aims: 

This section answers the question why I want to know it?   The aim of the research was 

to study the implementation of Internet -based CPD on Libyan in - service EFL teachers in 
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low - resourced ICT environments.  Its objective was to explore how might such teachers 

respond to, and interact with, Internet -based support strategies in order to act as 

independent learners and, in doing so, develop a n appropriate Internet -based support 

model which can successfully be applied within relatively low - resourced school contexts.   

Although not expressed as an explicit aim underpinning the research focus, a tacit 

objective of the study was to influence, thro ugh a bottom - up approach to development, 

educational policy in favour of adopting Internet -based INSET as part of a holistic I -CPD 

approach (see section 2.4) .  A bottom - up approach to change has been advocated by Day 

(1999 : 113)  who argues that 'teachers themselves can be active in  promoting changes'.  

Rossner and Bolitho (1990 : 328)  also support a bottom -up route to change, even at the 

national level, whereby teachers can play an active role in challengin g policy decisions that 

affect their professional lives and to 'articulate their concerns publicly, and to play a leading 

part in their own development'.  The idea of a bottom -up approach is not strange to Arab 

context.  A study on Omani education by Alkit ani (2002 : 292)  reveals that both 

educational policy and e ducational theory can be shaped by professional practice; he 

concludes that while policy makers make decisions, it is the practitioners who 'give 

educational policy its direction and determine its outcome in reality'.   

3.2.3 Scope of research: 

This study addresses Libyan EFL in - service teacher development, with focus on Internet -

based Continuing Professional Development, hence I - CPD.  From a research perspective, 

the I - CPD intervention course (see section 5.3) created a pedagogic with which to gain an 

unde rstanding of teachers' learning processes , pedagogic concerns and difficulties; the 

impact of the intervention on teachersô practices, which in reality would have taken much 

longer to evaluate than is permitted by the timescale set for this study, was not an 

immediate objective.   

Before carrying out the intervention course or engaging teachers in Internet -based 

activities, however, a practical dilemma concerning the low - tech school conditions had to 

be resolved.   
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3.3 The low-resource dilemma and solution:  

This section highlights the practical dilemma faced by the research in setting up an 

appropriate Internet -based CPD context with which to engage and support teachersô 

learning and the solutions considered.  

3.3.1 The dilemma: 

The practical dilemma of the  research was how to set up an e - learning solution that can 

create an appropriate context for researching and exploring I - CPD provision in relatively 

low - resourced public sc hool environments (see Chapter one ).  Although most public -sector 

secondary schools  have computers to teach ICT, no Internet access is available and, to 

pursue I - CPD, most teachers use private Internet cafés.  In addition to low resources, 

other constraints were teachersô poor ICT skills, limited Internet access, varying teacher 

attitude s to technology and development and the lack of independent self - study skills 

arising from traditional teacher -centred transmission models.   

The only technical tool teachers could access outside schools was the bare minimum: a 

personal computer and a dial -up Internet connection; no technical infrastructure to house 

online learning software was available.  Therefore, my approach to the low - tech dilemma 

was , having conceptualised an optimised CPD for the Libyan context, to harness available 

technology to sup port such CPD needs, and subsequently meet the research objectives.  In 

consequence, a low - resourced solution meant that the online learning platform had to be 

web -based, i.e. not institutionally based as in popular VLEs hence requiring minimum 

technical i nvestment: a PC and an Internet browser.   

3.3.2 The web-based solution: 

During the time of fieldwork preparation, several online learning options that could be 

implemented in low - resourced conditions were considered.  There was the basic option of 

e- mail communication where learning material could be posted week by week in single 

attachments, to which teachers would reply by e - mail, but this simple solution, though 

inexpensive, fails to facilitate group discussion.   
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To provide a low - resourced I - CPD soluti on, which includes a discussion platform, a Yahoo 

group was considered.  This could provide a low - cost web -based learning platform through 

which teachers could read online material and respond to relevant discussion via a group 

forum, or discussion board.  Learning material would be uploaded as data files which 

participants could freely access.  While this option did not require any infrastructure or 

overheads, it would not be possible to track learner activities, i.e. who logged on, when 

and for how long.  Despite this drawback, it was decided to apply the Yahoo group solution 

during blended learning (Part 2 of the I - CPD intervention course).  Therefore, a web -based 

solution to the low - resourced school contexts provided an inexpensive platform for 

conductin g the blended learning part of the intervention course.   

3.3.3 The Merlin VLE: 

For the online part of the intervention course, Merlin, as a hosted e - learning platform , 

provided a Virtual Learning Environment (VLE) that was web -based, therefore economic, 

but also allowed tracking and discussion facilities.  All Merlin needs to operate is a 

multimedia computer, access to a modem, a reliable Internet connection and an up - to -

date web browser.  The Merlin solution was, therefore, ideal for running the distant o nline 

part of the intervention course with teachers having few ICT facilities at their disposal.   

However, being a hosted e - learning environment, cost was involved; the cheapest rate 

being £1,995 for hosting 100 online learners per year.  I had hoped that  I could perhaps 

strike a bargain for six months at half price, but what I got was a pleasant surprise: having 

learnt of my research project, the E - learning team at the University of Hull kindly decided 

to waive the cost of hosting and granted me, and up t o 100 students, free access to Merlin 

for six months (July to December 2004).   

3.4 Establishing a research methodology:   

Having answered the questions of 'what' and 'why' of the research, the question of how to 

get what I want to know?  was next.  The que stion of how can be answered by an 

understanding of research methodology, which as interpreted by Wellington (1996 : 16) , is 

óthe activity of choosing and justifying research methods ô.  King (1987)  explain s that while 
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research methodology can be adapted to suit the topic under exploration, it is the research 

purpose that dictates methodology.  Cohen  et al  (2000)  echo the fitness for purpose of 

research methodology:  

Though researchers might advocate and adhere to a specific research 
tradition, it is sensibly wise to consider 'f itness for purpose' as the 
'guiding principle' because different research paradigms are suitable for 
different research purposes and questions (p. 1).  

 

In practica l terms, it was necessary to demonstrate how Libyan EFL teachers would 

interact with, and res pond to, development - oriented support in Internet -based 

environments.  Hence, it was necessary to create for them the conditions under which they 

might experience internet -based development support and, to do that, a case study design 

was thought appropria te as a research methodology.   

3.4.1 Rationale for a case study approach:  

'Case study is a study of singularity conducted in depth in natural settings' (Bassey, 1999 : 

47) .  Hamel, Dufour and Fortin (1993)  define a case study as an in -depth investigation of 

the case under consideration in which a researcher can employ different methods of data 

collection.  Cresswell (1998 : 16) , provides a similar definition in which a  case study is 'an 

exploration of a "bounded system" or a case (or multiple cases) over time through 

detailed, in -depth data collection involving multiple sources of information rich in context'.  

According to Cohen  et al  (2000)  a case study provides  

a unique example of real people in real situations enabling readers to 
understand ideas more clearly than simply by representing them with 
abstract theories or principleséCase studies can penetrate situations in 
ways that are not always susceptible to numerical analysis (p. 181).   

 

Therefore, case studies do not have to adhere to particular methodologies, e.g. qualitative 

or quantitative paradigms.  Rather, case methodology is characterised by an intere st in the 

particularities of a case or cases, not by the methods employed (Stake, 1994) .  A case 

study approach was, thus, more appropriate to answer the research quest ions, where in -

depth data from participants could be obtained over a period of time.  Accordingly, the 

credibility of the case study findings were increased by yielding rich in -depth data about 
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case members using verbatim quotations and thus capturing part icipants' experiences and 

perspectives concerning central issues to the research under investigation (Geertz, 1973) .   

3.4.2 Design of Case study: 

The Case Study was instrumental and descriptive:  It was instrumental  (Stake, 1994)  

because it was used to ga in an insight into a particular issue and advance understanding of 

something other than the case itself (teachers' reactions to I - CPD scaffolding activities).  

The Case Study was descriptive  because it answered the "what" questions (Yin, 1984) , 

thus revealing attitudes and skills and the state of teachers' professional develo pment.   

In the approach to Case Study design, a funnel model (Figure 3.1) was adapted from 

Bogdan and Biklen (199 2) .  In their single funnel - model, Bogdan and Biklen explain how a 

researcher  first surveys the field, then casts his or her net over a case, hence, the 'funnel' 

metaphor; the survey (Fact Finding) is the wider end of the funnel and the narrower end is 

the case:  

The general design of a case study is best represented by a funnel . T he 
start of the study is the wide end: the researchers scout for possible 
places and people that might be the subject or the source of data, find 
the location they think they want to study, and then cast a net widely 
trying to judge the feasibility of the site or data or source for their 
purposes (p. 59; italics added).   

 

 

 

Pre- intervention Assessment Questionnaire 
(PAQ), semi - structured interviews at 6 

language schools.  
Selection of Case for Phase 2.  

 

I - CPD Interventio n course (8 CS teachers):     
Part 1 : Core Internet skills (f2f)          

Part 2 : Internet - based instruction (blended)  
 

 

 

funnel in  

funnel out  

 
Phase 2:    

Case Study  

Part 3 : Online distance learning (via Merlin)  
60 online participants including CS teachers  

from Phase 2.                
 

Phase 1 : Fact Finding  

Phase 3 : Extended Case Study  

 

Figure 3.1: A dual-funnel case study design 
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The Case Study design for what I would call a  dual - funnel model ( Figure 3.1), comprised 

three distinct phases, each of which will be discussed in more detai l in Chapters 4, 5 and 6 

respectively:    

1.  Fact Finding (FF) phase (survey the field; scout for a suitable site),  

2.  Case Study  (CS) phase (cast the net; funnel in) and  

3.  Extended Case Study (ECS) phase (extend case; funnel out).   

In phase one, the field of s tudy under investigation was surveyed using a Fact Finding 

approach (Wellington, 1996) .  This was necessary in order to gain a broad perspective on 

the field of EFL teacher development in Libya.  Then, my expert judgement as a teacher 

educator and researcher within the Libyan cont ext was exercised to select what was 

considered an adequate bounded system (Cresswell, 1998) , which constituted the context 

for the case study.  This "typical" representative case was a particular group of Libyan EFL 

teachers based at a private language teaching institution with appropr iate in -house access 

to the Internet, which was convenient for delivering training and collecting data with least 

disturbance and cost.   

3.4.3 Research methods:  

In this case study approach, a combination of quantitative and qualitative data collection 

me thods were used.  This included pre - intervention and post - intervention questionnaires, 

in -depth interviews, focus groups, research journal, task - response scripts, task observation 

as well as video - recorded microteaching sessions in which teachers participa ted in an 

Internet -based English Language Teaching (I -ELT) Project.  A detailed description of the 

research methods follows in section 3.5, but before that it seems appropriate to discuss 

some of the philosophical orientations behind research paradigms.  

3.4.4 A philosophical perspective: 

Cresswell (1994)  incorporates a philosophical perspective to the quantitative qualitative 

debate by tendering ontological, epistemological and methodological outlooks: from an 

ontological  point of view, quantitative research views reality as purely obj ective and value 

free, i.e. devoid of researcher perceptions or beliefs about reality, whereas qualitative 
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research accommodates subjectivity and allows for researcher bias, so long as it is 

recognised, i.e. made explicit and reasonably rationalised by the  researcher (reflexivity).   

From an epistemological  point of view, quantitative research tends to be independent of 

what is being studied, situating a researcher as far as possible from participating subjects, 

whereas in qualitative research the researche r makes a point of interacting with, and 

becoming part of, the subjects or informants in order to extract richer, more intense data.   

From a methodological  stance, quantitative research tends to employ deductive methods 

of enquiry.  Thus, variables and hy potheses are predetermined prior to the research study, 

for the intent is to develop generalisations that can explain and/or predict certain 

phenomena.  On the other hand, qualitative inquiry utilises inductive methodology 

whereby information is revealed b y participants, analysed and interpreted using a 

researcher's 'sensitizing concepts' (Flick, 2002 : 2)  rather than being anticipated a priori  or 

presupposed beforehand.   

Given the philosophical orientation reflected by the ontological, epistemological and 

methodological perspectives on both qualita tive and quantitative research, Bryman (1992)  

argues for the i ntegration of the two paradigms:   

As general approaches to general research, each has its own strengths 
and weaknesses as an approach to the conduct of social research. It is 
these strengths and weaknesses that lie behind the rationale for 

integrating the m (p. 59).   

 

3.4.5 Quantitative vs. qualitative paradigms:  

The distinction between quantitative and qualitative paradigms is well documented in the 

literature (Cresswell, 1994; Merriam, 1998; Cohen, Manion and Morrison, 2000; Holliday, 

2002) .  It is a widely acknowledged belief that quantitative research is rooted in positivistic 

philosophy, whereas qualitative res earch has its roots in naturalistic philosophy.  

Consequently, while quantitative research tends to emphasise the measurement and 

analysis of causal relationships, qualitative research stresses socially constructed realities 

and the situational constraints  that shape inquiry (Denzin and Lincoln, 2000) .     
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A more practical distinction is made by Blaxter, Hughes and Tight (1996 : 60)  who describe 

quantitative research as concerned with 'collection and analysis of data in numeric form', 

thus emphasising large -scale sets of data; qualitative research, on the other hand, 

concerns itself with 'collecting and analysing information in as many fo rms, chiefly non -

numeric, as possible' thus aiming to achieve 'depth' in a -particular context rather than the 

'breadth' associated with surveys.  Nunan (1992)  summarises the difference between the 

two approaches by noting that  

quantitative research is obtrusive and controlled, objective, generalis able, 
outcome oriented, and assumes the existence of 'facts' which are 
somehow external to and independent of the observer or re searcher. 
Qualitative research, on the other hand , assumes that all knowledge is 
relative, that there is a subjective element to  all knowledge and research, 
and that holistic ungeneralisable studies are justifiable (p. 3).   

 

3.4.6 A mixed-method design:  

A mixed - method approach is, hence, not uncommon in educational research and, as 

Fielding and Fielding (1986)  argue, it might sometimes be desirable.  Hitchcock and 

Hughes (1995 : 15)  emphasise that whatever the research, ' it is possible for either 

qualitative methods or quantitative methods, or both to serve our purposes'.  Therefore a 

'complementary position' (Brannen, 1992 : 12)  adopting multiple research methods to 

address different aspects of the research problem was a tactical preference in this st udy.   

Accordingly, research design amalgamated qualitative interviews and focus groups with 

quantitative data from a teachers' questionnaire and a post - intervention attitude test.  A 

rationale for selecting such methods of data collection is discussed in sub - section 3.6.2.   

 

Figure 3.2: Integrating quantitative and qualitative methods  
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As Figure 3.2 illustrates, data in the Fact Finding (FF) phase was carried out using a Pre -

intervention Assessment Questionnaire (PAQ) and individual interviews; in phase two, the 

Case Study (CS), an inter vention course was delivered to case members employing 

qualitative methods (task scripts, training observation and focus groups) after which a 

Post - intervention Attitude Test (PAT) was conducted; and in the third Extended Case Study 

(ECS) phase, Case size was increased to include more teachers on a distance online 

course, involving qualitative methods (online task scripts, focus groups and telephone 

interviews).  While the qualitative methods employed in the Case Study were used to 

answer the research quest ions that could not otherwise have been answered using 

quantitative means (Bird, 1992) , the PAT assessed shifts in teacher attitudes after phase 

two of the intervention course.   

During the third and final phase of the research, ECS members were engaged in distance 

online learning (as opposed to blended learning in phase two).  Focus groups and 

telephone interviews in addition to task response transcripts were used.  Due to the 

scarcity of online task responses, such interviews provid ed feedback on the causes of the 

low level of participation in online learning.   

3.5 Data collection and analysis 

Bell (1999 : 101)  explains that a researcher selects particular research methods because 

they are thought to provide the data required to produce coherent research in that 'data -

coll ecting instruments must be designed to do the job'.  Having collected sufficient data, 

Bassey ( ibid ) describes the gruelling task of data analysis as  

an intellectual struggle with an enormous amount of raw data in order to 
produce a meaningful and trustwo rthy conclusion which is supported by 
a conscious account of how it was reached (p. 84).   

