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Preface
Innovation Arabia 9 Congress 2016, was held under the patronage of His Highness Sheikh Hamdan
Bin Mohammed Bin Rashid Al Maktoum, Crown Prince of Dubai and President of HBMSU. The
Congress was held at the Jumeirah Beach Hotel Dubai from 07 – 09 March, 2016. The main theme of
the Congress this year was “Accelerating Innovation towards Sustainable Economy”. This theme
endorses our belief that innovation is the engine that can drive sustainable economic and social
development for the Arab region. Economies based on innovation and knowledge can help in
promoting greater growth and spur competitiveness.
Keeping up with the tradition, Innovation Arabia 9 featured three scientific conferences under its
umbrella, having their themes in line with the main theme of the Congress.
• Quality and Business Management Conference
• Smart Learning Conference
• Health and Environment Conference
The main objectives of Innovation Arabia 9 Congress are:
1. To discuss theoretical and applied research related to innovation in Quality & Business
Management, Smart Learning, and Health and Environment.
2. To analyze current issues and challenges facing the Arab world and the role of innovation in
creating sustainable development.
3. To provide a forum for exchange of research ideas and practices and the creation of new
ideas to assess the current state of knowledge and development of the discipline in theory
and practice.
4. To provide an environment for the discussion of new concepts, research developments, and
applications in innovation in Quality, Smart Learning, and Health and Environment.
One important purpose of the Congress was to unleash the economic opportunities in the region as
well as spread the culture of innovation in the private and government research institutes,
universities and the private sector, in order to capitalize on the successes and potential of the Arab
World.
This Congress served as a platform to give scholars, researchers, thinkers and practitioners the
opportunity to share thoughts, debate issues and exchange knowledge, with the aim to discuss and
address trends, solutions and challenges in the development of sustainable economies and societies
in the Arab world through innovation..
The Congress featured many other activities including keynote talks, best practices presentations,
social media panels, workshops, research papers and poster presentations, and several formal and
informal networking opportunities including an exclusive Gala Dinner, bringing together researchers,
industry leaders from local, regional and international organizations, government entities, the
corporate sectors and NGOs.
Professor Moustafa Hassan
Chair, Innovation Arabia 9 Congress, 2016
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Abstract
The integration of ICT in schools provides enhanced opportunities for successful teaching and
learning. To make this process effective, it is important to understand the obstacles and possible ways
to overcome them. This paper investigates the challenges and barriers faced by the students and
teachers of Villa International High School, Maldives. Villa International High School (VIHS) is an
English medium school in the Maldives preparing students for the GCE Advanced Level Examinations
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of Edexcel, Pearson International, UK and the Higher Secondary Certificate (HSC) examinations of
the Department of Public Examination (DPE), Maldives. The school has introduced the use of student
portals, on the MOODLE platform, where students can access lessons and quizzes and upload
assignments. The challenges in implementing this system were investigated using the qualitative
approach. Interviews with teachers and students were conducted in the presence of two interviewers.
The data was transcribed and coded using thematic analysis. The findings show that although the
students and teachers were enthusiastic about the system, a number of barriers were encountered. The
major barriers identified are in the areas of quality of ICT tools, internet access, and misconceptions
about and resistance to technological change. Recommendations are provided to address the issues
identified in the study.
Keywords: ICT integration, tablets, challenges, high school, Maldives

Introduction
Background of the Study
Villa International High School (VIHS) is an English medium public-private partnership high
school in the Maldives preparing students for the GCE Advance Level Examinations for
Edexcel, Pearson International, UK and the Higher Secondary Certificate (HSC) examinations
of the Department of Public Examination (DPE), Maldives.
Since its establishment in the year 2010, the school has taken several steps to achieve
its vision of striving to be the leading higher secondary education provider in the country,
recognized both locally and internationally. One of the steps taken includes the implementation
of ICT in teaching and learning processes to keep pace with the current era of technology.
Thus, in 2013, the VIHS Exco (the school board) decided to use tablet computers as a learning
tool in all the classes of grade 11. The aim of this project was to become a part of the global
community and to provide teachers and students access to numerous resources available
online, including virtual libraries, laboratories and the Learning Management System (LMS) of
the school, named Dhasvehi.
The first step towards the implementation of the project involved initial observations to
determine how much teachers utilized ICT in their daily lessons. In addition, teachers’
resistance in adapting the new role was discussed in successive meetings. The discussions
revealed hindrances in adopting the role of a facilitator as teachers were trained to be
‘knowledge transmitters’ rather than ‘facilitators’.
Consequently, the Smart Learning Research Group (SLRG) was formed with the
initiative of the Institute for Research and Innovation of Villa College. Under this initiative,
this group comprising of eight members representing VIHS and Villa College (VC), started the
research on the effectiveness of the use of tablets at VIHS, which involved a baseline study on
ICT readiness of the students and teachers of VIHS. This was followed by the current study on
challenges of ICT integration faced by the teachers and students of the school.
Problem Statement
High school is where students prepare for their university education. This requires them to be
independent learners accountable for their own studies. In order to achieve this in the most
8
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convenient manner, in today’s digital milieu, the school decided to use mobile technology.
Hence, this led to the implementation of tablet computers as a learning tool at VIHS.
VIHS strives to be the best among the many higher secondary education providers in
the country. With the competition so high among the high schools, it was agreed that one of the
ways the school can provide quality education and attract more students is through ICT.
The current study, which aims to investigate the challenges in using ICT at VIHS, is an
attempt to improve the quality of education provided by the school.
Objective of the Study
This study sought to explore the challenges that hindered effective implementation of
Information Communication Technology (ICT) in Villa International School, Maldives.
Research Questions
1. What are the challenges faced by the teachers and students of VIHS in integrating ICT in
the teaching and learning process?
a) What are the challenges in using Dhasvehi, the LMS of the school?
b) What are the challenges in using tablets as a learning tool?
Significance of the Study
It is critical to investigate the impediments to an effective integration of ICT at VIHS at the
initial phase to ensure the success of this project. Once the hindrances are identified and
rectified, it will ensure a technologically-enriched learning environment for the students and
teachers of the school.
This study will not only benefit VIHS, but is also crucial for the education system of
the Maldives. Providing quality education to the scattered population of the Maldives located
in the remote islands has always been a challenge to educators. The initiative taken by VIHS to
use ICT in education could be the solution to this problem as it can increase accessibility and
dissemination of knowledge to every nook and cranny of the country and the world. Since this
study is the first of its kind in the Maldives, it can enlighten the issues that need to be taken
into consideration before integrating ICT in teaching and learning.
Scope of the Study
ICT integration at VIHS by facilitating the use of tablet computers by all the teachers and
students of grade 11 is one of the very first such initiatives in the Maldives. Hence, the study
was carried out at VIHS with a focus on exploring the setbacks of ICT integration experienced
by the teachers and students of grade 11. Even though the school conducted classes for two
grades, the 12th grade was not included in the study as tablets computers were not provided to
them. The findings of the study are expected to indicate the factors that impede ICT integration
in the high schools of the Maldives.
Definition of Terms
ICT Integration - use of ICT tools in teaching, learning, assessment and feedback
9
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Literature Review
ICT in Maldivian Schools
In spite of being geographically dispersed, the Maldives is among the many countries that has
introduced ICT as a subject in the classroom. The extent to which the new technology is
accepted in the Maldivian schools is evident from the statement of the former Minister of
Education, Dr Asim Ahmed:
Acceptance to the new technologies is so high among the people in Maldives that
internet based learning is promoted by the parents in most of the schools. With their own
funding, parents have provided TV, smart board, computer, etc. to schools (Ahmed, 2013).
This is true about the majority of the primary and secondary schools in most of the
islands in the Maldives. However, the use of technology in teaching is in its initial phase in the
higher secondary education.
ICT Use or Integration
Even though Maldivians in general can be considered technology-friendly, the use of ICT tools
such as internet applications, video technology, and computer attachments and software
programmes in the teaching and learning process seems to be limited.
There is also a distinction between ICT use and ICT integration because placement of
hardware and/or software in the classrooms does not ensure a natural integration (Earle, 2002).
Even in the few schools where ICT infrastructure is well established, the use of ICT tools in
the lessons once in a while cannot be considered as integration. ICT integration in schools is
multifactorial, which involves integration at various levels starting from the curriculum to the
lesson delivery (Wang & Woo, 2007). It requires whole-school involvement and systematic
planning with an ICT integration policy in place. As this is yet to happen, there are various
hindrances that require attention for a successful implementation of ICT integration in
education.
Challenges in the Integration
The most comprehensive list of hindrances encountered during ICT implementation in schools
were analysed by Hew & Brush (2007). This analysis is based on experimental studies from
1995 to 2006 found barriers such resources, knowledge and skills, institution, attitudes and
beliefs, assessment and subject culture.
Access to available technology, time for preparation and availability of technical
support are considered as challenges related to resources (Hew & Brush, 2007). In addition to
these, Razzak (2015) specifically highlighted poor internet connection speed as a barrier.
Knowledge and skills specific to technology, pedagogy and technology-related
classroom management can also impede the process of ICT integration (Hew & Brush, 2007;
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Razzak, 2015). Hence, long-term ICT training, in addition to short-term courses, was
suggested by Wikan & Molster (2011).
Another barrier is institutional, which includes school leadership, time-tabling structure
and school planning (Hew & Brush, 2007). British Educational Communications and
Technology Agency (2003) outlines the types of support leaders in schools need to provide for
a successful integration to take place. This includes leaders being role models in terms of ICT
proficiency and competence, building school culture for such an innovation, and providing
necessary ICT- related technical and pedagogical support.
In addition, teacher attitudes and beliefs toward technology can also be a setback for
technology integration in schools (Hew & Brush, 2007). Wikan & Molster (2011) found that
teachers were hesitant to use ICT in classrooms as they do not believe that it will enhance
students’ learning.
Furthermore, assessment is considered another impediment in incorporating ICT in the
teaching and learning process (Hew & Brush, 2007). The pressures to score high on
standardized tests and to cover the allocated syllabus, make it daunting for the teachers to
integrate technology in teaching.
The final barrier to ICT integration in classrooms is related to the subject culture in
question (Hew & Brush, 2007). This is specifically related to the content, pedagogy and
assessment of the subject matter. For instance, Bahranian teachers were found to be reluctant
due to the unavailability of high-quality teaching software in the Arabic language (Razzak,
2015).
In conclusion, these barriers to ICT integration in education need to be identified and
addressed before educators consider technology implementation in the classrooms.
Research Methodology
This qualitative study enabled an in-depth understanding of the challenges faced in ICT
integration at VIHS. A total of 6 teachers and 6 students of grade 11 at VIHS participated in
this study. The teachers were purposively sampled to ensure that they were from different
subject backgrounds, as they may have an impact on the findings. In order to triangulate the
findings, students were selected from the class of each of the teachers interviewed.
The participants were interviewed using semi-structured interview questions. To ensure
reliability, each interview was conducted and recorded in the presence of two researchers
before they were transcribed and coded for analysis.
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Results
Four main challenges emerged from the analysis of data collected from the interview with the
teachers and students regarding the challenges they faced in using ICT in the teaching and
learning process. They include quality of ICT tools, internet access, misconceptions and
resistance.
Quality of ICT Tools
The ICT integration project of the school mainly focused on the use of tablet computers as an
educational tool by the students and teachers to access Dhasvehi and other online resources.
Almost all the participants found that the quality of the brand of tablets initially provided to
them was a major setback in the effectiveness of their use. This finding in terms of the quality
of hardware is consistent with the results of Razzak (2015) that revealed that hardware was
considered a major problem because they were outdated, slow, and required continuous
repairing.
The current study found issues in the battery, touch sensitivity, and display screen of
the tablets. It was also found that software installed by default was not helpful and it was
difficult to install many applications that users wanted because of the incompatibility of those
applications with the brand of the tablets. This is supported by a statement from one of the
teachers interviewed:
In my class I have come across four students who have their tablets broken…without
them dropping...one student said, ‘Miss.. I kept it in the bag and took it home and
today I came and took it from the bag and it’s broken.’ I don’t know what happened
to my tablet also…I never used it...I never take it home also.. I always keep it in
drawer here…so one day I took it and I don’t know what happened…the screen is
cracked and not working at all...
Internet Access
Another major hindrance to the use of tablets and access to Dhasvehi in classroom teaching
was internet accessibility. The issues included Wi-Fi range and the strength of the internet
connection, and limited or no access to the internet in some classrooms, apart from other
technical issues. Poor internet connection as a barrier was also found by Hew & Brush (2007)
and Razzak (2015). This was highlighted by both teachers and students of VIHS, as evident
from the following statement by a student which summarises what most of the participants
experienced:
I mean right now Wi-Fi is so slow. So, it is not that effective. So, I don’t use it.
Misconceptions
The barriers to the use of technology in the classroom included the misconceptions of the
teachers and students. These were specifically related to lack of familiarity with the features
and functions available in the tablets and use of the portal, Dhasvehi. The following quote from
one of the teachers indicates that there were some important features and functions in the
tablets unexplored by them:
…I don’t feel tablet support any kind of assessment.
12
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A belief of the teachers was that tests and quizzes with tablets should replicate the
standardized exams that students sit at Advance level. Hence, teachers found this limitation to
be a reason to consider tablets to be an ineffective tool in the teaching and learning process.
The reasoning of this teacher shows why using tablets may negatively impact students’
performance in the examination:
…when we tell them to type the answers in the tablets in the worksheets like in the
word document …this is a problem when they write in the exam the speed will go
down.
Resistance
Resistance was the last impediment to ICT integration that emerged from the qualitative data
collected. Teachers’ hesitated to use tablets because their focus was on preparing students for
the Advanced level examinations that required them to write lengthy answers within a limited
time. This pressure of the examination as a resistance to technology integration supports the
findings of Hew & Brush (2007). The following statement indicates why this teacher found it
daunting to use tablets in his class:
…in this subject, students have to write many essay answers. So, if they use tablets to
type the answers and you know to show us in the worksheet and all, this will not be
very accurate when they do in the exam. …they will not have the exact time duration.
They will face the time mismanagement.
Another reluctance found is the access to materials, specifically for the subjects that are
taught in the Dhivehi language, the mother tongue of the Maldives. This is evident from the
following statement from one of the teachers:
Where will we find resources? For Dhivehi and Islam we do not have many resources
unlike other subjects. There are few more resources for Islam in English language but
since the subject is taught in Dhivehi it would not be relevant.
This is similar to the findings of Razzak (2015) regarding the Arabic language.
In addition to resources, as in Hew & Brush (2007), teachers who participated in the
present study also found it daunting to use tablets in the teaching and learning process because
it was time-consuming to prepare materials for such lessons as highlighted by this teacher:
Time is also a very big factor for the teachers to design materials that is tabletfriendly that can be actually used by the students to learn.
Finally, teachers also hesitate to use ICT tools such as tablets in teaching because it
requires them to be extra cautious in the class in monitoring the actions of the students. This is
because they think this gives the opportunity for students to access social media applications or
play games using the tablets. The comment of this student confirms the fear of most of the
teachers:
I use Facebook, Viber and then sometimes when I’m bored I play games…if it is a
free period I’d just be on Facebook or Viber.
13
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Conclusion and Recommendations
The current study was aimed at exploring the challenges encountered in the integration of ICT
in classrooms from the perspective of the teachers and students of VIHS. The study found that
there are barriers such as poor internet connections, and quality of ICT tools in addition to the
misconceptions and resistance of users.
The quality of the tablets used by the teachers and students was found to be one of the
setbacks in technology integration. Hence, providing teachers and students with ICT tools that
are of high quality, and are compatible with the software required for teaching and learning
would rectify this problem.
Slow Wi-Fi speed or poor Wi-Fi signal strength is another impediment highlighted by
the respondents. Hence, it is recommended that the school be equipped with a more efficient
Wi-Fi connection so that all the students and teachers can use their ICT devices more
effectively in all the locations of the school.
The misconceptions of the users can only be addressed by providing training on the
basic use of ICT tools in teaching and learning. Regular and continuous in-service courses for
teachers need to be arranged for an effective integration of ICT in classrooms.
Finally, the resistance of teachers related to examination pressure can only be
overcome through awareness of the fact that tablets are not meant to replace classroom
teaching and examination. It must be considered as a learning tool. Teachers also need to be
provided with technical and pedagogical assistance to access relevant materials which will in
turn reduce lesson preparation time. Hence, the reluctance of the teachers needs be taken into
consideration and addressed for an effective implementation of ICT in teaching and learning at
VIHS.
Implications for Future Research
Even though students of the Maldives studying locally and internationally have conducted
several researches as a part of their tertiary education, research in the Maldives is in its infant
stage. Hence, there is a lot of scope for research in the Maldivian context. One such area that
needs to be explored is the use of different ICT tools to improve the education sector. Future
research needs to focus on how ICT can be integrated in individual subjects at higher
secondary level.
In addition, mobile technology in higher secondary education can be investigated to
discover the possibility of disseminating knowledge to dispersed populations in the remote
islands of the Maldives. This will provide equal opportunity for all the students around the
Maldives to access materials required for their studies.
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Abstract
Many students today are accustomed to connecting with their peers through social media. As such,
social networking is a natural fit for learning in higher education contexts; it motivates students and
potentially helps them become more responsible for their learning. Although social media is
increasingly used in both traditional and online classrooms to engage learners (Bowen, 2014), it may
be intimidating to instructors not well-versed in its uses and to learners accustomed to traditional
educational approaches. This practice-based paper outlines considerations and techniques for using
social media in the classroom, particularly in online contexts. The practices are supported relevant
learning theories. Case study examples from actual classroom contexts are shared.
Keywords: higher education, social networking, online learning, learner-centered teaching, theory of
transactional distance

Introduction
Traditionally, only the most academically well-prepared students who possessed the
appropriate social and cultural capital—in other words, those who shared the knowledge,
attitudes, preferences, and behaviors of the dominant social class (Bourdieu, 1977, 1986;
Bourdieu & Passeron, 1990)—were admitted to institutions of higher education. Today,
higher education has become democratized. Individuals and nations recognize the benefits of
higher education, and as such, individuals are demanding it and nations are creating strategies
to ensure access (European Commission, 2014). This has resulted in a student population
representing diverse cultural, social, economic, ethnic, and academic backgrounds. These
students may follow the traditional route, coming directly to universities from secondary
schooling, or, increasingly, they may be mid-life career professionals wanting to retool to
keep pace with changing practices and technology in their line of work, or be seeking
additional qualifications for professional advancement or changes in career paths.
Admission to higher education is only part of the equation. Once students are
admitted, institutions need to provide appropriate support to close the gap between what
students bring with them and what is needed to be successful in higher education. This may
involve academic knowledge in specific skills such as mathematics, writing, or technological
literacy, or practical knowledge about how to navigate university terminology, expectations,
and coursework. In other words, institutions must help learners develop the cultural capital
they may be lacking so that they can excel, not only in their studies but in their subsequent
professions. Rather than the classic case of educational institutions helping to reproduce the
dominant social class by rewarding students who already possess its attitudes, preferences,
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knowledge, and behaviors, the opportunity now exists for institutions to respond in an
inclusive way to those they admit by adjusting practices and pedagogies.
Higher education is changing and institutions must be innovative in preparing learners
for the future. This involves pedagogical strategies and methods of delivery. This practicebased paper shares guiding principles illustrated with case study examples from online
English language courses and other teaching contexts for the implementation of pedagogical
approaches focused on social networking tools. It outlines considerations and strategies for
using social media in the classroom to encourage instructors to adopt it and learners to see its
value in formal learning environments.
Opportunities for Innovative Practice and Pedagogy
Students who are deficient in the attributes of the traditional dominant social class may fail to
succeed in higher education. Lacking the cultural capital traditionally rewarded by the
education system, they do not achieve institutionalized capital that enables them to progress
to higher levels of society. Higher education institutions, however, have opportunities to
develop innovative practices and pedagogies to address this situation, as indicated in the
following quote.
Higher education . . . faces a digital challenge: with the number of EU [European
Union] students set to rise significantly in the next decade, universities need to adapt
traditional teaching methods and offer a mix of face-to-face and online learning possibilities,
such as MOOCs (Massive Open Online Courses), which allow individuals to access
education anywhere, anytime and through any device (European Commission, 2013).
This statement points to the critical need for innovative course delivery. Nontraditional students need flexible options for learning, including online courses allowing
learners to engage anywhere and any time, hybrid learning combining traditional delivery
with technology-based delivery, condensed courses offered in a shortened time frame,
competency-based modules that provide test-out options with evidence of existing knowledge
or skill, prior learning credit that recognizes abilities gained in the workforce, and workbased models that integrate theory with practice (Higher Education Academy, 2015). Many
higher education learners today work part-time if not full time. As such, they need courses
offered in non-traditional ways. In Europe, e-learning is projected to “grow fifteen-fold,
accounting for 30% of all educational provision, thus this transformation should be shaped by
educators and policymakers, rather than something that simply happens to them”
(Ossiannilsson et al., 2015, p. 16).
Shaping e-learning involves pedagogical considerations. Pedagogy is critical to
student success. Post-secondary instructors are typically not trained in effective teaching but
are trained in their disciplines. They may not possess the tools to reach a broad array of
learners but may teach as they were taught. This factor has resulted in the European Union
(2013) recommendation that all teaching staff in higher education institutions receive
“certified pedagogical training” (p. 31) and on-going professional pedagogical development.
Similarly, learners coming from diverse backgrounds and age groups may have specific
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expectations for the learning experience, which may present conflict and frustration when
reality does not match expectations. Both instructors and learners may share apprehensions
about technology-based learning, thus institutions must support both. In particular,
institutions “should support their teachers so they develop the skills for online and other
forms of teaching and learning opened up by the digital era, and should exploit the
opportunities presented by technology to improve the quality of teaching and learning”
(European Commission, 2013, p. 49).
Information Summary: Key Considerations & Illustrations
Several practical solutions and strategies are available to address the current higher education
situation characterized by increasing demand, diverse learners, the need for innovation in
pedagogy and delivery modes, and opportunities to improve learning and teaching by using
technology as a tool. Social media in particular has the potential to enhance learning,
particularly in online contexts. Many students today are accustomed to connecting with their
peers through social media. As such, social networking is a natural fit for learning in higher
education contexts; it motivates students and potentially helps them become more responsible
for their learning. Although social media is increasingly used in both traditional and online
classrooms to engage learners (Bowen, 2014), it may be intimidating to instructors not wellversed in its uses and to learners accustomed to traditional educational approaches. Examples
from practice are next explained and illustrated. Relevant learning theories are addressed.
Teaching and learning paradigms
One key consideration in designing learning experiences that utilize social media is to
consider how teaching and learning paradigms are changing. No longer does memorizing and
regurgitating information prepare learners for future careers. In today’s knowledge economy,
information and skills become quickly outdated and technological advances continually
transform the way we experience life. University graduates must be skilled in problemsolving, critical thinking, collaboration, written and oral communication, information literacy,
and global understanding (Association of American Colleges & Universities, 2015). They
will be continually learning, creating, and applying knowledge in collaborative contexts
which require effective communication and respect for diverse perspectives. In order to
prepare students for these future needs, teaching techniques might include decreasing teachercentered approaches and adopting flipped classrooms in which learners prepare outside of
class and use class time for application (Lage, Platt, & Treglia, 2000). Class preparation may
include participation in social media networks to reflect on readings, pose questions, and
respond to classmates.
In an online course, for example, students can be required to respond to course-related
discussion questions in a structured discussion board, which is facilitated by the instructor.
The goal is to recreate what might occur in a face-to-face course when students engage with
each other to share their perspectives about course content and provide evidence to support
their views. This is excellent training for academic tasks in which suppositions must be
supported. It also provides the opportunity for students to get acquainted, practice their
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academic writing skills, and build a sense of community. Furthermore, a discussion board is
generally easy for both students and faculty to navigate.
For discussion boards to be successful, they must be required, directions for
participation made clear, and rubrics for grading developed. The instructor role should be to
prompt students when necessary into addressing the prompts, developing their responses,
providing support, communicating clearly, and using formal, academic language. Although
discussion boards in which students can ask each other questions or seek help from each
other can often be found in online courses, these may be underutilized if they are not required
and students view them simply as an add-on and do not check them regularly.
The discussion board helps learners assist each other, gain confidence in their ability
to understand course content, explore ideas, and be exposed to differing perspectives. In
terms of distance learning theory, specifically the theory of transactional distance, which
consists of three components, structure, dialogue, and autonomy (Moore, 1980, 1983, 1984,
1993, 2013), the discussion board has direct application. Structure is provided by the
discussion board itself, and specifically the instructions, questions or prompts, the grading
rubric, and the inclusion of the assignment in the students’ grades. The second component,
dialogue, is also evident. Dialogue occurs among learners and between learners and the
instructor. It lessens the transactional distance or the psychological distance between course
participants. Structure and dialogue impact learner autonomy. When these components are at
high levels in a course, learners typically exercise less autonomy in terms of choice and selfdirection. When structure and dialogue are decreased, learners have more autonomy. The
instructor needs to respond to learners based on their readiness for autonomy and vary the
amount of structure and dialogue provided to accommodate learner profiles.
Discussion forums are a form of social networking that help students recognize that
they can learn from each other, rather than from only the teacher. The teacher collaborates in
this process by helping learners think more critically about their responses and fulfill the
assignment in terms of length, content, and accuracy in writing. The discussion board
networking opportunity also applies the concept of collaborative control, characterized by the
learners and instructor managing the learning process together and sharing control of the
learning experience (White, 2003).
Learner-centeredness
Another consideration is the need to help learners accustomed to instructivist, or teachercentered approaches (Gerstein, 2013), understand the advantages of alternate ways of
learning. The goal is for the student to take ownership of learning. This might entail helping
learners develop self-regulation, or the ability to control the factors that affect learning
(Andrade, 2014, 2015; Dembo, Junge, & Lynch, 2006) through strategy instruction (e.g.,
goal-setting, the application of study skills, reflection, and modification of goals), as well as
giving students choices in terms of the curriculum, asking them to assist with instruction, and
requiring their involvement in peer review (Weimer, 2012). Weimer (2012) outlines the
following characteristics of a learner-centered approach: shifting more work and
responsibility to the learner, strategy instruction, reflection, control of the learning process
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through choices and decision-making, and collaboration. These components share similarities
with the concepts of autonomy and collaborative control mentioned earlier, and with selfregulation.
The discussion forum discussed previously is a learner-centered approach in that it
helps students recognize they can learn from each other and provides them with greater
control and opportunities for collaboration. The teacher can also help learners explore their
purpose for learning in order to help them determine their goals and how to accomplish them.
This sets a foundation for a learner-centered approach. This can be accomplished through an
activity that should be used early in a course. The instructor asks learners what is most
important to them—acquiring factual information (e.g., through memorization), learning how
to apply information in new contexts (e.g., through controlled application scenarios), or
becoming a lifelong learner (e.g., knowing how to learn and apply learning in new,
unstructured contexts) (Smith, 2008). This could lead to a discussion of the philosophical
underpinnings of the course and the need for constructivism, involving interaction among the
learners and teacher, as well as connectivism in which learners informally network with each
other (Gerstein, 2013).
This type of discussion could precede the introduction of course assignments that
require interaction and networking, such as the discussion board, and also to encourage
informal social networking about course content outside of formal class structures using
blogs or Facebook or other social networking platforms. The flipped classroom, mentioned
earlier, lends itself to outside-of-class preparation and interactions that are technology-based,
as do online courses. In the former, learners engage with the material prior to coming to class
so that they can work on projects or other activities in the class. For example, in an English
language class, learners could summarize the main points of a reading and answer related
questions prompting them to analyze and support their views. They could then use this
information in an essay assignment. Before the next class, they might bring their refined ideas
to share in groups for further discussion prior to completing their written drafts. This could
take the form of an activity in which students create a well-structured and well-supported
paragraph to develop a main point. They could utilize information from the discussion board
and be given guiding questions from the instructor for how to respond to each other’s drafts.
This could be done in class, in a learning management system, or with an online document
collaboration tool such as a mind map (see mindomo.com as an example) or a document
sharing platform (see http://www.creativebloq.com/design/online-collaboration-tools912855). Students can share their final product on a class blog (e.g., LinkedIn SlideShare, or
Facebook). This provides an audience for their writing and motivates them to communicate
clearly. Students can post comments on each other’s work.
In online contexts in particular, consideration must be given to helping learners
connect with each other and create a community. This can be accomplished through
techniques such as the use of introductory videos, peer review of written work, and group
projects. Learners can post videos about themselves, their approaches to assignments, or
ideas for writing topics within the course using technology tools in the course management
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platform, or externally using free online tools (e.g., powtoon for videos, piktochart for an
information graphic, or glogster for a digital poster). These tools can be used for a variety of
types of assignments that involve presenting information about course concepts, synthesizing
reading materials, demonstrating comprehension of theories, and reflecting on learning
achievements and goal accomplishment. These types of activities lead learners to deepen
their critical thinking skills and increase their levels of self-regulation and autonomy. These
attributes can carry over into subsequent courses and support overall success.
Online social networking tools such as mind mapping templates, back channeling, and
game templates can be used in both online and face-to-face courses to liven up learning
sessions and transform passive learning to active learning. Mind mapping tools are available
online at no cost although the features may be limited in the free versions (e.g., see
mindomo.com). Instructors can set up a mind mapping assignment and invite students to
participate. They can ask learners to create maps in groups and then share their maps with the
rest of the class. Maps can be utilized as brainstorming or organizational tools for writing
assignments, as the means to identify main ideas in a reading, or to respond to questions
posed by the instructor or other learners. Similarly, back channeling (e.g., today’s meet)
provides learners with the opportunity to comment on what is happening in a class session or
post notes about the content of a learning module in an online course. It can be a fun way to
ask and answer questions and share ideas. Games are an effective and motivating way to
capture the attention of learners, check comprehension of preparatory reading assignments,
review for exams, or present an overview of new concepts to be learned (see templates
at http://people.uncw.edu/ertzbergerj/ppt_games.html).
Polling devices can be used for learners to share their perspectives or as a quick
comprehension check for what is being presented live or in an online presentation or tutorial
(e.g., polltogo, Poll Everywhere). Polling tools provide real-time assessment opportunities,
which allow the instructor to respond to learner needs and correct misconceptions, make
effective use of class time in face-to-face contexts, encourage active participation and
thinking about concepts, (Committee on Academic Programs and Teaching Learner-Centered
Task Force, 2005), and ascertain what additional instructional materials might be needed in
an online course. An illustration of this might be a first-day get-acquainted activity in which
questions are posed for learners to answer about their backgrounds, experiences, and learning
goals. Learners respond to the questions, and their answers appear in graph form. This can be
followed by group discussion or writing activities in which learners use the statistics from the
graphs to support their answers.
In sum, a variety of tools are available to help shift the responsibility for learning to
the learner, and to do so in an engaging way. For the learner-centered approach to be fully
implemented, learners should be provided with the opportunity to reflect on their learning at
regular intervals. This is most effective when combined with goal-setting and an introduction
to and application of effective strategies. Reflections should be structured with guiding
questions and clearly delineated expectations. Instructors can facilitate greater depth of
reflection with their dialogue (e.g., feedback) to students on the assignment. Students can be
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guided to take more responsibility for ensuring the quality of their responses if assignment
rubrics are available to them so that they understand expectations.
Solutions and Options: Support for Using Social Networking Tools
The changes in traditional teaching and learning described may not be initially welcomed by
either instructors or students. The latter may be accustomed to more passive learning and the
former to more classroom control; however, this can change as learners take ownership of
their learning (Weimer, 2002), and instructors see an improved learning experience for their
students. In both cases, however, some type of orientation, training, or opportunity for
collaboration is needed to provide support.
One way to address instructor professional development is to form a community of
learning to which instructors are assigned. They can be divided into groups with one teacher
appointed as the leader (additional pay is appropriate for this role). The group leader can
organize discussion forums and virtual gatherings and ask other instructors to identify topics
of interest or concern. The team leader might invite instructors to share a technology tool they
have effectively used or activities they have implemented to meet designated instructor
standards. If instructors are teaching the same course, they can share ideas for how to address
specific assignments, trouble spots in assignments, or weaknesses encountered in student
work. More extensive networks could be formed in the spirit of connectivism in which
instructors share ideas, video clips, online resources, and other teaching strategies. Materials
can be archived and available on the institution’s website. In this way, instructors are using
social media to learn and improve their teaching in much the same way that learners use it in
the learning process. These tools encourage both reflection about the teaching and learning
process as well as collaboration. Instructors can also be required to submit regular reflections
or reports to their group leader on the progress of their course. If having a lead instructor is
not possible, a discussion board can be available and open for instructors to access as needed
or interested. However, for these communities to be successful, instructors likely need to be
required to participate at a certain level.
For learners who may not be comfortable using social networking tools, brief video or
PowerPoint tutorials can be created and embedded in a course and accessed through the
learning management system. Some of these may need to be reviewed prior to the start date
for the course. In some online courses, the first course module consists of orientation types of
materials; in other cases, it may be more appropriate to introduce tools when they are needed
for assignments. Screencast tools (e.g. screencast.com) can be used to capture computer
screens to illustrate how to use learning management system features or social networking
tools. These could be created by course designers or instructors themselves. Most available
social networking tools have user-friendly videos or tutorials that take minimal time to
review. The tools are generally accessible and can be used with very little practice. However,
learners should be encouraged to access how-to tutorials up front to avoid frustration.
Assignments utilizing social networking should incorporate the elements of the theory
of transactional distance—structure, dialogue, and autonomy. Structure might include
assignment instructions, guiding questions, tutorials, and grading rubrics; dialogue about
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learning is the reason for using the networking tools. Strategic use of these components has
the potential to increase increase learner autonomy. Additionally, instructors who recognize
that students rarely do optional activities will have more success overall. All three
components of transactional distance (structure, dialogue, autonomy) are important to
consider when designing a course and facilitating learning using social networking tools.
Recommendations
Social networking and other technology-based and online learning tools are changing
constantly. Although some tools are included as examples in this paper, it is important to note
that new tools and improvements to existing tools are occurring on a regular basis. Listed
below are some resources for exploring what is currently available in terms of guides for
instructors about using social media.
•
•

•

Edutopia.
See
http://www.edutopia.org/blog/social-media-resourceseducators-matt-davis
Online
Universities.
See
http://www.onlineuniversities.com/blog/2010/05/100-inspiring-ways-to-usesocial-media-in-the-classroom/
The
Social
Media
Landscape.
See
http://www.fredcavazza.net/2015/06/03/social-media-landscape-2015/

These sources demonstrate that “social media is a vast ecosystem of online services
structured around four main usages: publishing, sharing, discussing and networking”
(Cavazza, 2015). The preceding discussion of possible ways to use these tools demonstrates
extensive possibilities. These could be overwhelming to both instructors and students.
Instructors may want to begin by selecting one tool to experiment with in their course such as
having students use an online mind mapping tool or create an infographic or digital poster.
The choice of tool must be aligned with learning objectives for the course and the specific
module or class session of focus. Digital literacy is critical for both learners and instructors
and should be encouraged but also well-supported and structured so that the experience is
positive and motivates users to continue their quest for effective technology-based learning
tools.
Conclusion
This practice-based paper has demonstrated how pedagogical approaches based on learning
theories can utilize social networking tools to improve the teaching and learning experience.
The approach has been illustrated with case study examples from actual courses,
predominantly online English language courses. Using social networking tools involves a
paradigm shift for both instructors and students and opportunities for both to form
communities of learning to share ideas and support. Learners in higher education today are
diverse. As such, the methods used to engage them must also be diverse. This paper provides
a discussion of some of the available opportunities and recommendations for their
implementation.
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“Self-determined learning. . . . may well provide the optimal approach to learning in
the twenty-first century” (Hase & Kenyon, 2001, para. 1). This can be realized through
effective social networking practices and related strategies that address instructor needs and
encourage learner autonomy. Such an approach helps build the cultural capital that students
need to be successful in higher education and in their chosen professions. These tools can
encourage mastery of learning outcomes valued by employers such as communication, team
work, collaboration, critical thinking, and global understanding. As such, learners are
prepared for success.
References
Andrade, M. S. (2014). ‘Dialogue and Structure: Enabling Learner Self-Regulation in Technology
Enhanced Learning Environments’. European Journal of Educational Research, Vol 13 No 5, pp. 563574. Retrieved from www.wwwords.eu/eerj/content/pdfs/13/issue13_5.asp
Andrade, M. S. (2015). Self-Regulated Learning: Applications for Effective eLearning and
eTeaching, in Gradinarova, B. (Ed.), e-Learning, InTech, Rijeka, Croatia, pp. 33-59. Retrieved
from http://www.intechopen.com/articles/show/title/effective-elearning-and-eteaching-a-theoreticalmodel. http://dx.doi.org/10.5772/60578
Association of American Colleges and Universities. 2015. The LEAP Challenge: Education for a
World of Unscripted Problems, Association of American College and Universities, Washington, D.C.
Retrieved January 13, 2016 from
https://www.aacu.org/sites/default/files/files/LEAP/LEAPChallengeBrochure.pdf
Bourdieu, P. 1977. Cultural Reproduction and Social Reproduction, in Karabel, J, and
Bourdieu, P. 1986. The Forms of Capital, in Richardson J. G. (Ed.), Handbook of Theory and
Research for the Sociology of Education, Greenwood Press, New York, pp. 241-258.
Bourdieu, P., & Passeron, J. C. 1990. Reproduction in Education, Society and Culture (2nd ed.), Sage
Publications, Newbury Park, CA.
Cavazza, F. 2015. The Social Media Landscape. Retrieved January 13, 2016
from http://www.fredcavazza.net/2015/06/03/social-media-landscape-2015/
Committee on Academic Programs and Teaching Learner-Centered Task Force. 2005.
Dembo, M. H., Junge, L. G., & Lynch, R. 2006. Becoming a Self-Regulated Learner: Implications for
Web-Based Education, in O’Neil, H. F. and Perez, R. S. (Eds.), Web-Based Learning: Theory,
Research, and Practice, Lawrence Erlbaum Associates, Mahwah, NJ., pp. 185-202.
European Commission. 2013. Commission Launches 'Opening up Education' to Boost Innovation and
Digital Skills in Schools and Universities. Retrieved January 13, 2016
from http://europa.eu/rapid/press-release_IP-13-859_en.htm.
European Commission. 2014. New Modes of Learning and Teaching in Universities. Retrieved from
http://ec.europa.eu/education/library/reports/modernisation-universities_en.pdf
Gerstein, J. 2013. Education 3.0 and the Pedagogy (Andragogy, Heutagogy) of Mobile Learning.
Retrieved January 13, 2016 from https://usergeneratededucation.wordpress.com/2013/5/13/education3-0-and-the-pedagogy-andragogy-heutagogy-of-mobile-learning/

24

ISSN 2414-6099

Halsey, A. H. (Eds.), Power and Ideology in Education, Oxford University Press, New York, pp. 487511.
Hase, S., & Kenyon, C. 2001. From Andragogy to Heutagogy. Retrieved January 13, 2016
from http://www.psy.gla.ac.uk/~steve/pr/Heutagogy.html
Higher Education Academy. 2015. Framework for Flexible Learning in Higher Education. The Higher
Education Academy, York, England. Retrieved January 13, 2016 from
https://www.heacademy.ac.uk/enhancement/frameworks/framework-flexible-learning-highereducation
Lage, M., Platt, G., & Treglia, M. 2000. ‘Inverting the Classroom: A Gateway to Creating an
Inclusive Learning Environment’. Journal of Economic Education, Vol 31 No 1, pp. 30-43.
Learner-Centered Teaching and Education at USC: A Resource for Faculty. Retrieved January 13,
2016 from http://cet.usc.edu/resources/teaching_learning/docs/LearnerCentered_Resource_final.pdf
Moore, M. G. 1980. Independent Study, in Boyd, R. D., Apps, J. W., and Associates (Eds.),
Redefining the Discipline of Adult Education Vol. 5. Jossey-Bass, San Francisco, pp. 16-31.
Moore, M. G. 1983. The Individual Adult Learner, in Tight, M. (Ed.), Education for Adults, Volume
I: Adult Learning and Education, Croom Helm, London, pp. 153-168.
Moore, M. G. 1984. On a Theory of Independent Study, in Stewart, D. Keegan, D. and. Holmberg, B.
(Eds.), Distance Education: International Perspectives, Routledge, London, pp. 68-94.
Moore, M. G. 1993. Theory of Transactional Distance, in Keegan, D. (Ed.), Theoretical Principles of
Distance Education Vol. 1. Routledge, New York, pp. 22-38.
Moore, M. G. 2013. The Theory of Transactional Distance, in Moore, M. G. (Ed.), Handbook of
Distance Education (3rd ed.), Lawrence Erlbaum, Mahwah, NJ, pp. 66-85.
Online and Open Education Around the Globe. State of the Art and Recommendations’, International
Council for Open and Distance Education, Oslo. Retrieved January 13, 2016
from http://www.icde.org/admin/filestore/News/2015_January-June/ICDEQualitymodels2.pdf.
Ossiannilsson, E., Williams, K., Camilleri, A., & Brown, M. 2015. ‘Quality Models in
Smith, G. A. 2008. ‘First-Day Questions for the Learner-Centered Classroom’, The National Teaching
and Learning Forum, Vol 17 No 5, p. 2.
Weimer, M. 2012. Learner-Centered Teaching (2nd ed.), Wiley, San Francisco.
White, C. 2003. Language Learning in Distance Education. Cambridge University Press, Cambridge.

25

ISSN 2414-6099

Best practices in bringing interactivity to online education
based on the constructivist theory
Zainab Kashi
Hamdan Bin Mohammed Smart University,UAE.

Abstract
Many factors contribute to the success of online courses including course design, interface design,
perceived ease of use, and perceived usefulness (Liu et al. 2010). However, the role of interactivity
appears to be a key element in keeping learners engaged and motivated in online courses (Moreillon,
2015). Constructivist theory is a learning theory that views the learner as an active participant in the
process of learning; it states that learners construct knowledge by building on what they already
know in an interactive context. Constructivist theory consist of many theories that define multiple
types and practices of constructivism but all of them falls under three main schools of constructivist
theory which are; cognitive constructivism, social constructivism, and Radical constructivism. Many
constructivist learning scenarios have been applied to online courses to bring interactive and effective
learning experience, some of them were successful and others were not, some practices showed
positives results in some parts while others failed totally from all aspects.
This is a detailed literature review research that offers the best practices in bringing interactivity to
online education based on the constructivist theory. It starts with a general definition to constructivist
theory and its applications in eLearning. In the second part the paper focuses on three types of
interactivity in eLearning context in the light of constructivist theory. The three interaction types are;
learner-instructor interaction, learner-content interaction, and learner-learner interaction. The third
part is about the lessons of brining interactivity to eLearning that we conclude from the three main
schools of constructivism; cognitive, social, and radical constructivism.
Keywords: e-learning, constructivist theory, interactivity, cognitive constructivism, social
constructivism, radical constructivism.

Introduction
Constructivist is a learning theory with flexible applications to different eLearning contexts
like: students-centered, knowledge-centered, assessment-centered, and social-centered (Swan,
2005). It enhances eLearning technologies to provide authentic learning, research confirms
the effectiveness of using constructivist theory in eLearning for its role in providing authentic
learning experience (Harman & Koohang, 2005). Constructivists stated that knowledge is
constructed in learner’s mind through interaction with environment and people to get
experience. The experience gained from interaction lead to building new concepts or to adjust
already known concepts to more authentic ones. Glasersfeld (1990) stated that the learner
plays an essential role in knowledge creation process that is formed from various experience
contexts. For constructivist theory, all learning types include mental processes linked with
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experience from surrounding community to compose individual representations of
knowledge. It is important to mention that constructivist is a theory of learning not of
instruction. Ng and Nguyen (2006) described constructivism as: “the belief that the learner
is active in shaping how new knowledge is taken in and shaped and, furthermore, that new
understandings emerge progressively as learners develop hypotheses, test those hypotheses
and re-shape their understandings on the basis of experiences” (p. 41).
Constructivist learning can be explained generally by three main strategies: learners
construct knowledge in an individual and unique way as stated in Dewey’s research,
experience is the transitional stage between what learners know and what they want to know
as stated in Piaget’s research, and interactions between learners is an integral element in the
knowledge construction process as stated in Vygotsky research. These theories are the roots
of constructivist learning by concentrating on how students process and construct knowledge
(Neo, 2007).
Constructivist theory is the best learning theory to be used in eLearning for the variety
of resources it offers for learners with the freedom to choose what material is appropriate for
them (Cohen, L., Manion, L., & Morrison, K. 2004). Many theories fall under constructivist
theory, they can be classified to three main types: cognitive, social, and radical
constructivism. In this paper, I will concentrate mainly on social and cognitive constructivism
while other major constructivist theories will be discussed briefly.
This paper aims:
•
•
•

To analyze the effective applications of constructivist theory to eLearning.
To discuss the effectiveness of three types of interaction when used in eLearning
context based on constructivist theory.
To highlight the main lessons of brining interactivity to online learning based on the
main schools of constructivist theory.

In this paper I will support two arguments:
•

•

Constructivist theory has many implications that contribute to eLearning as it is
considered a successful learning theory to rely on when designing eLearning
activities.
Constructivist theory supports interactivity in eLearning.

Constructivist theory
Constructivism theory states that learners’ learn better if they are assigned to general
representation of knowledge that is shared with others, it is very similar to cognitive
constructivism theory, it explains the role of computer-mediated learning in enhancing mental
processes to construct new knowledge. Mascolol & Fischer (2005) explained it as
"Constructivism is the philosophical and scientific position that knowledge arises through a
process of active construction", while (Brooks, 1999) added: "As long as there were people
asking each other questions, we have had constructivist classrooms. Constructivism, the
study of learning, is about how we all make sense of our world, and that really hasn’t

27

ISSN 2414-6099

changed". Savery and Duffy (2002) mentioned: “constructivism is a philosophical view on
how we come to understand or know” (p. 1).
In cognitive constructivism, Learners deal with new information and experiences
based on their former construction of knowledge, learning is an active mental process of
constructing knowledge in a strategic way, the mental processes are called Schema and they
include two main processes: accommodation which is replacing existing knowledge with
more viable one and assimilation which is constructing new knowledge.
Cognitive constructivism adds significant theories to eLearning, working memory,
schema, computational learning, and memory functions. These theories lead to practical
methods like advanced organizers, concept maps, teaching for transfer, elaborative practice,
teaching for automaticity, theory of language and thought, reading strategies and problem
solving strategies (Doolittle,1999).
Although cognitive constructivism and social constructivism have different
implications in the classroom but (Rowell & Palmer, 2007) stated that they have
complementary process to provide effective learning process, they supported their idea with
(Maxim, 2006. P.339) speech: " Cognitive constructivists and social constructivists have
much in common, but they differ noticeably in one key area—the extent and type of
involvement of both students and teachers.” For example, “social constructivists stress the
organization of “communities of learners” in which 'more expert' adults or peers provide
assistance to the less skilled learners.” On the other hand, “Cognitive
constructivists,describe a learner-centered environment where the making of knowledge is
carried out by individual students in a fashion that supports their interests and needs. For
cognitive constructivists, learning is primarily an individualistic venture.”
Radical constructivism explains knowledge construction from both mental processes
and representations of knowledge, it claims that learners should “live” the experience they are
learning about with little help or support from the teacher (Dalgarno, 2001). For radical
constructivism, knowledge is a self-generated learning process that doesn't aim to form a
"true" image of the real-world but to create a viable knowledge about the world based on
personal experiences. In radical constructivism, knowledge is the conclusion of individual
experience. It is also important to mention that knowledge is not alerted to fit the real world
but the real world is alerted to fit our learning needs.
Glasersfeld (1989) mentioned two main concepts about radical constructivism: "(a)
knowledge is not passively received but actively built up by the cognizing subject, (b) the
function of cognition is adaptive and serves the organization of the experiential world, not
the discovery of ontological reality." (Page 162)
In Social constructivism, knowledge is constructed from social interactions and
sharing meanings. It is not restricted to mental processes as in cognitive constructivism or to
experience and representation of knowledge as in radical constructivism, it is co-constructed
in social contexts. Social constructivist theory is the best theory to be used in eLearning to
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facilitate sharing meaning and experiences (Johnson, 2014). It supports the Zone of Proximal
Development theory( ZPD), developed by Vygotsky, it suggests that all learning types
happen in the gap between what is already known and what is aimed to be known. This gap
should be effectively scaffold with collaborative activities and teacher assistance when
designing learning activities. Social Constructivism highlights the importance of
collaboration, interactivity, and communication tools in the learning experience, it gives the
opportunity for learners to teach one another collaboratively. This theory focuses on the
importance role of language use in transforming information and ideas between people. The
difference between constructivism and social constructivism is that in social constructivism
learners are participating in group activities to construct knowledge based on language and
culture (Vygotsky, 1978).
Some theories argue that analyzing knowledge construction can’t be done without
focusing on the social context and the learning tools used in creating the whole learning
design. Situated learning claims that designing educational activities should be built on
learning goals, main theme, and the community in which it will be used. The legitimate
peripheral participation concept added that new students should participate in complex
learning activities to accomplish advanced knowledge construction levels (Swan, 2005).
Cognitive apprenticeship notion suggests using authentic activities in classroom with the
teacher acts as a facilitator whenever help is needed, while knowledge building
communities notion stresses on the role of group work activities in enhancing learning.
However, distributed cognition theory represents educational tools\ programs as integral
part in the process of creating knowledge in learner’s mind.
Constructivism states that we can set fixed criteria for instructions but it is impossible
to set the same for learning, hence, educators should focus on the design of the learning
processes more than that of instructions by providing active learning instructions (Swan,
2005). Many case-studies support using constructivist instructions in eLearning contexts like
(Brooks et al., 1988) who suggested eight strategies to be followed in any constructivist
learning scenario including eLearning contexts. Educators can use these strategies to provide
successful learning process
•

•

•

Authentic experience obtained from real-world contexts. ELearning can meet this
strategy through real-life scenarios that allow learners to live the experience as in
reality using computer-simulated life and micro-worlds.
Social interactions should be activated to improve social skills like language and to
improve intellectual skills like substitution and assertion of knowledge. ELearning is
rich with synchronous interaction tools like Skype and asynchronous interaction tools
like Gmail. Asynchronous communication open collaborative and interactive channels
among people regardless to place or time, while synchronous communication
provides live channels of sharing ideas and thoughts between learners of different
cultures and backgrounds.
Knowledge acquisition can be enhanced in contexts tolerated to fit learner’s abilities,
this step help activating motivation and other social and intellectual factors in
learners. Many eLearning techniques can be used to facilitate this goal especially in
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•

•

•

•

•

online classes, One-to-One sessions and game-based learning are two examples.
Providing comfortable learning environment and flexible instructions are essential to
enhance knowledge acquisition. The flexibility of online course is determined by the
level of asynchronous and synchronous activities used in it. Usually too much
asynchronous activities will make the course boring, thus live activities are
recommended in online courses although some students may not be willing to
participate in such activities.
Constructing new knowledge should be done based on previous knowledge
foundations. Online teachers should know their students well before giving a class.
Warming-up activities, virtual meetings with students\parents, and placement tests
can help in enhancing this strategy.
Formative assessment is important step to be done regularly during the learning
process, it informs about the effectiveness of the used teaching methods and if there is
a need to adjust them. The web is full of online assessment tools, e-teachers should be
selective in choosing the best tool for learners. Any formative assessment feedback
should be considered to reshape the learning instructions to a better way.
Learners should possess some self-regulation skills toward learning. In other words,
to help them focus on their metacognition skills by thinking about knowledge and
directing knowledge (Brown & Palincsar, 1987). Learners have to be aware of what
they need to do, teachers should provide clear course description and explicit
instructions before starting the course. Flipped-classroom and educational videos can
serve this aim in eLearning contexts.
In constructivist learning, teachers act as facilitator not instructor which means,
helping and assisting learners can be provided only when they need it. There are many
steps to be followed in eLearning contexts for this strategy such as, classifying
students to groups, provide authentic learning scenarios, ask challenging open-ended
questions, open discussions, and have students learn from one another.
Knowledge can be acquired faster if it is inspected from different perspectives.
Students should have the freedom to share ideas and experiences about a topic, they
should be able to test the validity of their findings. Many web tools are available to be
used in this strategy; discussion boards and Community of practice (CoP) are two
examples.