 

3.5.1 Strategies for data collection and analysis: 

Considerable thought was given to  how  data was collected, managed and analysed, for the 

ultimate aim was to obtai n valid and reliable data.  During the different stages of data 

analysis and presentation, issues of data sampling were considered (Flick, 2002 : 61) :  

While collecting data, certain cases or subjects (case sampling) appeared more typical than 
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others; in interpreting the data, parts of it (material  sampling) e.g. interviews, were 

selected for transcription and analysis; extracts of interviews (sampling within the 

material) were selected for detailed interpretation; and finally, decisions on which 

interpretations were most appropriate to reflect the emergent findings (presentational 

sampling) were made.  As Bell (1999)  observes, data was examined critically to assess to 

what extent it was likely to be reliable and valid, that is, to provide true answers to 

research questions so that such answers could form the basis for ócredible conclusionsô 

(Sapsford and Jupp, 1996 : 98) .     

3.5.2 Methods of data collection: 

3.5.2.1 Research journal: 

A research journal, or field notes, (Bogdan and Biklen, 1992; Flick, 2002) , is a classic 

method of documenting rese arch procedures (Flick, 2002) .  Throughout fieldwork, the 

rese arch journal was a constant tool for documenting interesting events, recording 

reflection, thought processes and observations, thus forming a continuing record of the 

day - to -day research activities.  Taking Sapsford and Jupp's ( 1996)  advice, field notes were 

taken either during observation, whenever possible, or soon after, to maintain accuracy 

and credibility.   

3.5.2.2 Questionnaires: 

A questionnaire is regarded as a kind of interview that is recorded on paper for subjects to 

respond to (Nisbet and Entwistle, 1970) .  According to Brown (2001) , questionnaires are:  

any written instruments that present respondents with a series of 
questions or statements to which they are to react either by writing out 
their answers or selecting from among existing answers (p. 6).   

 

Denscombe (1998 : 106)  maintains that advantages of using questionnaires are that they 

are economical, i.e. yielding large datasets at minimum processing cost.  Questionnaires 

are also a quick method of obtaining information from a large number of respondents 

(Cohen, Manion and Morrison, 2000) .  They are also not subject to bias caused by 

intervi ewer subjectivity and responses can be anonymous if deemed desirable (Bell, 19 99) .   

On the other hand, there are certain disadvantages in the use of questionnaires.  These 

can be low response rates, not yielding true reflections of respondents' thoughts, limited 
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range of answers, inability to correct misunderstandings or check inc omplete answers 

(Oppen heim, 1992 : 102) , which were the reasons for conducting subsequent interviews in 

order to triangulate data.  

THE PRE- INTERVENTION ASSESSMENT QUESTIONNAIRE (PAQ):   

The PAQ (Appendix B) was used in the Fact Finding phase to collect data about the status 

quo  of Libyan in -service EFL teachersô I- CPD.  The PAQ was introduced using an attached 

covering letter, which introduced the researcher and explained the purpose of the research 

(Swetnam, 2000) .  The covering letter also contained guidance on how to respond to the 

different items, an d my personal e - mail address was included so that I could be contacted 

if necessary.   

The purpose of the PAQ was threefold: first, to assess teachers existing Internet skills and 

how they actually used the Internet for development purposes; second, to inv estigate the 

current attitudes of EFL teachers in Libya towards various aspects of Internet -based 

professional development, with a view to ascertaining attitudinal change at the post -

intervention stage of the research; and third, as a needs assessment anal ysis for designing 

the follow - up intervention course (see Case Study phase).  Moreover, as the PAQ was non -  

anonymous, it s data  helped to affiliate respondents with their teaching sector, which 

provided answer s to the emergent question concerning the train ing status within the 

different teaching sectors.   

The first and second objectives of the PAQ were, therefore, concerned with the collection of 

baseline data pertaining to the status quo of Libyan in - service EFL teachers at a particular 

point in time, wit h respect to Internet -based skills, attitudes and actual usage.  Bearing in 

mind that the Internet -usage data is self - reported by the teachers, the generated baseline 

data will be useful as a background to further research in the field under investigation.   In 

particular, baseline data relevant to the eight Case Study teachers (discussed in Chapter 5) 

will be of particular significance, as these case members were involved throughout the 

three phases of the study (the Fact Finding, the Case Study and the Ext ended Case Study) 
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and took part in the I - CPD intervention course through which qualitative data was 

collected.   

Structure of the PAQ: The PAQ was made up of 65 items divided into three parts, part 

four being an invitation to participate in the interventio n course; part five biographical 

data.  A Likert scale, as the most common of scaling techniques, (Dörnyei, 2003)  was 

considered suitable for measuring Internet skills, attitudes and usage.  Part one of the PAQ 

constituted statements concerning a range of navigati on and communication skills.  

Teachers were asked to self - assess their skill by placing a tick on a five -point Likert scale 

from 1 (lowest ability) to 5 (highest ability).  In SPSS, the scores were coded such that: 1= 

Very Low, 2= Low, 3= Intermediate, 4= High and 5= Very High.   

In order to obtain a measure of attitudes in part two, teachers were obliged to make a 

judgement rather than be neutral, or undecided, by using a six -point Likert scale (Dörnyei, 

2003) .  The scale covered a range of attitudes such that 1= Strongly Disagree, 2= 

Disagree, 3= Partly Disagree, 4= Partly Agree, 5= Agree and 6= Strongly Agree.  

Teachersô usage of the Internet in part three was indicated on a five-point Likert scale: 

Never, Rarely, Sometimes, Usually and Always.   

In Parts two and  three, the Internet attitudes and usage were investigated under two 

areas: Internet -based professional development (I - CPD) and Internet ïbased language 

development (I -LD).  Even though the two areas of development are treated as one (CPD) 

in the literatur e, this split in the PAQ was thought to yield richer data relevant to NNEST 

contexts where language development is perceived as a separate activity leading to 

improved classroom performance and, in turn, enhanced professional status.   

Part one: Internet skills 

Section one : Communication skills (10 items)  

Section two : Navigation skills (11 items)  

Part two: Teacher attitudes 

Section three : Internet -based CPD (14 items)  

Section four : Internet -based LD (12 items)  
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Part three: Internet usage 

Section five : Intern et in CPD (10 items)  

Section six : Internet in LD (8 items)  

Part four: Invitation to participate 

In this part of the PAQ, teachers were invited to indicate their interest in participating in 

the proposed I - CPD intervention course (phase two) and the subsequ ent online course 

(phase three).  Those who expressed interest in joining the intervention course were also 

asked if they were willing to participate in focus group interviews.   

In an effort to empower teachers with access to relevant research output at t he end of the 

research (BERA, 2004) , participants were given the option of requesting feedback o n the 

questionnaire findings via e - mail.  In addition to being a token of gratitude for responding 

to the PAQ, the feedback was thought to tempt respondents to submit personal e - mails, 

which were later used to invite them to participate in the online phase  of the intervention 

course.   

Part five: Biographical data.  

In this final part, teachers gave personal details including name, age, gender, teaching 

sector, highest qualification, INSET and Internet training, years of teaching experience and 

a contact te lephone number for course date notification.  Following Sapsford and Jupp 

(1996 : 105) , this section relating to biographical data was put at the end for two reasons: 

partly to engage respondents with conten ts immediately as they read the questionnaire; 

partly to take their minds off any pressure in parting with personal details before 

submitting the questionnaire.     

Developing the PAQ:  The PAQ was developed using three basic tools: first, a survey of 

two relevant areas of the literature: a) professional development and b) online learning; 

second, by inspecting questionnaires reported by similar studies within teacher education 

and online education; and third, my own experience as a novice researcher and le cturer in 

NNEST teacher education and development contexts within the Libyan setting, as well as 

my experience as a user of the Internet for professional development purposes.   
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As noted by D örnyei (2003) , questionnaire design is the only area in a cademia where 

plagiarism is not only permitted but also encouraged.  The rationale for this is to take 

advantage of approved and well tested questionnaires used in previous studies.  

Questionnaires which influenced the design of the PAQ included examples f rom the 

Technology Skills Self -Assessment Survey (FGCU, 1998) , survey research (Burgess, 2001) , 

and the Online Learning Environment Survey (Wintec, 2003) .   

Validity and reliability o f the PAQ:   The validity of research is assessed by its construct 

validity, face validity and content validity.  While construct validity was sought by ensuring 

that research constructs were operationalised, i.e. understood and used in concordance 

with the  relevant literature, the face validity was established by ensuring that the 

measures of the questionnaire, i.e. the questionnaire items themselves, reflected the 

concepts being measured.  Content validity is closely connected with face validity and 

relate s to subjective judgements (of the researcher) in selecting questionnaire items which 

reflect the research objectives.   

Establishing validity of the PAQ was achieved by discussing the questionnaire items, in 

length, with three experts in the field: my res earch supervisor and two teaching 

colleagues.  Based on recommendations from these three experts, modifications were 

made to the wording of certain items thought to improve face validity.   

The reliability (internal consistency) of the questionnaire was te sted using Cronbach's alpha 

test.  This widely -used reliability measure 'calculates the average of all possible split -half 

reliability coefficients' (Bryman and Cramer, 1999 : 65) .  Due to the  inaccessibility of an all -

Libyan teachers' sample in the UK before commencing field study, the reliability of the PAQ 

was tested on eight UK -based Arab teachers, four of whom were Libyans.  Cronbach's 

alpha reliability test for the PAQ was calculated at 0 .7699.  This result approximates to 0.8, 

the reliability coefficient generally thought to be acceptable in social science research 

contexts (Bryman and Cramer, 1999) .   

Sampling procedure:   The sampling strategy  for the PAQ was that of non -probability 

convenience sampling, i.e. it relied on the choice of cases or people most convenient to 
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access under prevailing research conditions (Patton, 1990)  and serve the purpose of the 

study.  Convenience s ampling, which is thought to be the least rigorous of sampling 

techniques (Patton, 1990)  was chosen, not to make life easy, but because there was no 

other alternative in the circumstances.  Because the Fact Finding phase was carried out 

du ring the summer vacation, public school teachers were dispersed across several private -

sector schools.  With respect to the petroleum -sector, teachers worked on a full - time basis 

and were identified as teachers of that sector.  The Petroleum Companies Lang uage 

Training Centre was an exception; the centre employed extra part - time teachers from the 

public sector to fill positions.   

Piloting the PAQ:  The importance of piloting lies in pre - testing the validity and reliability 

of the data collection instrument s and to avoid any ambiguity in any of the items (Borg and 

Gall, 1996) .  Because ambiguity in the wording of a questionnaire can discourage 

respondents from answering certain questions, or from returning the questionnaire 

altogether (Cohen, Manion and Morrison, 2000) , piloting was deemed desirable and a 

small - scale piloting was carr ied out with the help of five Libyan colleagues studying in the 

UK.  This allowed checking for appropriate wording, thus, improving validity.   

Consequently, piloting the PAQ before presentation helped to eliminate inadequacies in the 

wording of some state ments, e.g. preventing loaded questions or statements.  Piloting the 

PAQ also improved the sequencing of questions that might have unwittingly led to 

undesirable responses.  The data collection approach taken was to call on each language 

school and, upon o btaining appropriate consent, administer questionnaires to teaching 

staff who happened to be on duty at the time.  Despite attempts to administer the PAQ 

collectively during teachers' break times, convening all teachers in a single gathering at 

each school  was impractical.  Thus, questionnaires had to be handed out individually and 

then collected as and when convenient during subsequent visits.  Consequently, the 

collection process of the PAQ was quite tedious and took much longer than anticipated.   

Respon se rate of the PAQ:  Eventually, 37 responses were collected out of 70 

questionnaires distributed, giving a response rate of 53%.  Although such response rate is 
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adequate for statistical analyses (Cohen, Manion and Morrison, 2000) , it is relatively low.  

Teacher anxiety about the lack of Internet skills is thought to be one of the apparent 

causes for such low response, as some teachers with low or no Internet skills declined to 

return the questionnaire saying it was irrelevant to them.  NURI (a pseudonym for a case 

participant in Chapter 5) was one such teacher who declined to return of the PA Q despite 

reminders.  For NURI and other non - respondents like him, the PAQ must have been 

perceived as proof of their ignorance about Internet technology and, since they could be 

identified in person, the questionnaire created a sense of fear of being expo sed.  

THE PRE-  INTERVENTION COURSE QUESTIONNAIRE (PCQ):   

Using two open -ended questions, the PCQ was conducted immediately prior to the 

intervention course to obtain 1) perceptions of CS members about the pedagogic role of 

the Internet in language learning,  teaching and professional development; 2) members' 

perceived goals and expectations about the course contents.  Adjustments were 

subsequently made to take account of responses.   

THE POST - INTERVENTION ATTITUDE TEST (PAT):   

The PAT (Appendix L) tested CS t eachers' attitudes towards Internet -based development 

(CPD and LD) and Internet -based ELT before and after the intervention course. A ten -point 

numerical rating scale (from -5 to +5) was used to reflect attitude shifts, while an open -

ended question asked f or the main reasons behind any attitude change.   

3.5.2.3 Semi-structured interviews: 

The interview was an important research method, which complemented questionnaire 

data.  What the questionnaire could not easily assess, such as teachers' perceptions and 

experiences, interviews were able to retrieve (Bell, 1999) .  Cannel and Khan (1968) , define 

an interview as  

a two person conversation in itiated by the interviewer for the specific 
purpose of obtaining research relevant information, and focused by him, 

on content specified by research objectives of systematic description, 
prediction, or explanation (p. 527).   

Kvale (1996 : 279)  em phasises a central role played by the interviewer as researcher: 'The 

effective interviewer is not only knowledgeable about the subject matter but is also an 

expert in interaction and communication'; a skilful interviewer can 'follow up ideas, probe 
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respon ses and investigate motives and feelings, which a questionnaire can never do' (Bell, 

1999 : 135) .  The research training modules and the Graduate School course on 

interviewing techniques organised by the University of Nottingham had helped me acquire 

some of those skills.    

Three possible approaches to intervie wing are possible: structured, unstructured and semi -

structured interviews (Bogdan and Biklen, 1992) .   

Structured interviews adhere to a standardised format where the questions and the 

order of questions are pre -determined by the researcher beforehand (Merriam, 1998) .  

While structured interviewing may increase reliability (the extent to which comparable 

interview data can be obtained from other subjects within the same research cont ext), it 

restricts the interviewer's ability to probe interesting responses by further unscripted 

questions, or probes.  Probing is considered a requirement in yielding in -depth detailed 

study of a particular case.  Structured interviews also limit the int eraction between 

researcher and interviewee and, hence, are less likely to produce knowledge of benefit to 

the researcher (Kvale, 1996) .  Due to such reasons, the idea of structured interviews was 

dismissed as inflexible and unproductive.     

Unstructured interviewing  was also rejec ted since a researcher does not follow a 

predetermined schedule and tends to ask questions as the interaction develops in natural 

unplanned conversations.  Consequently, it becomes difficult to maintain the focus of the 

interview, as interviewees may easil y digress into different areas that are irrelevant to 

research questions (Bell , 1999) .  Because this kind of interviewing is useful in contexts 

where the researcher knows too little about a phenomenon to ask relevant questions 

(Merriam, 1998) , it tends to be used in naturalistic research where the researcher attempts 

to obtain data about naturally occurring phenomena.   

Semi -structured interviews , however, enable the researcher 'considerable flexibility 

over the range and order of questions within a loosely defined framework' (Parsons, 1984 : 

80) .  As a way of guiding the interviewer (Robson, 1996) , semi - structured interviews 

enable further probing (to dig deeper into an issue) and prompting (to suggest a topic or 



Chapte r  Thr ee R es ear ch  Des ign 

 120 

sub - topic especially when interviewee s digress).  Consequently, semi - structured 

interviewing was considered suitable for the purpose of the Case Study since it provided 

richer in -depth responses, and interviewees were 'challenged' by probing deeper into their 

experiences, perceptions and atti tudes on a number of issues relevant to professional 

development contexts.   

Conducting semi - structured interviews: To eliminate bias or other shortcomings in 

interviewing, a few pilot interviews were conducted with colleagues before embarking upon 

the fie ld study, where adequate probing and prompting phraseology was sought.  Piloting 

the interview schedule helped not only to anticipate the length of an interview, but to avoid 

redundant questions and made it possible to generate follow up questions (Cohen, Manion 

and Morrison, 2000) .  Piloting also increased researcher confidence in managing t he flow of 

questioning and helped to anticipate problems (Bell, 1999) .   