Some scholars recommend using constructivist theory when creating computermediate learning activities, the computer has various data presentation methods and the web
has wide abilities in connecting people together (Wilson, 2000). The ideal way to understand
the importance of web in education is to analyze how people build knowledge through it.
Constructivist learning occurs all the time as learners are online since they are trying to make
sense from what is presented to them and processing information (Wilson, 2000), it will be
more fruitful if learners are directed to construct their own knowledge and experiences
through social activities and communication opportunities that include interacting with other
people or special groups. Greeno (1998) introduced three essential elements to be included
when designing effective eLearning activities based on the constructivist theory, the three
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elements are; open flexible accessibility to wide range of resources and content, support
authentic interactions with the content, and provide unlimited interactive opportunities.
Branford et al. (1999) spoke about specific design of four learning environments
when thinking about constructivist learning; learner-centered, knowledge-centered,
assessment-centered, and community-centered. Although this strategy is design to be used in
traditional learning, it is also applicable to eLearning environments as well.
Learner-centered environment concerns with the different skills, experiences, and
abilities of every learner with the need of creating learning activities that recruit the
combination of these skills to create a unique and authentic learning experience to link
learning with prior knowledge (Bransford, Brown, & Cocking, 2000). On the other hand, it is
very mindful to use smart activities that represent students’ knowledge clearly to give
teachers the opportunities to reconstruct or adjust wrong conceptions students may have. The
unique individualization characteristics that can be offered in online courses help in designing
learning activities that cater to students’ needs. Using placement test, creating individual
learning plans, adding interactive activities, creating asynchronous discussions, and doing
formative assessments are features to be included in a successful eLearning design. The last
thing we can say here is that learners construct knowledge and skills differently in the same
online class based on their individual interests and needs (Swan, 2005).
In knowledge-centered environments, the focus is on the formulation, types of
knowledge and learning activities to provide active learning (Bransford, Brown, & Cocking,
2000). Learning by discovery and learning by doing with clear understanding of the lesson’s
basic ideas is the concerned here. Online education is the best medium knowledge-centered
environment for the rapid and diverse knowledge access it provides as many sources view
representations from different perspectives (Wittgenstein, 1963; Spiro & Jheng, 1990).
However, some scholars find it challenging to create knowledge in the internet when thinking
about the huge scopes of knowledge that varies in authenticity.
Assessment-centered environment in constructivist theory deals with learner’s
impression on real-life situations as an assessment method. Self- assessment is an essential
factor to be included in constructivist learning, students should be trained to adjust and
improve what they know based on new findings or retrieved feedback that is because
effective assessments should focus on questions related to the correct construction of
knowledge (Swan, 2005). Although the web is rich with assessment tools of many options
that can be tailored to meet learners’ need and provide instant feedback ( Kashy et al.,2003),
but too many assessments can considered exhausted for the teacher. Plez (2004) suggested
practical eLearning assessment methods like group discussions, analyzing web resources, and
correct their peers' assignments and give feedback. The role of the teacher will be then to
keep the learning process on the right track, correct conceptions whenever needed, and
provide the final evaluation.
Community-centered environments in constructivist contexts can be analyzed from
two perspectives; the level of social constructed knowledge opportunities and the level of
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connecting students with larger group of learners of the same interest (Swan, 2005). Social
interaction between learners makes learning more engaging even in virtual context (Picciano,
2002; Richardson& Swan, 2003). Studies show that online learners forget for sometimes the
need of face to face conversation when engaging in online discussions. It is important to
mention here that having quite students in collaborative activities doesn't mean they are not
learning; studies find that quite students may reach higher order thinking skills and learn
effectively even when they are rarely participating. However, many students may participate
actively although without having the main ideas of the lesson in their mind.
There are endless studies and research on successful practices in eLearning, most of
them are so flexible to be implemented according to constructivist theory. Research center of
educational technologies developed a model of three interacting components to study the
effect of digital education on learning. The three components are; representation,
conceptualization, and use (Swan et al., 2004).
Representation suggests finding methods used in eLearning and analyze their effect
on the learning process (Swan et al., 2004). Representation tools are used to refer to our
internal knowledge and mental process and share them in real-world contexts (Leont’ev,
1981), these tools are the link between our individual knowledge and the big domain of
knowledge that is in the community around us, it is the joint part of the conceptualization and
the use factors of this model. This component helps to know about the effect and validity of
such methods on students’ learning.
Conceptualization is clearly related to cognitive constructivism as it refers to mental
processes and internal construction of knowledge that lead to meaningful finding. In
eLearning, we should think of methods to help us enhancing students’ mental processes to
open many channels of knowledge construction. Teachers should know their students well
and keep in mind their prior knowledge before thinking about conceptualization tools.
The use component connects with social constructivism as it focuses on the social activities
used in learning (diSessa, 2000; Resnick, 1994). Collaboration activities in eLearning can
enhance higher order thinking while written communication was described to be more
engaging and interactive (Swan et al., 2004). Communication tools in eLearning should be
well-used to support sharing knowledge and bring interactivity to the classroom.
Wilson (2000) mentioned that the value of any website falls under the way it
represents and organizes information. The diverse representation of knowledge on the web
makes it easy to be handled and understood by many people of different knowledge levels
and abilities, the same pieces of knowledge can be found in a written format with a lot of
details and explanations, it is also available in pictures and videos to make it clearer to
learners’ mind. Good educational websites offer information with activities or interactive
elements to encourage constructing new knowledge. Merrill (1991) said that effective
feedback in education presents help, advice, coaching, and feedback along with the presented
information.
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There are three factors of constructivism developed by (Moshman, 1982) which can
support teachers’ plan when thinking about eLearning, they are: endogenous which focuses
on knowledge construction process , exogenous which focuses on the effect of educational
instructions in developing viable representation of knowledge, and dialectical which focuses
on collaboration and interaction in learning.
In the endogenous level, the environment should be learner-centered in which the
teacher is acting as a facilitator to provide challenging activities that take into account
learner’s prior knowledge. Hypertext and Hypermedia are example tools to be used in this
level, they allow learners’ to control the knowledge exploration process through many chunks
of links and web-pages to help them form general understanding of a certain topic. This step
is in the core of constructivist theory in giving learners’ opportunities to articulate their
learning (Rieber, 1994). This step supports cognitive flexibility theory in allowing flexible
content in ill-structured environment to help examining the same concept but from different
perspectives (Spiro et al., 1991). Simulations and Microworld are two examples to be used
here as they provide real life cases and interactive options to enhance constructing authentic
knowledge and getting feedback on what has been constructed (Rieber, 1994).
Exogenous level recommends using learning activities that encourage learners to
articulate authentic knowledge used in real-life situations. Learners should have some control
on their learning process in choosing appropriate activities, they should be able to test the
reliability of the constructed knowledge by applying them in real-life cases (Dalgarno, 2001).
Discovery learning, modelling tools, and metacognition skills are very effective suggestions
to be used here as it has been found that encouraging learners to develop their own hypertext
formulation of knowledge is a successful strategy in teaching.
Dialectical level asserts the importance of scaffolding learning provided by the
teacher in multiple perspective environment in which many students are engaged in one
activity (Dalgarno, 2001), this help can be provided by computer activities in eLearning. The
Web is full with tools to provide social interaction in eLearning and in various ways.
Constructivist theory suggests using realistic activities with scaffolding help from the teacher
to complete big tasks without the need to go on the smaller ones. Intelligent Tutoring Systems
(ITS) suggests teaching frameworks that link new knowledge with learners’ prior knowledge
through Artificial Intelligence Techniques that is designed to fit learners’ need (Orey &
Nelson, 1993).
Chen et al (2000) put a theory of four classifications on how technology can be used
in eLearning based on constructivist theory. They classified eLearning tools into four groups;
Informative tools that are the stores of knowledge on the web, communicative tools that
foster collaboration and interaction between learners and teachers, constructivist tools that
offers multiple representations of knowledge to fit learners’ need, con-constructivist tools are
the same like constructivist but it adds social context to the learning environment, and
situating tools that provide real-life situations similar to that in the learning plan.
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In this section, the main theories of constructivist in eLearning were discussed. Many
theories and studies focus on the effectiveness and flexibility of constructivist theory
applications in eLearning to bring authentic learning and viable knowledge. In the next part, I
will focus on the interactivity part of constructivist theory when applying it to eLearning
contexts.
Interactivity in eLearning
The constructivist theory highly confirms the learner’s role in constructing knowledge
through interacting and collaborating with others as it gives learners the opportunity to
articulate their learning from their point of view. Moreillon (2015) said: “Interactivity has
been cited as one factor in attracting and retaining students in online courses and programs”
(page 1). Interactivity is an essential factor for an effective eLearning scenario that is not
limited to the content design but extends further to cover other components (Sims, Dobbs,
and Hand 2002). Interaction is the most important factor in eLearning (Jung, Choi, Lim, &
Leem, 2002). Many research focuses on the importance of interaction to get students’
satisfaction and persistence, feasible engagement, high academic achievement, and positive
impression toward eLearning (Fredericksen et al., 2000). It is essential to understand the role
of interaction in eLearning to recruit it in suitable learning activities. Bell & Federman (2013)
stated that engaging and interactive online activities give more positive results than
traditional classroom instructions while (Sim, 2003) found that interactivity learning is the
students’ choice over other types of learning.
Being creative in integrating interaction to eLearning activities is one of the most
important points to keep in mind when designing learning activities. Bullen (2006) mentioned
that effective eLearning instructions designed from constructivism perspective should do the
following:
•
•
•
•

Create threads of discussion boards that analyze the problem and guide toward the
solution.
Encourage group-work activities and share them online with peers to criticize them.
Support learners to provide critical point of views on the discussed knowledge.
Ask learners to link their personal knowledge and social background with the
constructed knowledge and help them to apply what they are learning to their real life
activities.

Interaction in learning takes different formats, in his research (Moore, 1989)
identified three types of interactivity, they are: learner-learner interaction, learner-content
interaction, and learner-instructor interaction (see figure 2 below). Understanding deeply each
type of interaction helps in integrating them effectively in learning scenarios as interaction is
considered a prime block in the learning process (Bell and Federman, 2013). Each type of
interactivity can affect learning from a certain perspective and all of them increase learners’
attitude toward eLearning (Jung, Choi, Lim, & Leem, 2002). Moreillon (2015) commented
about that: “activities and tools can help faculty as they enact a social constructivist teaching
philosophy that increases the focus on students engaging with course content while they learn
with and from one another as well as from the instructor” (page,1). The three types of
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interaction can happen in any interaction format whether it is online and offline (Moore and
Kearsley 1996) but learning goals decide what is the most appropriate interaction type to be
used (Bates,1995).

Learner-instructor Interaction
One of the instructor's main roles in learning is to provide feedback. Feedback in learning
helps learners to understand lessons better and put them on the right track of knowledge
construction.
In Constructivist theory the instructor should act as a facilitator in helping learners
absorbing the correct knowledge. Feedback should be given periodically whenever needed in
synchronous and asynchronous activities to confirm a concept, to provide a summary, or to
give a positive support. Gensburg, R., & Herman, B. (2009) said; “In constructivist theory,
feedback provides the learners the opportunity to filter out and obtain additional information
necessary to construct knowledge” (page, 4). Social constructivist theory suggests three
feedback steps: formative, summative, and supportive feedback to be given in different
learnings levels.
Moore (2015) stated that online feedback is not as effective as in traditional learning
since prompting feedback can’t be compared to face-to-face environment. In his research
(Zhang, 2005) added: “online instruction should be equivalent to what students can get in a
traditional classroom, except immediate feedback from the instructor” (page, 3). Although it
is not achievable to always provide instant feedback but many solutions can be used to fill
this gap, Instructors can install communicational programs like Gmail and Skype on their
smart phones to provide instant feedback. However, in some cases, a student may need an
urgent reply to be able to complete a task that can’t be postponed. The social constructivist
theory highlights the collaboration factor between learners as a successful way of enhancing
eLearning, some effective practices suggest using tools that enable learners to learn and
support one another like WhatsApp group, Skype group, or other communicational channels
within the institute Website\ Online Management System. It is important to mention here that
such solutions can be used with High School students or adults who should abide by the
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communicational ethics. Hence, instructors should keep an eye on the discussion threads and
contribute whenever there is a need.
Regardless of instant feedback, replaying to students’ contributions highlights
students’ thoughts and encourage them to be more collaborative because poor interaction
opportunities with the instructor may keep learners lost and don’t know what to do. Clear and
specific feedback is always recommended (Durrington et al., 2006) because learnersinstructor interaction brings learner satisfaction and encouragement to collaborate in more
activities (Kanuka and Anderson, 1998). An interesting study done by (Hansen, 1974)
showed that students who receive too much feedback and those who receive very few or no
feedback reported high anxiety and low interactivity during the course while those who
receive regular feedback whenever needed reported more comfortable and relaxed learning
experience, especially when they have control on how and when to get feedback from the
instructor. This study refutes the notion of 'more feedback more fruitful learning' and also
refutes (Ford, K., & Lott, L., 2012) notion that instructors in eLearning should be always
active in communicating with learners to sustain attention and support motivation.
Considering the type of feedback, (Sims, 2003) mentioned the importance of two-way
conversational feedback in eLearning while (Moore, 2015) thought that it is more effective
with learner-content interaction than in learner-instructor. In their study (Jung, Choi, Lim, &
Leem, 2002) said: “it is important for an instructor to verbally indicate his or her
expectations regarding students’ participation in discussion or that it is important for the
instructor to recognize students’ involvement in discussion by using motivational feedback
aimed at promoting learner participation in interaction” ( page,5 ), they also added that
giving feedback will bring learners' attention more to the content and make them achieve
better in the course.
Generally, Instructor’s feedback aims to provide advices, learning steps, additional
resources, and encouragements. The activity design and the learner’s need determine the
frequency and the style of the feedback. From social constructivist perspective, Hansen study
align with the scaffolding theory that suggests providing feedback only whenever needed
during the initial steps of the learning process so to give them the opportunity to achieve the
big goal by themselves.
It is recommended to give students some control on their learning by using learning
activities that facilitate this factor. Some research recommends the role of this control to be
more important than the communicational role (Moore, 2005), other research claims that
technology is the dominant in modern education trend and is depended on control and
engagement, while communication can be embedded (Sims, 2003). ELearning tools should
be served to facilitate this control to open more levels of communication (Sims, 2003) while
instructors should create learning activities to enhance control factor and other
communication factors that give learners the opportunity to exchange knowledge and
experiences. Sims (2003) said in his research that students “have a clear expectation that
interactive environments will provide them with control” (page, 97). He added: “It is not so
much that the user has to have overall control, but rather that the user needs to have an
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understanding of and control over their role in the learning process” (page, 94). Giving
learners’ the opportunity to control their learning can be a solution to (Dillon, 2004)
assumption that eLearning requires extra efforts and time from teachers to create interactive
learning activities.
The control notion lead us to social constructivist theory where instructors should
know the zone of proximal development of their students to support them with scaffold help
in some parts and give them control over other parts. Teachers can provide scaffolding
learning in eLearning by assessing learner to find and analyze resources, provide challenging
tasks within learners’ ZPD, and guide learners to identify challenging topics and find
solutions to solve them (Grabe and Grabe, 1999). Effective scaffolding learning should
combine with integrating higher-order thinking skills and social interaction factors (Cohen,
L., Manion, L., & Morrison, K. 2004).
Social constructivist theory suggests instructors to integrate metacognition skills in
the learning process by giving learners some lead on articulating their learning, authentic
activities will be very powerful tool to improve higher thinking level and problem solving
skills (Walkern, 2006), authentic activities help learners to control their learning and enhance
their performance (Mueller, 2014). Instructor's feedback in authentic tasks should be done on
two stages; the formative stage, during the task and the summative stage, by the end of the
task. They will be graded on effectiveness of forming viable knowledge not on how accurate
they are in memorizing the correct answer (Moore, 2015). Using authentic assessments that
designed to include all levels will be another good instructional tool since it helps students to
form new representations as they are trying to find the right answer.
The fruitful effect of learner-instructor interaction can’t be neglected in online
courses, any interaction type can be structured to meet learners’ need and instructor’s aim
(Vrasidas and McIsaac, 1999). Many studies find that well-designed instructor’s interaction
affects learner-learner interaction positively (Boling et al., 2014; Durrington et al., 2006).
Instructors should be aware of their learners’ abilities and needs by designing suitable
interactive instructions without neglecting the learning goals. Learners should clearly
understand what they should do and why, this is supported by (Boling et al., 2014) who found
that learners were more actively engaged in an interaction activity after clear clarification
given by the instructor on the main theme of the discussion topic. It’s essential for instructors
to understand the impact of interactive factors on learners’ satisfaction and desire to learn
(Moore, 2015). Moreillon (2015) commented on that “the quality of students’ online
interaction is a critical concern for me in the courses I teach” (page, 2).
To address the interaction factor successfully, there should be a balance between
interactive activities and other course's activities as learners pay little attention to interactive
discussions when having too many weekly activities (Moore, 2015). Instructors can assign a
minimum expected contributions to help learners organize their learning, choosing attractive
topics related to learners’ interest can also bring better contributions quality than when
learners are participating for marks sake. The course delivery way has an impact on the
preferred interaction style, learners prefer face-to-face and synchronous activities in online

37

ISSN 2414-6099

course more than asynchronous or self-based activities as they consider is the only online
‘real” interaction method in the course (Vrasidas and McIsaac, 1999).
Learner-learner interaction
Although this type of interaction is integral to any learning process whether the instructor
focus on activating it or not, it has not been analyzed thoroughly from interactivity
perspective before (Moore, 2015) but in eLearning research this term is always connected
with the interactivity concept (Bell & Federman, 2013). Roblyer and Wiencke (2003) focused
on the need for engaging learners in the learning process through collaborative activities.
Zhang (2005) said: “Learner-learner interaction fosters collaborative learning” (page, 2) and
(Moreillon, 2015) added: “learners engage in shared meaning making through collective
discussions around ideas and artifacts” (Page, 3).
Vygotsky (1980) stated that learning is a social activity and knowledge is socially
constructed. Integrating learner-learner interactions actively will enhance constructivist
learning process as collaboration is the dominant factor of this theory (Moore, 2015). Social
learning is essential in constructivist learning to allow learners express their ideas and share
them with others (Gensburg, R., & Herman, B., 2009). Moreillon (2015) said: “keeping our
focus on interactivity that motivates and engages students in learning with and from each
other in the online classroom is a worthwhile pursuit” (Page, 6). Many studies spoke about
the role of instructor to make the discussion interactive by questions and feedback, other
studies presented opposite finding by giving the learners the big influence on creating
interactive discussions ( Moore,2015).
Vrasidas and McIsaac (1999) spoke about the impact of students’ number on
interactivity, they said that the more students we have the more interaction we receive, and
they added: “Interaction always takes place in response to other actions or in relation to
others” (Page, 25). Another study done by (Thorpe, 1998) found the opposite result that
enhancing students’ motivation in eLearning context can be done with small students’ size.
Students like the social atmosphere in learning, students like to hear it from their peers and
comment on it or share similar experience they may have (Moore, 2015), sharing ideas and
experiences helps in spreading knowledge and reconstructing various representation of
knowledge among learners while students’ interaction with one another will help those with
low motivation to understand the content better and overcome their problems (Keller, 1999).
In a study done by (Jung, Choi, Lim, & Leem, 2002), results showed that learners
like interacting with one another more than interacting with the instructor, the same study
showed surprising finding that learner-instructor interaction increases learning achievement
but learner-learner interaction does not. In some studies on learner-learner interaction, results
surprising stated that online discussions are more interactive and collaborative than face to
face discussions (Kim, Hong, Bonk, & Lim, 2013), I think this can be attributed to
psychological aspects like feeling shy, poor self-confidence, or having public speech phobia.
In the fact, there is no one element to be used to create and interactive dissections, but the
more forms of learner-learner interactivity we have the more active response we get
(Vrasidas & McIsaac, 1999).
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The language usage in synchronous and asynchronous discussions contributes to
learner-learner interactivity level, learners should understand the importance of being
selective in choosing clear words that deliver exactly what they want to share (Moore,
2015).We all know the importance of the facial expressions when speaking about any topic,
one of the weak points of hybrid discussions is the lake of facial expressions or emotional
cues (Boling et al., 2014). Having emoticon option in the discussion correlates positivity with
the comfort and interactive level of discussions while removing it will cause anxiety and
confusion for some students which lead them to stay passive in such activities (Vrasidas &
McIsaac, 1999). The variety of daily social communication tools and different designs and
options like WhatsApp and Line apps made people familiar to communicate with emoticon
cues, when it is removed from eLearning discussions it brings some ambiguity to the nature
of communication (Moore, 2015), that is because socio-emotional features in online
discussions simplify the conveyed message and facilitate self-disclosure (Fulton, Botticelli,
and Bradley, 2011). Actually, e-learners tend to use the social cues in replace to face-to-face
expressions (Roblyer and Wiencke, 2003). The emoticon options provided in educational
discussions should be carefully selected to control the discussion to make it meets with the
educational goals. However, emoticon with negative or boyish indication should be removed.
The type of communicational style to be used in any learning experience is always
under discussion, eLearning environment provides asynchronously or synchronously
interactions in collaborative way (Harasim et al., 1995), asynchronously tools like email
allow for any-time any-place interaction, while synchronously tools like online sessions allow
for live interaction. Many studies contradict to decide the best and the most appropriate type
of communication, some find synchronous is better than asynchrony and others preferred the
opposite. Although (Moreillon, 2013) said that asynchronous discussions give extra time for
learners to think before speaking, she also said: “online discussions can lead students to
higher levels of thinking, instructors must develop prompts or design discussions that will
engender dialogue and motivate students to think critically about the information provided by
the
instructor
or
posted
by
classmates”
(Moreillon,
2015,
p.43).
Learner-contentinteraction
There are not many studies done on learner-content interaction due to the many technologies
used in eLearning (Moore, 2015). Zhang (2005) said: “There have been few empirical studies
that investigate the effect of learner–content interaction on learning effectiveness in
multimedia-based e-learning environments” (page, 2). Interacting with the content is
significant in the learning process as it refers to learning activities. Vygotsky (1980) stated
that learners build new representation of knowledge through using learning tools, paying
attention to learner-content interaction is recommended as it helps constructing new
knowledge through the way learners use the content (Moore, 2015). Learner-content
interaction is considered the basic of other interaction types as it happens when the learners
read any online material or partake in any online activity (Jung, Choi, Lim, & Leem, 2002).
Frankly speaking, It is not easy to always provide a valuable content that is engaging and
attractive to students, this is supported with (Zhang, 2005) speech when he said: “The
capability of providing random access to learning material and selection of content
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presentation format are critical for getting students engaged, thus improving learning
effectiveness” (page, 3), but we should keep in mind that academic achievement and learners’
satisfaction can be increased when there is high learner-content interaction (Zhang, 2005). In
a study done on 2500 by Boston Consulting Group in 2014 to know students’ expectations
from online education, results showed that learners desire higher level of interactivity than
what they have in their learning.
Constructivist theory has many practical implications to this interaction type, activity
theory suggests that learning tool can be processed to give an outcome, the outcome can be
processed to give knowledge, the outcome and knowledge can’t happen without a correlated
interaction between learning tools, community, learners, instructor, rules, and instructions
(Jonassen, 2000). Sharma et al. (2008) states that: “technology-enhanced constructivist
learning environments offer many opportunities to engage students in authentic, complex,
and guided learning interactions” (p. 88). In their research (Ford, K., & Lott, L., 2012)
mentioned that constructivist learning activity should be meaningful and authentic, it will be
meaningful if it helps constructing viable and comprehensible knowledge and it will be
considered authentic if it gives real-life learning contexts. Learning context should be
convenient with learner’s environment and social background, Sherman & Kurshan (2009)
said: “constructivist teaching incorporates students’ communities as the context for learning”
(page, 12).
After the wide spread of eLearning in all academic levels, more studies and research
emerged to focus on this type of interaction and to provide the best practices and advices.
Zhang (2005) “A key challenge is to provide learners with easy, intuitive, and fast access to
the content” (page, 1). Attracting learners with engaging content is the gate to other
interaction types, studies showed high interaction level and more learners’ satisfaction in
learner-content interaction over the other two types (Bell & Federman, 2013). Zhang (2005)
commented about this: “This empirical study reveals that when a multimedia-based elearning environment offers more learner–content interaction, learning performance and
learner satisfaction can be improved' ( page, 11) . Another study was done to analyze this
finding, the result is that learners would like to have some control on their learning more than
any other engaging factors, and clearly this control can be offered in learner-content
interaction (Sim, 2003). In his research, Zhang (2005) said: “Online learners should be able
to control what content should be skipped or emphasized based on their own needs, to create
effective learning, e-learning environments should provide interactive instructional content
that learners can view on a personalized, self-directed basis” (Page,2) . Although many
efforts are trying to bring the most interactive technologies and tools to eLearning, Roblyer
and Wiencke (2003) surprisingly said that what such tools are giving us is only interaction
and nothing more.
Engagement and interactivity are what educators focus on in any learning process,
they are what learners desire to have in any learning activity. In her research, (Moreillon,
2015) commented about this: “Others keep their eyes and ears open or actively seek tools
that support virtual communication, social networking, and new forms of collaborative
learning” (Page, 2). No educator can deny the role of interactivity in brining authentic
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learning and viable knowledge. We can call it the success key in eLearning that is because
people construct knowledge from scientific and social experience, learning aids, language,
cues, and online tools to collaborate and engage in group learning experience to learn from
others and help others (Bransford, Sherwood, Hasselbring, Kinzer, & Williams, 1990).
The last thing to mention in this section is the role of creativity in connecting interactivity
with effective learning practices, if the focus is on modern educational trends so how can we
as educators expect a unique learning experience with using monotonous methods in a quick
developed era with new technological tools emerging every day, that is for technology
requires “a distinct interaction with learners and high technology devices” providing “a
strong interaction between the learner, learner/instructor, and the content as well as other
learners” in the distance education environment (Desai et al., 1998, p.328). This point is also
addressed in (Moreillon, 2015) research when she said: “Novelty can engage learners;
increasing student engagement and motivation to learn is an overarching goal in all
classrooms” (page, 4).
Lessons learned from social constructivism, radical constructivism, and cognitive
constructivism.
Many lessons in bringing interactivity to eLearning contexts are learned from constructivist
theory, every learning experience has unique conclusion in bringing interactivity and
collaboration. There are endless methods and techniques to be applied to eLearning scenarios
but not all of them proved to be successful. It is important to build our practices on strong
theoretical foundation that is supported with successful applications from real contexts to
ensure their effectiveness and to highlight improvement recommendations. In this section, I
will discuss what lessons can be learned from social constructivism, radical constructivism,
and cognitive constructivism to bring interactivity in eLearning contexts based on previous
research and studies.
Social constructivism
Social constructivism theory is the most flexible and common theory with a lot of
applications in eLearning (Johnson, 2014). Many 'sub-theories' fall under social
constructivism, all of them have powerful impact in bringing interactivity to eLearning. In
this part, I will focus on the main theories as I think they are the gate to other theories.
Zone of Proximal Development (ZPD)
It has been defined as "the distance between the actual developmental level as determined by
independent problem solving and the level of potential development as determined through
problem solving under adult guidance, or in collaboration with more capable peers"
(Vygotsky, 1978, p. 86). Based on Vygotsky’s thoughts, interacting with knowledgeable
people is essential step to construct knowledge where novice learners receive help from their
teacher. Teachers can use scaffolding methods when introducing new skills or information, It
is a dynamic way that include modeling, cues, and learning activities ( Copple & Bredekamp,
2009 ). Vygotsky’s main aim was to keep learners in their ZPD by providing attractive and
meaningful problem-solving activities that are somehow advanced than what the learner can
do alone in an attempt to create a need for collaborative group work with more advanced
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learners or with the teacher in order to achieve the task. This process will improve learner’s
ZPD and in the next level, more advanced activities are required to fit the abilities of the new
ZPD (Roosevelt, 2008). Yaroshevsky (1989) explained it by saying: "teaching of a student is
not just as a source of information to be assimilated but as a lever with which the student's
thought, with its structural characteristics, is shifted from level to level" (p.283). Lave and
Wenger (1991) surprisingly described the instructor-learner interaction within ZPD as a twoways conversational process between two parties which is opposite to scaffolding that has
one-way conversational process in which a teacher provides scaffold knowledge and the
learner use it. Here, it is important for teachers to keep in mind that before providing learning
activities within students’ ZPD, a diagnostic process should be done first to know and
understand learners' current abilities as (Vygotsky, 1998) described it: “a true diagnosis must
provide an explanation, prediction, and scientific basis for practical prescription” (p, 205).
The ZPD can be described from two perspectives: the cognitive, which suggests using
not too easy and not too difficult activities and the affective, which suggest using attractive,
clear, and not confused contexts (Murray & Arroyo, 2002), both perspectives should be kept
in mind when designing eLearning activities to help providing attractive and fruitful
activities. More lessons can be learned from (Cambourne,1988) study which suggested some
key strategies to be used by instructors in scaffold interactive activities, some strategies are:
1) concentrating on learners' ideas, 2) extending or testing conceptions, 3) assessing
knowledge validity and reliability by asking for further clarifications, and 4) providing extra
resources and further considerations to be taken. Wells (1999) also suggested three features
of scaffolding activity, 1) the need for two-ways conversational discussion to facilitate coconstructing knowledge; 2) clarify the importance of this activity to establish new knowledge
and 3) the need for artifacts to mediate knowing.
In the same field, an interesting study done by (Murray & Arroyo, 2002) to set a ZPD
measurement tool as they think it not fair to decide learner's ZPD from the first task. The
measurement tool they suggested is the need of using a set of hints with the learner before
achieving the mastery level in a certain task. The set is (3, 1, 0, and 0) hints to provide for the
learner, the learner can get three hints when doing the task for the first time, only one hint
when doing the task for the second time, and the task should be achieved successfully without
any hint in the third and fourth time. It is important to note here that the task should stay in
the learner's ZPD when giving the hints. In other words, the hint should keep the activity not
too easy and not too hard for the learner. This is a suggested method in learning within ZPD,
but of course different classes of different levels and abilities need different methods and
techniques.
Smart steps in understanding the learners' level and the content material are
recommended in any learning context that is because successful teachers are those who can
provide the appropriate scaffolding for their learners and guide them to articulate their
learning (Cohen, L., Manion, L., & Morrison, K. 2004).
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Situated cognition
The social factor is the main concern in this theory, constructing knowledge and learning by
doing are inseparable in situated cognition theory. The significance of social factor leads
situated cognition practices in learning as it facilities knowledge transmission from teacher to
learner (Salmon, 2000). Hung and Cheng (2001) suggested nice practical method of four key
steps to connect situated cognition with authentic learning based on Voygysky’s theories,
these steps can be applied in any learning to provide effective social learning experience. The
four key steps are: situatedness, commonality, interdependency, and infrastructure.
Situatedness; highlights the role of social interactions between learners when providing
authentic activities to help them construct more viable knowledge through reflection and
problem-solving skills based on their implicit and explicit knowledge (Hung and Cheng,
2001). This strategy is applicable in eLearning contexts where instructors ensure having the
following criteria: It should be done using portable devices, it should be project-based or
integrate many activities, it should follow doing-reflecting process, and it should be focused
on the quality of learning more than the quantity of knowledge (Cohen, L., Manion, L., &
Morrison, K. 2004).
Commonality highlights the role of collaboration between learners in learning contexts as the
main factor of knowledge creation. Collaboration has a powerful impact in improving
learners' ideas and connecting them with related knowledge in schema, this is the initial step
to constructing authentic knowledge that will be facilitated through communicational
channels like language, signs, cues, rules, and tools (Hung and Cheng, 2001). This strategy is
applicable in eLearning contexts if the learning environment is engaged with interesting and
attractive scenarios supported by effective tools to enhance learners’ collaboration. In other
words, learners should be able to participate in threads of discussion boards to share
knowledge and experiences and to analyze findings. Based on the previous strategies,
educators have to bear in mind that any eLearning activity should follow a scaffolding
process (Cohen, L., Manion, L., & Morrison, K. 2004).
Interdependency; explains that constructing knowledge is not restricted to books or articles
but it is distributed between tools and minds. Learners increase their learning through
collaboration and interaction with one another to share skills and expertise which help them
to move up to the mastery level (Hung and Cheng, 2001). This strategy can be applied in
eLearning contexts if the created learning environment provides communicational channels
between learners where advanced learners help the novice ones within their ZPD. Learning
activities should be designed to match and improve different intellectual levels of all learners.
There should be different activities personalized to learners’ needs to provide them with
meaningful knowledge. Teachers in eLearning environment should understand their learners’
level and abilities before starting the course, use suitable assessments to follow their progress,
and mark their achievement to provide suitable process in the next level (Cohen, L., Manion,
L., & Morrison, K. 2004).
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Infrastructure highlights the role of learning activities in providing viable knowledge and the
effectiveness of using the most suitable practices and tools to enhance learning. It focuses on
the values and behaviors to be used in modelling learning to facilitate wider knowledge
construction (Hung and Cheng, 2001). This strategy can be applied in eLearning contexts if
the learning activities followed well-planned structure and embedded the appropriate tools to
engage learners in collaborative activities that facilitate learning. Here, instructors should
articulated activities to provide learning with the freedom of place and timing (Cohen, L.,
Manion, L., & Morrison, K. 2004).
Distributed cognition
Distributed cognition is the interactive process between learners within learning contexts
using learning tools, resources, language, and technologies. It studies the interaction between
people and technology to find the best ways to enhance learning (Perry, 2003).
For (Hollan, Hutchins & Kirsh, 2000), knowledge can be distributed in three ways: 1)
within active social interaction between group of people, 2) between inner process and
external tools (artifacts or learning contexts), and 3) within duration of time when former
used products and prior knowledge facilitate constructing knowledge during a current time.
The definition of distributed cognition focuses in some part of it on activities in
learning which consist of tools, language, cues, artifacts, and group of learners (Perry, 2003).
Designing learning activities is an active process that needs improvements over time, the
active thinking about enhancing cognition leads to the concept of distributed learning where
group of learners participate in learning activities to meet the same goals. Distributed learning
happens when learners construct new knowledge and ideas, or distribute cognition in learning
tasks. Powerful distributed learning leads to creating learning communities, the main goal of
the learning community is to increase and improve the collective knowledge which helps to
enhance the individual knowledge of learners (Bielaczyc & Collins,1999). The idea of
learning community is to gather a cultural of knowledge where every member is contributing
with his\her thoughts, experiences, and knowledge to increase the overall collective
knowledge and to benefit other learners. According to (Scardamalia and Bereiter, 1994) this
cultural should have the following: 1) different learners level, all of them are appreciated and
supported for what they know, 2) united goal between learners to improve the collective
knowledge of the learning group, 3) focus on learning and implementing effective learning
strategies, and 3) strategies and tools for knowledge sharing.
An application for this learning method, a group of Jazz musicians decided to create a
coherent and interesting concert that consists of all of their collective music knowledge.
Every one of them played what he knows while listening to what other knows and decides
how to make his music knowledge connected and compatible with others’ knowledge in the
concert. Frank Barrett (1998) wrote a research a paper about this scenario and defined seven
keys that lead the Jazz group to succeed in their collaborative concert, the seven keys are: 1)
Focusing efforts to change habits to a more viable practices, 2) Accepting mistakes as
knowledge source, 3) Sharing the same infrastructure beliefs and skills to grant flexibility in
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practice, 4) Assigning tasks based on dynamic discussion between members, 5) Integrating
practices of general acceptance and make sense to the player, 6) Respecting the group rules
and goals, and 7) Taking turns and supporting one another. These are practical techniques
with flexibility to be applied in eLearning contexts. Online teachers can apply the same Jazz
musicians' example but in eLearning context with other online teachers and experts to create
a coherent online education experience.
Cognitive apprenticeship
Cognitive apprenticeship is eLearning design paradigm which studies how people learn. The
main aim of cognitive apprenticeship is to identify the learning gap to help both learners and
teachers to plan for suitable learning activities using modeling, coaching, and scaffolding to
cover learners’ need (Collins et al., 1991). This theory also focuses on metacognition skills
that learners’ need to achieve more complex tasks using problem-solving skills and higherorder thinking skills. Many research done by (Collins, Brown, & Holum, 1991; Collins,
Brown, & Newman, 1989; Herrington & Oliver, 2000) showed that affective application of
cognitive apprenticeship in learning should be accompanied with the following:
• Authentic contexts with authentic activities taken from real-world scenarios.
• Modeling guidance from experts and practitioners.
• Encouragement for different perspectives and responsibilities
• Enhance collaboration and reflection on others’ work to foster knowledge
construction.
• Implementation of coaching and scaffolding methods within learners’ ZPD.
• Regular assessment of learning activities and learners’ achievement.
Educators can enhance cognitive apprenticeship easily in eLearning, cognitive
apprenticeship can form the basic infrastructure of various eLearning scenarios (Casey,
1996). Authentic learning is an essential part of cognitive apprenticeship which can be
provided in eLearning contexts through simulations and other tools that can take learners to
'live' the event or to authentic experiences(Ghefaili,2003). On the other hand,
communicational tools like Gmail and Skype bring learners together to increase authenticity
in communication. Collins et al (1989 & 1991) developed six strategies to be included in any
cognitive apprenticeship teaching process, they are: modeling, coaching, scaffolding,
articulation, reflection, and exploration. Ghefaili (2003) wrote a nice research about these
strategies in which he discussed the applications of cognitive apprenticeship in eLearning,
these strategies are:
Modelling can be enhanced in eLearning contexts by providing animations to show
how things can be done or by using built-in videos with voice narration. However, using
simulation\virtual reality programs can be useful as well. Instructors and experts can
communicate or teach learners via videos or through web-cam. Using cause-and-effect
relationships, problem solving tasks, and solutions from previous studies will give effective
results. Many online tools are available today to enhance both communicational and
intellectual needs at once, Blackboard collaboration is a good example.
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Coaching process can be achieved in eLearning easily as instructors can have online
meetings and virtual office hours with learners using various synchronous and asynchronous
communicational tools to support the learning process and to provide effective feedback on
learners’ progress.
Scaffolding learning can be enhanced when learners engage collaboratively in tasks
of increasing difficulties using problem-solving skills with assistance of their instructors.
Educational programs with scaffolding options are necessary to enhance cognitive
apprenticeship. Companies are competing to provide successful online educational tools with
the best solutions for both teachers and learners. In online programs, “ Help” , “ information”,
and “ ask-me” buttons are important options to be added to guide learners as they learn
specially in self-based activities, some programs offer forums to students to support one
another as they learn under their teacher supervision. Learners can go further with eLearning
tools to reach many resources of more detailed information about a certain topic, they can
replay, upload, or share content for deeper understanding.
Fluent and clear learning articulation is essential in cognitive apprenticeship theory,
learning tasks should be design to guide learners’ thinking to meet learning objectives by
posting deeper conceptual questions. Immediate feedback and learning support are what
learners need in a knowledge construction process which can be enhanced in eLearning
through synchronous communication tools like Hangout of Google or synchronous tools like
e-mail. Learners should have the opportunity to partake in articulating their learning through
tools like; websites designing options, Microworlds constructing tools, and multimedia
authoring tools. On the other hand, analyzing Learners’ reflections is a good way to ensure
the learning process is going on the right track, learners can participate in discussion boards
to reflect on their peers’ contributions, overview different perspectives of the same point,
create online portfolios, reflect on learning resources, or compare their findings with experts’
findings to plan better for their knowledge construction.
Providing rich resources of knowledge is an element to be included in eLearning
scenarios, instructors should create many exploration channels and set practical steps for
online searching process, exploration channels should be usable on different devices and
formats. It can be more attractive to learners if they have many types of resources for a
certain topic (e.g. texts, videos, pictures, etc.) that can be reached easily.
Legitimate peripheral participation
Legitimate peripheral participation is the process of how new learners became members in
learning groups or community of practice. Its main focus is on enhancing learning within a
group (Lave & Wenger, 1991) that is because applying legitimate peripheral participation
strategies will provide fluent engaging in community of learners (O’Donnell & Tobbell,
2007).
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A successful study of positive results was done based on legitimate peripheral
participation conceptions, it was done on group of learners doing a training in a library, they
started the training with formal learning process and step by step the learning formality was
removed to be replaced with collaborative learning activities in a community of practice.
Learning activities were gradually advanced from easy level to different level, learners were
learning from one another by exploring and searching before engaging in authentic activities,
they were getting scaffolded support from experts who provided modeling help. As they
master the level knowledge they were supporting other novice learners to form a complete
correlated learning process (Clarke & Thomas, 2011).
Another interesting implication of this theory was done by Google when employees
were divided to small groups of different abilities and experiences, the positive results were
clearly obvious as fresh employees and experts had a chance to communicate and know each
other more, employees had the chance to learn from experts with the freedom of proposing
questions or commenting on different tasks or applications. A good strategy was taken in this
experience when novice employees were assigned as monitors during their first month in
work, they were watching how things can be done and understand the companies’ rules and
regulations in a friendly way (Johnson & Senges, 2010).
Legitimate peripheral participation practices are essential in any daily situation
whether it is formal or informal, the implication of this theory expanded to reach modern
technological tools, technology offers endless options to facilitate legitimate peripheral
participation, in their research (Smith & Coenders, 2002) mentioned that legitimate
peripheral participation in online learning contexts and traditional contexts are effectively the
same.
Radical constructivism
Radical constructivism unlike social constructivism explains knowledge construction to be
done solely in learner's mind and according to individual experiences. Mental constructions
are built based on previous experiences to facilitate current or future experiences, when what
is constructed in mind contradict with a certain situation or case, the construction will be
adjusted to match the new experience.
It is not necessary in radical constructivism to have all learners construct identical
knowledge, it is enough to have them share consistent knowledge (Hardy and Taylor, 1997).
In other words, knowledge is a result of activities designed to help learners construct new
knowledge by themselves, it can't be transferable to passive receiver (Glasersfeld, 1991).
Although radical constructivism concerns about how knowledge is constructed in
learners' mind but it doesn't neglect the social role and importance of interaction in the
learning process. When Glasersfeld was asked whether it is enough to learn language from
books without interacting with others he said:
"language is learned in the course of
interaction with other speakers, because speaking is a form of interacting, and we modify our
use of words and utterances when they do not yield the expected results.” (Glasersfeld ,1991:
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page 8), and when he was asked about the importance of interaction in learning to improve
the language use he said: “Insofar as a classroom is interactive it contributes to the students’
linguistic development and also provides them with opportunities to witness the use of words
in the context of the experiences to which they refer. That is why it is so very important to
provide to students the experiences about which they are to learn" (Glasersfeld ,1991: page
8)
Glasersfeld (1991) sat some criteria for social instructions to enhance collaboration
and interaction based on radical constructivism;
• In group activities, learners should describe verbally the lesson topic, what they will
learn from it, what information they need, and what activities they need to do. This
can be considered as learner's reflection which clarifies for the teacher the needed
instructions.
• Group discussion activity provides powerful chances for learners to examine the
validity and the correctness of their constructed knowledge, it gives them ways to
adjust their inappropriate constructions by learning from one another.
• Learners should be aware that all of their peers' answers are constructed by
themselves based on their assumptions. This step encourages learners not to feel shy
when giving an answer.
• Giving learners the opportunity to spot and correct their peers' constructions is more
encouraging for learners than when the teacher corrects them.
• It is important for teachers to keep in mind that learners are not “blank slates" no
matter how young they are.
• Whatever answer or explanation a student may give for a question should be valued
and appreciated by teacher no matter if it is correct or not, at least it represents
student's understanding. Teachers can ask them how they come to know this and
direct their learning process correctly.
• Correcting a certain conception in student's mind need a special articulation of
instructions to fit the students thinking.
• Encouraging learners to search more about certain topic requires creating problem
solving activities where they can experience what they know and what they will
know.
• Successful thinking should be appreciated and valued even it is constructed based on
uncertain assumptions.
In the NARST Meeting in Atlanta with Glasersfeld he said that learners have a special
desire to know the truth, this desire derives them to learn more and increase their knowledge
construction. Teachers should make it clear for learns that they may have incorrect
constructions and should encourage them to analyze their constructions to increase their
overall knowledge correctly. He also added:" I cannot give people any new concepts, but I
can prod them to combine in different ways the concepts that they have associated with the
words I am using. If I am not causing some conceptual change, my talking—or
Writing—is useless." (Glasersfeld, 1991, page 9).
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Cognitive constructivism
In cognitive constructivism learning is an active discovery process in which teachers open
many discovery channels for learners by providing variety of resources and by guiding
learners as they assimilate new knowledge or accommodate exciting one, this can't be done
without social discovery learning activities as learners share their cognitive constructions to
improve their overall knowledge. Understanding learners' current knowledge and defining
their needs is an essential step for teachers when designing instructions and learning plan.
It is essential to facilitate accommodation and assimilation channels for learners
during the learning process. Students need to search, explore, test, and discuss their
assumptions while receiving individual instructions based on their ideas and constructions.
Learners should be given the opportunity to do mistakes and learn from them by themselves,
the role of the teacher is to facilitate the learning process and to monitor students learning is
going on the right way without directing students' thinking. It is essential for teachers to
know that when using their senses and learning aids to learn, students' learning will be deeper
and more meaningful. In his book To Understand Is to Invent (Piaget, 1973) said that :"to
understand is to discover, or reconstruct by rediscovery, and such conditions must be
complied with if in the future individuals are to be formed who are capable of production and
creativity and not simply repetition" (p.20).
The expansion of eLearning made cognitive constructivism instructions more
dynamic and applicable in that learners will have more recourses to expand their knowledge,
more tools to communicate with peers and specialists, and virtual reality makes it easy for
learners to live the experience instead of just reading about it
According to Piaget, all learning processes start from accommodation, assimilation, and
equilibrium. Teaching activity should be designed to follow these three stages. Bruner (1966)
suggested presenting new concepts to students in a learning process by following three steps
that are: 1) enactive, which means using concrete representations of terms and processes, 2)
iconic, which means using graphics and figures representations of terms and processes,
3)symbolic, which means using pattern and symbols representations of terms and processes.
Bruner (1966) added that learning new information will be more meaningful for learners if it
is presented with scaffold instructions.
Preparing learners' mind before instructions is a good way to effective learning,
learner's mental schema will match external representation if the learner is in a comfortable
stage of equilibrium, the teacher has to identify students' prior knowledge and encourage
them to expand it by addressing topics and ideas that are understandable by learners (Piaget,
1999). When (Novak, 1998) explored this he found that meaningful learning can be achieved
with three conditions: 1) knowledge is presented clearly using simple language and examples
related to learners' prior knowledge, 2) learners' knowledge are related to what is being
taught, and 3) learners are motivated to learn meaningfully (Novak & Cañas, 2006).
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It is important for teachers to develop learners' conservation of constancy by giving
chances of identifying similarities and differences of various physical and conceptual
concepts (Garner, 2008). In his research, Garner (2008) defined conservation of constancy as:
“the ability to understand how some characteristics of a thing can change, while others stay
the same” (p. 34). In other words, it is recommended to understand that even if the external
shape of the object changed, some of its characteristics will remain the same. It “identifies
relationships and makes sense of physical and abstract information” (Garner, 2007, p. 47).
Both visualization and reflections skills are important to enhance conservation of constancy,
it can be improved by encouraging learners to specify differences and similarities between
different representations (Black & Pope, 2008). Learners will be more encouraged and
attracted to improve their conservation of constancy if its activities are done in collaborative
context.
In her study, McLendon (2011) identified some steps to help applying Piaget's theory
in classroom, they are:
•
•