An i nterview schedule (Appendix C) guided the flow of questioning which consisted of 

open -ended questions as well as closed ones.  Whereas open - ended questions elicited 

opinions, attitudes and viewpoints to encourage expectations or speculation, closed 

questio ns tended to seek specific information (Wellington, 1996) .  In order to put the 

interviewees more at ease, and to obtain realistic in -depth data, respondents were allowed 

the choice of speaking in English or Arabic, or a mix of both if need be.   

Most of the interviews were audio taped.  Tape recording is thought to readily capture the 

data more faithfully and allow the interviewer to concentrate on asking the questions 

rather than hurriedly written notes (Cohen, Manion and Morrison, 2000) .  In each case, 

interviewee approval was sought prior to tape recording.  However, there were occasions 

when interviewing was unpl anned and was carried out spontaneously, hence tape 

recording was not possible.  In such cases, and in cases where interviewees expressed 

discomfort with recording (one instance), written notes were made instead.    

3.5.2.4 Focus group interviews: 

A focus group interview is a useful qualitative data collection method.  Patton (1990 : 335)  

defines it as 'an interview with a small group of people on a specific topic', where 'groups 
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are typically six to eigh t people who participate in the interview for one -half to two hours'.  

Mainly, focus group interviews aim to reveal underlying beliefs and perceptions participants 

share in a topic of inquiry.  The advantage of a focus group is that participants' opinions 

may be checked and balanced out against each other to 'weed out false or extreme views' 

and to 'assess the extent to which there is a relatively consistent, shared view' (Patton, 

1990 : 335) .   

The focus group interview s were audio recorded to facilitate data analysis and involved 

eight Case teachers, but not all were present all of the time.  Even though audio - recorded 

data was sometimes difficult to analyse when parallel statements were made by two or 

more participants  (Flick, 2002 : 122) , focus groups were co nsidered suitable for the small 

number of case study members.  Focus group dynamics  stimulated discussion  and created 

situations where 'the synergy of the group, the interaction of its members' (Wellington, 

1996 : 59)  added to the depth and insight of the data.   

How I positioned myself when, as a trainer, researcher or both, was relevant.  My 

interviewing strategy was to flip - flop between the two positions as I swung between 

objectivity and subjectivity allowing a balanced distribution of teacher opinion so that  no 

dominant individuals ñstole the showò.  I tried to be, as Fontana and Frey (2000 : 652)  

advise, 'flexible , objective, emphatic, persuasive, [and] a good listener'.   

3.5.2.5 Telephone interviews: 

As a variation of semi -structured interviews, long distance telephone interviews were 

conducted with some ECS participants in Libya to discuss causes of low online p articipation 

during Part 3 of the I - CPD intervention course.  Even though I was ready with a telephone 

adapter, most interviewees expressed reluctance to be audio recorded and written notes 

were taken instead.   

3.5.2.6 Reflective diaries: 

Reflective diari es were considered useful as a method of eliciting accounts of contributions 

to participants' learning.  Participants were asked to reflect on how they interacted with 

Internet -based material and modes.  The diaries were intended to enhance teachers' 
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aware ness of their independent learning, on the one hand, and elicit perceptions about 

possible learning problems, if any, associated with different online learning environments.   

As a result of discussions with my supervisor, I was made aware that reflective diaries do 

not always work, because teachers are busy and do not usually bother to keep regular 

diaries even though they might promise to do so.  Despite such warning, I decided to 

proceed and discover the outcomes for myself.  More will be said about this  in Chapter 5 

(sub - section 5.5.8 ).   

3.5.2.7 Microteaching observation: 

Wallace (1991 : 87)  defines the concept of microteaching as 'a training context in which a 

teacher's situation has been reduced in scope or simplified in some systematic way'.  This 

simplification can be achiev ed in three main ways, all of which were applicable to the 

present study:   

1.  The teacherôs task may be simplified and made very specific. 

2.  The length of the lesson may be shortened.  

3.  The size of the class may be reduced ( ibid, p. 92).   

 

Microteaching was car ried out at the conclusion of the Case Study.  The purpose of 

microteaching was to create a pedagogic context for Case teachers to ñhave a goò at 

implementing concepts of Internet -based classrooms, as opposed to Internet - supported 

classrooms (see sub -secti on 4.6.5.3 for more details), that had been discussed during Part 

2 of the intervention course.   

To record the whole spectrum of teacher performance during microteaching, and to seize 

the complex pedagogic processes that were too elaborate to capture by t he naked eye 

(Denzin, 1989) , the microteaching lessons were video recorded.  The advantage of video 

recording was that activities could be observed a number of times before drawing any 

conclusions (Kumar, 1996) .  Moreover, it would be difficult with one researcher to 

manually record more than one be haviour or incident at any one particular time (Sapsford 

and Jupp, 1996) .  Fortunately, the Internet room, where the intervention course took 

place, was small enough (5x4 metres) and it was possible to capture the whole range of 
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events.  Moreo ver, rather than using observational categories with predetermined 

classifications, video recording provided a rich source of both visual and verbal interactions.   

3.5.3 A framework for data collection: 

Table 3.1 below (three sections) summarises the data  collection procedures and associated 

sources of data at each of the three phases (Fact Finding, the Case Study and the 

Extended Case Study).  

Table 3.1: A framework for data collection 

Phase one : Fact Finding  

Method of data collection  Source of data coll ection and timing  
Form of data/ 

administration  

Pre- intervention 

Assessment Questionnaire 
(PAQ)  

EFL teachers at six schools prior to the 

intervention course  

Hard copy/ Self 

administered  

Semi - structured interviews  
LOU president; inspectors; school heads;  

EFL teachers; officials  
Audio recorded and 

transcribed  

Phase two : Case Study and I - CPD intervention course (parts 1 and 2)  

Pre- intervention Course 
Questionnaire (PCQ)  

CS participants before the course  Transcripts  

Task responses  CS participants during the course  E- mail printouts  

Focus - group interviews  CS members during the course  Audio recorded  

Observations  CS members carrying out tasks  Audio recorded  

Microteaching observation  I - ELT Project at end of course  Video recorded  

Post - intervention Attitude 
Test (PAT)  

CS participants at end of course  Transcripts  

Phase three : Extended Case Study and intervention course (part 3)  

Responses to online tasks 
and discussions  

ECS participants during course  Printouts  

Focus groups  ECS UK- based participants  Written notes  

Telephone interviews  ECS distance participants (Libya)  Written notes  

 

3.5.4 Data analysis: 

In analysing quantitative data collected by the pre - intervention questionnaires (PAQ), 

SPSS statistical analysis techniques were used.  The small quantity of  data generated by 

the PCQ and the PAT were analysed manually.  Rather than using computerised data 

analysis, a manual inductive content analysis method was used for qualitative data.  As 

Flick (2002 : 28)  notes, content analysis is one of the conventional methods for analysing a 

range of qualitative material.  Particularly interesting extracts were transcribed from audio 
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recordings (interviews, observations or focus groups) as deemed appropriate to answer 

particular research questions.   

The first step in Mayring's (1983, cited in F lick 2002 : 190) qualitative content analysis was 

to select material most relevant to answering the research questions.  The second step was 

to analyse the situational context of data, such as who was involved and how the material 

was collected.  The techni que involves first reducing the raw data, i.e. skipping less 

relevant or recurring material (first reduction) then grouping similar relevant material 

under certain categories and then summarising (second reduction).   

Flick (2002 : 192 -193)  maintains that Mayring's qualitative content analysis procedure 

'seems clear, less ambiguous and easier to handle than other methods of data analysis', 

but rather schematic and does not reach in -depth.  To overcome this shortcoming, 

selection of particular extracts of data for analysis was ba sed on an interpretative 

paradigm, which as Mason (1994)  explains, sought to portray participants' viewpoints and 

reflect their intentions understood within the given contexts in which they occurred.   

3.6 Technical considerations: 

3.6.1 Trustworthiness of research: 

Trustworthiness of research is commonly described in terms of its validity and reliability.  

Kvale (2002)  notes that validity involves continually questioning and checkin g the 

credibility, plausibility and trustworthiness of the findings.  The extent to which data needs 

to be examined for both reliability and validity is stressed by Bell (1999 : 103) : 'Whatever 

procedure for collecting data is selected, it should always be examined critically to assess 

to what ex tent it is likely to be reliable and valid'.   

Generally, a discussion of validity and reliability is embedded in, and faithful to, the 

premises behind the tradition in which the research is located (Cresswell, 1994) .  In reality, 

threats to validity or reliability in a piece of research can never be completely removed; 

such threats can only be attenuated by careful scrutiny of research methods and data 

collection procedures (Cohen, Manion and Morrison, 2000) .   



Chapte r  Thr ee R es ear ch  Des ign 

 125 

3.6.1.1 Validity of research: 

The term validity in quantitative research means that an instrument measures or describes 

what it is supposed to measure or describe (Merriam, 1998) .  Whereas in quantitative 

questionnaires the source of v alidity is built into a questionnaire by virtue of asking 'valid' 

questions, qualitative research verifies validity through detailed accounts of procedures.  In 

other words, a qualitative researcher has to be transparent to others (Freebody, 2003)  and 

reveal the 'workings' at every stage of the research 'allowin g nothing to be taken for 

granted' (Holliday, 2002 : 8) .  Holliday ( ibid ) makes an interesting analogy with working out 

maths problems at school; pupils would be given marks for showing how the problem was 

solved in logical steps, rather than for simply inserting a correct answer.   

In this mixed - method a pproach to research design, qualitative and quantitative findings 

complemented and clarified each other (Bryman, 1988)  to minimise threats to validity.  In 

that sense, validity of findings is likely to be enhanced by 'capitalising on inherent method 

strengths and counteracting inherent biases in methods and other sources' (Green, 

Caracelli and Graham, 1989 : 259) .   

Based on a summary of the literature (Patton, 1990; Hamel, Dufour and Fortin, 1993; Yin, 

1994; Kumar, 1996; Bryman and Cramer, 1999) , two main types of validity were 

considered in the study : internal validity and external validity.  Internal validity is assessed 

under three sub -categories: face validity , content validity  and construct validity .  External 

validity, on the other hand, is a measure of the degree of generalisability of research 

findings to the researched population based on the studied sample or case.   

Face validity  seems logical and straightforward.  In questionnaires, for example, face 

validity requires that each question item or statement has a logical link with the objective  

of the study and 'apparently reflects the content or the concept in question'; it is equally 

important that a full balanced range of issues is covered by the question items (Bryman 

and Crame r, 1999: 68) .  Coverage of relevant issues is thought to have been achieved by 

the 47 items of the PAQ.   
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Content validity  is closely connected to face validity.  It is judged by the extent to which 

questions and/or statements, according to the researcher  as expert in the field, are 

representative of the issues they are supposed to measure.  This subjective judgement of 

selecting question items in quantitative research, or interview questions in qualitative 

inquiry, raises possible concerns about researche r objectivity.  However, while pure 

objectivity is almost beyond reach and too much subjectivity can undermine credibility 

(Bryman, 1992) , it was important to continually and critically reflect  upon research 

activities -  both as a researcher and an educator.  In that sense, while subjectivity (rather 

than bias) was preserved, it was balanced out by reflexivity.  As Flick (2002)  maintains, a 

researcher's reflections on field activities and observations including  

impressions, irritations, fe elings and so on, become data in their own 
right, forming part of the interpretations, and are documented in 
research diaries or context protocols (p. 6).  

 

Construct validity  in quantitative enquiry is determined by the contribution each 

construct (expres sed by a range of statements or questions) makes to the total variance 

observed of the phenomena under study, hence, the greater the variance of a construct, 

the higher the validity of an instrument.  In qualitative research, construct validity refers to 

how the research constructs are operationalised within the research context in question, 

i.e. how research constructs such as 'blended learning' compare with those found in the 

body of literature, or understood by other experts in the field.   

3.6.1.2 Validity of case study:  

As Wellington (1996 : 47)  points out, two questions need to be asked in case study 

research: Is it internally valid? and is it externally valid i.e. generalisable?  The issue of 

external validity, or generalisability, of a case is a function of the ext ent to which the case, 

as a sample, is representative of the field of study.  Hence, the problem of generalisability 

in case study research lies with the particularity of context or case -specific situation from 

which data is generated.  Based on an underst anding of case generalisation limited to the 

population the case represents, the issue of case typicality, or representativeness, 

becomes critical.   
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Although case generalisability (external validity) may seem unimportant or unattainable by 

qualitative met hodology in educational research, case study research does not completely 

rule out an interest in generalisation (Stenhouse, 1988) , for it is beginning to assume 

achievability and real importance (Schofield, 1993) .  As Bogdan a nd Biklen (1992)  argue, it 

is not whether case study, or qualitative research in general, is generalisable or not , it is 

rather a question of what groups, or research population, case findings are generalisable 

to, for a case is unique, but is related to something general (Scholz and Tietje, 2002) .   

3.6.1.3 Reliability of research: 

Reliability is defined as a synonym for consistency over time, over instruments, and over a 

group of respondents (Cohen, Manion and Morrison, 2000) .  As Bryman and Cramer 

(1999 : 64)  explain, 'reliability is often taken to entail two se parate aspects ï external and 

internal reliability'.   

External reliability  is concerned with how precise or accurate a piece of research is, or how 

replicable the research is, such that it yields similar, if not the same, outcomes.  Therefore, 

a research instrument is reliable when, under the same or similar research conditions, it 

consistently produces the same or similar results each time the test is repeated or 

replicated; the lower the degree of error in an instrument, the higher its reliability.  In t his 

sense, reliability is defined as the dependability of research such that data collection 

methods are consistent with findings and provide audit trails for confirming results (Lincoln 

and Guba, 1985) .   

Internal reliability  is 'particularly important in connection with multiple - item scales' usually 

present in questionnaire design.  Here, internal reliability 'raises the question whether each 

scale is measuring a single idea, and hence whether the items that make up the scale are 

internally consistent' (Bryman and Cramer, 1999 : 65) .   

Traditionally, the concept of reliability has been associated with quantitative research, 

which has its roots in positivist philosophy and, as thus, assumes repl icability.  However, 

since qualitative research is rooted in naturalistic philosophy, it is hard to guarantee with 

any degree of certainty that the same results would be reproduced, because human 
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behaviour is never static (Merriam, 1998) .  Thus, replication of circumstances and 

particularities of a case can har dly be duplicated elsewhere and, thus, the uniqueness of 

data obtained in case study research is recognised.  Consequently, qualitative researchers 

tend to view reliability in terms of accuracy, or fit, of documentation of what counts as data 

and what has actually taken place as research activity (Bogdan and Biklen, 1992) .  

Therefore, qualitative researchers would only question the reliability of one study or the 

other, if it yields results that are different, or incompatible, to a second similar study.   

3.6.1.4 Triangulation: 

Triangulati on is the process of establishing the truthfulness of an event or result by cross -

checking with other sources (Sapsford and Jupp, 1996) ; that is, getting a "fix" on a result 

from two or more angles.  Cohen et al  (2000)  note that triangulation techniques  

attempt to map out, or explain more fully, the richness or c omplexity of 
human behaviour by studying it from more than one standpoint, and in 
so doing, by making use of both quantitative and qualitative data (p. 
112).   

 

In support of between - method triangulation, Youngman (1982 : 37)  asserts t hat 

'interviewsé can also be used to add extra power to the basic questionnaire method'.  Bell 

(1999 : 135)  also stresses that interviews can generate rich material and 'can often put 

flesh on the bones of questionnaire responses', which enhances the breadth and scope of 

research.   

As triangulat ion is regarded as a test for ótrustworthiness' (Hopkins, 1993 : 152) , it was an 

effective way to reinforce the credibility of the research findings.  For this reason, 

triangulation was strengthened by apply ing both quantitative and qualitative measures to 

the study.  'Each data source gives information of a different type which usually serves to 

complement and provide a check on the others' (Hopkins, 1993 : 155 ) .  Hence, while 

objectivity  was important in obtaining reliable questionnaire data (Chronbach Alpha), it was 

the role of complementary interview data and focus groups that provided methodological 

triangulation and hence strengthened internal validity of this research.   
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3.7 Ethical issues: 

Ethical considerations are important for any research that deals with real people in real 

world situations (Bassey, 1999) .  Bell (1999)  emphasises that a researcher must identify 

and be guided by ethical protocols throughout the research process, and that common 

sense and courtesy are invaluable in est ablishing good research practice.  Neglecting 

ethical protocols not only harms participants, but may also affect the researcher as well 

(May, 1997) .  Accordingly, a concern for ethics and ethical issues began from the outset of 

the research by identifying with The University of Nottingham's Code of Conduct  

(UoNottingham, 2000)  and the British Educational Research Association's Revised Ethical 

Guidelines for Educational Research (BERA, 2004) .    

During the Fact Finding phase, I travelled round different language institutions, some of 

which were state schools providing evening language courses.  As I visited each institute, I 

briefly explained the research objectives to heads and/or administrative staff, most of 

whom were cooperative in allowing access to premises and people.  As Bell (1999)  notes, 

before deciding whether to co - operate or not, par ticipants and administrators have to be 

convinced of the researcher's integrity and of the value the research has for them.   

Ethical concerns for participating teachers as stakeholders, led to a humanistic stance  -  one 

which views education as a human enc ounter -  the aim of which is the development of the 

unique potential of each individual (Carr and Kemmis, 1984) .  This was accomplished by 

accommodating Libyan EFL teachers' concerns and aspirations for professional self -

development  in relatively low - resourced and poorly organised CPD environments.   

3.7.1 Institutional access: 

Wolff (2002)  observes that research always constitutes an intervention into some social 

system under study; that research is disruptive to that system to which it often reacts 

defensively.  The issue of gaining proper access to people and places (the social system), 

however, is more decisive in qua litative than in quantitative research (Flick, 2002) .  This is  

because interviews, observations or focus groups require closer contact with participants 

than, say, questionnaires, which can be administered without having to come into direct 

contact with subjects.  
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While ethical principles were observed throughout the  research, and proper ethical 

procedures adhered to in order to gain access to people and places, it appeared that I 

could not satisfy everyone.  People involved with institutional access held varying views of 

what constituted 'proper' access procedures, o r ethical behaviour for that matter.   

'Gatekeepers' (Bogdan and Biklen, 1992; Fink, 1998)  in particular turned out to be more 

crucial in gaining institutional access than anticipated.  In one incident, I purposefully  

arrived at a school gate in time for the morning break.  Unfortunately, as my contact 

person was not available to meet me, I tried in vain to convince the gatekeeper of the 

importance of my questionnaire, but he was adamant that my visit would "disrupt 

te aching" and that, in order to get in, I had to obtain the headmaster's permission, who 

was not present at the time.  Sadly, my visit to that school was abandoned.   

In a second incident, having talked my way past the gatekeeper, I was met with a 

gruelling task by the principal -  the 'key gatekeeper' (Bogdan and Biklen, 1992 : 81)  ï who 

wanted to see a "research  proposal" prior to considering my request to carry out an 

intervention course at his school, the kind of proposal "scientists" do before carrying out 

"scientific research".  As Bogdan and Biklen (1992 : 87)  observe, some comments by key 

personnel 'weigh heavily; they are taken as signs of rejection', for the principal was glad to 

see the back o f me and my "scientific proposal".   

With respect to the Case Study institution, my approach to institutional access was 

cautious.  I was fortunate, this time, to meet some of my ex -students from university, 

through whom I gained a 'low - profile entry' (Bogdan and Biklen, 1992 : 82) .  Having rallied 

the support of Case teachers, a meeting with the principal was arranged in which I briefed 

him about the research plan and the significance of the intervention course.  This was 

followed by a written request from me to deliver the course and hold focus group 

interviews with participating teachers, after which permissi on was granted.  The principal 

was quite receptive to the research idea so much so that he personally encouraged his 

teachers to attend the course and instructed the technical engineer to finish off the 

network wiring at the Internet room in time for the i ntervention course.   
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3.7.2 Confidentiality and anonymity:  

From the outset, I set out to assure participants of anonymity and that research data 

would be treated as confidential.  It was made clear to respondents that research data 

would not be used to 'd emean or otherwise hurt' anyone (Bogdan and Biklen, 1992 : 79) .  

This included questionnaire respondents, i nterviewees, CS members and ECS participants.  

It was explained that any information participants part with would only be used for the 

purpose of the research and that any published material would not identify them in person 

(Oppenheim, 1992) .   

However, the notion of anonymity often associated wi th questionnaires did not apply to the 

PAQ.  First, teachers were required to indicate their readiness to attend the planned 

intervention course, so they had to be identified; second, their e - mail addresses were used 

to invite them to join Phase three of t he course.   

To ensure anonymity of interviewees during FF, alphabetical letters (Inspector A; Teacher 

B, etc.) were used.  For Case Study participants, pseudonyms (e.g. BAHA; HIDI; SOLO) 

were used to refer to individual teachers within the group.  Symbols  P1, P2, etc. were used 

to refer to participants in the ECS.  All respondents were assured that personal information 

that could be used to identify them individually would not be accessed by anyone other 

than those directly involved with the research (Trochim, 2000) .  In accordance with Bell 

(1999) , participants were also informed of who was likely to gain access to data, e.g. the 

University of Nottingham and the E - learning team at the University of Hull .   

3.7.3 Informed consent: 

Principles of informed consent (Miles and Huberman, 1994)  were followed throughout the 

research.  PAQ respondents indicated their consent to participate in the intervention course 

by ticking a box.  Written consent of Ca se Study teachers was sought and obtained by 

signing an attendance consent form, which was attached to a letter requesting permission 

to carry out the intervention course at FLI premises.  In all cases, research participants 

were free to opt out of the cou rse at any time.   
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In addition to enlisting the commitment of case teachers, the consent form assessed the 

need to invite non -FLI teachers on a secondary waiting list, consisting of teachers from 

other institutions who had expressed interest to join the co urse when responding to the 

PAQ.  However, the head of FLI said that this would not be necessary and, in consequence, 

persuaded FLI teachers to attend the intervention course.   

The next three chapters draw upon data from Fact Finding (Phase 1), the Case S tudy 

(Phase 2) and the Extended Phase Study (Phase 3), in order to investigate Libyan EFL 

teachers' experiences of, and interactions with, Internet -based professional development, 

highlight emergent themes and examine relationships between them in relative ly low -

resourced ICT contexts.  The first of these chapters is an account of my entry into the field 

for the purpose of Fact Finding.  
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Chapter 4: Data Collection and analysis  

Phase 1: Fact Finding (FF)  

Surveys can provide answers to the questions What? W here? When? And How?, but it is not so easy 

to find out Why? Causal relationships can rarely if ever be proved by survey method. The main 
emphasis is on fact - finding (Bell, 1993 : 9) .  

4.1 Introduction: 

The first step in descriptive case study research of the ki nd reported in this chapter of the 

thesis is to develop an understanding of the domain of enquiry, as a way of entering the 

field (Stake, 1995) .  An understanding of the field parameters involved assists in making 

sensible decisions about data collection and tentative analysis of data.  As Sapsford and 

Jupp (1996 : 79)  observe, initial examination and analysis of data provide an opportunity 

for óprogressive focusingô and for research questions to be more specific, which, in turn, 

clarifies the need for any further data collect ion.  The Fact Finding (FF) phase sought to 

describe the current state of affairs in a specific context.  As discussed in Chapter 3, 

quantitative and qualitative methods were both used to provide a richer understanding of 

the field under investigation.  Th at is, while quantitative means divulged answers to 'what', 

'how many' and 'how often', qualitative methods sought out answers to the 'why' and' how' 

questions (Bell, 1993) .   

Further justification for a Fact Finding approach is provided in the following section.  The 

Pre- interve ntion Assessment Questionnaire (PAQ) and resulting data are presented in 

section 4.3.  Discussion and analysis of data from the PAQ are integrated with interview 

data in section s 4.4.  Emergent themes are then discussed under conventional CPD 

(section 4.5)  and Internet -based CPD (section 4.6).  A synopsis of the FF phase is provided 

in section 4.7.    

4.2 Entering the field: A fact finding approach 

A search of the relevant literature had shown that the proposed research context, Internet -

based Continuing Pr ofessional Development (I - CPD) for EFL teacher education and 

development in Libya, had not previously been investigated.  
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Consequently, it was felt necessary to gather information on such aspects of this context 

as current INSET provision, teachers' attit udes with respect to Internet - based 

development, their Internet usage and their Internet skills.   

Therefore, while the Fact Finding phase assessed 'the outside' (Bell, 1999 : 272)  or the 

macro view of Libyan EFL teachers' professional development contexts in the immediate 

field of study at a particular moment i n time, its purpose was to obtain sufficient 

preliminary information upon which appropriate decisions could be made to explore 'the 

inside' (Bell, 1999 : 272) , i.e. to find a typical Case site in which to deliver the planned 

intervention course.   

During the Fact Finding phase, which took place in the summer of 2004, a field visit was 

made to the Libya Open University (LOU) as the leading institution in distance education.  

An interview was held with the LOU president to identify postgraduate opportunities and 

teacher training programmes offered to in - service tea chers of English, any ICT facilities 

and the state of readiness for online learning (see Chapter 1: Distance education, for 

details).  Interviews were also held with two officials at the National Centre for Educational 

Planning and Training (NCEPT) to veri fy INSET policies and development plans.  A number 

of Internet providers and technical engineers were also seen.   

Because of unforeseen delays in accessing the field of study and the public secondary 

schools in Libya, Fact Finding coincided with the summe r vacation (July 2004) when public 

schools were closed.  Hence, practising teachers working at private language schools, most 

convenient to access under the circumstances, were approached and the self - completion 

questionnaire (PAQ) was handed out to those present during visits to such schools.  This 

proved a happy turn of events because private schools employed teachers from public as 

well as private schools.  As a result, FF data analysis yielded interesting comparisons 

(which were originally outside the s cope of the research) between the state sector, the 

petroleum sector and the private sector.   

The inclusion of petroleum sector schools in FF enriched the comparison and yielded more 

interesting results with respect to INSET training and development polic ies across the three 
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sectors.  Consequently, an emergent question, which was incorporated with Q1 of the 

research questions (Chapter 3), involved the three teaching sectors, thus:  

Q1.   What is the current state of conventional top -down CPD or INSET provision f or in -

service EFL teachers in Libya with Haneen  

Q2.  respect to the three teaching sectors: public, private and petroleum?    

As Table 4.1 illustrates, six non -public language schools, of which the first three are private 

while the last three are petroleum sect or institutions, were visited.  The Internet facilities 

and the number of PC positions are indicated in brackets alongside each school.   

Table 4.1:  Tripoli schools and research activities during the Fact Finding phase 

Language school and  
Internet facilit y  

Questionnaires 
given/returned  

Teachers 
interviewed  

Inspectors 
interviewed  

Heads 
interviewed  

1 Alsun Language School (No)  10/3  1 0 0 

2 Foreign Languages Institute 
(Yes:8)  

15/13  4 1 1 

3 Tripoli College (No)  15/7  3 2 1 

4 Petroleum Companies 
Language T raining Centre 
(No)  

10/5  3 1 1 

5 Petroleum Training and 

Qualifying Institute (Yes:25)  

10/4  3 0 1 

6 Waha Oil Company Training 

Centre (Yes:15)  

10/5  2 1 0 

Total  70/37 (53%)  16  5 4 

 

Whereas the private sector schools relied mainly on part - time EFL teachers  normally 

working in public schools, the petroleum sector employed full - time teaching staff.  At each 

institution, respondents were briefed with the purpose of the research and the procedure 

for data collection.  Accordingly, participants understood the pr ocess in which they were to 

be involved, including why their contribution was necessary, 'how it will be used and how 

and to whom it will be reported' (BERA, 2004:  6) .   

It is worth noting that some public school teachers in the sample worked at more than one 

private school at the same time and, hence, 70 is not an accurate reflect ion of the total EFL 

teachers at the six schools.  Out of 70 teacher questionnaires handed out, 37 were 

returned giving a response rate of 53%.  In addition to the questionnaire, in -depth 

interviews were held with 16 teachers (five public, five private and  six petroleum sector 

teachers), five inspectors and four school heads.  Although in -depth interviews were held 

with 16 teachers, extracts from casual conversations with five other EFL teachers are also 
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reported in the study.  At the time of the research, the five school inspectors were acting 

as language teachers, but for the purpose of interviewing, the focus of discussion was on 

their supervisory role in supporting secondary school teachers, and the problems they 

encountered under the present conditions.     

4.3: PAQ data analysis: 

To be able to carry out adequate statistical analysis, a minimum sample size of thirty is 

considered safe (Cohen, Manion and Morrison, 2000) .  Admittedly though, the PAQ sample 

size (n=37) is relatively small for significant statistical generalisations to be made about 

the target population of secondary EFL teacher s in Tripoli, which was estimated at about 

720 by Inspector D during a Fact Finding interview.  With the present sample size, it is 

possible, however, to make tentative inferences with a degree of caution using a 95% 

confidence level but with a broader con fidence interval of 17.5%, that is, with an accuracy 

of plus or minus 17.5% of the results obtained.    

Raw data from the PAQ was manually entered into Excel before being transferred into 

SPSS for Windows (Statistical Package for the Social Sciences) relea se 11.0.1.  Due to the 

nature of the study, descriptive statistics were mainly used to analyse the PAQ data.  

Because the type of data obtained was either nominal, e.g. gender, or ordinal, e.g. attitude 

scores, non -parametric tests were chosen.  Frequency distribution tables showing relative 

frequency were used to summarise data relating to certain items of interest in the PAQ.  

Bar chart diagrams and pie charts, where appropriate, gave an additional visual 

representation to particular data items.   

Data va lues specified as missing were excluded from calculations.  Thus, when analysing 

SPSS output, only valid responses (n) were shown and missing values were ignored in 

most parts of the PAQ analysis, except when considered relevant to the item of discussion, 

such as INSET training (missing values were thought more likely to reflect absence of 

training).     
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4.3.1 Analysis of biographical data: 

4.3.1.1 Gender: 

As Table 4.2 illustrates, gender is almost evenly distributed across the sample with 20 

(54%) males an d 17 (46%) female teachers.  

Table 4.2: Gender frequency table (n=37) 

Sex  Frequency  Percent  

Male  20  54.1  

Female  17  45.9  

 

4.3.1.2 Age: 

The age range of respondents in the sample was between 22 and 58 years, which covered 

a wide spectrum.  The mean age was  37.2 years.  The four missing values were notably by 

female respondents, who did not disclose their age.    

Table 4.3: Teachers' age groups (n=33) 

Age group  Frequency  Valid Percent  

Age 20 to 29  9 27.3  

Age 30 to 39  11  33.3  

Age 40 to 49  6 18.2  

Age 50 and over  7 21.2  

According to the age groups in Table 4.3, there is a grouping of 11 teachers (33.3%) in the 

age range 30 to 39, the range in which multiple modes lie.  The younger age group 20 to 

29, which represents fresh teachers, contained comparativel y fewer teachers at only 

27.3%.   

4.3.1.3 Teaching sectors: 

As this item was not originally included in the PAQ, data was retrieved using my knowledge 

of respondents by name.  Thus, categorising respondents according to teaching sector 

affiliation, rather than where they worked in their spare time (Figure 4.1) helped to 

understand the relevant INSET policies in each sector.  It can be said that as private 

schools were mainly staffed by public sector teachers (44%), fewer private teachers (24%) 

existed.  The  petroleum sector relied mainly on its own full - time staff, making up 32% of 

the sample.   
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In general, a clear distinction between public and private sector staff is difficult to ascertain 

due to the fact that teachers might work in both, but it was possible to glean INSET 

policies pertaining to each sector using PAQ data, which was triangulated by subsequent 

interviews.   

4.3.1.4 Teaching experience: 

The teaching experience across the sample (Table 4.4) ranged from 1 ye ar to 32 years, 

with a mean of 12.6 and a standard deviation of 9.63.  The mode was 2 years, while the 

median was 9.   

Table 4.4: Teaching experience groups (n= 33) 

Teaching experience  Frequency  Valid Percent  

Under 5 years  8 24.2  

From 5 to 15 years  12  36 .4  

From 16 to 25 years  8 24.2  

Over 25 years  5 15.2  

 

It is noted that while the majority of teachers are clustered in the '5 to 15 years' of 

experience, relatively fewer teachers are in the 'under 5 years' group.  Although sample 

size is too small to war rant significant generalisation, this comparatively low percentage of 

young teachers might signify a poor rate of graduate teacher retention.   

Figure 4.1: Distribution of sector teachers 
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4.3.1.5 INSET training: 

Despite the wide range of teachers' experience, almost tw o thirds of the teachers in th e 

sample had not received any INSET teacher training since graduation.  