•
•

•

to use physical objects and visual aids
to replace complex instructions with short and simple instructions, this step is also
supported by (Croker, 2003) who suggested simplifying complicated information to
simple one to facilitate learning
Not all students can understand certain concept or visualize an idea in the same way
and not all of them can have identical understanding.
Teachers have to be selective in choosing the words while giving instructions,
students may have different explanations for the same word or many words for the
same meaning, they expect all people to understate them in the same way they
understand themselves.
Learning process should be rich with hands-on activities that enhance constructing
complex knowledge.

Although cognitive constructivism has many effective implications in eLearning
classes, many researches recommend using it together with social constructivist application
for more powerful online classes (Johnson, 2014).
Findings
In this part, I will add my analysis to the theories and ideas I covered in this paper. I tried to
connect the main keywords to one diagram and I came out with three findings. I will call the
explanation I wrote under each finding “the initial thoughts” as each one of the three findings
needs separated research to support or nullify its validity and case-studies to confirm it in real
contexts.
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Figure 1
Based on articles I read and theories I included in my paper, I found that people construct
knowledge though three main stages of constructivist theory, they are in sequence: radical,
cognitive, and social constructivism.
In radical constructivism stage, knowledge is a self-generated learning process that
doesn't aim to form a "true" image of the real-world but to create a viable knowledge about
the world based on personal experiences (Dalgarno, 2001). This is how kids represent the
world around them and construct their very basic assumptions about it. For example, kids
may think the see color is blue, some of them may think their body will get blue color if they
swim! We can attribute this to radical constructivism stage. These assumptions whether they
are correct or wrong will be changed later on in the next stages because although radical
constructivism concerns about how knowledge is constructed in learners' mind but it doesn't
neglect the social role and importance of interaction in the learning process (Glasersfeld,
1991).
In cognitive constructivism, learners deal with new information and experiences
based on their former construction of knowledge of the radical stage as learning is an active
mental process of constructing knowledge in a strategic way through two main processes that
are; accommodation and assimilation and of course, this can't be done without social
discovery learning activities as learners share their cognitive constructions to improve their
overall knowledge.
In Social constructivism, knowledge is cumulatively constructed from social
interactions and sharing meanings. In this stage, knowledge construction is not restricted to
mental processes as in cognitive constructivism or to experience and representation of
knowledge as in radical constructivism, it is co-constructed in social contexts. Maxim (2006)
said: " Cognitive constructivists and social constructivists have much in common, but they
differ noticeably in one key area—the extent and type of involvement of both students and
teachers.” But “social constructivists stress the organization of “communities of learners” in
which 'more expert' adults or peers provide assistance to the less skilled learners. Cognitive
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constructivists, on the other hand, describe a learner-centered environment where the making
of knowledge is carried out by individual students in a fashion that supports their interests
and needs. For cognitive constructivists, learning is primarily an individualistic venture"
(page, 339). Social Constructivism highlights the importance of collaboration, interactivity,
and communication tools in the learning experience, it gives the opportunity for learners to
teach one another collaboratively.
During the knowledge construction process, learners will go back and forth between
the cognitive and social constructivism stage to accommodate and assimilate and
consumption based on their interaction with others.
In his research (Moore, 1989) identifies three types of interactivity; learner-learner,
learner-content, and learner-instructor (see figure 2).
Figure 3

After analyzing the types of interactions based on the articles I covered, I found that
we can put a sequence of the three types of interaction in eLearning process as in figure 3.
Learner-content interaction is considered the basic of other interaction types as it happens
when learners read any online material or partake in any online activity (Jung, Choi, Lim, &
Leem, 2002). The next level will be the learner-instructor interaction which is an important
level in any learning process especially in eLearning as through this step learners will be
introduced to any channel of communication between them. Learners-instructor interaction
brings learner satisfaction and encouragement to collaborate in more activities (Kanuka and
Anderson, 1998). Many studies concluded that well-designed instructor’s interaction affects
learner-learner interaction positively (Boling et al., 2014; Durrington et al., 2006). The third
interaction level is learner-learner interaction, Integrating learner-learner interaction actively
will enhance constructivist learning process as collaboration is the dominant factor of this
theory (Moore, 2015), this is because sharing ideas and experiences helps in spreading
knowledge and reconstruct various representation of knowledge among learners while
students’ interaction with one another will help those with low motivation to understand the
content better and to overcome their problem (Keller, 1999). In conclusion, social learning is
essential in constructivist learning to allow learners express their ideas and share them with
others (Gensburg, R., & Herman, B., 2009).
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To wrap everything together and to connect the main two key word of this paper, the
constructivist theory and the interaction, I gathered the information of the three stages of
learning of constructivist theory graph and the process of three interactivity types in
eLearning graph to form one overall graph as the following:

E

D

A

C

F

G

B

In this graph, I connected the two processes of figure 1 and figure 3 and gave green colors to
constructivist theory levels and blue colors to interaction levels.
In eLearning classes, when students are learning about a new topic for the first time, they will
start understanding the lesson with their radical construction of knowledge and move forward
to the cognitive level to assimilate or accommodate their knowledge constructions (step A),
this will happen through learner-content interaction which is the basic of all other interaction
levels (step B). In the cognitive constructivist level, the three types of interaction are essential
for an effective learning process, they will start with the learner-content interaction as in step
(C) and they will integrate in the other two types of interaction ( step E & step F) through the
social constructivist step as in step (D). Students will widen their knowledge and
understanding on the lesson topic in the social constructivism level as they will interact with
the instructor ( step E) and other learners ( step F) but they will keep moving back and forth
between the cognitive and social constructivist level to assert or reconstruct their ideas (step
D).
This process is built on my consumptions and thoughts from theories and ideas I cited
in this paper. If the validity of this process can be supported and approved, teachers can use it
to plan for and improve their delivery plan in eLearning classes they can also apply the best
practices of this paper for a powerful eLearning experience.

53

ISSN 2414-6099

Conclusion
In this paper, I tried to provide practical practices to bring interactivity to eLearning based on
constructivist theory. My main aim was to offer clear strategies to online teacher for better
eLearning instructions. The first part is an introduction of general understanding to
constructivist theory and its three main schools: cognitive constructivism, social
constructivism, and radical constructivism with their applications in eLearning contexts, the
same part also includes strategies to enhance authentic eLearning based on constructivist
theories. In the second part, I discussed the main lessons learned from literature on how to
bring learner-learner interaction, learner-content interaction, and learner-instructor interaction
to eLearning contexts based on constructivist theory. The third part is on how to apply the
main constructivist theories of effective applications in eLearning activities to enhance
interaction and engagement in online classes with maintaining attractiveness and viable
construction of knowledge. Finally, in the fourth part I added my findings and thoughts on
the main ideas of this paper to form a graph that illustrate how students learn in eLearning
scenarios from constructivism and interactions perspectives.
Limitations and future researches
In this paper, I intended to use many research papers on topics similar to mine to provide "a
conclusion of conclusions" paper with practical strategies to be applied in eLearning classes.
Although I tried to review as much as I can from research and studies related to my topic but
till the last minute I was still citing nice articles with powerful ideas to be highlighted. I
consider what I cited in my paper too little compared to the huge number of informative
research and studies available on the same topic. On the other hand, the topic I am writing
about is too broad to be discussed from all aspects in one paper that is why I highlighted
many ideas and theories very briefly, I think the paper topic will be a good topic for a book or
for a life-long project. Also, the validity of the three findings I added at the end of my paper
is not enough discussed that is why I call them “ initial thoughts”, I thought discussing them
with more details will take the paper to another track.
Best practices in eLearning literature review is highly recommend in our time when
many people are switching to eLearning. For the future research, similar research papers with
wider coverage for more research papers and studies done on the same topic are essential, it
is also recommended to concentrate specifically on one constructivist theory or one type of
interaction instead of having them all in one paper. Doing case studies that applied the
practical strategies mentioned in this paper or similar papers in eLearning classes will be very
informative to highlight the learning gaps or to recommend improvement strategies. Finally
and as mentioned earlier, research projects and case studies are recommended to assert,
neglect, or to improve the three findings at the end of this paper.
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Abstract
This paper contributes to best practices in designing an online Arabic - as a foreign language (AFL) course with particular focus on the feasibility of Blackboards' CourseSites as a platform for an
asynchronous online Arabic course. A qualitative research design is carried out in a virtual
international school operating in Dubai to find out to which extent does CourseSites
(https://www.coursesites.com/) as a virtual learning environment (VLE) facilitate the employment of
best practices in online language learning, what are the gaps, and what technical aspects of this
platform have affected the learning process. Fourteen grade-nine students joined this pilot project
course for beginners level [Arabic (I)] and answered an email interview questionnaire. Thematicallycoded responses showed that easy access to asynchronous peer discussions was the factor that most
facilitated learning, while factors that slowed down or hindered learning were consecutively: audio
not working, long loading time and system glitches. Results will help inform the decision on whether
to improve the course design within the same VLE or rather search for a better VLE to upload the
course, and will highlight some guidelines for choosing the VLE that corresponds to learners’ needs
and preferences.
Keywords:VLE for language course; Online language course; Design online language course;Online
Arabic course; Online Arabic Instructions; Online language learning; Teaching Arabic online;
Teaching language online.

Introduction
As part of the UAE "Vision 2021", government of Dubai started a strategic plan and initiative
in 2013 to improve teaching and learning of Arabic language, aiming to make the city a
center of excellence in Arabic language and supporting initiatives to preserve the language
and modernize teaching methods. Arabic language is made mandatory for all non-native
students in UAE till grade-9.
A virtual USA-based school that offers its educational services in Dubai is in need for
a high quality Arabic online course to be offered to the non-native Arabic students. For years
teachers in the Arabic department depended only on synchronous sessions and emails as
channels of communication with students and to deliver course material. Follow-up emails
were regularly sent to students after the Arabic synchronous online classes which are held
twice a week.
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Some issues were repeatedly raised by both students and teachers which indicate a
need for better solutions.
Issues reported by students
1- Students find difficulty tracking their own progress.
2- Students find difficulty locating appropriate resources and retrieving particular material.
3- Students face challenges in organizing, opening and utilizing a huge amount of resources
which come in various formats.
4- Attaching & saving big project assignments is slow and messy.
5- Students who miss the synchronous session usually find difficulty catching up and end up
falling behind in the course.
6- Students generally feel lost in the course and confused with weeks work, HW and
resources.
Issues reported by teachers
1- High work load and storage problem in managing resources and assignments for a big
number of students.
2- Doing the same job (i.e. attaching resources...etc) multiple times for many students.
3- Attaching resources to emails for several classes twice a week was tedious and timeconsuming.
4- Downloading/viewing and grading students assignments was a slow process.
5- Group assignments were not facilitated as the internal school LMS doesn't allow students
to email each other.
6-Class time is limited, and an informal collection of data showed that students needed more
support, more time-on-task and more contact-time with the language, instructor and their
peers.
Thus, a proposal to adopt a virtual learning environment (VLE) (or a Learning
Management Systems -LMS) was approved for teaching the Arabic AFL (As Foreign
Language) course. The VLE is expected to help teachers organize all the material for students
use, add /remove/manipulate and personalize resources, improve the quality and accessibility
of the course, facilitate progress and grades tracking, and facilitate collaboration and group
assignments for deep active learning and higher rates of participation and social engagement
to occur. The VLE design is also expected to enhance students language skills, create
opportunities for proper assessment, help students reflect on their own progress, develop
self-directed study habits and create learning communities.
CourseSites (https://www.coursesites.com/) is the platform teachers are going to use
for grade-9 Arabic beginners level. Activities, assessments and assignments were previously
prepared and designed by teachers, however, teachers now are facing pedagogical and
technical challenges to move those activities to the new VLE. This will require plugging-in a
number of tools to the VLE and ensuring learning outcomes will still be met efficiently.
Teachers will need to consider a user-friendly design, an appropriate cognitive flow of
instructions and supporting students with technical issues and troubleshooting.
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This self-paced asynchronous content will be used along with the synchronous online
Arabic sessions held twice a week. Students will have to participate in the synchronous
session to present their work and engage in real-time discussions, and at the same time they
will have to log in to CourseSites to build up their knowledge, submit assignments, interact
with classmates and access a variety of authentic resources and course material.
This paper will address the process of designing and developing a 12-weeks online
self-paced Arabic language course taking into consideration: 1) Best practices and effective
design models for online language courses reported in literature, 2) Reviewing technical and
pedagogical challenges reported in literature in an attempt to identify gaps, 3) Tools used,
analyzed or evaluated by other researchers and case studies of designing similar online
language programs, 4) Identifying the platform's technical aspects that affect the learning
process.
Pedagogical approach in designing the online learning activities and course content
will be based on : Language Acquisition Theories, Online Language Learning Theories,
Constructivism, Social Learning, Online Collaborative Learning and Multimedia Learning
Theories.
This course model can be useful as a supplementary or integral part to the online
synchronous sessions or face-to-face classes in any language-education institution. The
course model will utilize tools that have been already evaluated for effectiveness in previous
research, and will try using them in minding some of the gaps identified in literature so far,
using a bottom-up approach in building the artifact. The need to identify and close the gaps in
teachers' knowledge and performance in online language learning is a side of what this
research will be contributing.
Research Questions are
1. What are the best practices in designing Arabic AFL online course for grade-9
beginners?
2. What are some gaps in designing a foreign language online course on a VLE ?
3. What are some evidence-based tools used to design online language learning activities?
4. To what extent does CourseSites as VLE facilitate implementation of the identified best
practices?
The following is a literature review and the theoretical framework that this project adopted.
Literature Review
Best Practices and Tools in Literature
The whole project is a task to be done by teachers as instructors and developers at the
same time. A TPACK framework (Technology, Pedagogy and Content Knowledge) from
Koehler & Mishra (2007) was therefore adopted to look at pedagogical & technological best
practices & evidence-based tools for teachers to apply.
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TPACK framework [Image-1] attests, “merely knowing how to use technology is not
the same as knowing how to teach with it” (Bustamante & Moeller, 2013), Gray (2008)
affirms that pedagogical goals - and not technological means - should come ﬁrst. A Web.20
tool is not useful until it is optimally utilized; either by containing a digital content that a user
can view or interact with, or by allowing the user to practice a skill or a learned content and
present it to other users.