54.1% 32.4%

13.5%

No INSET training INSET training rece

Unknow n

 

As Figure 4.2 illustrates, 54.1% of respondents had received no INSET training at all, while 

only 32.4% had had some kind of training.  The pie char t reveals a high percentage of 

teachers with no INSET.  Taking missing values (unknown) into account, the likely 

proportion of teachers with no INSET training would be even higher at 62.5%.  This 

statistic is cause for concern and calls for intervention by  providers to facilitate regular 

training for in -service teachers.   To investigate whether there are differences in teaching 

experience with respect to INSET, the crosstabulation output in Table 4.5 was generated.  

Table 4.5: Crosstabulation of teaching experience within INSET (n= 31) 

EXPGRP * INSET Crosstabulation  INSET training  

INSET  No INSET  

5 years and under  
  

Count  1 6 

% within EXPGRP  14.3%  85.7%  

From 6 to 15 years  

  

Count  3 9 

% within EXPGRP  25.0%  75%  

From 16 to 25 years  

 

Count  5 2 

% wit hin EXPGRP  71.4%  28.6%  

 

The table reveals that only 1 in 7 new teachers is likely to receive organized INSET in the 

first five years of teaching; teachers are more likely to teach from 6 to 15 years in order to 

get a 25% chance of in - service teacher trai ning; and over 16 years before having a 

realistic 71.4% chance of training in Libya.  The clustered bar chart (Figure 4.3) reveals the 

disparity of INSET training opportunities.  

Figure 4.2: EFL teachers' INSET  
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A further investigation of INSET traini ng within the first five years of teaching across the 

three teaching sectors (Figure 4.4) shows that more new teachers in the petroleum sector 

(33%) are likely to receive in -service training than teachers in the private or public sector.  
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4.3.1.6 Internet training: 

The current status of teachersô Internet training in Libya is not in any way better than that 

of INSET provision.  In fact it could be much worse, for all the Internet training that is 

reported by 11 PAQ resp ondents (29.7%) was arranged informally (self - taught, from 

Figure 4.4: INSET in first five years across teaching sectors  
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Figure 4.5: Teachers' Internet training (private) 

 

colleagues or through private training schools).  In other words, no Internet skills provision 

was reported to have taken place within any INSET programme  and to compensate for this 

deficiency, so me teachers organised their own.    

 
 
Figure 4.5, which demonstrates teachers' privately arranged Internet training, shows that 

almost a third (29.7%) of teachers in the sample had made a personal effort to acquaint 

themselves with the Internet, whether fo r general or prof essional development purposes.  

Again the missing values (13.5%) were interpreted as respondents with no Internet 

training, assuming that if they had received any training they would have reported it.   

4.3.2 Analysis of part one: Internet skills 

In part one of PAQ, teachers self -assessed their Internet skills in two areas, communication 

skills and navigation skills.  The Cronbach alpha test for internal reliability of part one 

yielded a coefficient of 0.96, which is reliable.   

4.3.2.1 Internet Communication skills: 

The communication skills assessment related to the setting up and management of e - mail 

accounts, the use of chat and messenger.  PAQ item numbers have been incorporated into 

SPSS output, a procedure which was followed for all PA Q data analysis.   

Table 4.6, below, shows the mean scores of all respondents under each sub -skill, along 

with the nearest point on the 5 -point self - assessment scale.  Here, the skill levels are 

displayed in descending order of means, that is, in order of teachers' ability (according to 

their self -assessment).  In reverse order, this can reflect the priority to be given by training 
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providers.  A glance down the scale column in Table 4.6 shows a reasonable overall level of 

communication skills ranging from v ery high to intermediate.   

Table 4.6: Mean scores and nearest scale for Internet communication skills 

No.  Communication skill  N  Mean  Scale  

3 Replying to a received e - mail message  34  4.06  VH 

2 Using e - mail to compose and send text messages  33  3.91  VH 

7 Saving or printing attachments received by e - mail  32  3.28  H 

1 Setting up new personal e - mail accounts from scratch  30  3.17  H 

9 Using MS or Yahoo Messenger to conduct live chat  33  3.15  H 

5 Sending text file attachments with e - mail messages  33  3.00  H 

4 Forwarding an e - mail to a third party  32  2.97  I  

10  Using NetMeeting to conduct live communication  33  2.79  I  

8 Reactivating an e - mail account after it has been deactivated  33  2.73  I  

6 Using e - mail to send image file attachments  34  2.56  I  
Key: VH= Very High   H= High    I= Intermediate    

Whereas item 6 (sending image file attachments) has the lowest mean (2.56) with 55.9% 

low ability, item 5 (sending text file attachments) which gave a higher mean (3.00) 

appears less difficult for teachers (42.4% low abi lity).  Obviously, the procedure for 

sending file or image attachments is similar.  It must be a case of unfamiliarity, rather than 

inability, of some teachers in handling image files.   

Item 8 (reactivating an e - mail account) appears next in order of low ability (51.5%) at a 

mean score of 2.73.  Surprisingly, the mean score for setting up new accounts (item1) is 

ranked higher at 3.17.  This could lead to e - mail accounts being set up by teachers, but 

eventually deactivated by software providers due to prolo nged delays in logging on to 

one's account.  Or, as mentioned in the Case Study, users may forget their password and 

cannot retrieve it.   

Teachers' Internet communication skills ranged widely from very high to very low abilities.  

To calculate the overall  mean (Table 4.7), an SPSS Transform and Compute operation was 

carried out, which produced an average communication skill for the whole sample (3.14) 

approximating to an Intermediate level of ability.   

Table 4.7: Overall mean for communication skills 

Vari able  Mean  Median  Mode  Min  Max  Skew  Nearest score  

COMSKILL  3.14  3.05  2.5  1 5 .071  Intermediate  

 
According to respondents' self - assessment, the distribution of Internet communication 

skills (Figure 4.6) shows a bunched up group of teachers with high and ve ry high skills 

(11), but the majority fall within the intermediate skills category (15) around the mean.  
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However, eight respondents fall within the low and very low category.  The positive skew 

from normal distribution is insignificant (less than 1), henc e, it could be said that the 

distribution is close to normal.  
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4.3.2.2 Navigation skills: 

The descending order of means in Table 4.8 reflects the self - assessed navigation skills.  

The nearest corresponding point on the 5 -point assessment scale is indicated alongside.  

Table 4.8: Means of Internet navigation skills in descending order 

No.  Navigation skill  N  Mean  Scale  

12  Familiarity with a browser's function icons such as forward, backward, home, 

etc.  

33  3.97  VH 

18  Down loading and saving interesting Web pages from the Internet  33  3.97  VH 

11  Using Internet Explorer to look at any Web site using its URL (Web address)  32  3.72  H 

16  Using Internet search engines to look for sites of particular interest  33  3.42  H 

15  Returni ng to favourite Web sites already saved on a computer  32  3.41  H 

19  Printing a Web page on a local printer  32  3.38  H 

14  Saving, or book marking, favourite Web site addresses  32  3.25  H 

20  Copying and saving images from a Web site  33  3.18  H 

17  Evaluating Web sites relating to a particular subject or area of interest  33  3.15  H 

13  Navigating round a Web site using embedded hyperlinks  33  3.06  H 

21  Downloading and installing browser plug - ins , Acrobat Reader and Real Player  33  2.42  I  

Key: VH= Very High   H= High   I= Intermediate 

Although navigation skills ranged widely from very high to very low abilities, items 12 and 

18 scored VH at a mean of 3.97.  At the bottom end, the item on which informants 

reported to have least ability (Intermediate), and thus lowe st mean (2.42) was item 21 

'downloading and installing browser plug - ins' .  At a low ability of 63.3%, this is rather 

Figure 4.6 Distribution of communication skills  

 



Chapte r  F our Data  Co l lec t ion  and A na lys is  (F ac t  F ind ing ) 

 144 

surprising, for most plug - in applications are installed automatically by following simple 

download instructions.  This, however, could be d ue to confusion, by some respondents, 

about the exact meaning of 'plug - ins' (see comment on Internet jargon in sub -section 

4.3.8.2).   

Surprisingly, item 13 has a mean of 3.06 corresponding to 42.4% low ability.  Although the 

mean reflects a High ability o n the self - assessment scale, this basic  level of web 

navigation skills, which only requires the click of a mouse, might have been expected to be 

relatively higher up the scale.   

Evaluating web sites (item 17) is a skill that even regular users of the Int ernet may grapple 

with, yet, respondents rated themselves High (3.15).  At this early stage of the study, I 

wondered whether teachers really appreciated what website evaluation really entailed.   

In a similar manner to communication skills, a new navigatio n skills variable was created, 

from which an overall mean co uld be calculated (Table 4.9).  

Table 4.9: Mean score for teachers' navigation skills 
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Variable  Mean  Median  Mode  Min  Max  Skew  Likert  score  

NAVSKILL  3.35  3.27  3.00  1 5 -.345  Intermediate  

Figure 4.7: Distribution of navigation skills 
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While teachers' navigation skills ranged widely from very high to very low, the mean was 

3.35 (rounded).  This reflects an overall 'Intermediate' ability, very close to that for 

communication skills (3.14), but for some reason  slightly higher.   

The distribution of navigation skills (Figure 4.7) shows cases of low and very low abilities 

(five), but most levels tend to cluster at the middle of the scale (16), with 12 cases at high 

skills.  This is reflected by the closeness of t he distribution measures to the mean: the 

median at 3.27 and the mode at 3.00, with a negligible negative skew ( -0.345) towards 

the lower end of the scale.   

4.3.2.3 Differences in Internet skills: 

Four different tests were carried out to investigate wheth er there were significant 

differences in Internet skills (communication and navigation skills) with respect to a) 

teaching experience, b) home Internet, c) Internet training or d) teaching sector.  Table 

4.10 summarises these results.   

Table 4.10: Significant differences in Internet skills 

Internet skill  Teaching  
experience  

Home  
Internet  

Internet  
training  

Teaching  
sector  

Communication  

Navigation  

No  

No  

Yes  

Yes  

Yes  

No  

No 

No  

 
There appears to be no significant differences in Internet skills across teaching  experience 

or teaching sector.  Although differences in Internet skills across the teaching sectors were 

insignificant, the mean skills in the Kruskal - Wallis test were ranked higher for the 

petroleum sector followed by the private sector then the public s ector teachers.  Not 

surprisingly, those with home Internet had significantly higher abilities in communication 

and navigation skills.  This suggests that providing institutionalised Internet access, let 

alone training, is likely to improve teachersô Internet skills.  With regards to Internet 

training, however, significant differences were found in communication skills, but in 

navigation skills differences were noted though insignificant.  One explanation for this is 

that Internet navigation skills could be , as in my own case, self - taught by self - motivated 

practitioners.  Therefore, whereas novice Internet users might need guidance in setting up 

a new e - mail account for example, they may fairly easily run Internet Explorer and simply 

navigate the web by foll owing (clicking on) interesting links.  Consequently, teachers with 
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no (declared) Internet training may have ranked their navigation skills higher than 

Internet - trained teachers on the self -assessment scale, and as such caused insignificant 

difference when  compared with trained users.   

The main conclusion , here, i s that Internet training combined with  proper access to 

Internet facilities can significantly improve teachersô Internet skills.  Consequently, to 

exploit the full potential of the Internet, teach ers need structured tuition to further enhance 

existing, be it relatively moderate, Internet skills to pave the way for improved Internet -

based development.   

4.3.3 Analysis of Part two: Teacher attitudes 

The second part of the PAQ investigated teacher att itudes towards two aspects of teacher 

development: Internet -based Language Development (I - LD), and Internet -based 

Continuing Professional Development (I - CPD).  Although addressing  conventional language 

development  is often covered under a broader discussio n of CPD , for the purpose of more 

detailed data analysis of attitudes and usage, I - CPD and I -LD are discussed here under two 

separate headings.  The rationale is that in this study, the subjects are NNESTs located in a 

foreign, rather than second, language  environment.  Therefore, Libyan EFL teachers place 

a greater emphasis on LD which, in turn, is thought to play an important role in CPD.  The 

alpha Chronbach reliability for the attitudes scale was slightly lower than that of part one at 

0.73, but satisfa ctory.   

The attitude items in part two were presented in an assortment of negative and positive 

statements.  The purpose of combining positively and negatively worded items on the 

attitude scale was to conceal, to a certain extent, the researched intentio n behind posing 

such questions and help 'prevent response bias' (Pa llant, 2001:75) .   

In order to carry out meaningful statistical analysis of attitudes, the negatively worded 

questions were recoded such that low scores would indicate positive attitudes (negative 

attitudes to negative questions).  This was carried out in  SPSS by recoding the negatively 

worded items such that 1= Strongly Agree, through to 6= Strongly Disagree.  But in order 

to interpret the output of attitudes analysis correctly, the negative items are reversed into 
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positive ones so that all the attitude s tatements can represent a positive measure in the 

thesis.  That is, the higher the mean, the more positive is the attitude.   

4.3.3.1 I-CPD attitudes: 

In Table 4.11, the I - CPD attitudes are rearranged in descending order of means along with 

the nearest cor responding point on the Likert scale.  A glance down the scale column 

reveals an overall positive attitude, ranging from Strongly Agree to Partly Agree.  The 

responses reveal unanimous agreement in keeping abreast with teacher development 

through the Inter net (item 23).  Moreover, the majority (94.6%) strongly agree that the 

Internet is excellent for CPD (item 22) and 81.1% think it will develop cognitive skills too 

(item 24).   Though respondents display readiness (83.3%) to join organised I - CPD (item 

25),  when it comes to cost (item 30), they are divided in their opinion (50% split) about 

having to pay privately for Internet -based development.   

Table 4.11: I-CPD attitudes in descending order of means 

No.  Statement  N  Mean  Scale  %Agree  

32  EFL Teachers must  be able to direct pupils in the proper use of 

the Internet for language learning  

37  5.24  SA 94.6%  

31  Schools should link to the Internet to encourage I - CPD 35  5.23  SA 94.3%  

27  When teachers are confident enough in using the Internet they 

will pass on th eir skills to their pupils  

37  5.19  SA 94.6%  

22  I think the Internet is excellent for EFL teachers' CPD  37  5.11  SA 94.6%  

23  I like to keep abreast with current developments in EFL teacher 

education through the Internet  

37  5.03  SA 100%  

28  I think I - CPD wi ll develop my teaching skills further  35  4.60  A 82.9%  

25  I am prepared to join an I - CPD programme with any recognised 

institution in Libya  

36  4.58  A 83.3%  

24  I feel that I - CPD will develop my cognitive skills (theoretical 

knowledge) further  

37  4.43  A 81. 1%  

34  The flexibility of learning in I - CPD is very appealing for me  35  4.43  A 88.6%  

33  EFL teachers are ready to embrace I - CPD 34  3.94  PA 64.7%  

26  I am confident enough about using the Internet for my CPD  37  3.86  PA 59.5%  

35  I think that I - CPD will exp and if adopted by schools  37  3.84  PA 59.5%  

29  I need more than a list of useful resources or URLs for my I - CPD 34  3.62  PA 58.8%  

30  I can afford I - CPD; it does not cost too much  36  3.47  PA 50%  
Key: SA= Strongly Agree    A= Agree   PA= Partly Agree    

94. 3% of teachers agree the need for school involvement in providing I - CPD facilities (item 

31).  This opinion is also supported, though at a lesser emphasis, in item 35 (59.5%) in 

which teachers partly agree that schools should adopt I - CPD.  These results re flect Libyan 

teachers' awareness of the role of schools in providing the technological climate needed to 

establish school -based I - CPD, which will assist with the cost factor on which teachers' 

opinion is divided (item 30).   
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At a mean of 3.86 (PA), 40.5% o f teachers seem to be lacking confidence in using the 

Internet for professional development (item 26).  This means that further Internet skills 

training is required to familiarise teachers with Internet -based resources and hence 

facilitate development.  Mo reover, 58.8% think they need more than just a collection of 

links to carry out professional development (item 29).  These revelations seem to justify a 

skills training intervention in order to increase teachers' Internet skills and raise their 

awareness o f the web as a rich resource for development.   

The overall mean value of teachers' I - CPD attitude amounts to 4.47, which approximates 

to Agree (Table 4.12) on the Likert scale.     

Table 4.12 Statistics for overall mean of I-CPD attitudes 

Variable Mean Median Mode Min Max Skew Likert  scale 

ATTICPD 4.47 4.57 4.00 3.57 5.57 .018 Agree 

 

Although the distribution graph (Figure 4.8) shows two respondents at a low point, this 

actually reflects a Partly Agree response on the I - CPD attitude scale.   

The distrib ution confirms that the majority (33) of teachers are clustered along the positive 

side of the scale (Agree) with a low standard deviation and a low skew level at 0.018.   

Only two respondents show a low mean of 3.5.   
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Figure 4.8: Distribution of overall I-CPD attitudes 
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4.3.3.2 I-LD attitudes: 

Table 4.13  presents teacher attitudes towards I - LD in order of positivity according to 

descending means, i.e. those statements on which there is more agreement.  The mean 

values have been approximated to the closest point on the 6 -point scale.  It is worth noting 

th at the descending order of means does not necessarily coincide with the order of 

agreement (% Agree), as in statements 36 and 47; 41 and 46.  While the arithmetic mean 

is statistically a stronger measure of tendency, since it calculates the mean of all sco res on 

a scale, the agreement scale only considers the total percentage scores on the positive half 

of the Likert scale where agreements lie (PA, A and SA).   

Table 4.13: Mean attitudes of I-LD and closest point on scale 

No. Statement N Mean Scale %Agree 

38 Video material on the Web enables me to develop my authentic English 36 5.03 SA 94.4% 

36 E-mail is useful for improving my writing skills 36 4.91 A 83.3% 

47 I can foresee applications of the Internet in my language development 36 4.83 A 86.1% 

43 My English vocabulary is likely to expand with the Internet 36 4.78 A 83.3% 

44 My reading speed will improve with the regular use of the Internet 36 4.69 A 83.3% 

39 I know how to use the Internet to develop my English right now 36 4.44 A 72.2% 

37 Internet chat facilities improve my writing skills 36 4.31 A 72.2% 

41 Audio on the Web is effective in improving my listening skills 35 4.20 A 65.7% 

46 I can find my way round the load of information on the World Wide Web 35 4.00 A 68.6% 

42 Audio on the Web is effective in improving my speaking skills 35 3.94 PA 60% 

40 EFL Internet resources are the best way to develop my English language skills 35 3.86 PA 60% 

45 Internet English jargon does not hinder my language development 33 3.79 PA 54.5% 
Key: SA= Strongly Agree   A= Agree   PA= Partly Agree 

What respondents appear to agree most with is item 38.  This result perhaps signals 

respondents' awareness of video material on the Internet, even though Internet dial -up 

speeds for public use in Libya (summer, 2004) wer e rather slow to comfortably download 

video.  Use of audio for improving listening (item 41) appears to be less popular with a 

lower mean of 4.2.  Understandably, for speaking skills (item 42), audio is even less 

popular at a mean of 3.9.   

Next in order o f positive attitudes is the recognition that e - mail is useful for improving 

writing (item 36) with 83.3% agreement.  Teachers, however, feel that Internet chat (item 

37) is less helpful in improving their writing skills (72.2%).  Perhaps teachers are 

diffe rentiating here between the formal modes of writing they are more familiar with and 

the informal English usually associated with synchronous chat.   
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Under item 47, more teachers (86.1%) can foresee applications of the Internet in their 

language development .  However, while teachers agree (mean 4.4) that they know how to 

use the Internet to develop their English (item 39), there is less agreement (mean 3.9) 

that EFL resources on the Internet are the best way to develop language skills (item 40).  

At this poi nt in time, teachers may have not been fully aware of the extent and potential of 

Internet -based resources (see Case Study phase, sub - section 5.4.6 for teachers' reaction 

to the enormity of EFL resources on the Internet).   

Under item 44, teachers agree (8 3.3%) with a mean attitude of 4.8 that their reading 

speeds can be improved with the regular use of the Internet.  In addition to time saving, 

the ability to scan and scroll quickly down web pages is obviously important for developing 

reading speeds.  Howe ver, a proportion of teachers (31.4%) have some problems in 

finding their way round web pages (item 46).   

The fewest teachers partially agree with item 45, at a mean of 3.79, which seems to 

suggest that Internet jargon hinders rather than assists language  development for 45.5% 

of the sample.  Despite that 54.5% think that Internet jargon does not constitute a 

hindrance, due attention should be given, in teacher development courses, to untangle 

some of the terminology, or technical language, associated with  using and communicating 

through the Internet before making more demands on teachers' learning.  An overall mean 

of 4.4 (rounded), which approximates to Partially Agree (Table 4.14), reflects respondents' 

attitude to I -LD.   

Table 4.14: Statistics for overall mean of I-LD attitudes 

Variable Mean Median Mode Min Max Skew Likert scale 

ATTILD 4.42 4.35 3.67 2.33 5.83 -.34 Partially Agree 

 

The distribution of I -LD attitudes (Figure 4.9) shows a cluster of attitudes at the positive 

end (Agree and Partly Agree) .  No Disagreement with I -LD items is shown and the 

minimum recorded attitude measure is 2.33 (Partly Agree). Apart from a slight negative 

skew, the distribution is almost normal with a low standard deviation.   
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To sum marise, it can be said that teacher attitudes towards Internet -based development 

are fairly positive.  On a six -point scale, the mean attitude to I -LD is 4.42 and for I - CPD 

the mean attitude is 4.47, which yields an overall average mean of 4.45 approximati ng to 

an Agree measure.  This is a reasonably positive indicator for training providers to 

capitalise on when introducing the Internet as a potential resource for professional 

development.   

4.3.3.3 Differences in teacher attitudes: 

Four different tests we re again carried out to investigate whether there were significant 

differences in teacher attitudes with respect to teaching experience, home Internet, 

Internet training or teaching sector (Table 4.15).   

Table 4.15: Differences in teacher attitudes 

Attitu de  Teaching  
experience  

Home  
Internet  

Internet  
training  

Teaching  
sector  

I-CPD No No No No 

I-LD No No No No 

 

At the 95% confidence level, all the tests resulted in insignificant differences.   

Figure 4.9: Distribution of overall I-LD attitudes 
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4.3.4 Analysis of Part three: Internet usage 
Part three of th e PAQ investigates the actual usage of the Internet by Libyan EFL teachers 

in two main areas: CPD (10 items) and LD (8 items).  The internal reliability measure for 

the Internet usage scale was 0.88, which is reliable.   

4.3.4.1: Usage in I-CPD 

The mean fr equencies of I - CPD usage for the sample are shown in Table 4.16.   

Table 4.16: Means of I-CPD usage and nearest point on scale  

No  Activity  N  Mean  Scale  

50 I look for lesson activities related to my teaching context 34 3.21 U 

54 I recommend interesting ELT sites to my colleagues 35 2.97 S 

51 I search the Web for ELT related sites 34 2.97 S 

49 I read articles related to ELT   35 2.94 S 

48 I visit favourite Websites related to ELT  34 2.94 S 

53 I recommend interesting ELT articles to my colleagues 34 2.88 S 

55 I look up video material related to ELT  34 2.47 S 

52 I look up academic journals for contents related to ELT  35 2.40 S 

57 I join newsgroups of particular interest to my field 35 2.37 S 

56 I look up audio material related to ELT  34 2.29 S 
Key: U= Usually    S= Sometimes 

At a mean of 3.21, the most frequent I - CPD usage is item 50 (Usually), which is a good 

sign of developmental awareness, be it at a moderate frequency.  The responses to items 

54 and 53 (Sometimes) reflect a level of interdepen dence awareness between colleagues 

that can be capitalised on to enhance collaborative development.   

Table 4.17: Statistics for I-CPD usage 

Usage  Mean  Median  Mode  Min.  Max.  Skew  Average freq.  

ICPD 2.74 2.60 2.74 1.10 4.60 .22 Sometimes 

 
Although the oth er development activities are of an individual nature and seem less 

frequent with 'Sometimes' as a nearest scale, they reflect a state of readiness to further 

develop independent I - CPD.   

The overall mean of I - CPD usage (Table 4.17) approximates to 'Someti mes' on the Likert 

scale, at a mean of 2.74 and a wide range of usage level.     

The distribution of I - CPD usage (Figure 4.10) reflects a broad range of respondents' usage 

levels from Never (2), Rarely (3), Sometimes (18), Usually (11) to Always (2).  The 

distribution appears normal with a negligible skew value (0.22) and a small standard 

deviation (0.81).    
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4.3.4.2: Usage in I-LD  

Table 4.18 displays the means of teachers' I - LD usage in descending order.  The nearest 

corresponding point on the Likert scale is indicated opposite each item.  Accessing news 

articles on the Internet to improve reading (item 61) seems a popular activity, but at a 

mean of 3.66 (Usually).   

Table 4.18: Means of I-LD usage and nearest point on scale 

No   Activity  N  Mean  scale  

61 I use the Internet to access news articles and improve reading 35 3.66 U 

58 I use the Internet to send e-mails and improve writing 35 3.63 U 

64 I read articles of general interest to improve my language 35 3.63 U 

62 I look up English meanings of new words in online dictionaries 34 2.62 S 

59 I use the Internet for one-to-one chat (text only) 34 2.59 S 

63 I look up synonyms of new words in online thesaurus  35 2.46 S 

65 I join chat rooms for group discussions 35 2.46 S 

60 I use the Internet for one-to-one voice chat 35 2.26 S 
Key: U= Usually    S= Sometimes 

During interviewing, several teachers have reported regular reading of international English 

newspapers and magazines, such as The Guardian , The Times, and the Newsweek .   

This is followed closely by e - mailing, which is thought to improve writing (items 58) and, at 

the same frequency, by reading of general articles (item 64).  According to the sample, 

each of these three top - rated I -LD activities is only carried ou t 'Usually'.  Synchronous one -

to - one chat (item 59) was used more frequently than group chat (item 65), the latter 

being perceived as more demanding and involving group interaction skills.  Perhaps 

Figure 4.10: Distribution of I-CPD usage 
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teachers feel more comfortable to communicate with people they are more familiar with in 

one - to - one situations than groups.  Voice chat (item 60) appears to be the least used.   

The overall mean value for I - LD usage is 2.92 (Table 4.19) and approximates to a 

moderate frequency (Sometimes).   

Table 4.19: Statistics for I-LD usage 

Usage  Mean  Median  Mode  Min  Max.  Average freq.  

ILD 2.92 2.88 2.92 1.13 5 Sometimes 

 
The distribution of the overall mean in I -LD usage (Figure 4.11) shows a clustering in the 

mid - range frequency with a bimodal effect and a low positive sk ew at 0.127.  In contrast, 

it appears that more I - LD activities are frequented by teachers than I - CPD.   
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Although the overall mean (2.83) in both areas of usage approximates to 'Sometimes' on 

the Likert scale, the mean of I -LD usage is marginally higher (2.92) compared with I -CPD 

at 2.74.  This may reflect the fact that Libyan teachers in a foreign language environment 

are more conscious of their language development needs which are perceived to result in 

better classroo m performance and improved professional competence.  However, a 

significant correlation was obtained between I - LD and I - CPD usage.  

Figure 4.11: Distribution of I-LD usage 
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4.3.4.3 Differences in Internet usage: 

As Table 4.20 summarises, four different tests were carried out to investigate whether  

there were significant differences in Internet usage with respect to teaching experience, 

home Internet, Internet training or teaching sector.   

Table 4.20: Significant differences in Internet usage 

Usage  Teaching  
Experience  

Home  
Internet  

Internet  
trainin g  

Teaching  
Sector  

ICPD No No Yes No 

ILD No No No No 

 

a) Teaching experience:  A Kruskal - Wallis test was carried out to compare the scores in 

Internet skills across four teaching experience groups.  The insignificant results suggest no 

differences in comm unication skills (p= .445) or navigation skills (p= .599).  That is, as 

teachers progress in teaching, there appears to be no differentiation in Internet skills 

between them.   

b) Home Internet:  The Mann Whitney test was again carried out to investigate wh ether 

there were differences in Internet skills between teachers with home Internet and those 

without.  Not surprisingly, home users' communication and navigation skills were 

significantly higher (p= .007 and .003 respectively) than those without.  This su ggests that 

though Internet cafés are available, they are not much used by this group.   

c) Internet training: A difference in Internet skills vis - à-vis Internet training was also 

performed.  The conclusion may seem logical, but needed confirmatory evidenc e based on 

the sample data.  Surprisingly, the independent samples test showed significant differences 

in favour of trained respondents in communication skills (p= .005), but not in navigation 

skills.  Although teachers with Internet training also ranked h igher with respect to 

navigation skills, the difference caused by Internet training was deemed insignificant due 

to a relatively higher (p= .157) probability of error, thus rejecting the null hypothesis.     

One explanation for this contrast is that Intern et navigation skills could be, as in my own 

case, self - taught by self - motivated practitioners.  Therefore, whereas novice Internet users 

might need guidance in setting up a new e - mail account for example, they may fairly easily 

run Internet Explorer and si mply navigate the web by following (clicking) interesting links.   
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Consequently, teachers with no (declared) Internet training may have ranked their 

navigation skills higher than Internet - trained teachers on the self - assessment scale, and as 

such caused in significant difference when compared with trained users.   

d) Teaching sector: Differences in Internet skills across the teaching sectors were 

insignificant.  However, the mean skills in the Kruskal - Wallis test were ranked higher for 

the petroleum sector f ollowed by the private sector then the public sector teachers.  

To summarise, no significant difference was found with regards to teaching experience in 

either areas of usage.  This can be explained by the lack of ICT skills training for all Libyan 

teacher s, experienced or inexperienced alike.  No significant difference was found with 

regards to home Internet, but the mean ranks were higher in the case of users with home 

access, which suggest that teachers with no home Internet are just as active using 

Inte rnet cafés.  As expected, a significant difference was found with regards to Internet 

training in favour of trained respondents.  In I - CPD applications, respondents with Internet 

training ranked significantly higher than those without training.   Although the difference in 

I -LD usage was not significant, mean ranks of trained users were higher.  There appeared 

to be no significant differences in Internet usage, whether for LD or CPD with respect to 

the teaching sectors.  However, petroleum sector teachers' mean ranked highest in I -CPD 

usage, while in I -LD usage, private sector teaches ranked highest.   

The main conclusion here is that Internet training combined with  proper access to Internet 

facilities can significantly improve Internet skills.  Consequently , to exploit the full potential 

of the Internet in professional development, teachers need structured tuition to further 

enhance existing, be it moderate, Internet skills.   

4.4 An integrated discussion of FF data: 

This section will integrate the discussio n of findings based on a) the quantitative PAQ 

analysis with b) qualitative data emerging from interviews, both of which were carried out 

during Fact Finding.  In conjunction with the preliminary information contained in Chapter 

1, including issues not dir ectly connected with, but related to, the research focus, the 

combined outcome of Fact Finding (Phase one) has shed more light on Libyan in - service 
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EFL teachers' experiences of INSET, attitudes, Internet skills, usage and development 

options.   

While the q uantitative assumptions pointed out in section 4.3 may have put some 

restriction on generalisations (to the EFL teacher population in Tripoli) based on the PAQ 

findings, supportive qualitative data in the form of interviews with officials, teachers, 

inspec tors and school heads helped to provide richer and more robust interpretations of 

findings whenever appropriate.  Thus, complementing quantitative PAQ analysis with 

qualitative data was thought to provide triangulation of methods and of findings.   

Before FF interviews began, participants were offered the choice to respond either in 

English or in Arabic, or shift between the two as they preferred.  This was intended to 

alleviate any interviewee stress due to perceived language deficiency and, thus, yield mo re 

realistic data.  To distinguish interview quotations from teachers belonging to different 

sectors, the words 'public', 'private', or 'petroleum' are inserted after a teacher's alphabetic 

symbol before each quote.  While interview quotations are typed in  italics, any mistakes 

therein were left uncorrected, to reflect the range of linguistic competences by Libyan EFL 

teachers.   

The discussion of FF data from Phase one is classified under two main headings: 

conventional CPD and Internet -based CPD.  Under e ach heading, discussion is further 

divided into subheadings according to emergent themes from the interviews.   

4.5 Conventional CPD: 

4.5.1 INSET provision:  

Analysis of INSET provision, obtained from the PAQ, showed that almost two thirds 

(62.5%) of teach ers in the sample had not received any teacher training since graduation.  

Further, for new teachers, only 1 in 7 is likely to receive organized training in the first five 

years, which was disappointing for most teachers.  Teacher dissatisfaction with INSE T 

provision in Libya is widespread across interviewees including inspectors and school heads.  