[Image-1]
Source: http://caryacademy-sti.wikispaces.com/Curriculum+Workshop-+Activity+Design+Two+-+Science

The possibilities of how a tool can be used can be various, and always in danger of
becoming outdated. As the technology aspect is very flexible and in continuous change, it is
agreeable that pedagogy is what should be guiding this design process, while technology
remains a media and a facilitator that teachers must master to remain able to achieve the
pedagogical goals in online environment.
Starting with pedagogy, the four key pedagogical themes in online language teaching by
White (2006) are stated as: 1)Course (design and) development, 2)Teaching roles, 3) Learner
support, and 4)Course evaluation, within which we see that teaching roles is actually
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involved in all the four themes; first because the teacher's pedagogical approach can better
inform the design and development stage, secondly the teacher is someone who can offer
support to the learner in their learning strategies and related pedagogical queries, third is that
a teacher's role can be vital in addressing evaluation concerns and adding input to the
evaluation process, and finally, the instructor - if also the developer - is directly benefitting
from the results of evaluation.
Tutors being developers & designers of the course themselves was found to have a
significant effect on students engagement, due to the connection that tutors need to create
between course material and activities (integrating material into activities & assessments)
(Hampel & Pleines ,2013), and to being part of the process from the very beginning stages
where changes can be done if needed later and totally aware and visioning how each and
every piece of it is supposed to work, plus utilizing the teachers knowledge on subject-matter
content in selecting the digital resources to be uploaded in the design.
Zhang (2014) analyzed pedagogical strategies which can speed up learning and
remove limitations created by the distance and electronic learning environment. Teachers'
social presence, interactive tasks, promoting self-regulated learning and providing timely
support are aspects that Zhang (2014) highlighted. Teacher involvement & interaction with
students was found to have a significant effect on students performance and engagement
(Zhang, 2014) Interaction was also idetified as a high-importance quality characteristic in
online courses by Don. (2013), who also identified some best teachers practices that make
significant difference in students performance, such as; contacting students before the course
start, prompt responses, and social presence in online communities (Don, 2013).
Arguments and doubts are reported in research about the effectiveness of online
language courses when compared to traditional face-to-face classes (Blake & Shiri, 2012),
therefore, online course developers/instructors need to consider that they need to make up for
the absence of some basic elements in language learning when being taught online, such as
social immersion, body language and immediate correspondence or feedback. There are
certain ways identified for increasing student participation in online activities, including;
making navigation easier, giving students enough time to engage with the online work, and
ensuring that there is sufficient teacher input and feedback. Time and a perception of the
course being overloaded were the most cited barriers to engaging (Hampel and Pleines
,2013).
Self-regulated learning was taken as a background by Tochon, Karaman, & Ökten
(2014) in their attempt to look at the role of Personal Learning Environment (PLEs) in deep
language learning. According to thier research; PLEs is considered a great startegy for selfreflection on learning, rooted in the concept of constructivism - which holds that people learn
by constructing their own understanding and knowledge of the world through experience and
reflecting upon that experience (Harasim, 2012) - Tochon, Karaman, & Ökten (2014)
highlighted the need for autonomy in pedagogy, and how to ensure the most important
aspects of PLE - identified by Schaffert and Hilzensauer (2008) - can be highly effective in
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achieving deep language learning and speeding up learning time, they also focused on the
role of the instructor and the need to modernize professional development and teacher
education programs for less-commonly-taught-languages intructors
On the technological side, tools, however can also be used in or with physical classes,
our focus in this paper is on using tools in virtual learning environments (VLEs). Virtual
options are becoming part of the teaching landscape and, therefore, should be well articulated
with the rest of the curriculum (Blake & Shiri, 2012). Student may feel anxiety which is not
caused by their lack of familiarity with computers, but rather their lack of familiarity with a
specific online learning environment (Zhang, 2014). Students need learning environment
choices that best fit their own learning preferences (Blake & Shiri, 2012). The asynchronous
communication that takes place in the VLE aﬀords greater time for processing of language
input, thoughtful target-language output, and learner self-correction (Golonka et. al , 2014).
Here we find that discussion boards is the tool used perfectly for this purpose in the VLE.
Golonka, Bowles, Frank, Richardson, & Freynik (2014) summarize evidence for the
effectiveness of a number of technology tools in foreign language teaching and learning
based on empirical data, the most powerful perceived tool to engage learners and improve
language production & use was found to be "chat". And being part of a language course, the
need for high-quality & sufficient amount audio - as tools and as authentic digital content was also found to be an essential component to compensate for the online environment (Don,
2013).
Madyarov (2009) reported that factors that influence learning through a VLE are
student support in the online environment, usability of the computer-based course materials,
quality of interaction among tutors and students, assignments and grading procedures not
typical of F2F classes, and expectations of students’ workload.
In a very recent study by Mirriahi & Alonzo (2015) the participants indicated a high
demand for more use of the administrative functionality available from within the LMS,
particularly for submitting assignments, receiving feedback and keeping track of their grades.
In addition, there was a trend towards more use of collaborative tools in the LMS for
discussion and sharing with fellow students, as well as more use of online quizzes and selftests. Students prefer using VLE for assessment & administrative tasks.
Reflecting back on the importance of the teacher role in this process, online teachers
professional development, according to many research (Zhang, 2014; Stickler & Hampel,
2013; Blake & Shiri, 2012), has proven to be a vital element to achieve successful effective
online programs and designing high-quality courses. As they design their courses, they need
to consider more effective ways of integrating and using technology (Johnson, Adams &
Cummins 2012) within the context of student learning and student IT experiences,
preferences and uses (Mirriahi & Alonzo, 2015).
From all the above we can summarize a list of the best pedagogical practices, tools and
guidelines for using VLE's as proven by previous research.
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Best Teacher's Pedagogical Practices:
1.
2.
3.
4.
5.
6.
7.
8.

Tutors being developers.
Teachers' high social presence.
Highly interactive tasks.
Promoting self-regulated learning and autonomy.
Allowing self-reflection.
Providing timely and prompt support and feedback.
Contacting students before the course start.
Giving students enough time to engage with the online work.

Most Effective Evidence-based tools:
1. Synchronous Chat tool.
2. Asynchronous Discussion boards tool.
3. For language courses particularly: high-quality & sufficient amount audio.
General Guidelines for Selecting and Using the VLE's
1.
2.
3.
4.
5.
6.
7.

Must be well-articulated with the rest of the curriculum.
Best fit students learning preferences.
Facilitation of student support
Support for the computer-based course materials
Facilitation of interaction.
Support for collaborative and sharing tools.
Facilitation of administrative functionalities such as: submitting assignments,
receiving feedback and keeping track of their grades.
8. Facilitation of assessments (online quizzes and self-tests)
9. Context of student learning and student IT experiences.

Theoretical Background for Design & Development of the Online Arabic Course
While the general teacher performance in this context and particularly the relation
between the online teacher and learner is guided by White's (2006) four pedgogical aspects,
the design of online activites in the VLE will be based on four main learning theories which
were taken as the theorical background in the above litrature review, those are: 1) Moore's
theory on interaction, 2) Vygotsky's Social Constructivism, 3) Mayer's multimedia learning
theory and 4) Krashen's theory of second language acquisition, these four learning theory will
guide the relationship between the learner and online content and create the essence and style
of leraning and interaction taking place in the VLE. For the teacher to decide how to create
and upload such activities (or content), features of the used tools and the VLE will very much
affect the teacher's performance in this aspect, as the pedagogical approach might be clear
enough for teachers but how to create it in online environment may need a certain level of
technical and IT awareness.
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How relationships between online teacher, learner and online actvities are guided is
illustrated in Image-2. The following section will explain the implications of each learning
theory on the course design.
Moore's theory on interaction
Moore (1989) distinguished between three tyepes of intercations that tacke place in the online
environment, which are: learner-instructor, learner-content and learner-learner intercations. A
fourth type of interaction was as well invistigated by Hillman (1994), that is the learnerinterface interaction, he defines three styles of interaction: academic, collaborative and social
interaction, as :
"Academic interaction includes interaction between learners and online resources as
well as task-oriented interaction between learners and instructor. Collaborative interaction
among learners becomes possible when a group of learners work collaboratively on a
specific topic or share ideas and materials to solve a given problem. Social interaction
between learners and instructors occurs when instructors adopt strategies to promote
interpersonal encouragement or social integration".
Hillman's (1994) findings revealed that collaborative and social interactions worked
much better as learning strategies than academic interaction, and resulted in high levels of
satisfaction and participation.
The practical implications on our course design will be : the necessity of creating
groups within the VLE and assigning linguistic collaborative tasks, then deciding on best
tools for students to collaborate inside and outside the VLE to be able to work on, present
and share their language products. Projects need to integrate the social part of student's reallife interests and bring them into the learning context. Knowing what students like, what they
do when they're not studying, what are their thoughts about different topic and their hobbies
should be effectively and continuously used for encouraging a high level of interaction. This
can be done by having an informal online meeting before the course official start, or by
having each student preparing a presentation about him/herself in the first synchronous
meeting, then having this presentations uploaded in a blog where they can comment and talk
about common interests. An increase in the level of online interaction occurs with an
improved level of social presence, this can be fostered by considering characteristics of the
learners, by selecting the appropriate computer-mediated communication medium, and by
applying appropriate instructional elements to course design (Tu, 2002).
However these encouragement strategies may work well when students are interacting
in their mother-tongue language, or a second language that they master (in our case is
English), further support from the teacher is needed to encourage the same interaction using
the target-language (in our course Arabic). A proper-designed preparation for this activity
will play an essential role in how well and successful this interaction will be. Preparation for
written interaction will also be different than for a spoken or asynchronously sound-recorded
one.
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This activity can be uploaded to the VLE using a built-in tool like VoiceBoards in
CourseSites, or by sharing access link from an external website or tool (such as Voice
Thread) and posting in as an assignment or activity in the assigned week.
It's worth mentioning that part of the preparation of such activity is training the
students on using the tools, either the built-in or the external one, it might be advisable to
dedicate sufficient time for tutorials or tips on using any new technology to eliminate the
anxiety that may be associated with exposure to new technology (Sun, 2011). This
preparation, however, will be done only once at the beginning of the course, then the same
pattern of interaction in similar activities can be maintained over the course. Clarity of
activity design and instructions was found significantly influential on students satisfaction
and perceived learning, along with interaction with instructors, and active discussion among
course participants (Swan, 2001).
Vygotsky's social constructivism
The relevance of social constructivism theory by Vygotsky (1978) to the context of language
learning is remarkable. The way Vygostsky reflected on how a child develops cognitively by
social interaction, where language development theory states that language precedes thinking,
is very similar to how an adult may develop cognitive and linguistic skills by attempting to
speak a new foreign language during social interactions before having the speaking skills
fully developed. The social interaction is a kind of a personal experience that the learner has
gone through, out of which he/she has come up with their own understanding of the language
and situation. Ideally, this works for teaching new vocabulary in the target-language, where
meaning of words is actually grasped during the social interaction (using multimedia or
further learning aids) rather than before it.
Meaning is achieved through social
interdependence – “the coordinated efforts of two or more persons” (Steffe, p. 159)
In preparation for such type of activity we need to consider authenticity. If the social
interaction is fake and material are not appropriate and reflecting a real-life situation there
will be no point of constructing a meaning out of it and the learner will not be successful in
internalizing the experience or developing cognitive abilities out of it.
The practical side of applying such concept in the VLE can be done by: using
multimedia tools to create storyboards to be used for reading and listening, a collaborative
storyboard can be done by a group of students where they write the script then speak/narrate
it. A learner-centered approach is advisable at this point by letting each group create
storyboard of a real scenario that they have encountered or one that they may encounter.
Teacher guidance and support will be of high importance in this particular type of
activity, where students are trying to exceed their proximal development zone (PDZ) and
create a new knowledge structure. "Electronic Dictionary" tools to be embedded into the VLE
or recommended along with the storyboard tool (Moviemaker, Powtoon, Moovly,
Animoto...etc) will be ideal for scaffolding students during this type of activity. However, it
also recommended to give students the freedom to choose the tool they prefer to meet their
technological preferences as much as possible (Sun, 2011). The language sample or artifact
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produces by each student or group should be uploaded to the VLE in a blog or discussion
thread, where the video or multimedia file can be played by all learners. Teacher then can
engage all groups in a process of predicting, questioning, summarizing and clarifying (called
reciprocal teaching by Palinscar & Brown, 1994) what they watched or encountered. The
strategy of reciprocal teaching was indicated to be successful to enhance comprehension
(Palincsar, 2005, p. 287)
Mayer's multimedia learning theory
So what are the best ways to include multimedia in designing the online course according to
the multimedia learning theory? There are two approaches to multimedia design; the first
approach is the technology-centered approach, where the focus is on how to incorporate
multimedia into the new emerging communication technologies. The aim of the technologycentered approach is to provide access to the information by understanding the technology
capabilities and affordances. The second approach is the learner-centered approach, where
the focus is on how people learn with multimedia, and the aim here is to aid the cognitive
learning process (Mayer, 2009, p. 10)
Both approches are of great importance in language learning, as well as the use of
words with pictures as guided by Mayer's principles of multimedia learning for the process of
providing meaningful input and supporting meaningful output (Plass & Jones, 2005, p. 469).
Particularly the Multimedia Principle (People learn better from words and pictures than from
words alone), the Redundancy Principle (People learn better from graphics and narration than
from graphics, narration and on-screen text), the Temporal Contiguity Principle (People learn
better when corresponding words and pictures are presented simultaneously rather than
successively), and the Personalization Principle ( People learn better from multimedia lessons
when words are in conversational style rather than formal style) (Mayer, 2005) are applied
for designing the multimedia content in this course. Videos and slides created for the course
were tailored to conform with the mentioned principles. All the twelve principles of
multimedia learning were also looked at and considered when applicable.
A major focus on audio amount and quality while integrating multimedia in language
learning is essential. this is as per literature reviewed in a previous section in this paper under
"Most Effective Evidence-based tools" and research by Don (2013) about quality
characteristics in online Spanish course. The course design included different presentational
modes in which audio is integrated, for example: audio with text (Arabic script and English
transliteration), audio with picture, audio with video (with and without captions).
Some of the tools used for creating digital content with rich and attractive multimedia
are Canva for text and pictures, Articulate Storyline for audio and picture, audacity or any
sound recorder tool to be used both by teachers and learners, and Moviemaker or any video
editing tool to cut movie clips into short segments and add captions and audio to them in the
target language.
The VLE gives the great advantage of allowing the organization of segments or
chunks of learning objects in a logical sequence, and at the same time giving the learners the
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control to work at their pace. The VLE in this context specifically facilitates the application
of Mayer's Segmenting Principle (People learn better from a multimedia lesson when
presented in user-paced segments rather than as a continuous unit).
Krashen's theory of second language acquisition
Krashen (1981) diffrentiated between two concepts; the language acquisition and the
language learning , he outlined that the language aquisition happens unconsciously in natural
communications, where the focus in on the message conveyed not the utterance, while the
language 'learning' happens consciously by recognizing errors and correcting them using
language grammatical rules. Krashen (1982) suggested the Monitor Theory, which the
fundamental claim of is that conscious learning is available to the performer only as a
Monitor that alters or improves accuracy but does not really help in producing utterance. It is
the language aquisition system (the aquired system) that helps initiate uttrance and improves
fluency in language production based on what we have "picked up" through active
communication.
Another concept presented by Krashen is the comprehensible input theory, in an
attempt to answer the question of how do we acquire language, Krashens explains that the
learner's acquisition improves when the input presented is one step above his/her
comprehensible level. Again, the focus here is purely on the message not on the vocabulary
or utterance. Here we see a clear connection between what Krashen is suggesting from a
linguistic point of view and what Vygotsky proposed with regards to the zone of proximal
development, both Krashen and Vygotsky suggested that development happens in the area
between what the learner knows and what he/she doen't, this khowledge gap area should be
visible to the teacher , to be planned for in the design and strongly considered pedagogically
in the language course.
The practical implications of understanding what acquisition, learning and
comprehesible input theories are will reflected in three ways in the VLE design: 1) Minimize
grammar activities and let them be the last part to be addressed in a topic/module (to be
learned after a good amount of language production (acquisition) have already been
achieved), 2) Grammar exercises to be given as self-reflection activity to give more time for
the learner to endulge in self-correction, or otherwise, as peer-review activity to activate the
'Monitor' side of learning as discribed by Krashen., and 3) is directing students to some
supportive and complementary tools that an help them comprehending the reading texts or
listening segments (An Arabic learning website that was found to be supportive of this input
concept is: http://learning.aljazeera.net/arabic ).
The following section will describe some features of Blackboard's CourseSites that
corresponds to the above theories' implications, and explore capabilities and technical
affordances of the platform for a language course. The same features will be the subject of
evaluation in the section after the following in this paper.
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What guides the online teacher relationship with learners and online activities ?

Teacher

Learner

[Image-2]
How
online teacher, learner and
guided.

Online
activities

relationships between
online actvities are

The VLE: Blackboard's CourseSites
Description of Features
CourseSites supports a variety of learning methods, tools and content building options.
This pilot project - of course - does not cover all of them, only few main features and
tools have been used but in various ways and for various types of activities. We also need
to clarify that this project is still in the development process, so more tools can be used in
the near future.
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Considering the pedagogical aspects of design, CourseSites affords a number of
choices for course structuring, as shown below. The choices in the boxes are the

pedagogical strategies selected and used for the this course.
The selected strategies will allow students to do the following:
•
•
•
•
•
•
•
•
•

Chat & Discussions
Blogging
Listening
Reflection on learning
Get Feedback
Show social presence
Upload projects, language products and artifacts.
Comment of peers work.
Have access to text book (by Units)

If we move to the tools, CourseSites tools are many, out of which we utilized the ones
in the boxes shown in the following:
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"Assignment" tool is also included in this course on weekly-basis, however it is listed
under Assessment tools.

As for the content to be uploaded - which is the challenging part technically here is what CourseSites affords under the "Build Content" tab. The content types
used in this course are the ones in the boxes.
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The main menu included direct links to initiate
contact with the instructor and classmates in
discussions, wikis and blogs, as well as the
self-reflection tool, the journal.
This was basically done purposely to help
facilitating access to all types of interactions
that may be going on at any point of time
during the course.
When scrolling down the menu, the learner
will also have direct access to grades and
weekly content, the menu continue to appear
on the left side no matter what page or section
the learner is viewing, this was perceived to
ease navigation through sections of the course.
Evaluation is supposed to confirm if this was achieved, and provide feedback on other
features as well.
Platform Evaluation
This section contributes to the research question:
• What are some gaps in designing a foreign language online course on a VLE ?
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•

To what extent does CourseSites as VLE facilitate implementation of the
identified best practices?

A qualitative research design was conducted to identify which technical aspects of
CourseSites have helped or hindered learning from the students' perspective. What is
meant by technical aspects is how well did the platform perform when the different
features were used by the learners, this may include checking on a set of VLE technical
evaluation criteria as proposed by Kurilovas & Dagiene (2009) in image-3, which
indicates some general criteria such as architecture and implementation, interoperability,
internalization and localization, and accessibility, along with a newly proposed set of
criteria called Adaptation criteria, includes: adaptability, personalisation aspects,
extensibility and adaptivity. However the proposed set of evaluation criteria are not
directly used in this research study, it was taken as a guiding compass and a background
or foundation for the teacher to help identify, name, define and categorize the study
results in regard to the technical challenges the learners have faced, or the technical
facilitations they have encountered. In other words, the work of Kurilovas & Dagiene
(2009) was taken as the framework used for analysing the results.
This evaluation of the technical side of the VLE also aims to increase the online
teachers awareness of IT aspects that they are dealing with everyday while using the
platform, and will hopefully give them an insight on what to be looked at, checked, or
tested when decicding on using a VLE. Thus, this portion of the paper directly contributes
to the technology professional development of the teacher in the TPACK framework.
Sample
As this is a pilot project taking place in an international virtual school, all students are
online learners. Fourteen grade-nine students joined this course as part of their academic
requirements, all participating students were asked to give their feedback, only ten
students submitted responses on the questionnaire. The ten participating students are all
using this platform for the first time for the Arabic course, and they are all in the
beginners level of Arabic language [Arabic-I]. No information is collected on whether
some of them have studied Arabic in previous years, this was not found to be influencing
the study since the focus here is on IT and technical preferences in the VLE. Ages of
participants are between thirteen and sixteen years old, sample consists of five males and
five females (this even distribution was not done purposely and is totally dependent on
enrollment conditions according to the school placement processes, academic requirement
for those students and happened to be that those ten students are the ones who responded
to the questionnaire).
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Image-3 by Kurilovas & Dagiene (2009)
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Instrument and Procedures
Students who joined the course were all asked to answer an email interview questionnaire
after using the platform for six weeks. The online questionnaire was made up of 28 openended questions, divided to 10 sections:
1-Interface
2-Navigation
3-Accessing online materials
4-Discussion board technicalities
5-Feedback technicalities
6-Uploading assignments.
7-Downloading assignments.
8-Uniding Wikis
9-Using Blogs
10-General questions.
The questionnaire was administered by Google forms application. The link to the
questionnaire was posted through the VLE. Announcement has been posted to inform
students that their responses to the questionnaire will be used for research and
improvement purposes, it was also conveyed in the live synchrous sessions that responses
will be used for research. No remuneration was given to participants for answering the
questions. The interview was done online as there was no scope for physical in-person
meetings, and due to the deep and thoughtful nature of questions included, it was thought
that it will best be in done in a written format, sent over to students to answer as per their
convenient time and readiness, in order to get a better quality of results.
Analysis
Thematic content analysis was applied for the purpose of identifying themes within the
students responses to the questionnaire, examples will be gathered together of those
themes from the participants responses. A visual representation (bar chart) of the most
repeated themes versus number of students who have mentioned each theme in their
response have been developed.
The two main guiding questions for developing themes and discussion were:
o What technical aspects of VLE helped students perform better? and how?
o What technical aspects of VLE hampered students performance? and how?
Responses of students will be scanned to find answers for the above two questions,
the more times the same technical aspect is represented in a response, the more this
technical aspect will qualify to be one of the themes in this study. Ideas that are less
presented will also be addressed in the discussion. The study will consider all input of the
students to be as an eye-opener and an attempt to locate gaps in research.
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Results
At the beginning of the questionnaire was a question about the operating systems and
browsers used to access the course to see whether any technical problems will be associated
with a particular operating systems or browsers. Five participants were Mac system while the
other five were Windows system users. Eight students used Google Chrome browser to
access the VLE and they all faced a technical problem when trying to play the audio
components. Two Windows system users did not report a problem playing the audio.
All the ten students reported that they found navigation to be generally easy. Only two
students reported that at the beginning it was hard to find their way through CourseSites,
however, after receiving some guidance or reviewing the "Getting Started" guide provided
by Coursesites for new joiners the interface features became easier and they were able to find
their way in the platform.
With regards to questions about easiness or hardness of accessing online materials,
the audio component not working was the common issue (reported by eight students), one
student mentioned that some websites attached to the VLE were outdated.
Seven students complained about the time the VLE takes to load the discussion
replies and upload assignments for submission, however they found the steps to that to be
easy. All students reported that it was easy to interact with their classmates.
When asked about the best part in the discussion experience, some answers were:
•
•
•
•

"I like that you can download things from your browser to put in your discussion and
you can also link websites to share where you got information".
"To interact with my pears and learn new things".
"The possibility to communicate with others and share opinions".
"The best part in my opinion was that different font styles and editing techniques
given to use while writing a post and which made reading and understanding of one's
post easier

When asked about the hardest part in the discussion experience, some answers were:
•
•
•
•

"That it takes a long time to load my discussion when it submits"
"Sometimes it was hard to find out what to write".
"Finding the assignments link"
"The hardest part of the Discussion was that there was no option that I found that
could save work as drafts if one chooses to continue later or view somebody else's
post".