It seems that in a centralised education system schools are incapable of initiating change 
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unless a directive is imposed from the top (the Ministry of Education) .  Headmaster A 

stressed that teachers are not getting enough training and that  

education authorities should provide regular training programmes, 

refreshment courses, seminars, conferencesé This will encourage 
teachers to develop themselves.   
 

As pointed  out in Chapter 1, the last INSET programme for secondary school teachers took 

place in 2003, in preparation for the introduction of the new ELT syllabus.  Teacher C 

(public) echoed that  

the Ministry of Education have some responsibility for educating 
tea chers. But we only had one training course in 2003 when the new 
secondary syllabus started. They invited instructors from England to 
give a course to teachers.  
 

It is no surprise that, in the climate of such scarce INSET provision coupled with low 

remuner ation rates, prospective teachers turn away from teaching in the public sector 

(Mabrouk, 1997) , for there are simply no realistic incentives to attract them to the 

profession.  As Official A emphasised, the comb ined effect of low teacher pay and the poor 

state of public sector INSET is likely to impact badly upon teacher motivation and, 

subsequently, pupils' achievement.   

It was the introduction of the new and more sophisticated secondary ELT syllabus and the 

subsequent difficulties Libyan teachers have had in teaching it that has forced a change in 

top - down INSET policy.  New graduate teachers, intending to work for the public sector, 

now have to complete a six - month training course on teaching methodology befor e 

teaching using the new course book (Officials B and C).   

4.5.2 Private sector CPD:  

Aside from the summer vacations, most private language - teaching schools operate in the 

afternoons and evenings.  To run its English courses, the private sector relies ma inly on 

part - time EFL teachers from public schools and, therefore, in -service training is not an 

issue, for there are an abundance of public school teachers searching for part - time work.  

That is, private language schools can afford to handpick experienced  teachers, who do not 

require additional training.  Accordingly, apart from initial induction in certain cases, no 

particular CPD policy was pursued by the private sector.   
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4.5.3 Petroleum sector CPD:  

Teachers within the petroleum sector were mainly full  time employees and, thus, were 

eligible to receive teacher training according to the sector's policy.  Petroleum sector 

institutions were more committed to in - service teacher development and, unlike other 

teaching sectors, more than a third (33%) of new t eachers are likely to go through 

structured training, including mentoring and subsequent teacher training courses, both 

locally and overseas.   

The Department of English at the Petroleum Training and Qualifying Institute (PTQI) is a 

good example of organis ed in -service training.  Teachers P and I had undergone a two -

week classroom -based induction course, which involved elements of teaching 

methodology, classroom techniques, observed teaching and teaching practice.  After that, 

the group was sent to Egypt fo r a further four - week intensive methodology course that 

included elements of Internet - based ELT.   

A similar, but lengthier, process of mentoring was also followed at the training centre of 

Waha Oil Company.  After completing a 2 - month induction period, Te acher L was sent to 

Cairo for six months to study for a Teacher Training Diploma.   

4.5.4 Attitudes to development: 

Based on interview data, teachers' attitudes towards CPD seem to be encouraging.  While 

Headmaster A thought that the Ministry of Education should facilitate more organised top -

down INSET, he believed that teachers ought to pursue professional development 

independently based on whatever resources available, thus trying to bridge the INSET gap.  

Accordingly, personal development was equated wit h professional development, but at an 

individual rather than collaborative level:  

personal development is very important because it has something to do 
with myself. When you study, you read, you ask, you discuss with 
people, you catch up. And that affects  your performance in the 
classroom.  

 
In actual fact, professional development for some teachers was not perceived to be a 

priority, due to other commitments.  Teacher C (public) explains that teachers' attitudes to 

professional development is indifferent because  
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a teacher will get his time table and will come whenever he is teaching. 

And if he's not teaching, he has other business to do outside the school 
and he doesnôt really care about the level of education whether it's 
going up or down.  
 

4.5.5 Perceptions of development: 

For EFL teachers, language development was a route to improving classroom performance 

and was therefore perceived as professional development.  In response to a question about 

responsibility for CPD, Teacher A (private) had this to sa y:  

It [CPD] is the teacherôs responsibility. The teacher must prepare 
himself before the lesson. For example I know some teachers when 

they finish the lesson they donôt touch the [course] book until the next 

classéthe lesson is routine for them.   

To purs ue professional development, Teacher A sought to exploit the limited resources 

available in order to improve teaching performance.  To him, every lesson and every class 

was different and he always found different ways of presenting new material:   

I read t oo much. I read books mainly...and I look at levels close to my 
class and take new ideas for my lessons. I take a look at other course -
books such as Headway, Streamline and others. I use the textbooks, 
cassette recorder, video, dictionaries, ask other teac hers who have 
been [teaching] longer than me. The most important thing is to prepare 
every lesson well.  Every time I give a lesson I find new ways of 
presenting vocabulary or a new technique. Each lesson is different than 
the last one.    
 

Essentially, due  to the scarcity of mainstream (top - down) INSET, a bottom - up independent 

approach to CPD was perceived as an alternative route to achieving teacher competence.   

To read more books, to look at teacher's manuals, teacher's instruction 
books, to go through d ifferent teaching stages by teaching different 
levels and to improve and this is what life is all about, to improve 
ourselves day by day (Teacher S: private, personal communication).  
 

In the absence of organized top - down INSET, such independent developmen t activities by 

self - motivated teachers were thought to reflect in better classroom performance, thereby 

distinguishing them from the ordinary book - dependent teacher:  

I mean whené one teacher opens the book, reads explains from the 
blackboard and doesnôt use any other materialé it's completely 
different from the other teacher, who asks, reads, explains, uses other 

different [re]sources, so I think it's very important.  
 

Teacher P (petroleum) considered reading textbooks, magazines and newspapers a good 

way  of achieving language development.  He also thought that listening to authentic 

English, such as the BBC and CNN news broadcasts on TV, was useful in enhancing 
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listening and speaking skills.  For professional development purposes, Teacher P reported 

that he consulted with colleagues and often participated in peer discussions on pedagogic 

issues during breaks.  The local branch of the British Council (Tripoli) also provided 

additional ELT material for him:    

I sometimes go to the British Council. They have  a small library. I like 
to read the ELT journal there, it's very useful. And I borrow from them 

magazines and newspapers, things like that. Sometimes they allow me 
to take old newspapers.   
 

4.5.6 School-based development: 

The first form of school -based s upport for new teachers, which is mentoring, is virtually 

non -existent in public schools.  Once teachers graduate, they are presumed qualified to 

teach and can assume responsibility for a classroom.  Several teachers (e.g. Q and R, 

public) who graduated fr om the Department of English (Faculty of Arts, University of Al -

Fatah) without any teaching practice were appointed to teach at state schools, allocated a 

number of classes and then left to their own devices.   

Teacher S (private) believed that all schools  should have a period of induction training by 

experienced teachers:  

I used to attend classes with different teachers as a listener [an 
observer] and to see how their skills are performed in the class whilst 
teaching. And from there I picked up a few thing s that I didn't know 
before and also by going through teaching methods with me again and 
again. That has brought to me a lot of help actually.  
 

School mentoring in the petroleum sector was a matter of policy for all new teachers, 

though periods of inducti on differed from company to another.  Teachers P, I and L 

(petroleum) were all part of a classroom -based mentoring course, before being sent for 

further training.  

Collaborative development, school -based or not, is uncommon in public schools.  However, 

as p rofessional people, teachers collaborate on a personal level in peer conversations, 

recommending material, or simply seeking advice from more experienced teachers to 

resolve immediate pedagogic issues (Teacher Q, public).   

With respect to petroleum school s, the role of school - based development extends to initial 

induction, peer observation and mentoring.  Teacher P: petroleum reported that he was 
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observed and mentored for one semester, during which he gained structured feedback 

from experienced peers.  He also gained further experience in classroom management 

through consulting peers on particular problematic incidents.   

The time factor combined with teachersô drive for financial gains were major obstacles to 

school -based development.  Teacher S (private) acknowledged that collaborative 

development was helpful, but time was not set aside for productive teacher collaboration:  

it's very [sic] pity that they don't do this here and I haven't seen it done 
in most of the placesé They don't have teachers meeting together and 
learning different ideas from each other, which is very importanté It's 
just teaching teaching all the time.   
 

4.5.7 Obstacles to conventional CPD: 

It was mentioned that Libyan EFL teachers, especially those at public schools, do not have 

much  spare time for professional development as they are too occupied with teaching at 

private schools to supplement their low income.  It is really difficult to make an ordered list 

of obstacles to conventional CPD, as this was not considered a focus of the r esearch, but 

these are likely to complete the list.   

4.5.7.1 Low teacher motivation:  

Data from the interviews suggests that most Libyan EFL teachers at public schools are 

insufficiently motivated to become more professional.  An exception is Teacher G (p ublic), 

who is a supporter of self -directed learning.  He asserted that teacher motivation is a 

problem:  

Teachers don't want to improve, develop, upgrade, update their skills. 
They don't want to look for, to research, to ask. I can't understand their 

phil osophy of why not.  

Not doing enough self -directed reading was identified by Teacher B (private) as a common 

problem among Libyan teachers as a whole.   

It's laziness, they don't like reading. That's our problem, we have to say 
it. I can't find any justifi cation why. Maybe because they are 
accustomed to traditional waysé send them something ready made, 

and they will do it. They don't want to read or search for [the 
information] themselves.  
 

A dull school teaching routine was to blame for the low teacher mot ivation by Teacher S 

(private):   
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Some teachers are just sick of the same daily routine, the same 

teaching class, the same students, the same school over and over 
again. Nothing is new, so it [teaching] became like a habit.     
 

However, he had a self - moti vating message to convey:  

Loving what you are doing is very very important. I always say to my 
self 'you must be a good teacher'. Even if you don't know how, you ask, 
you read, you learn from better teachers. I am not the type of just not 
bothering about learning more or staying at the same level. This will 

not get me anywhere.  
 

Teacher P (petroleum) believed that teachers must like what they do to continue 

performing well in such a demanding job:  

Maybe they don't have the courage, or they don't have the  teaching as 
a hobby. Because when I entered the language college [at university], 
it [teaching] was my hobby. I am interested in teaching. It is related to 
advancing our social life.  
 

Teacher L (petroleum) explained that the problem is 'drive from inside , because if you are 

a creative person, innovative person, you always have goals to achieve' .  He then pointed 

to his own achievements as an example of the self - motivated teacher:  

I started my life as a craftsman, as an ordinary technician, but then I 
mov ed along. I did my O levels, A levels, HND, BSC, and then finally 
achieved my Masters degree from Sheffield University. This means 
thaté developing ourselves never stops, never ends.  
 

4.5.7.2 Lack of incentives:  

Teachers' lack of motivation to pursue dev elopment, through reading or otherwise, was 

often linked to an absence of incentives, whether financial, promotional or simply 

recognition (Teachers A: private, B: private and C: public).  As Teacher S (private) 

explains:  

I think it's to do with salaries,  with the payment. You see a teacher if 
he's well paid, I think he will give out more. If a teacher's salary is not 
fulfilling his needs, or her needs, then they will start worrying about 
their other needs in life and will lose their motivation in teaching , which 

is very bad.  
 

To make matters worse, annual promotion of public sector teachers was time related, 

rather than linked to teacher performance.  This was not a realistic incentive for good 

teachers to carry on teaching as they do, other than to get p aid at the end of the month 

(Inspector B: private).  This lack of realistic incentives demotivated teachers and was a 

significant barrier to achieving higher levels of professional competence.  Instead, teachers 



Chapte r  F our Data  Co l lec t ion  and A na lys is  (F ac t  F ind ing ) 

 164 

adhered to the same kind of teaching routine , because they had become accustomed to a 

monotonous boring cycle, day in and day out (Teacher N, public).   

Teacher L (petroleum) argued that there is a degree of sacrifice teachers must make 

during their early years of work, where a teacher has to prove he or she is worthy of 

recognition:  

Teachers sometimes have to sacrifice. Because once you reach a 
certain level of achievement under your own steam, other incentives 
will come easily; you will improve your life style, you will improve your 
situation, you  will be wanted everywhereé as a professional person. 
 

However, while teachers may need to "sacrifice" by making more effort to learn during the 

first years of teaching, there must be equal opportunities for them to train and prove their 

worth, before they  run out of motivation and leave the profession.  That means providing 

proper mentoring and in -service teacher training opportunities so that all new teachers can 

have a realistic chance of developing themselves and achieving professional competence.   

4.5.7.3 No EFL teachers' forum:  

While a general Teachers' Syndicate has existed in Libya since the early seventies, the idea 

of establishing a dedicated forum, or society, for EFL teachers has not been entertained.  

However, several teachers (e.g. Teacher A,  B, C, and O) thought the idea of a teacher 

forum was an excellent one through which teachers could exchange ideas, share 

resources, initiate discussions and organise collaborative activities in a climate of scarce 

resources.  'A teacher forum would encour age teachers to develop more and encourage 

them to improve themselves generally ' (Headmaster A).   

For Teacher S, the idea of a teachers' forum was novel, and very conducive to teacher 

development:   

We need to have a teacher forum to make meetings and con ferences 
about teaching for English language teachersé It hasn't been done here 
in Libyaé No one has brought it [the issue] up before, but it would be a 

great help if they do it.  

4.5.7.4 Shortages of teacher's books:  

Another problem that Libyan EFL teach ers faced concerned the recently introduced 

secondary school course -book.  In addition to poor language competency levels (see 

Chapter 1), there was an acute shortage of teacher's books and audio cassettes that were 
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part of the package published by Garnet .   For some reason, very few teachers had access 

to a teacher's book, which gave detailed guidance in lesson presentation.  According to 

Inspector E  

the teachers didn't have the teacher's book and also they didn't have 
audio cassettes, so they didn't [coul dnôt] give listening lessons for the 

students.  

Consequently, most public sector teachers missed out on helpful hints on presentation and 

teaching techniques contained in the teacher's book.   

By contrast, petroleum sector teachers had complete access to a  teacher's book, a 

workbook and audio cassettes.  For example, Teacher L (petroleum) found the teacher's 

book very useful in setting up and presenting lessons.  In addition to providing teaching 

resources for their teachers, the oil companies subscribed to  specialised journals.  Due to 

the emphasis on technical English, Waha Oil Company alone subscribed to " more than 

fifteen technical and English journals and magazines " (Teacher L, petroleum).   

Teacher S (private) who also had access to a teacher's book, w orkbook and a CD noted 

that  

the teacher's book tells the teacher what to do and when to do it, which 
is very very helpful. So the teacher won't miss out any important 

points.  

Even though a teacher should not be totally dependent on a teacherôs book, it should be 

made available for reference when required.  In the case of shortages of hard copies, such 

as those described, the education authorities should intervene by making copies of 

teachersô books digitally available on the Web.  This leads to a discussion of issues 

concerning the use of the Web as a platform for professional development.    

4.6 Internet-based CPD: 

So far, the discussion of FF data has been focused on themes around conventional 

development.  The following subsections reflect the themes th at have emerged from the 

interview questions concerning Internet -based development.   
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4.6.1 Internet training:  

No policy for Internet training provision has been introduced by the education authoritie s 

(Official C and Headmaster D).   Over a third of teach ers (six males and five females), or 

34.4% of the PAQ sample, reported making private arrangements to gain Internet skills.  

Although this was an encouraging prospect demonstrating (male and female) teacher 

awareness of Internet -based learning, proper ICT skills training should be organised on a 

wide scale to enable teachers to gain access to development resources, on the one hand, 

and to equip teachers to participate in online learning, on the other.  

The public school teachers who were approached during t his study expressed readiness to 

receive Internet training.  These teachers also looked forward to having school -based ICT 

facilities to help them adapt to and develop through computer technology, e.g. Teacher H 

(public) who advocated, with caution, that s chools should encourage the use of the 

Internet for student learning as well as for teacher development.   

I really wish one day I could see the Internet used by students and 
teachers at our schools, even though I can't guarantee it would all be 

educationa l.  

Market needs appear to be driving Internet training policies within private -sector schools.  

The provision of Internet access and computer facilities for teachers' use depended on the 

type of school and any computer courses on offer.  In any case, the priority was for 

commercial use and for computer -based courses rather than for teacher development 

(Teacher U, public).  While acknowledging his poor ICT skills, Teacher S (private) planned 

to enrol for a training course, on his own expense:    

I still nee d to be trained, to have a course on how to use the computer 
and the Internet, on how to go to different sites. Even other members 

of staffé most of them they don't know how to use the computer.  