Moving to the grading and feedback system in CourseSites, a thing that students
generally liked about the grading system is that it was "easy", "simple", " notifications were
shown at the top of the screen if there were any changes", " that you can see the comments
your teacher leaves you with right away where all you grades are, you don't need to click
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individually to see you grades", "that it was points" and " shows my points out of the total
points"
Thing that students generally disliked about the grading system are: "grades should be
easier to access", " I didn't quite know where they were", "confusing" and "It is not clear".
Things that students generally liked about how CourseSites shows teachers feedback are:
"notifications were shown instantly and was easy to view and understand which assignment
or project the teacher was talking about".
Things that students generally disliked about how CourseSites shows teachers feedback are:
• "I did not like the space given to the teacher to write the comment as it was hard to
view the comment due to the less space and therefore lead to having to scroll
sideways and back and forth to view any teachers comments".
• " maybe make it on the home screen",
With regards to uploading and downloading assignments, students did not report any
problems with downloading the assignment files, there was a general problem with the time
taken to upload assignments to the VLE, responses of students included the following:
• "It's really easy to upload, i just have to wait a long time for the process of
uploading".
• "near impossible it takes at least 5 minutes to submit work"
• "It takes a long time to be done with uploading."
With regards to Using Wikis and Blogs, students have reported that they found it to be easy
and there was no problems reported except from one student only who mentioned that he
didn't know how to post to the Wiki.
When asked about "What features of CourseSites do you think helped you learn the course
content better ?", answers included:
• 'The videos, images, post from other students, the online book."
• "The discussions"
• "I like when in my weekly assignments there are videos to watch to learn more about
the topic".
• "I found that the YouTube links given to help in various topics were most helpful when
I was trying to learn".
• "The fact that recordings were saved on each week".
When asked about "What features of CourseSites do you think hindered or slowed your
learning of the course content ?", answers included:
• "Some of the audios don't work and these doesn't let me do some homework".
• "I felt the recording assignments hindered my performance as I wasn't able to submit
it as there was no recording facility on CourseSites and my power point facility was
updating".
• "How confusing it is in the beginning"
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When asked how often the students suffered from system glitches, six students chose
"sometimes", one chose "a lot", one chose "rarely" and only two chose "never".
The following themes were derived based on the ideas most repeated within all the responses,
the derived themes are this study's attempt to answer the questions:
o What technical aspects of VLE helped students perform better? and how?
o What technical aspects of VLE hampered students performance? and how?
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Discussion
Students responses have confirmed some of the points found in literature about best practices
in online language learning courses , such as the effectiveness of peers interaction in
discussions. While some other new or rarely-addressed points were mentioned; such as "long
loading time" and how the VLE shows feedback. Responses also addressed accessibility
issues to online resources and grades, as well as usability and interoperability of tools and
learning objects uploaded to the platform.
Collecting data about the students operating systems and browsers was intended to
give teachers some insight on technical preferences for a better learning experience within the
VLE, and will also contribute to drawing connections between the themes and this particular
learning context.
The Chrome users who reported a technical problem of not being able to
play/download the audio component have urged teachers to troubleshoot this problem to
discover that the VoiceBoard Collaboration Tool was no more supported for Chrome Users.
CourseSites Voice Board needs Java, which is not supported by Chrome, students will need
to shift to another browser in order to complete the Voice Discussion activity (This technical
change is very recent, it took place on April, 2015 during the course semester and could not
have been discovered earlier).
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VoiceThread (an external conversational tool that could be plugged-in to the VLE or
brought to students via a shareable link to the activity) was an alternative that used to work
for this course, however it has now changed policies of usage and privacy and started asking
non-members to sign up for an account in order to be able to add a comment to a discussion.
The extra steps of logging in to another website to create an account in order to access an
activity, can - pedagogically - be total distraction and a time consumer for the online student,
and thus was not found to be a good alternative. No practical alternative is found so far to
overcome this technical problem among teachers (extra IT help is needed here). The only
solution for this is to advise student to shift to Firefox or other browsers while working on the
course. This being told to students but have not been investigated further to see if it has
worked for inclusion in this paper.
By defining this type of problem technically according to Kurilovas & Dagiene
(2009) VLE evaluation criteria framework in image-3, it was found to possibly fall under two
evaluation criteria: 1) the architecture and implementation (under reasonable performance
optimization), and 2) Adaptability of design.
A similar technical issue found in this course was the outdated websites reported by
one of the students. This was true, as some resources were collected by teachers over
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previous years, but when uploaded this year to the VLE some were found to have changed
their access conditions or requirement, or had updates or simply stopped working for
unknown reasons. Those learning materials and resources were replaced by the online teacher
at a later stage. This has caused some delay in finding the material available in the assigned
course week, which definitely has interrupted - somehow - the course of work and forced
teachers to spend more time working on solving such problems. This problem of outdated
websites can be defined or studied under the evaluation criteria of learning objects, also
discussed in Kurilovas & Dagiene (2009), and which this paper will not go into now,
however it is an area for online teachers to add to thier professional development scope or
progress, and which complies with the fact that that Online courses are more time consuming
for students and instructor than traditional classes as a result of the technical aspects of
electronic communication (Don, 2013).
Audio being a factor of quality in online language courses as found by Don (2013)
and a best practice component, makes the above mentioned type of technical obstacles one
that have a heavy effect on any language program. So many activities and big portions of
assignments were depending on being able to listen and interact or record a reply after
listening to and comprehending an audio segment.
The next two most mentioned technical problems are the platform taking a long time
to load discussion replies and assignments, and the system glitches encountered. The long
time of loading problem is beyond the scope of work of an online teacher to try to solve or
work it out. This is typically a platform technical interoperability problem, that perhaps
teachers or schools IT team should consider testing VLE's against before deciding on using it
for their courses. How far does the effect of this problem goes in the learning process and
learning outcomes is something that can be addressed in future search.
System glitches will definitely cause some kind of interruption or frustration if
happens a lot, this could be a reason of student reluctance to log in to the course, due to the
waste of time that may happen due to such glitches, especially that with CourseSites it is also
accompanied by a common complain of long loading time, which can really double up the
student frustration. System glitches will fall under the VLE robustness and stability criteria of
evaluation (see image-3, under architecture and implementation), another aspect that falls
beyond the control of the online teacher and needs an IT specialist advise. It is important for
institutions to ensure that all students have up to-date hardware and software (Don, 2013)
The last technical aspect that slowed down students progress was the need for
guidance at the beginning of the course, this highlights the importance of prior training for
students on using the VLE platform, and points out the effect of this training on the students
being able to catch up with the course right away, which can have a positive effect on their
motivation and progress.
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On the hand, there were the technical aspects that had a positive effect of students
such as the easy access to discussions, grades and feedback, the user-friendly interface, and
the support of multimedia material.
To talk about the discussion in a language course, language options to be supported
by the VLE must be considered. Students were able to insert Arabic script into their
discussions forums, the teacher also gave some feedback in Arabic. This was an essential
feature to be checked before approving CourseSites for this course. According to Kurilovas &
Dagiene (2009)framework, the language feature of a VLE is checked under two technical
evaluation criteria : 1)Internationalization and localization (includes the support of different
languages) and 2) Adaptability (ability to customize to institutional needs of language and
design).
The multimedia material in this course (i.e. YouTube videos) in this course have
played an important role in compensating of the technical problem of the audio component.
Listening was provided though videos, however the design has been slightly affected.
Technically, CourseSites was able to play videos with the same window where the week
content is, students didn't need to open new window/tabs. This feature of the VLE can be
evaluated under the criteria of accessibility and personalization aspects, part of it would also
be in architecture and implementations. The multimedia playing technical feature has indirectly - facilitated a number of best pedagogical practices that could be built upon the
multimedia material.
Conclusion
This research has covered best practices in course development and teacher roles, and the use
of best tools within online language courses , as well as highlighting the technical aspects that
affected students learning Arabic e using CourseSites as VLE for the online course. The
following are the findings, implications and gaps in research found by this study.
Findings
CourseSites has facilitated the implementation of online learning best practices for a language
course mostly by: 1) facilitating easy access to discussions, and 2) supporting the use of
different languages and multimedia, which have promoted one of the most effective strategies
in online language learning, the interaction (Don, 2013; Golonka, Bowles, Frank,
Richardson, & Freynik, 2014; Zhang, 2014).
On the other hand, CourseSite interrupted the audio component, which caused
pedagogical goals not to be met completely, as well as being described of taking too long to
load pages and discussion replies, and having system glitches. The time consumption caused
by these technical problems affected learning by creating a kind of barrier to engagement
(Hampel & Pleines, 2013).
We can conclude and confirm that the overall functionality of the platform is as important as
the adaptation to students needs' capabilities (Kurilovas & Dagiene, 2009)
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It was proven that choosing the right platform for a VLE needs IT skills on the
teachers side to decide on accessibility, compatibility and navigation speed which are the
most influential elements in technological aspect that have an influenced students learning.
The study have also shown that students feedback on technical aspects and their IT
expectations and preferences can inform decisions regarding technology adoption for
engaging and flexible learning experiences.
This study confirms that online teaching include equipping teachers with knowledge
and awareness of how to deal with constraints and possibilities that the medium bring to
language education in the online learning environment (Zhang, 2014)
Implications
Internally, outcomes of this study will help improve the current Arabic course and overcome
some of the identified obstacle for a smooth learning experience. A checklist of technical
evaluation criteria will be used to compare several alternative VLE's in case CourseSites was
approved to be replaced by another VLE.
For a better-informed decision-making processes, it is advisable that all online
teachers know more about technical quality evaluation of digital learning objects and VLEs.
Online teachers professional development courses need to address such technical issues.
Technology aspect of TPACK is widening and teachers roles are being re-shaped.
Online teachers need institutional awareness of the technical challenges they are
facing, and meanwhile need to arrange to catch up and educate themselves about IT and
computer systems that interrelate with their practice.
Companies and developers of VLE's need to consider results of similar studies that
focus on feedback from both teachers and students for improving their platforms.
Gaps
Research have indicated the teachers being developer of the course themselves was found to
have a significant effect on students engagement, due to the connection that tutors need to
create between course material and activities (integrating material into activities &
assessments) (Hampel & Pleines ,2013), however it was found in this study that giving the
teacher both roles as instructor and developer comes with a set of challenges and dealing
with conraints and obstacles that teachers may not be able to address completely, and puts
more work load that affect teachers performance in supporting students within the course.
We are here questioning what roles of teacher would work best for students and learning and
teaching quality? What is the effect of teacher being both instructor and developer or being
only teacher while having a separate role for a developer on the learning experience ?
On the psychological level, Zhang (2014) reported students feeling anxieties that are
related to use of online platforms and technologies. We can raise questions such as; what
types of anxieties are associated with online technologies? and what are specific reasons that
generate anxieties in online learning context? How does that affect learning?
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In addition, all technologies are subjects of failure at some point (this has happened with the
audio component in this study). How does technology failures affect students behaviour
towards learning and how can we control or compensate for change in behaviour due to
that?
Some other technical aspects - as the loading time - is not deeply discussed in VLE studies
on how they affect the learning process.
Limitations
• Limitation in this study refers to the quality of the self-reported data through the
questionnaire, future studies should triangulate the data from students’ responses with
objective data captured from their actual use of online technologies.
• Also, no information is collected on students level of IT, technology and computer
competencies.
• This study did not address design of assessments in this course, neither did the
literature review for this paper cover this aspect in online language courses or
implications in VLE use.
Future Research
Future research need to focus on the IT aspects which affect the learning process in depth and
breadth, especially the loading time as this study shows that it was a reason for boredom and
disturbance for students. How far does the effect of "long loading time" problem goes in the
learning process and learning outcomes is something that can be addressed in future search.
Also, institutional technical support, such as the security aspects of the educational VLE, and
issues such as how teachers can benefit and use learning analytics are topics that are opening
up with the extended trend of online education and the continuous need for dynamic and
improved-options of VLE platforms.
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APPENDIX

Interview Questionnaire
1-What is your computer operating system ?*Required
•

Windows

•

Mac

•

Other:

2-Which browser do you use most often to access CourseSites?*Required
•

Chrome

•

FireFox

•

Safari

•

Internet Explorer

•

Other:

Interface
3-How easy or hard was is for you to find your way through CourseSites when you first
joined the Arabic course?*Required(Please explain your first experience, thoughts or
impressions)
Navigation
4-How easy or hard did you find it to navigate to different sections of your Arabic
course on CourseSites ?*Required
Accessing Online Material
5-How easy or hard did you find it to access different online material in each week
?*Required(Speak about any positive or negative experiences with audio, video, images, text
or other learning materials)
Discussion Forums Technicalities
This section consists of Five Questions.
6-How easy or hard was is to see or access your classmates input in a Discussion
Forum?*Required(Please explain thoroughly)
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7-How easy or hard did you find it to post a reply to one or more of your classmates
inputs in Discussion Forums?*Required(Please explain thoroughly)
8-How easy or hard was it to interact with classmates in the Discussions on CourseSites
?*Required(Please explain)
9-What was the best part in your Discussion experience on CourseSites ?*Required
10-What was the hardest part in your Discussion experience on CourseSites
?*Required
Feedback Technicalities
This section is made up of Seven Questions. Kindly try to provide your feedback in as much
details as possible
11-How easy or hard did you find it to access a feedback given by your
teacher?*Required(Please Explain)
12-How easy or hard did you find it to access your grades on CourseSites
?*Required(Please explain)
13-What is something you liked about how CourseSite shows the grades ?*Required
14-What is something you did not like about how CourseSite shows the grades
?*Required
15-What is something you liked about how CourseSite shows feedback or teachers
comments ?*Required
16-What is something you did not like about how CourseSite shows feedback or
teachers comments ?*Required
17-How easy or hard do you find it to follow your overall progress on CourseSites
?*Required
Uploading Assignments Technicalities
18-How easy or hard did you find it to upload your assignments to CourseSites
?*Required(Please explain your experience)
19-How easy or hard was it to upload various types of file formats (PPT, video, audio,
doc....etc) to CourseSites ?*Required(Please explain your experience)
Downloading Assignments Technicalities
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20-How easy or hard did you find it to download your assignment from CourseSites
?*Required(Please explain your experience)
21-How easy or hard was it to download various types of file formats (PPT, video,
audio, doc....etc) to CourseSites ?*Required(Please explain your experience)
Using Wikis
22-How easy or hard did you find adding content or commenting on others in
CourseSites' Wiki ?*Required
Using Blogs
23-How easy or hard did you find adding content or commenting on others in
CourseSites' Blogs ?*Required
General Open Questions
24-What features of CourseSites do you think helped you learn the course content
better ?*Required
25-What features of CourseSites do you think hindered or slowed your learning of the
content ?*Required
26-Are you more motivated to submit Arabic assignments through CourseSites or OLS
(Kmail or File Sharing) ? and Why ?*Required
27-How often do you experience glitches, system slowdowns or "Not Responding"
messages while using CourseSites ?*Required
•

Never

•

Rarely

•

Sometimes

•

Often

•

A lot

28-If you are doing another World Languages course with PowerSpeak, how do you
compare your both experiences with PowerSpeak program, and the Arabic program on
Coursesites with the live sessions ?(You can state advantages or disadvantages of each from
your own point of view)
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Effectiveness Of Bloom’s Taxonomy In An Online ClassroomImprovements in teaching and learning methods
Fouzia Begum
Middlesex University Dubai.

Abstract
In the past decade, online education and instruction have seen a dramatic change with the emergence
of online K-12 schools providing flexible, cost-effective and convenient education at elementary,
middle school and high school levels (Cavanaugh, Barbour and Clark, 2009; Corry and Stella, 2012).
With ever increasing number of students and a diverse range of learners (Prensky, 2010), it is vital to
identify and recognize the best teaching and learning strategies in web-based learning that would
provide an enriching educational experience for young students.
This action research study was conducted to analyze student progress and student engagement at the
middle school level in a virtual classroom. Bloom’s taxonomy operates in this project as the
conceptual framework that achieves constructive alignment of the curriculum to meet intended
learning outcomes (ILO) in the online course (Biggs and Tang, 2011). After an extensive review of the
literature, an online learning management system (LMS) called Coursesites was incorporated for
asynchronous learning and as a potential to facilitate group work, share resources and allow
constructive participation and engagement among students (Halawi, Pires and McCarthy, 2009;
Pappas, 2014). The research questions that drove this study were:
a) To what extent would web based resources enrich the learning experiences of students in an online
course?
b) To what extent would student engagement and information retention increase?
Participants in this study were 20 middle school students enrolled in an online social studies course
at a K-12 virtual school in the UAE. For five weeks, whole class and group activities and assessment
tasks were designed within the curriculum for students to work collaboratively during online classes.
A rubric for formative assessment was prepared (Turner, 2014). Student contributions were made
through weekly discussions, posts on video prompts, peer to peer feedback posts, quizzes and a final
project on the LMS (Hopson, Simms and Knezek, 2002). Data was recorded on observation checklists,
field notes, and a reflective journal. Findings were analyzed qualitatively with this data against
feedback received from students through a focus group interview and a final course evaluation survey
(Johnson, 2008; Newby, 2010). The key findings that emerged were: enhanced higher order thinking
skills (like critical analysis, reflection, and deeper learning), consistent peer support and
encouragement in group work and increase in the level of information retention. Constructive
alignment of the course led to more students achieving the ILO each week. A shift in the roles of the
teacher and students was seen with minimal teacher guidance and increased critical thinking and
independent learning. Students reported a positive experience while using the LMS, suggesting
continued use of it in the course. Overall the level of student engagement was higher than average.
Research papers that focus on K-12 online courses in the UAE are scarce (Halawi, Pires and
McCarthy, 2009; Almekhlafi and Almeqdadi, 2010).This study offers powerful insights into aspects of
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online learning through the LMS and curriculum development of web-based courses. These findings
may serve as a guide for schools, educational institutions, and universities who wish to maximize the
potential of web-based learning and develop quality online educational experiences for their students.

Introduction
“Education should no longer be mostly imparting knowledge, but must take a new path,
seeking the release of human potentials.” (Montessori, 1966)
The institution discussed in this paper is an international educational company
headquartered in Dubai, UAE that is licensed to use the curriculum of an accredited private
online school from USA. The institution is also referred to as an online school. Students
attend all classes online and face to face attendance is not required.
As a new subject teacher in this school, I was asked to teach the social studies subject
as per the requirements of the Ministry of Education (MoE) in the UAE. Due to lack of predeveloped online material or study material for social studies from the MoE, the teacher was
expected to use conventional teaching methods and enhance it with available online
resources. The course is delivered through synchronous, teacher-led online whiteboard
sessions that are interactive and conducted weekly. These sessions are approximately 45
minutes long. My virtual classroom has over 200 students that come from varied backgrounds
and understandably, have different learning styles. The syllabus structure is very similar for
all grades but inadequate for middle school (i.e. sixth, seventh and eighth grade students) as
revealed in a questionnaire sent to parents. Students found the course monotonous, boring
and wished to drop out of the course. Parents felt they were not gaining age appropriate
critical thinking skills in this subject.
Need for further research- Change in teaching and learning methods required
In spite of a recent overhaul of the curriculum by the school to increase student participation
and responsibility by modifying the grading system and including virtual field trips and
project work to encourage active learning, I believe a paradigm shift from traditional learning
to virtual learning (Beetham and Sharpe, 2007) is the need of the hour. Changes in teaching
and learning methodologies (Li, et al., 2012) could help develop the course to bring it closer
in design and structure to the online school’s 21st century, technologically driven courses and
match the Ministry of education’s learning policies.
From prior experience and in consultation with colleagues, the Bloom’s taxonomy could be
adapted to an online classroom. A structured instructional design based on the six stages of
knowledge and meta-cognition taking into account students’ cognitive styles could result in
higher-order thinking and problem solving skills in students (Clark, 2014).
A survey conducted by the school to gather feedback on the MoE courses from parents and
students showed their disappointment and discontentment with the course. The course
seemed to lean more towards passive learning and classical conditioning theories (Gray and
MacBlain, 2012, p.34). An urgent and immediate solution was required to prevent student

94

ISSN 2414-6099

dropouts and overall dissatisfaction with the current course, as evidenced in the paper below.
The aim was to make the subject more a stimulating, engaging and interesting learning
experience for all students.
Literature Review
This section gives a review of literature on relevance of 21st century technology in education
in context of the UAE, addressing limitations of the online school and subsequent student
disinterest in the course by incorporating a conceptual framework like Bloom’s taxonomy
within an online class in addition to appropriate digital resources at middle school level to
facilitate online learning.
Online education and limitations of the LMS
Technology is increasingly being used in education to raise academic standards, improving
education and increasing student performance (Angiello, 2010; ECSSR, 2011; NussbaumBeach and Hall, 2012), offering young learners various opportunities to gain 21st century
skills through the digital medium of online education (Cunningham, 2009). As stated by P21
(Partnership for 21st Century Skills, 2014), these learning skills of the 21st century “focus on
creativity, critical thinking, communication and collaboration”; necessary in our current
society when students complete schooling to enter colleges, universities and eventually, the
workforce (Palfrey and Gasser, 2008; Wilson and Boldeman, 2012). Therefore, in an effort to
create progressive learners, and boost student performance, the UAE government’s
investment in the education sector increased in 2013, giving priority to IT and its inclusion in
school curriculum (Vision 2021, 2013b). However, the field of e-learning brings with it
limitations that hinder the learning process within an educational institution as discussed
below.
An LMS (like Blackboard, Desire to learn, Moodle etc.) typically offers the instructor
a range of tools to administer and manage the course, including a structured framework to
conduct classes and learning activities , a place to upload documents and videos, have
discussions and grade student work (Halawi, Pires and McCarthy, 2009; Pappas, 2014).
However, the online school discussed in this paper uses its own LMS which is a very basic
platform offering limited features like document upload via Dropbox, allowing instructors to
only send and receive emails and conduct online classes. Lack of advanced digital tools
within the LMS restricts possibilities of advanced learning that go beyond the online classes,
essential as the school conducts courses and classes completely online. Also, it prevents
revision of course content, communication and collaboration amongst students outside of the
class, diminishing interest in the course amongst students. Unfortunately, the online school
cannot incorporate more tools in the LMS or use an alternative product due to organizational
restrictions and cost. Additionally, as online education is an emerging trend in the UAE, very
few studies have been conducted that seek to address these challenges in online education.
This scenario implies the need for researching the effects of implementing an alternative
hierarchical framework like the Bloom’s taxonomy outside of the LMS and evaluates the
extent to which it achieves course objectives and possible student engagement in a virtual
environment.
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Bloom’s taxonomy in the digital era
Benjamin Bloom (1956, cited in Krathwohl, 2002) developed a framework of educational
objectives known as the Bloom’s taxonomy to help educators evaluate their courses and
measure the extent of learning achieved. It comprised of 3 domains i.e. “cognitive (mental
skills knowledge); affective (feelings, attitudes); and psychomotor (physical skills, doing)”
(Clarke and Clarke, 2009). For the purpose of this study we shall focus on cognitive domain
that helps achieve intended learning outcomes. The cognitive domain was further categorized
into 6 hierarchical stages of learning such as: Knowledge, Comprehension, Application,
Analysis, Synthesis, and Evaluation. Each level requires the use of in depth thinking and
skills to gain mastery of a stage before advancing to the next level, each level building on to
the next. Conversely, research conducted by Anderson and Krathwohl (Krathwohl, 2002)
found the hierarchical order of the taxonomy too restrictive and one -dimensional in terms of
its use in a learning environment. In 2001, a revision of the bloom’s taxonomy by Anderson
and Krathwohl (Krathwohl, 2002; Halawi, Pires and McCarthy, 2009) led to the addition of a
Knowledge domain , altering the passive noun form of the cognitive domain levels to active
verb form and renaming the six categories as ‘Remembering , Understanding , Applying ,
Analyzing , Evaluating and Creating’ with an emphasis on achieving metacognitive learning
as the learner advances to higher cognitive levels, the highest being ‘Creating’ and the lowest
level beginning at ‘Remembering’. Figure 1 shows a comparison between the two
taxonomies created by Churches (2012)
Figure 1- Comparison of the Original Bloom’s taxonomy with its revised version

Recent additions include a list of key verbs for each of the cognitive processes
allowing educators to design class discussions and tasks and easily revise learning objectives
if needed (Forehand, 2005 ; Halawi, Pires and McCarthy, 2009;) as seen in Table 1 below,
created by Overbaugh and Schultz (no date).
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Table 1 – Key words and possible discussion questions relating to each level of the revised
Bloom’s taxonomy

Churches (2012) went a step further and developed a version of the revised Bloom's
taxonomy incorporating digital tools and web based resources at every stage to reflect
emerging technological trends with the use of blogs, wikis, podcasts, social media, search
engines like Google, videos, audio software etc. and achieve 21st century learning skills like
interaction and collaboration etc., as shown in Figure 3. This is reflected in the theory of
Connectivism (Siemens,2005) where he implies that in the digital era, where “new
information is continually being acquired”, the internet needs to be effectively used as a
learning tool to network, and expand the knowledge base of digital natives by connecting
various learning activities with one another.
Figure 2 – Concept map created by Churches, depicting inclusion of web based resources
and technology at each cognitive stage of Bloom’s taxonomy.
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Churches (2012) states, it is not necessary to begin at the basic level of the taxonomy
in order for learning to take place. Vygotsky’s Zone of Proximal Development offers a
similar view through ‘scaffolding’. It suggests that, in order to create opportunities for
mastery of skills, the teacher’s guidance and appropriate tools that help build upon prior
knowledge are essential for exploration, inquiry and collaboration in the learning process
(Karagiorgi and Symeou, 2005; Wertsch, 1985). This is similar in theory to the ‘partnering
pedagogy’ (Prensky, 2010) where the teacher and technology guide the student in the most
effective way to accomplish his learning goals.
This greatly indicates that provision of scaffolding with technology within the
hierarchy could add more flexibility in the learning process, ensuring that students gain
essential 21st century skills while completing learning tasks.
This scenario highlights the preference of using bloom’s taxonomy as a hierarchical
framework in this research, due to its adaptability in an online context with the potential for
integration of web based technologies, making it a suitable measuring tool in gauging student
learning within the course. What remains to be seen is to what extent the inclusion of
technology within the framework would be successful at enriching the learning experience to
students.
Student disengagement
The 21st century generation of learners or ‘digital natives’ learn differently as compared to
students in the past (Prensky, 2010; Palfrey and Gasser, 2008). They expect education to be
fast, technology driven, meaningful and engaging, giving rise to opportunities of selfexpression, self-evaluation and a possibility of independent learning due to their familiarity
with the internet and digital resources (Palfrey and Gasser, 2008). They resist textbook based,
teacher led instruction and prefer discovery based learning (Kolikant, 2009) and failure in
fulfilling these needs of students leads to low motivation and indifference in completing
learning activities.Moreover, teachers are likely to encourage surface learning by giving
emphasis to coverage of lesson content rather than develop in-depth learning (Walker 2007),
thus reflecting teacher-led instruction in spite of availability of digital tools and making
activities less challenging for students (Kolikant, 2009; Voogt, Erstad, Dede and Mishra,
2013). Research shows that digital tools, if used effectively in a learning environment, could
be a powerful motivator in engaging learners and promote “creativity, critical thinking
collaboration, communication, problem solving " skills in them (Siemens, 2005; Palfrey and
Gasser, 2008; Prensky, 2010; Nussbaum-Beach and Hall, 2012; P21, 2014).
As McGee (2003, quoted in Walker, 2007) points out, “Deeper learning engages the
learner who actively explores, reflects, and produces knowledge rather than recalls and
regurgitates.”
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Intervention (Main Project)
Lesson plans were developed for five weeks as per the UAE Ministry of Education guidelines
for the course. Modifications were made to align intended learning outcomes (ILO) with
assessment tasks by embedding them with higher cognitive level verbs and achieving
constructive alignment (Biggs and Tang, 2011). Each week, activities were designed for the
synchronous online class giving students’ opportunities in real-time for analysis and
evaluation. Whole class and group activities were encouraged to provide maximum
participation opportunities. Observations were made from students’ responses on the
whiteboard and chat box discussion, allowing me to reflect and revise the content suitably. A
rubric was created to formatively assess student performance. Once the LMS was ready for
use (Figure 3), student accounts were created and login details sent via email (Figure 4).
Figure 3: Final look of the LMS

Figure 4: Email sent to student with account details
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Asynchronous assignment work and discussion on the LMS were assigned to allow
students to work without time and class constraints (Christopher, Tallent-Runnels and
Thomas, 2004).
The discussion forum was also formatively assessed through a video prompt, openended questions and a ‘student-friendly’ rubric to self assess their work before submission
(Figure 7).
Figure 7: Discussion prompt and rubric

The final activity was a project where they had to create a travel brochure of an Arab
country(Figure 8). Although students were given the option of working in groups, they chose
not to, due to limitations in distance and preference to work independently.
Figure 8: Project work prompt on Coursesites

After 5 weeks, a survey was sent to students and parents to assess the relevance of
tasks in the session and satisfaction with use of LMS. This was followed by a 30 minutes
focus group online interview which concluded my project.
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Research Methodology
Action research (AR) is described as “a cyclical procedure in which research generates action
and action becomes the evidence base for further research” by Newby (2010). Based on this
model, the action plan was developed to create, observe, review and reflect on my findings
from the online class (Ary, Jacobs and Sorensen; 2010). Responses of students were recorded
in a reflection journal, field notes and checklists along with data from student work samples
(from the synchronous sessions and asynchronous LMS discussions). Results were mapped
against a final course evaluation survey and focus group interview to reflect upon the extent
to which learning experiences and higher order thinking skills have been enhanced in middle
school students.
Participants
Twenty students volunteered to participate in the study. They comprised of 8 female and 12
male students of various nationalities aged between 11-13 years of age. These students live in
different regions of the UAE and attend the weekly online synchronous class for 45 minutes.
They belong to middle school (Grades 6, 7 and 8) and have taken a similar course last year.
The students and their families anticipate improvements in terms of learning and interest and
thus were keen participants in my research. This was also the first time they were using an
advanced LMS like Coursesites for their studies.
Data Collection Methods
Data collection for this study is qualitative and naturalistic in nature. The process has been
divided into 3 phases as described.
Phase 1 involved reconfirming the problem through needs analysis that was
conducted earlier.
Phase 2 marked the intervention stage where a Course outline and lesson plans were
developed as part of documentary evidence. Data was collected through observation field
notes, checklists, virtual observation of LMS student activities and my own reflective journal.
Data was sourced from the weekly online synchronous class, responses of participants, their
interactions on the LMS and emails and Skype conversations with their parents.
The last stage was Phase 3, whereby a course evaluation survey and focus group
interview was conducted with students.
Validity and Reliability
A variety of data collection methods and sources were used throughout the study to establish
concurrent validity. According to Campbell and Fiske (1959, quoted from Cohen, Manion
and Morrison, 2007), “Triangulation is a powerful way of demonstrating concurrent validity,
particularly in qualitative research”.
Johnson (2008) quotes, “Reliability is the degree to which a study or experiment can
be repeated with similar results”. Therefore, regular observations of the synchronous sessions
and student performance with similar number of students helped identify patterns and
recurring responses of behavior, bringing reliability in the findings
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Ethics
Once ethics approval was received from the university committee (Appendix ZA), parents of
all participants were sent consent forms prior to the study via email (Figure 11; see Appendix
B for complete letter). Consent from the school was also received for carrying out research
(Appendix A)
Figure 11: Screen shot of email sent to students.

Additionally, I arranged for online conferences with parents (Figure 12) and offered options
of having Skype or phone meetings if they preferred that.
Figure 12: Screenshot image of online conferences

Limitations
Online collection of data was a time consuming process. All classes, instructional delivery,
assignments, discussion, assessments, surveys, interviews were conducted completely online
and therefore, everything had to be accounted for.
There was no scope for physical, in-person meetings and discussion etc., due to
distance, making it challenging to have eye contact and know their immediate reactions and
emotions. The time restriction of the research was one more factor.
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Data Analysis
Due to the limited number of respondents in this study, most of the data was analyzed
through inductive content analysis. Out of 20 students who volunteered to participate in the
study, only 60% attended sessions regularly.
Initial open coding of responses led to more refined, axial coding (Appendix D and
E). Categories and sub categories were created through selective coding to further eliminate
data irrelevant to research and focus on answering the research questions (Johnson, 2008;
Punch, 2009 and Ary, Jacobs and Sorensen, 2010). A list was created with ‘skills’ categories
to characterize the level of thinking required at each cognitive level and facilitate observation
and transcript analysis (Christopher, Tallent-Runnels and Thomas, 2004). Appendix F and G
depict this. These were mapped against the main rubric. To see if the student had achieved
the intended learning outcome for that week, every student’s level was rated as 0 (poor), 1
(marginal), 2 (adequate), 3 (excellent). “Coding up” or “coding down” of the rating was done
when I would encounter too little or too much evidence to infer the cognitive level and
correctly rate the response (Mynard and McLoughlin, 2009). For LMS discussion posts,
content analysis was done on each individual post as a whole (Mynard and McLoughlin,
2009) and rated with the rubric.
Results
In this section, I present the data collected from the synchronous session and the LMS
graphically. Interview responses of students and parents are then mapped against the course
evaluation survey and my reflections.
Framework: achievement of ILO
Although the study was done qualitatively, student progress has been graphically
represented. Table 2 (n=12) shows the summary of students’ achievement of the ILO for each
week on the synchronous session activities. As the table shows, most students’ level of
thinking was rated between ‘adequately’ and ‘fully’ achieving the ILO at the end of each
lesson. For instance, Week 1 showed 27% students fully achieving the ILO while 64%
adequately achieved it. Week 4 shows 33% students fully achieving the ILO while 59%
adequately achieved it.
TABLE 2: Students’ achievement of ILO per week during synchronous session

Week 1
Week 2
week 3
week 4

Poor

ILO
Marginally
achieved

ILO
Adequately
achieved

ILO
Fully
achieved

Total
students

0%
8%
0%
0%

9%
8%
11%
8%

64%
59%
56%
59%

27%
25%
33%
33%

100%
100%
100%
100%
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Figure 13: Graphical representation of Table 1

Although students who fully achieved the ILO for each lesson were fewer (Figure 13),
nevertheless, these findings indicate an emerging new level of thinking in students that was
not seen in previous assignments (Appendix Z). The addition of a technological ‘tool’ like the
LMS had shown further changes, as discussed below.
Evidence of achievement of higher order thinking skills was observed in student
postings on the LMS. For the Week 4 discussion prompt, Karla (name changed) interprets the
situation and justifies her answers while Gina (pseudonym), scores ‘adequately’ but
demonstrates evaluation skills in her answer (Appendix L). The following table shows that
84% students (combined, n=13) display higher order thinking skills by Week 4.
TABLE 3: Students’ achievement of ILO on Discussion forum

Poor
Week
4B
(LMS
activity) 8%

Marginal

ILO
adequately
achieved

ILO fully Total
achieved students

8%

46%

38%

100%
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Figure 14: Students’ achievement of ILO on Discussion forum

More importantly, the postings indicate reference to knowledge gained through
participation in activities earlier in the month (Figure 14). This contradicts Romeo’s (2001,
cited in Christopher, Tallent-Runnels and Thomas, J. 2004) findings that suggest discussion
forums generally depict lower order thinking skills.
Figure 13: Sample response from a student indicating knowledge construction.

The first research question sought to investigate the effect of web based resources on
student learning through constructive alignment of the curriculum to meet intended learning
outcomes.
Overall, findings indicate that a majority of students attending the live online sessions
demonstrated a higher level of thinking towards the end of the study with the help of web
based resources like online encyclopedias, videos, goggle forms, whiteboard tools, online
tutorials etc. and the LMS. Based on the rubric (Appendix I), about 80% students seemed to
reach the ‘analyze’ and ‘evaluate’ cognitive levels, with few reaching the ‘create’ level. Some
students (less than 8%), displayed lower levels of thinking or did not participate at all.
The second research question explored the level of student engagement and
information retention in the course. Increased interest in the subject with regular participation
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in the online class and involvement in group tasks and class activities indicated a higher level
of student engagement. This was also demonstrated in the postings on the LMS.
Discussion and Implications
To aid discussion of results from the study, findings are presented based on their impact on
the participants, the institution and the researcher with relation to the research questions.
A) mpact on Learners
Rich Learning Experience: As the results indicate, every week, over 85% of students
displayed evidence of higher order thinking associated with cognitive processes of ‘analyze’
and ‘evaluate’. Students received ratings as per the rubric. Overall, this percentage suggests
students’ level of thinking went beyond the lower cognitive levels of remembering,
understanding and applying knowledge. Use of the taxonomy’s verbs to create learning
objectives and outcomes and aligning them with assessments seemed clearly beneficial to
students. Developing guided questions, formative assessments, group tasks as well as having
peer review and whole class discussions gave students a clear direction and idea of learning
expectations according to my field notes.
My observations also showed that students used their prior knowledge, applied
information learnt in class, critically analyzed, created hypothesis and reflected during
lessons. These signified aspects of a deeper approach to learning (Biggs and Tang, 2011).
Active learning though peer interaction and collaborative tasks led to a shift in learning from
only rote memorization and textbook-driven information to more critical thinking and inquiry
among students in general. See Figure 1 below.
Figure 1: Sample posts from the discussion forum
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This concurs with studies of Christopher, Tallent-Runnels and Thomas (2004),
Mynard and McLoughlin (2009) and Zhang, Peng and Hung ( 2009) that online learning
through the LMS has a potential to engage students at a higher level and contradicts Romeo’s
(2001, cited in Christopher, Tallent-Runnels and Thomas , 2004) findings that suggest
discussion forums generally depict lower order thinking skills.
Student Engagement Several collaborative learning opportunities were provided during live
classes in the form of games, group activities and a virtual tour. I observed this not only
helped in creating healthy competition but also increased interest in lessons. I noted that
students participated more when clear instructions were provided. See Figure 2 below for
peer feedback of students
Figure

2:

Constructive

peer

feedback

on

discussion

forum.

An implication for learners from the overall discussion is that restructuring and realignment
of the curriculum with lessons and assessments acted as a catalyst in improving the learning
experience. It showed the positive association of instruction with technology. The support of
the LMS as a technological tool further ensured the process was more inquiry-based, studentcentered and less textbook/teacher driven with students gaining important critical thinking
and problem solving skills as part of their learning experience.
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B) Impact on Institution

Changes in the curriculum and introduction of an LMS were considered by the institution
prior to the study, to correct the deficiencies in the quality of its online social studies course.
The security features offered by Coursesites gave it preference over other learning
management platforms as the choice of LMS by the online school for its middle school
students. This short term study did show a positive impact on learning and teaching practices;
however, for a more noticeable impact within the institution, further research is required.
Possibly, parent and student feedback and results from the study could be shared with the
institution, suggesting implementation of constructive alignment of other online courses in
addition to an LMS.
C) Impact on the Educator and Researcher
As a teacher: I witnessed a combination of connective learning and constructivist theory
principles in action. Alignment of the curriculum with specified learning outcomes, activities
and assessments enhanced my own instruction and aided me in better understanding students’
needs and struggles as an online teacher. In the absence of a critical stance from my peers and
limitations of the online environment, ‘self-questioning’ and taking a ‘step back’ from the
teaching and learning process, as Moon (2004) advocates, allowed for reflection of lessons
through field notes and my reflective journal. Student feedback through minute paper and
evaluation forms at the end of the sessions allowed me to further take into account views of
students that I did not consider previously. Discovery and reflection on past experiences
allowed me to adapt lessons and test new strategies, before reflecting on their implications.
Kolb (1984, cited in Regis University, 2013) posits this kind of continuous learning brings
“transformation of experience. This self awareness led to a change in my perceptions. The
implication on me as an online educator was that changes in instruction and curriculum made
me a more ‘reflective practitioner’ and a facilitator moving towards ‘Level 3’ teaching ,
providing a productive learning experience that was less teacher-dominant and more studentcentered (Moon,2004; Biggs and Tang 2011)
As a researcher: The action research cycle of reflect, plan, apply ,evaluate and reflect again
(Cohen, Manion and Morrison, 2007; Johnson, 2008) allowed for systematic collection of
data and reflection , giving evidence of student progress, parent perceptions, my own
teaching practices and how far the learning outcomes were met. It provided formative
evaluation and feedback, essential in the absence of critical peer review of my work.
Maintaining a reflective journal and observation notes helped me immensely as a researcher
and a teacher, as Moon (2004) observed, “The involvement of a deeper form of reflection…is
a means of becoming critical”.
An implication here is that action research allowed for evaluation and reflection
opportunities, giving me clear evidence of challenges present in the course and what could be
the best ways to address them. It allowed me to analyze, theorize and learn from mistakes,
forming new learning experiences in my role as a researcher and teacher.
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Recommendations For The Institution
From the findings above, an important recommendation is the continued use of a framework
in the curriculum and the LMS in the course next year. To promote student engagement and
deep learning, a scaffold in learning activities and discussions is clearly essential along with
providing grading criteria. More discussion and collaborative group work through bi-monthly
group discussions and team projects on the LMS is likely to increase participation and
encourage in-depth, well researched work from students. Use of in-built tools in the LMS like
Wikis and journal blogs would support this better. Possibly, LMS integration training could
improve my own use of the LMS with students and assist other staff at the middle school
level to introduce LMS into their courses too. Continuous monitoring, reflection and student
input are likely to bring further improvements in the course.
Recommendations For Research Outside The Institution
The above study adds to the limited research conducted on the context of online learning in
the UAE, especially for middle school level. Further research is required to see the effects of
using an LMS on a long term basis with students and to what extent would this be successful
in improving student collaboration and construction of knowledge on an asynchronous
platform. It would also be interesting to examine use of other alternative frameworks like
SOLO taxonomy, Gibbs model etc and their possible implications in online learning.
Conclusion
This study was conducted to see to what extent student learning is enriched with the help of
web based resources and if this led to increase in student engagement. Implications of the
study are that alignment of formative assessments, instruction and learning outcomes, even in
an online setting, led to higher order thinking among students, with increased interest and
participation during lessons. Constructive alignment of the course saw a shift in roles of the
teacher and students. Many factors seemed to contribute here: introducing rubrics, scaffold in
activities, use of an LMS technology for the first time at middle school level and prompts for
online discussion. Students reported having a positive experience on the LMS, suggesting
continued use of it in the course. However, low response rates in the final week of the study
and time limitations hindered with the research. Nevertheless, this study offers new insights
into aspects of online learning in the social studies course that can be explored through
further research in this field.
As David Kolb says “"Learning is the process whereby knowledge is created through the
transformation of experience."
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The use of 3D for intelligent higher education of heritage
fields
Amel Bellala
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Abstract
The higher education is now subject to referential change. This change particularly concerns the
relationship that the student has with the knowledge, time and educational spaces, and the importance
of learning in the digital era.
The use of computer and Pads as a tool in the higher education is progressing continuously around
the world in different areas and the 3D representation has revolutionized the process of learning.
Presenting 3D models instead of simple pictures highly contributes to the understanding ability.
From digital tools to data skills then specialized learning, this research browses the main ways 3D
can be used in heritage studies for an intelligent learning and the additional opportunities it can
provides to this field specially and the higher education in general.
Keywords: 3D, Heritage, High education, intelligent learning

Introduction: The use of 3D in higher education
3D modelling is often considered as a form of knowledge representation. The use of 3D in
many areas such as physics, astronomy and even medicine leads researchers to establish a
theoretical 3D model of the object they study. The construction of such a model allows a
global visualisation of the object and also embodies the ideas about the depth of scientific
thinking. Still, modelling can also bring new knowledge and decoding some points that were
probably misunderstood before its execution.
This way of representation is frequently linked to the scientific studies. It ensures to
the global image its credibility and meaning. The 3D is the first iconic solution able to give
a credible and evocative global idea to the whole object in general: it is therefore a source
image. Reconstruction may also represent a part of an electronic model developed as a part of
a complex theoretical model.
Models can also be useful to for-profit companies in various ways, as is the case for
magazines and book publishers, who use them, under licenses as illustrations in the field of
archeology, history of art and historical publications.
Producers of television documentaries and motion pictures use them also in
flythroughs, when filming models in the need to produce a visit through time in earlier phases
of a site; or for a deeper effect, which can be obtained using this model as a background in
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the virtual control systems. Finally, the models can be used as a virtual environment for video
games based on historical contexts.
Teaching Heritage with 3D
The will to approach a fundamental question which is the use of 3D in the teaching of
heritage studies fit into a systematic approach necessary to give a second life to this field of
education.
The heritage has always aimed to restore the past, as transcriptions or drawings. In
addition to traditional plans, gradually appeared sophisticated methods and modern
representations: CAD (computer aided design) allowed, thanks to new technologies and
information technology, to make restitution in three dimensions increasingly detailed.
It is important to mention that the reconstruction of historic buildings has mostly been
approached about ancient monuments and few numbers of medieval era, and it is primordial
to do the same for other periods monuments. The task is to show the reconstruction of a site
or part of the site without physical materialization, by using graphical means in 3D as we
shall see in this research, but also through the use of drawings or otherwise.
We consider that the use of 3D in heritage studies has the following interests:
•

3D can reveal certain points that do not necessarily equates 2D (plans,
sections, elevations, etc.), which once concord together can reveal important
features of the building, or leave to suggest the missing data through
assumptions that can be left as perspective result or indicated by a graphical
convention.
• Virtual restitution allows researchers to simulate and mix eras and match the
object, ie, the same site combine models from different periods or collect and
gather objects in the same area from different places. This allows a
comparative studies, also can be used in the case of serial studies.
The study presented in this paper addresses this issue while putting in an experimental
framework to validate or disaffirm the usefulness of such a tool in the field of heritage in
higher education.
Experimentation
The advantage of carrying out an experimental study on the use of 3D in higher education in
the field of heritage demonstrates tangible results through concrete contributions of
technological innovation in higher education in general but especially in this area . This
confirms the assumptions but also to improve and revise the methods of teaching in the
nineteenth century but also to improve the method in itself when faced with reality.
Introducing the scope of the experimentation
In the aim of strengthening of knowledge about building history for students in their first year
of architecture studies, a monographic study was launched, about ancient monuments from
the Greek and ancient Egyptian periods. The work concerns studying a monument belonging
to one of those periods in its temporal and geographical context and the spatial, constructive
and aesthetic aspects.
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Students made their choice after performing a literature research. Since most of these
monuments are in a state of remains, and that students at this stage are unable to imagine the
monuments as they were, the use of 3D restitution intervenes. We used a 3D projections to
the students during the correction sessions of monuments they have chosen to work on,
performed by specialized laboratories in the field.
After an explanatory session on how the work should be done, a familiarization
session with each monument, review of reference documents, the third meeting was about
projecting to students the virtual restitution of monuments they are working, to allow then to
have an overall visualization and also more details. During this session we analyzed briefly
together each case. Students at this stage were supposed to continue their monographies with
this additional information they get from projections. The experiment was applied to 63
students divided into three groups of about twenty student.
Several types of simulations were projected:
•
•
•
•
•
•
•

A synchronic simulation of monuments
Diachronic simulation of monuments
A synchronic simulation of cities
Diachronic simulation of a cities
A simulation of monuments in their context
A virtual tour inside the monuments
Videos provided with hypertext

The following table details the projected data to students:

Period

Monument

Temporality
Synchronic

ANCIENT
EGYPT

ANCIENT
GREECE

Abu
Simbel
Temple
Edfu
Temple
Karnak
Temple
Ancient
Egyptian
city
Luxor
Temple
Epidaurus
Theater
Zeus
Temple

X

Scale
Diachronic

Urban

Architectural

X

Type de projection

Type de restitution

Exterior

In
context

Interior

X

X

X

X

X

Isolated

X
X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

115

ISSN 2414-6099

Athena
Acropolis
Knossos
Palace
Odeon
Theater
Parthenon
Dionysus
House
Paestum
Temple
Tholos
Temple

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X
X

X

X

X

X
X
X
X
X

X

X

X

X

X

Figure 1 Monuments used in the experimentation with all settings

To evaluate the usefulness of the use of these simulations, the students answered to a
simple form to assess their understanding of the monuments after this projection, each alone
but also the interest that may have these projections for all student compared to the course
understanding.

Figure 2 3D reconstruction of Tholos Epidaurus, graphics Nikos Giannopoulos, Directed by Yannis Lambrou, Epidaurus MYCENAE
&
MYKINAIKES
AKROPOLEIS
NATIONAL
ARCHAEOLOGICAL
MUSEUM.
http://epidaurusgr.wordpress.com/

The questionnaire included the following questions:
•
•
•
•
•

How do you find the use of 3D in the directed works of architecture history course?
Does the virtual tour have helped you to assimilate your monument?
Does simulation help students for a better understanding of monuments illustrating
the course?
Was a virtual tour of the restored ancient monuments beneficial to you in general?
How do you evaluate the simulation of the monument through time?
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•
•

Evaluate your assimilation of 3D on 5
Do you encourage the use of 3D in the university?

Criterias have been proposed to frame the study. This allows to perform a data
analysis to evaluate the experience.

Figure 3 Diachronic reconstruction of Athena Acropolis, A brief history of the Athenian Acropolis from 3500BC-2010AD, through
3d representations. For more information visit www.ancientathens3d.com

The results
The first point to note is that the students during the projections were more attentive and
asked more questions than usual. Those questions concerned the monuments on which they
were working but also other monuments seen in the collective projection.

When we asked the students about their opinion
according to the use of 3D in directed works, the
responses were varied, but focus mainly on two
parameters:
Almost students expected that the use of 3D models in
the courses was interesting with the average of 69%
when more than 19% find it complementary to courses.
It is important to mention that 5% of students find this
action unusuful for reasons, they didn't mention.

About the virtual tour, more than 84% ie 53 students
think that it was helpful to assimilate the monuments on
which they worked.
The rest of them found it without particular interest for
their research or without significant help. We mention in
this section that for some cases, we didn't exceptionally
display 3D reconstructions, which means that some

80.00%
60.00%
40.00%
20.00%
0.00%

Figure 4 Opinion of student about using 3D in
the directed works

YES

WPI

NO
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students didn't see the visualisation of their monuments
by lack of reliable reconstructions resulting from
research works .

Figure 5 Opinion of students about the input of
virtual tour for understanding monuments

At the same time almost 86% found that the virtual
simulation of historic monuments that students were
working on was useful for a better understanding even
for the cases of study and illustrations used in courses
while 6% (4) people have found the projection with no
particular interest.
YES

WPI

NO

Figure 6 Opinion about the usefulness of 3D
regarding courses

Again most students found the virtual tour of restored
ancient monuments was beneficial in general with a
percentage of 84% when 10% found it without particular
interest and 6% found it useless.

YES

WPI

NO

Figure 7 Opinions about the purpose of
reconstructed monuments

Regarding diachronic projections of monuments, more
than 71% found it interesting in the research works and
understanding of the monument, 24% found no
significant and more and 20% found it complementary
to their search. In this part, some students have found it
useful to mention two parameters at once, but no student
mentioned that this projection through time was
unnecessary.

As to the assimilation of 3D, most students (33)
evaluated their levels of understanding between 3/5 and
4/5 with over 28% and 23% respectively. Over than
17% ie 9 students believe that they assimilate 3D up to
5/5.

80.00%
60.00%
40.00%
20.00%
0.00%

Figure 8 Opinions about projecting 3D changing
through time

30.00%
20.00%
10.00%
0.00%

We note also that more than 14% were neutral on this
issue, they didn't express their opinion.
Figure 9 Evaluation of 3D understanding
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Finally, lot of students were for the use of 3D in the
university studies with 95% ie 60 students, while one
was against without giving reasons. A minority of 2
person remained neutral to the issue.

YES

NO

Neutral

Figure 10 Opinion about the use of 3D in high
education

Discussion of Results
Most students were attracted by the use of 3D because this new generation is more familiar
with simulation and digitals media in their lives than any other. Also the fact that they can see
the monuments from all sides and inside made it looks like a reality closer to their brains that
are less familiar with plan and façade reading and understanding especially that they are
mostly in first year of architecture studies and they discover an unusual area. 19% of students
find the use of 3D complementary because it helped them see concretely the theoretical
information they are learning progressively.
As for the virtual tour, again the majority presented a remarkable appreciation relative
to the virtual tour of the monuments. This fact reflects their familiarity with this kind of
simulations through games and videos 19th and 20th century, but also a vision closer to their
understanding of space as it can be and not as it appears on the plan. The apprehension of the
height at the same time as space make the vision more complete and also allows to focus on
the information much than trying to assimilate and learn on the same time. A minority has
found the virtual tour without particular interest because it was not a benefit to the student
who best mastered the subject or to who was not interested. Still the majority found that the
projection allowed a better assimilation of the course because the examples were represented
as it was real, far from remains images to which they had access. This reinforce the anchoring
of the information, even if complex to their brains.
About the diachronic projection of monuments, opinions joined as was already
mentioned, despite the work involved had to be about monuments belonging to the ancient
times. This supplement allowed students to assimilate the different changes that knows all
historical monument through time, which has raised many questions and even debate the
issue.
It should be noted that most students rated their levels fairly good about
understanding of 3D . The maintenance of this generation with technology is deep enough
and therefore develop similar tools for their learning was more attractive. This explains the
percentage of 95% recommending the use of 3D in higher education with recommendations
to generalize this method over the other modules during their bachelor courses through the
five years.
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Advantages
The main advantage of heritage higher education through the use of computer models is that
they offer an intrinsically sensory experience of the approach of buildings, artefacts ... The
models can overcome the limitations of time and space, across many virtual tours to existing
or non-existing monuments during the academic curriculum, especially as the models can be
browsed in real time through interactive media, which also allows students to control the
visit, asking for a closer zoom or view more objects.
The 3D virtual learning saves time, especially when equipped with an advanced
information system: text and graphics behind, using switches, alternative reconstructions,
hypothetical tests; through different periods. It outstrips the difficulties on the
conceptualization of space and comprehension of volumes, makes interpretation of a twodimensional plane easier; simplifies the notion of scales... which make learning accessible to
a large part of students. The real scale allows to assimilate more the space and object within,
especially when circulating in it.
The 3D models in higher education can strongly help students to understand the
techniques and solutions used in the past to solve problems, and therefore understanding past
societies.
Conclusion
The development of higher education tools has become more than a necessity. Time is
changing and technology is more advanced day by day. Higher education is an essential and
crucial area and requires a revolution in the methods and in the tools available to both
students and teachers to attract them more and push them to innovate. The heritage field starts
in this way through several field processes. Education has to walk with in parallel.
Individual initiatives, although beneficial, should be generalized so that all students
can benefit. More important than is to change learning approaches together, laboratories and
teachers, to give more interactive opportunities such as manipulating 3D monuments on
digitals pads by the student himself or even real scale monuments projection size to get
inside... More we experience this methods, more and more problems appear and then many
solutions are to find and to innovate.
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Abstract
The use of Open Educational Resources (OER) has grown over the years and includes not only text
based learning materials but also the use of images. The latter are particularly important when
working with those who have communication difficulties and are symbol users or require extra
support when gaining literacy skills. This support may come in the form of pictograms or icons that
can be used as additional aids to learning individual letter sounds or whole words and phrases. This
paper discusses how a bilingual symbol dictionary using the principles of open educational resource
development has been designed to allow for the sharing of both content and software systems to
enable cultural and linguistic adaptations and additions to take place. In addition with the use of
creative commons licensing the symbols have been made freely available worldwide for use in Arabic
speaking homes, schools, clinics and public spaces.
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Introduction
It may not appear obvious that the development of a set of symbols with their matching
words and phrases, should be considered as a collection of Open Educational Resources
(OER). Symbols as pictographs, pictograms, icons and realistic drawings or photographs are
often used in education for the teaching of language and literacy skills. They may represent
phonemes (units of sounds) and be used to aid pronunciation and letter learning. They may
be accompanied by gestures and often by spoken language to offer children a multimodal
experience. Symbols, as images in all their forms, can be considered an essential part of the
educational resources used to encourage an inclusive teaching and learning environment
especially for those working in special schools and clinics. Fontana (1994, p 08) points out
that:
Human communication depends largely on signs in the form of
written and spoken words images or gestures. These signs are merely
representations of reality – consciously made and readily recognizable
echoes of objects, actions and concepts in the world around us.
Fontana goes on to state that symbols have a much deeper meaning in many people’s
lives and are often related to special situations or used in art, religion and literature. Yet
‘symbol’ is the term used for the images or signs used by those working in the field of
augmentative and alternative communication (AAC) where they can provide support for
poor or non-existent spoken language. There is a need for them to be truly representative of
the user’s culture (Huer, 2000) and personalised to suit users’ skills and abilities, but most
importantly they need to be recognised by others, shared and understood in a similar way to
signs that are found on the roadside or around the built environment. As learning materials
they have similar rather basic graphical representations of actions, concepts both abstract
and concrete to commonly used signs that can be easily learnt such as ‘someone walking
across the road’ indicating it is safe to cross or as symbol for ‘to go’. However, without the
ability to share these symbols if they need to be special purchased or are hidden away on
specialist devices they remain locked in the world of AAC rather than crossing boundaries
into general use.
This paper discusses how symbol set choices were made for an Arabic Symbol
Dictionary (Tawasol) and how adaptations and additions to the set were then accepted as a
result of taking an Open Educational Resource development approach. This included
collaboration between AAC users, their families and carers, teachers, therapists and other
organisations with the intention of opening up the content, licensing, formats and systems to
scrutiny at the earliest possible time in the research project.
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Background
At the outset of the research into the development of an Arabic symbol dictionary to support
those using AAC as well as those with literacy skill difficulties it was confirmed that there
were at least three symbol sets that had been translated word for word from English to
Arabic. However, these sets were found to be lacking in culturally sensitive symbols suited
to potential users in the Gulf region and were not necessarily linguistically correct. Two sets
were available commercially and were purchased with a licence for use in communication
books, boards or on electronic AAC devices that offered the user text to speech output with
sentence construction based on the symbols selected. Although the commercial symbol sets
were developed with a westernised look and feel the actual images could be adapted for
individual use, but not for sharing online as an open digital resource for others. The third set,
was freely available online for use by teachers, therapists and AAC users under a creative
commons license, but it also had ‘word for word’ translations from Spanish to Arabic with
issues relating to some of the Arabic symbol labels and there was a lack of Arabic style
clothing, objects, buildings and places. Translations for the local dialect was also required as
part of the research project.
“Creative Commons and other types of open content licences provide the basis on
which to share open educational resources” (Fitzgerald, 2005) but this does not necessarily
mean that items that have been shared should not have an attribution related to their original
author or may have different types of licenses requiring careful thought as to how the
content may be used. There is often the assumption that because something is free that it
can be used in any way. This is not the case and Fitzgerald and Fitzgerald (2004) point out
that many of the original ideas for creative commons licenses came about as a result of
those making distinctions between ‘free’ as in having the freedom to use and adapt items,
rather than the notion of payment (Stallman, 2007) when discussing free and open source
software (FOSS).
In terms of AAC and symbol development; those symbols that are developed under
commercial licences are not free and have copyright to protect their reuse and adaptations.
This is necessary as funding is needed to maintain the work of those who produce the
symbols and the systems used to maintain the products but as has been said it restricts
sharing and further use by anyone. If the Arabic symbol dictionary team were to develop
any symbols, they wanted them to be freely available to all and suitable for use in the Gulf
Region to complement those already in use. It was felt this could only be achieved under a
Creative Commons licence. The aim was for the dictionary to become an open educational
resource in every way. From the notion of a core vocabulary to individual symbols, the
sharing of content and systems between users and those professionals working with families
and organisations was considered vital. It remains vital because with re-use and adaptation,
the symbol set use can not only aid speech, language and reading skills but also become part
of a culture and social setting such as signage in the built environment.
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Methodology
There are several different views about what constitutes OER but UNESCO’s declaration in
2002 covers all types of teaching, learning and research materials with open licenses
(UNESCO, 2002). This definition has been extended to include formats and systems (Figure
1) which it was felt best illustrated the aims of the Arabic symbol dictionary team's research
project.

Figure 11.The meaning of “open” in “Open Educational Resources”, adapted from the illustration citing
Geser 2007, p. 20 taken from Schaffert, S. &Hornung-Prähauser, V. (2007).