On the other hand, teachers within the petroleum sector have  free in - house Internet 

access and are offered Internet courses as part of their in - service training.  For example, 

Teachers P and I (petroleum) joined a one - week Internet course, provided by specialised 

company -based personnel.  
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4.6.2 Internet facilities: 

Since the commercialisation of the Internet in 1998, public access through Internet cafés in 

Libya has become more common (see Chapter 1).  Teachers in Libya can now access the 

Internet in their locality, with relative ease ' at any time, day night evening,  whenever you 

are free ' (Teacher S, private).  Teacher B (private) explains that  

nowadays access to Internet is more common than before, due to the 
[falling] prices of linking to the Internet agencies [providers] and 
number two, computers have become chea per. Internet accessibility is 
now available wherever they [teachers] go in Tripolié In Hay Andalus 
[an area of Tripoli], you can find over ten [cafés], and twenty in 

downtown, so there's no excuse.  

However, mounting cost of Internet access was worrying f or some teachers, e.g. Teacher 

O (public), as no other I - CPD provision, such as by schools or education authorities, was 

available:  

If I get time and the money I will go on the Internet, because it 
requires money sometimes é One Dinar an hour I know, but 

sometimes you are eager for one quarter.    

Private home access to the Internet is available but not very widespread among teachers.  

Only six out of 37 respondents during the Fact Finding phase had home Internet, which 

gives a modest ratio of 16 percent.  Even those with private Internet access had problems 

of a different kind:  Teacher D (private) complained of recurrent faults on the dial - up 

connection, which often forced her to resort to the local 'café net'.   

4.6.3 Existing Internet skills:  

According  to teachers' self - assessment (reflected in the PAQ) the items pertaining to 

Internet communication and navigation skills were, on average, at an intermediate level.  

According to a 5 -point scale, these were 3.14 and 3.35 respectively, thus, averaging 3.25  

for an Internet skill measure.  However, these self - assessed ratings contrasted with the 

generally low levels of teachers' Internet skills pointed out by several interviewees (Official 

A; Inspectors A, B, C and D) and, therefore, they can only be regarded  as a rough guide, 

rather than a realistic assessment.   

In general, respondents thought that poor levels of Internet skills were an obstacle to carry 

out I - CPD, but poor skill is not a convincing excuse for not pursuing professional 
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development.  Teacher B (private), who was not technically oriented, argued that self -

motivated teachers can find ways to upgrade their technical skill even at the local Internet 

café, where technical assistance is often available if asked for.  He explained that  

part of it [th e problem] is technology, part of it but not completely. I 
am not good at technology, but whenever I ask the guy who's in the 
Internet [café] to help, they never hesitate. So it's not an excuse to say 
'well, I am not familiar with the Internet or the keybo ard, with the 

computer'. No, it's not an excuse at all. You can ask. The problem [is] 
they don't want to. It is an excuse, but it's not the right excuse. 

Technology is not a problem at all, it is in themselves.  

Teacher B points to what could be an attitud e problem to development as a whole within 

which fear of new technology, or e -phobia, may be seen as cause for concern by novice 

learners, particularly the poorly skilled and poorly prepared (Salmon, 2002b) , but with 

focusing on learning rather than technology, it is said that this fear can be overcome (see 

Frust ration with technology, in the Review).   

4.6.4 Teacher attitudes to I-CPD:  

Despite the fear of technology by some non -skilled teachers, the interview data reveal that 

the present I - CPD and I - LD attitudes are encouraging.  It is possible, however, that fu rther 

improvement in low -skilled teacher attitudes can be attained by raising teacher awareness 

even more with respect to the potential of the Internet for teacher learning.   

The PAQ means of teacher attitudes towards I -LD and I - CPD were very close (4.47 and 

4.42, respectively on a six -point measure) and approximated to 'Agree' on the Likert scale.  

That is, respondents had fairly positive attitudes towar ds Internet -based development.  

Contrary to Internet usage (sub - section 4.3.4.2), a Spearman's rho corre lation test 

indicated that I - CPD and I -LD attitudes for this sample did not appear to correlate.  It is 

possible that further improvement in teacher attitudes in both areas can be attained by 

raising teacher awareness further with respect to the full poten tial of Internet.  Teacher B 

(private) believed the Internet was 'the greatest invention so far ':  

Nowadays thanks to the latest technology, the Internet, it gave me the 
access to any place I wanted. It's like you having the key of the library 

of the world.  
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According to Teachers D (public), the advantage of the Internet was in its flexibility, multi -

media content and immediacy of access:  

Because we are lazy you know. Open the book, sit and read. It takes 

time. The Internet is something new, pictures, audio,  from time to time 

you find advertising, etc. It's entertaining.  

Teacher P (petroleum) had a similar perception:  

Sometimes you need details in some points, and these points maybe 
you couldn't [sic] find easily or immediately in books. So the difference 
is this point, easily and immediately. That's good for teachers, because 
it saves a lot of time.  

However, while Teacher P acknowledged the potential of the Internet as a versatile and 

flexible source of knowledge, he thought it was not as effective as text books:  

It is useful the Internet, it is like [opening] doors for placesé for 
information, but they don't speak in details as books, just short 

passages and abbreviations. I prefer books than the Internet.   

As Teachers A (private), B (private), E (private ), G (public), H (public) and J (petroleum), 

who had no previous Internet skills training, expressed concern about such lack of skill and 

of not having the proper opportunity to learn, they thought the I - CPD intervention course 

was a good place for them to  start.  For Teacher E (private) who had not used Internet 

material to support classroom learning, her attitude was about to change:  

I didn't use it [the Internet] before, but now I will think about it 
because I think it's a good idea that you bring thing s from the Internet 
for students. Yes, it's a good idea, maybe I will do it now in this 

[forthcoming] course.  

4.6.5 Actual Internet usage:  

The emphasis teachers, as NNEST users, have given to language development (to support 

teaching) as a distinct activi ty from professional development per se, validated my view 

that Internet -based Language Development (I -LD) usage is best addressed separately 

from Internet -based Professional Development (I - CPD) in the PAQ.   

The PAQ's overall mean of Internet usage in bot h areas of development was 2.83, which 

approximates to 'Sometimes' on the 5 -point Likert scale.  However, the mean I -LD usage 

was marginally higher (2.92) compared with I - CPD at 2.74.  This may reflect the fact that 

Libyan EFL teachers, as non -native speak ers of English, are more conscious of their 
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language development which, in turn, is perceived to reflect in better classroom 

performance and improved professional competence.   

4.6.5.1 I-CPD Usage:  

It is encouraging to note that PAQ respondents' usage of the Internet to search for relevant 

teaching activities (item 50, Usually) ranked the highest.  Teacher I (petroleum) confirmed 

that the Internet is useful for checking ELT material before new lessons, and that in doing 

so professional development goals ar e fulfilled:  

You cannot always depend on what you have in your head. You always 
update your information and knowledgeé We check some websitesé 
especially if you have to teach another level or something newé Once 
you know the sites and you know the things y ou want and where they 

are, it is always useful and very interesting.   

Some Internet users, e.g. Teachers B (private), D (public), F (private) and I (petroleum), 

were more experienced in finding what they wanted on the Internet fairly quickly.  Teacher 

J (petroleum) argued that using the Internet to extract particular material could be time 

consuming:  

Sometimes you can't find the righté for example if you look for 
exercises for the zero level, you can't find the right exercises, so you sit 
down andé you waste a long time and then at the end you can't find 
what you want.   

 
It was website evaluation skills that some teachers needed in order to appreciate the 

vastness of the Web.   

The question isé the accuracy of the information you get. Do we trust 
these si tes or not? Do we take this information as if they areé true?  

When Teacher M (petroleum) was asked about how she resolved this dilemma, she 

suggested site triangulation:  

I don't know, but justé look for another siteé if the information match 
each other fr om many websites, and then it's true.  

Online learning in its proper sense, that is, via a Virtual Learning Environment, was not 

made available to teachers in the sample.  However, Teacher B (private) ,  who is an active 

supporter of Internet -based developme nt, thought online learning was interesting and said 

that he would gladly participate if such an opportunity was offered.  It was and he didn't.    

It is a fantastic idea to be able to communicate with far away teachers 
from Newcastle or South Africaé with the same interests and 
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sometimes we teach the same topic, for example upper - intermediate 

skills. I would love it.  

Other respondents had a certain level of awareness about e - learning for language and 

professional development through online discussion:  

You can go online to learn about English language about different skills, 
teaching methods, and you can be online with more expert teachers. 
You can ask questions at any time of the dayé and you can follow up 

what is new (Teacher S, private).  

4.6.5.2 I-LD Usage:  

The PAQ showed a Usual tendency (item 64) in using the Internet for non -academic 

reading to improve language skills.  The potential of the Internet in language development 

was appealing for Libyan teachers, since it compensates for the shortages in paper - based 

EFL resources.  As Teacher M (petroleum) explains,  

we have a lack of books, lack of libraries. But now just write [type] the 
name of what you are interested in and then you get everythingé 

rather than going through books from library to anothe r.  

In response to a question about interesting sites for language development, Teachers D 

and F (private) found the site www.englishclub.com  useful for improving different aspects 

of language skills:   

This webs ite is good. You can find grammaré pronunciation, 
vocabulary, a lot of things for students. And it helps me to improve my 

language (Teachers D).    

Several teachers thought the Internet was also useful to improve reading speeds, 

vocabulary and grammar (e.g . Teachers B, private; C, public and F, private).  For PAQ 

respondents, accessing news articles to improve reading was a top - rated Internet activity 

(item 61, Usually).  While e - mail was recognised as an informal way of improving written 

communication skil ls and rated highly by the PAQ respondents (item 58, Usually), Teacher 

I (petroleum) linked this to the automated correction facility provided by software, rather 

than the use of e - mail:   

When you use the computer, you start not to worry about spelling, y ou 

just spell a word the way you like and left click and it'll change it for 
youé But remember the computer will give you many options, it won't 
give you the exact word, maybe it will give you another word, so you 
still have to be careful, you have to know  the word that you want. 

Sometimes the spelling is correct, but it's not the word that you want.  

http://www.englishclub.com/
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Conducting one - to - one text chat was an informal and inexpensive way of talking to friends 

using Yahoo or Microsoft Messenger, but group chat (group discussion)  was not popular 

with teachers due to the unbonded nature of such groups, i.e. 'you don't exactly know the 

person you are taking to on the other side' (Teacher O, public).   

Participating in voice chat was the least popular I - LD activity for the PAQ respon dents 

(item 60, Sometimes), but popular with users having overseas contacts or family 

members, such as in the case of Teacher E (private).  Often, members of the same family 

gather round a webcam and talk to relatives abroad (Teacher N, Petroleum).  Partic ipating 

in chat was not a popular activity for respondents.  Perhaps the kind of topics encountered 

in most chat rooms, as Teacher R (private) noted, was  often ' silly' and more suitable for 

teenagers than mature adults.   

Teachers appear to be aware of its  potential as a flexible source of information in both 

areas of language pedagogy, learning and teaching.  Teacher B (private) reported that he 

regularly used the Internet for reading, because of shortages in paper -based material.  

When asked to give an ex ample of I -LD usage, he produced this ELT oriented incident:  

The latest [last] time was about adjectives. I prepared my lesson, but I 

did not have enough examples to put it in a creative way. Then I went 
to the Internet and I downloaded a full adjective li st from it with 
questions and tests about the adjectives. I remember more than 
twenty one pages. The next day I photocopied and distributed them. It 
saved me a lot of headache and I found it very useful for the students 

as well.  

As Teacher B searched for ELT material to support lesson activities, there was an 

underlying purpose: that of advancing his own language skills as a non -native learner of 

English.  Thus, it appears that teachers used the Internet material for a dual purpose: a) to 

support their les sons (I - ELT), and b) to advance their own language competence (I -LD), 

both of which were perceived by Libyan EFL teachers as fulfilling their needs as 

professional teachers.  Accordingly, two types of users could be identified: type one and 

type two.   

Teacher P (petroleum) conforms to what I have termed 'type one user', where the overt 

objective of the Internet activity was LD, but with an underlying ELT purpose in mind.  
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Teacher P reported that he often reads news articles on the Internet to improve on an  

authentic style of expressing his ideas in English.    

From time to time I read passages on the Internet. It's suitable for me 

to develop my vocabulary and the expressions, because I'm looking for 
English expressionsé how to express the idea in a right way, not in 
Arabic to Englishé in an English way, how the English people express it. 
I found a paper differentiating between the use of 'hope' and 'wish'. It 

was good for me even in my level of teaching.  

On the other hand, Teacher B's (private) development activities conform to what I have 

termed 'type two user', where the overt objective of the activity was I -ELT, but implicitly 

leading to I - LD.  By not openly describing himself as a learner, Teacher B had this to say:  

I like reading as a reader [learner] and as a teacher. When I have a 
new topic to prepare, I go to websites with good English grammar, 

English writing skills, things like that and I got [get] hints from them 

[LD] and I use them the next day as a teacher [ELT].  

NNEST teachers, particularly tho se with perceived weaknesses in English, are conscious 

about their language competence and are worried about their performance (Lavender, 

1997) .  Accordingly, such teachers are likely to place language skills development as a 

focus of attention when using t he Internet and thus, type one learner.  Hence, it is thought 

that a type one user might advance more effectively in the target language skill, since 

he/she is conscious of that skill deficiency and that the main objective is engaging in 

relevant LD activi ties, rather than a type two user whose LD is likely to be tuned to his/her 

current level of teaching, which (for argument's sake) might be lower intermediate.   

A type three learner, however, is one who has CPD as a main objective of an Internet 

session.  Although this type of learner seems rare among the Libyan teachers interviewed, 

DOLLY (a pseudonym for a teacher in Chapter 5) appears to fit into this category.  DOLLY, 

who admittedly may have had the added advantage of being more aware of I - CPD 

(through  the intervention course) than the FF teachers, reported that  

When I use the Internet, I can get experience from other teachers. I 
can consult or contact them online. I talked to [communicated with] 

many teachers online and I find nice ideasé You feel that there's a 
continuing development during the Internet. Every hour I spend on the 
Internet, I improved in my knowledge.   
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4.6.5.3 Internet-based English Language Teaching (I-ELT) 

Practices of I - ELT were not originally considered within the focus of this re search, primarily 

due to limitations on thesis size and excessive demand on data collection.  However, 

interpretations of I -ELT emerged during FF interviews when it transpired that, as a result of 

their Internet -based language development activities, teach ers passed on such learning to 

their pupils either in the form of printouts or simply by recommending interesting websites.   

According to teachers' reports of Internet usage, four variations of I -ELT emerged: (1) 

Internet -supported classrooms, (2) Interne t- based classrooms, (3) a variation of the latter 

-  Remote Internet -based classrooms (taking pupils to Internet cafés) and (4) Web 

Enhanced Language Learning (WELL).  It is worth noting that while (1), (2) and (4) are 

already established in the literature (e.g. Dudeney, 2000) , (3 ) is my own term, which 

seems unique to low - resourced environments and is not treated at length in the literature.     

1) Internet -supported classrooms: This particular concept of I - ELT relies on the use of 

Internet material to support the syllabus when cl assrooms are not actually connected to 

the Internet, such as the case with public sector schools.  This variety of I -ELT uses 

printouts from the Web to support lessons, rather than having live classroom access to the 

Web.  The rationale, as Teacher B (priv ate) asserts, is that  

unfortunately, we don't have the access to the Internet even in this 
school, so what to do, except to photocopy? At least something is 

better than nothing.  

In extending her I -LD usage, Teacher D (private) also promoted an Internet -supported 
classroom by supplementing her lessons with photocopied web pages for further reading.   

I use it [the Internet] both, for my study and for my students. So when 
I give them sheets from the Internet it's betteré so I prefer to get 
some information from the Internet and give it to them for reading 

comprehension.   

Internet -supported classrooms can, hence, be useful in presenting new information 

(especially in colour), but web pages lose their interactivity as the hyperlinks become 

ordinary text.  How ever, as Teacher D (private) explains, in a low - resourced school 

environment, the idea of Internet - supported classrooms is to introduce learners to 

materials and sites to supplement learning during class time, and then encourage them to 

interact with those  sites for out - of - class work, e.g. exercises or quizzes.   




















































































































































































































