Open Access
The team were keen to have open access to all the content held in the database that supported
the proposed online dictionary as well as the processes undertaken during the building of the
dictionary. This meant that at the outset of the research project, a group of participants who
had expressed interest in wishing to use culturally, linguistically, socially and
environmentally sensitive symbols for AAC users, were asked to vote on their preferred
freely available symbol set in terms of compatibility with those already in use. There were
several freely available sets with English translations but the two chosen for the initial voting
were Sclera Symbols 1developed in Belgium and ARASAAC 2 funded by the Aragon
Government. The idea was not to build a completely new dictionary as that would not be so
easy to learn as the ones already in use but to build on the type of image designs already in
place and well known to users and their supporters. Both Sclera and ARASAAC had
Creative Commons licences so could be shown to the voters who were AAC users, teachers,
therapists, parents and carers. They also had the metadata that allowed for presentations of
symbol labels as text and a download file for embedding content into a voting system with

1
2

http://www.sclera.be/en/vzw/home
http://arasaac.org/
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links to their original websites for further information. The team did not belong to a
commercial body and those participating had access to the Sclera and ARASAAC websites.
Open licensed
Both Sclera and ARASAAC had creative commons licenses, as has been mentioned and more
importantly they offered a ‘share alike’ option as long as attributions were given and
collaboration was sought with the original organizations. To avoid any clash with different
Creative Commons licensing it was decided that only those symbols developed by the team’s
graphic designer and licensed under a ‘Creative Commons Attribution - ShareAlike 4.0
International License’ 3 would be made available from the Tawasol website linked to the
Arabic Symbol Dictionary symbol management system. This license would allow those who
develop AAC devices to use the symbols when they were illustrating how communication
boards can be designed, as well as those working with symbol users and those wishing to use
symbols to support spoken and written language learning as well as represent instructions or
signage.
Open format
Image formats that are open allow users to alter the appearance of the original image
and in some cases re-size the image without impacting on the clarity of the original drawing.
In the case of a .svg (Scalable Vector Graphics) format each element can be changed and the
image remains clear when it is enlarged. The .png (Portable Network Graphics) format is
often used for images shown on web pages and can be opened in most graphics packages.
These two formats have been advised for use on the web by the World Wide Web
Consortium (W3C) (W3C, 2003) and the .png is also the format used by symbol sets that
were available for download.
When discussing the issue of open formats with the
participants it was confirmed that these formats would be useful along with the closed PDF
format for printing. This type of format restricts any changes that can be made to an image
and its label when that is included in a PDF document.
Open software
Once again it was decided that not only should the system that hosted the symbols be
developed using open source software under an MIT license 4, but also the websites used to
carry any information about the project and eventually the dictionary itself should also be
open source using a WordPress theme. WordPress states that is has been created ‘by and for
the community’ and that it is an open source project (WordPress, 2003). This fact allowed
for adaptations to be made to include a suite of accessibility tools offering users the chance to
change the look and feel of the website including the use of text to speech in Arabic and
English. It was also possible to adapt the WordPress theme to include the application
interface (API) from the symbol management system developed to upload both the symbols
and the linked metadata. The code for the various elements of the Arabic Symbol Dictionary
project are stored on Bitbucket 5 as a repository for open source code.

3

http://creativecommons.org/licenses/by-sa/4.0/
https://opensource.org/licenses/MIT
5
https://bitbucket.org/
4
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The original symbol management system was set up to provide a platform for comparing
symbol sets and once that had been achieved to allow the team to compare already available
symbols with newly designed ones and finally so that the participants could vote on their
acceptance levels of designer symbols using a Likert scale of 1-5. The scale was used against
the four criteria for symbol designs; namely feelings about the symbol as a whole; whether it
represented the word or phrase; colour contrast levels and cultural sensitivity (figure 2).

Figure 12. Online voting for the symbol ‘Isha prayer’

By having the collaboration of AAC users, their families, teachers and therapists it was
possible to ensure that the vocabulary lists used as a basis for the newly designed symbols
would include words and phrases that were suitable for the immediate social and cultural
setting taking into account the skills and abilities of the users. Once the top 500 words had
been settled upon, batches of around 60 symbols are presented to the participants to be voted
on for their acceptance.
A set of principles by which any graphic designer could be guided as to which important
factors needed to be included in the images was developed and discussed with the
participants. This guidance turned out to be a useful addition to the open resources available
online, when one designer took over from another. Discussions and due consideration was
taken regarding the need to develop new symbols compared to using those already available
due to the time constraints. The plan was always to link to other freely available creative
commons
AAC
symbol
resources
from
the
final
dictionary
website
(www.tawasolsymbols.org).
Those organisations and users already using commercial
symbol sets could also use the Tawasol website at any time to access the Arabic symbol
dictionary and download content.
Following guidelines for participatory research (where those involved in symbol use worked
with the team) (Radermacher, 2006) and open educational resource provision, it was felt that
the methodology used for the development of the Arabic Symbol Dictionary would enhance
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and accelerate uptake of the symbols alongside the better use of a localised core vocabulary
for Arabic AAC users.
Results
The initial voting results from the participants where the various symbol sets were compared
assured the team that the freely available ARASAAC symbol set was the set that was most
similar to the commercial westernised symbols already in use. However, there was now the
requirement to add symbols that took on the cultural and linguistic needs of Arabic users as
well as symbols that suited the environment and social settings required.
The next iteration of the symbol management system provided the participants with
the ability to vote on the symbols developed by the graphic designer with a simple flash card
design carrying the aforementioned Likert scale with its four criteria.
The teachers and therapists voted using a Likert scale of 1-5 for acceptance with 95%
of the symbols being considered as acceptable with scores higher than 3.5 out of 5. The three
AAC users not represented in the graph above used a 1 to 3 scale for simplification with 88%
of the symbols being accepted. AAC users scored abstract symbols or those with no clear
indication for the action (e.g. some and thank you) and pronouns lowest. Therapists gave
higher scores to the pronoun and interjection symbols (e.g. ‘no’ and ‘goodbye’) than AAC
users which may be related to differences in linguistic ability. The results also showed that, as
found in a small study with Arabic speaking children who had specific learning difficulties,
there was “strong empathy with same-gender characters” (Al-Wabil et al, 2010).
As all aspects of individual symbol development were open for discussion, iterations
occurred as participation grew in the voting process, with up to 2341 votes for the initial 65
symbols. By the second batch of voting with similar results and taking into account all the
comments, it was felt that there was a good basis from which to provide a set of guidelines
for linguistic elements that were essential for literacy skills as well as Arabic symbol designs
where cultural preferences impact on images of food, clothing, religious aspects, social
settings and local places.
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Graph showing similarities in voting patterns between two
batches - Series 1: April, 2015 and Series 2: August, 2015
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Likert Scale 1 - 5 where 1 is completely unaccepptable and 5 is completely acceptable
Figure 13. Two groups of participants’ voting results for a batch of the same symbols showing similar levels of
acceptance

The specific Arabic grammatical issues for lexical concepts related to gender, tense
and number with symbols using for instance, arrows going from right to left rather than left to
right to represent the future and symbol labels requiring the male or female versions of a
word were considered particularly important for encouraging literacy skills. This was a very
distinctive factor that did not appear to be picked up by other Arabic symbol resources where
a direct ‘word for word’ translation tends to overlook this difference in spelling. An example
might be an object word in English, such as a table, that is not gender specific. As the
symbols have been developed with separate labels these could be changed to directly
correspond to individual symbols as part of the metadata, whilst the lexical entry in the
bilingual dictionary could remain a more generic term, both being shown on the website.
In the case of the format of the symbols which were initially in .svg, it was relatively
easy to make changes when participants requested that, for instance the background and
borders should be transparent along with the need for stronger outlines and black and white
versions for those with visual impairment. Although most images in symbol sets are made
available online as .png or jpeg formats, a decision was made to offer the alternative of .svg
so that changes can continue to occur. It should be noted that this is just for the Arabic
designer symbols offered under the Creative Commons Attribution-ShareAlike 4.0
International License.
One of the results of offering the symbol management system used for the Arabic
symbol dictionary as an open source application has been the collaboration on another project
with the adaptation of the system to suit the storage of mathematical symbols and definitions
for a maths equation reader. This re-use of the code resulted in discussions with external
developers who offered advice for the improvement of certain aspects of presentation and
storage of data within the symbol system. Another example of open innovation is the fact
that all localisation features and content for English and Arabic can be achieved through the
use of tables in the database that are available to all members of the team.
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A final result of the use of an open innovation approach with participation at all stages
is the apparent sense of freedom those involved as AAC users, their families and carers,
teachers and therapists seem to have in requesting changes at any time with an increased
sense of involvement. Not only is there flexibility in updating content across time zones
with open access but also there is the ability to ask for support from others who may have
expertise in different aspects of the project. This collaboration appears to come about more
readily when a development team has successfully reached out to those interested in a
subject.
Implications for Future Research
Increased use of social media to work with participants and team members along with
external partnerships can result in the sharing of best practice internationally rather than just
within one organization. However, it appears in the domain of symbol set development for
enhanced bilingual AAC and literacy skill building very little research has been carried to
illustrate the need to take care that localisation of content occurs (Hetzroni, 2002) or whether
it can be of more use as an open education resource rather a resource that is developed and
maintained by companies and specialists.
The research undertaken in this project has shown how small but critical factors can
impact on acceptance of some types of educational resources (in this case, of symbols and
their matching words or phrases) but by offering systems that allow for collaboration in both
design and development, how much easier it is to make changes and be responsive to
comments and requests based on the opinion of the majority.
By ensuring that all aspects of a research project are open at the outset, it is felt that
there is much more potential for gaining insights into the criteria considered important when
building both content and systems in different cultural and linguistic settings and these
guidelines can be the building blocks for future research once funding for a project has ended.
Conclusion
The initial two years of the three year Arabic symbol dictionary research project has resulted
in the development of a collection of symbols with linked metadata that has already been
trialled by AAC uses, schools, clinics and professionals in the Arabic Gulf. The participants
and team members have made full use of the symbol management system for both uploading
designer symbols, altering lexical entries and creating a voting system for symbol acceptance.
A blog and online forum has been used to enhance collaboration and the results have
provided the team with a set of criteria for the development of yet more symbols.
Offering content and systems under creative commons and open-source licences, with easy
access formats can encourage inclusive design through the participation of those who need
the personalisation and localisation of the intended educational resources. The success of a
collaborative approach also encourages the further development of the resources and enables
knowledge transfer in terms of the principles that can lead to the future maintenance of the
resources. If these are shared in an open forum with the use of social media and other means
of communication, a project may survive the termination of its original funding. However, as
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Slater has pointed out, this cannot be assured as most OER projects are sponsored or funded
by organisations (Sclater, 2010) and once the funding has been withdrawn there may be no
management structure left to update and maintain the resource.
In opting to distribute the symbol set through a creative commons and OER license
model, the team chose to allow use of the symbols within commercial and proprietary
software. The license chosen does not allow for the commercial distribution of the symbols,
but does allow for the set to be integrated within commercial products. This model has been
well received by developers of AAC solutions as it reduces the risk of offering Arabic
options to their existing products, and moreover reduces both the product development
timeline and associated risks for developing new products. This wide adoption is a crucial
part of the planning for sustainability beyond the life of the project itself, it is anticipated that
as the symbols are distributed within products so there will be a clear business need for
developers to contribute to the sustainability of the symbol set.
It can be anticipated that those exploiting the dictionary with a commercial environment will
see the value of making some contribution to the future use of the set, whether through some
grant funding to support maintenance or by providing resources to help grow the symbol set.
An example of this type of commitment would be a company providing a given number of
graphic design hours to support the design of new symbols etc.
Hence the use of open licensing is not divorced from business and commercial
exploitation, but lays down a foundation of sustainability while supporting widespread
distribution and use without barriers.
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Abstract
This study explored English language teachers’ perspectives about a popular online social network
site as an instructional tool for foreign language development. The study is based on the conventions
and perspectives of the grounded theory. Qualitative data analysis methods that adopt grounded
theory work inductively in interpreting descriptive as well as analytic features of the data. Based on
the results of the study, English teachers who teach English as a foreign language acknowledge
Facebook as a useful instructional tool with great potential for improving students’ linguistic and
cultural development, but this type of success can only be achieved with proper support on behalf of
the teacher. Teachers as well as students improve their English language proficiency just by using
Facebook in their daily lives when communicating with people from different cultural and linguistic
backgrounds, but in the absence of interaction in English, using Facebook will promote success in
improving students’ English language skills when used for only communicating in one’s native
language.
Keywords:Social media, Social networking tools, Foreign language learning, Computer-mediated
communication, Facebook

Introduction
The rapid expansion and growing popularity of social networking sites have gathered both
scholarly and popular attention. They have become one of the most widely used types of
digital socializing environments among the college students for providing tools for their
members to manage an ever-changing set of relationships. Social networking has been
expressed as online spaces that allow individuals to create profile, present themselves,
articulate their social networks, and establish or maintain connections with others. (Ellison,
Steinfield & Lampe, 2006). Social networking sites involve several tools such as groups,
messages, notes, friends, videos, photos, feeds and profile information.
Since their prologue, social network tools (SNT), as a new medium for
communication, friendship, play, and self-expression, are now fixtures of students’ daily life
and culture. They have percolated into students’ lives to such a great extent that it is hard to
believe that less than a decade ago these technologies barely existed. SNT allow users to
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create a place to share their personal stories in words, pictures, and videos with their friends
and people who work, study, and live around them and help people learn more about events,
parties, and other social functions (Cheung, Chiu, & Lee, 2011; Cham & Lo, 2014).
Increasing use of SNT, especially grooving popularity of Facebook, raises questions about
the opportunities it provides for teaching and learning.
SNT’s social and participatory nature has given an exchange of ideas and opinions
dialogue a widely and popularly known place in the knowledge building process. As a social
network tool, Facebook become prominent at college students as well as academic
institutions. It is also attracting the interest of researchers as a mass social phenomenon and a
unique way of observation on the privacy attitudes and the patterns of information exposure
among individuals (Acquisti & Gross, 2006).
There is increasing research on SNT especially use of Facebook in academic
situations. For instance, Johnson, Levine & Smith (2007) asserted that social networking may
represent a key way to increase student access to and participation in course activities“ (p. 6).
Furthermore, Mazer, Murphy, Wellens, & Hooley (2007) explored the impact of teacher selfdisclosure on Facebook on students’ motivation, affective learning, and classroom climate.
They found that the use of Facebook in the instructional context could have a positive effect
on the student-teacher relationship, which can lead to more positive student outcomes.
Teachers’ use of Facebook may be perceived by students as an attempt to foster positive
relationships, which may have positive effects on motivation and learning. In addition,
Sturgeon & Walker (2009) studied the opinions and reactions of faculty members and
students about their use of Facebook and how it affects ones education, directly or indirectly.
They found that “the relationships built on Facebook between students and faculty members
can increase communication, resulting in a better learning environment and more student
engagement in the classroom.” (p.11). Furthermore recent research shows that SNT have
been used by students to increase social relation, social ties and educational purposes
(Sánchez, Cortijo & Javed, 2014).
Studies show that social networking provides innovative ways to online collaborative
learning especially for asynchronous environments (Grant, 2008; Mason & Rennie, 2008;
Idris & Wang, 2009; Cakir & Atmaca, 2015). Furthermore, Minocha (2009) stated that SNT
are appropriate for employing educational goals, giving control to learners, improving
reflective thinking, and promoting social engagement. Ajjan and Hartshorne (2009) found
that Web 2.0 environments may improve students learning and their writing ability, and
increase student interaction with other students and faculty. According to recent studies
(Sanchez, Cortijo&Javed, 2014; Cakir & Atmaca, 2015) high majority of students support
Social Network integration into foreign language classes.
According to Madge, Meek, Wellens, & Hooley (2009), Facebook has much potential
within education in particular as a socialization tool. Selwyn (2009) stated that the “wall”
future of Facebook has a number of purposes when used as a social tool for learners. It allows
users to interact and communicate with each other and serves as a discussion board allowing
students to express their ideas.
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Creating opportunities for students to interact with peers and instructors in a computer
mediated communication (CMC) environment can have important learning outcomes for
foreign language acquisition. CMC relies on the Internet which exceeds international
boundaries and has become a common and inexpensive way to reach, communicate and
interact.
The Second Language Acquisition (SLA) theorists support that the appropriate use of
language is acquired during language socialization because language serves as the medium
that facilitates social interactions (Ochs & Schieffelin, 2001; Arnold & Ducate, 2006 ).
Sociocultural theorists of foreign language acquisition base their language learning theories
on Vygotsky’s (1978) socio-cultural theory, which puts forth that learning occurs through
interaction with the social environment, and in this sense, language is a significant mediation
tool in language learning as well as in interaction.
The Interaction Hypothesis postulates that a crucial ground for language development
is when foreign language learners are engaged in negotiating meaning and resolving
communication breakdowns while interacting among each other (Long & Robinson, 1998,
Murphy, 2007). The learner has to become an active participant in the target language by
using received input in immediate interaction and communicative patterns with other
learners. Studies have shown that interactions provide opportunities for negotiation of
meaning, which may facilitate the development of foreign language (Mackey & Gass, 2006).
According to a study by St. John and Cash (1995), as a result of online peer interaction, the
learner can correct his/her vocabulary mistakes through exposure to correct forms when
interacting with peers who have higher proficiency in English even in the absence of explicit
feedback. The learner furthermore learns new and useful expressions and phrases during
his/her interactions with his/her peer (St. John & Cash, 1995) Additionally, during online
peer interaction, learners excel in language knowledge and language use (Warschauer, 1996).
Furthermore, Mazer, Murphy and Simonds (2007) found that the more personalized and
interactive nature of the SNT presence the greater the motivation of students to participate
and learn course material.
SNT are CMC environments that refer to a situation in which foreign language
learners use the computer to pedagogically communicate via emails, writing on walls, blogs,
chat lines, tagging, sharing video and photos within multi-user environments (Elaine &
Matthew, 2011) In addition, using the asynchronous communication feature of SNT, learners
can utilize the time to plan their messages and edit them before posting which would enhance
their productive foreign language strategies and processes (Callaghan & Bower, 2012).
SNT is generally valued in their social rather than its educational capabilities and
hence many educational institutions would not see its significance within the educational
setting (Madge et. al, 2009; Callaghan & Bower, 2012). SNT is widely perceived selfrepresented, socially connected, collaborative, material and resource sharing tool (Sánchez,
Cortijo & Jayed, 2014). But we do not have any idea about what foreign language teachers
themselves think or feel about SNT? What frustrates or excites them using this tool.
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Understanding the perspectives of teachers hold on SNT is fast becoming an essential
requirement for institutions and practitioners. Therefore research in this area is required
before educational institutions will be convinced that SNT such as Facebook is worth
implementing. Little research has been published on the extent to which EFL (English as a
foreign language) teachers use social networking sites, nor the types of private information
that they reveal, exploring whether EFL teachers should consider using social networking
tools as material for their instruction and interaction with their students. Therefore, this study
was designed to investigate factors affect foreign language teachers’ decisions to integrate
Facebook into their instruction and EFL teachers’ perspectives on the use of Facebook in
language instruction. The study examined following research questions:
What are EFL teachers’ perspectives on the use of Facebook in language instruction?
How can EFL teachers use Facebook as part of their teaching?
What type of factors affects their desire to integrate Facebook into their instruction?
Method
Merriam (1988) and Creswell (1994) state that qualitative research method explains
understanding how people make sense of their lives, experiences, perspectives, and their
structures of the world. Therefore, a qualitative approach chosen to explore common themes
emerging from the English as a foreign language teachers perspectives regarding Facebook as
a SNT tool for using as a support tool for foreign language instruction.
The data collection in the study included semi-structured face-to-face interviews
involving English instructors who teach English as a foreign language school at college
level in Turkey. The researcher used open coding and axial coding strategies when
analyzing the interview data for the purposes of allowing the categories to emerge from the
data (Strauss & Corbin 1998).

Participants
Nine college-level English language instructors were interviewed face to face about their
experiences in using Facebook as part of their own daily lives and lesson school related
activities and their perspectives on how to use Facebook as an instructional tool for English
language lessons. The main selection criterion for the participants was the use of Facebook as
part of daily activities in life. In order to determine if and to what extent the instructors used
Facebook, the researcher conducted preliminary interviews with all the 32 instructors at a
university. The reason for selecting university instructors as participants was because of the
constant availability of the Internet on campus. In other educational institutions in Turkey,
Internet and computer access can be very limited unlike most campuses where computer and
Internet access is readily available. The purpose of the preliminary interview was to find out
the extent of the instructors’ experiences on using Facebook. Based on the results of the
preliminary interviews, the researcher designated nine instructors who regularly used
Facebook on a daily basis. The researcher conducted a face to face interview with the nine
participants with questions that explored possible uses of Facebook as an instructional tool
for teaching English as a foreign language.
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Data Collection
The data collection process took place in a large university located at the South west part of
Turkey. Data collection occurred via face to face semi-structured interviews for gathering
data from the teachers. The interview took place at the offices of the teachers. Before
conducting the interview, the interview questions were reviewed and revised by three
university professors with extensive experience in interview-based research for thoroughness,
comprehensibility, relevance, and accuracy.
Data Analysis
Analysis of data started with identification of the themes emerging from the raw data. The
researcher conducted three different types of processes that were based on constant
comparisons in data analysis: open coding, axial coding, and selective coding (Strauss &
Corbin, 1990). Once interviews were transcribed, data was coded according to interview
questions, since these were fairly uniform for all of the interviews. During open coding, the
researcher located the primary concepts within the data and came up with overarching
conceptual categories. . The researcher then went through transcripts line by line to generate
additional categories. This inductive approach is known as open coding, and is often used in
grounded theory research (Corbin & Strauss, 1990). As themes or patterns emerged in the
interview process, the researcher used axial coding to reorganize concepts in a more abstract
fashion (Corbin & Strauss, 1990).
In the process of axial coding, the researcher kept a record of all the categories along
with the dimensions and connections within the categories by going over the data and
comparing the results multiple times. During the stage of axial coding, we generated concepts
and different dimensions of these concepts with stronger semantic meanings through
continuous sifting of the data. In selective coding stage, the researcher refined the categories
into a comprehensive theory central to the heart of the data with a core representation the
main theme of the study.
Every qualitative study is required to achieve validity with an effort to represent the
reality under scrutiny through a clearer lens. According to Lincoln and Guba (1985),
researcher can increase the validity by carefully documenting all the procedures that took
place during data collection and interpretation. In this study, the researcher kept a journal as
well as an ongoing record of all their revisions and their decisions for revisions as they were
conceptualizing the categories with appropriate labels. Merriam (1988) described the peer
examination process as “asking colleagues to comments on the findings as they emerge” (p.
169). The researcher kept an audit trail to document the data and inquiry procedures.
Furthermore, the categories were reviewed for peer checking by professors who have
previously conducted interview-based data analysis.
Participants were provided the opportunity to view copies of their verbatim
transcripts in order to ensure credibility of the data. Member checking was conducted both
informally during the interview process, and formally after data collection was complete.

137

ISSN 2414-6099

Results
This exploratory study provided evidence that there are varied levels of understanding and
employing of Facebook as SNT in foreign language instruction. According to the findings of
the study, teachers’ comments on Facebook fell under three main categories in terms of
Facebook’s value as an instructional tool: 1. Linguistic development, 2. Multicultural
development 3. Teacher professional development. These findings allowed the researcher to
identify specific instructional strategies that teachers can use in Facebook for the purposes of
furthering English language learners’ linguistic and multicultural development as well as the
appropriate conditions in order to be able to achieve these goals with maximum amount of
success.
Linguistic Development
Facebook can provide different types of language learning opportunities. Usual tasks that we
carry on as part of our daily Facebook routine can be organized in such a way that each task
serves a particular purpose, and the activities can be designed for utmost language
development and practice both with receptive and productive skills (Long & Robinson, 1998;
Blattner & Fiori, 2009). Practicing the English language is necessary for improving speaking
and writing skills. Also, meaningful exposure to language where learners are able to interpret
the messages is very important. Shared videos can help achieve the conditions for
comprehensible input by displaying visual images. Teachers can prepare their own videos by
incorporating different vocabulary in videos and uploading them. According to analysis of
the interview data following sub-categories were derived from participants’ own words and
concepts in order to utilize Facebook in learners’ linguistic development.
1. Increased Language Production in a stress-free setting: In order for successful
language learning to take place, learners need to have low-affective filter (Krashen, 1982,
Krashen1985) with a high amount of self-confidence and risk-taking, so that they can
overcome their inhibitions for making errors and practice in English freely
2. Intrinsic motivation for self-directed language learning: Successful language
learning takes place when students find a personal connection and use in the tasks. Internal
motivation leads to a desire for independent learning. Facebook serves as an effective
language-learning tool where students can converse about topics of their own choice and
interest with peers.
3. Opportunity for authentic communication: Facebook environment can provide
opportunities for natural dialogue in English where speakers communicate for real-life
purposes as opposed to the type of dialogue students generate when fulfilling their
responsibilities for classroom-based tasks.
Multicultural development
1. Multicultural enrichment through exposure and interaction: Participants found Facebook
an effective tool for multicultural development. Language education needs to focus on “not
only rules about language but also global topics in general, because we no longer have
students who stay in their own country for the rest of their career.
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2. Increased global competence: Facebook is considered to increase global competence,
because “connecting with people from different cultures through Facebook can help students
acquire a global perspective on events.
Teacher professional development
1. Open platform for increased academic dialogue: Facebook can provide an open platform
for academic dialogue among English language teachers from all over the world and help
teachers keep current about the latest developments in the field of English language teaching.
2. Accessible resource center for diverse teaching materials: Facebook holds an immense
amount of videos and photos for culture learning. Furthermore, students can contact
members of the English culture and ask them questions. Teachers can upload materials that
are particularly about a certain culture from online platforms that allow video-sharing through
Facebook.
Facebook-Based Instructional Strategies for Language Development
1. Conversation clubs: Conversation clubs are important leisurely activities that are both
exciting for foreign language learners and helpful for their foreign language development. In
a conversation club setting, partners can chat with each other about the topics of their own
choice just as if they were meeting with a friend for a get-together at a café.
2. Posting class announcements: Participants reported that Facebook could be used for
posting announcements “in order to keep the classroom community informed of the
classroom agenda.” In this sense, Facebook is also considered to “help develop a stronger
classroom community where all the members are informed about the updates and the students
can comment on the updates.
3. Cross-level tutoring among different levels through chatting: Participants viewed
Facebook as “an interactive language learning platform where students can practice English
with students at different levels, such as between students who have proceeded to their
departments and students who are still at the prep school.” Teachers suggest that students can
be assigned certain topics, and then students can find Facebook friends who are interested in
the same topic, and they can speak in English for an hour every day.
4. Language learning pedagogy club for sharing successful language learning experiences:
Participants stated that Facebook can be used for setting up a special group for sharing
successful language learning experiences.
5. Vocabulary development through games and videos: English language teachers expressed
that they can assign students tasks on Facebook for improving language comprehension and
language production skills.
6. Virtual classes in English aside from the usual instructional time: English language
teachers indicate that “Facebook-based classroom would be just as successful as the
traditional classroom setting with careful planning and instructional guidance for students.”
Conditions for Instructional Success
1. Supervision during classroom use: Using Facebook as part of the regular classroom
sessions may require a certain level of supervision. Participants reported that they need to
have control over what students can view and share during the instruction when they are
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using Facebook in class “in order to make sure that students are focusing on the tasks are
assigned to work on.
2. List of clear instructions: English language teachers find it necessary to provide students
with a list of clear instructions as to how they are supposed to use Facebook during the
assigned tasks. Such clear instructions are believed to help students benefit from Facebook
more effectively when working on the classroom activities by using Facebook.
3. Alignment of each task with learning objectives: In order to get the most instructional
benefits out of Facebook, English language teachers suggested that “the way we use
Facebook as part of our teaching matches with our instructional goals,” and “we can only be
successful when integrating Facebook into our classroom if our goals and our Facebook tasks
match.” .”
4. Constant Internet access in the classroom: Facebook can only be successful used in the
classroom if there is constant and uninterrupted Internet access on the computers.
Participants reported that online access needs to be inexpensive and available at all times
during the instructional period.
5. Emphasis of Facebook as a learning tool: Students who are used to more traditional forms
of instructional tools may experience difficulty in integrating Facebook into the lesson.
Participants reported that students are accustomed to using Facebook for personal use.
Therefore, participants suggested and emphasized that Facebook can be used as an
instructional tool and guide them during the process. Otherwise, students may always “see it
as a social networking tool for sharing gossips and keeping in touch with friends and not take
it seriously as a language learning tool.”
Discussions and Conclusions
A qualitative approach, using a grounded study research design, was used to explore the
research questions of the study. The findings gathered from this grounded theory study
formed a substantive theory of teachers’ perspectives on the use of Facebook as an
instructional tool for teaching English to speakers of other languages. A new theoretical
framework was developed to address the interactive, collaborative, social, participative,
communicative and dynamic nature of Facebook and its interrelation with as a foreign
language learning tool, to be used in the field of foreign language teaching and learning.
With the help of this theory, we can outline potential areas of success for foreign language
development and English language teacher professional development as well as the
conditions under which the use of Facebook as an instructional tool can achieve success
with English language learners’ language and multicultural development.
Based on the results of the study, English teachers who teach English as a foreign
language acknowledge Facebook as a useful instructional tool with great potential for
improving students’ linguistic and cultural development, but this type of success can only be
achieved with proper support on behalf of the teacher. Teachers as well as students improve
their English language proficiency just by using Facebook in their daily lives when
communicating with people from different cultural and linguistic backgrounds, but in the
absence of interaction in English, using Facebook will promote success in improving
students’ English language skills when used for only communicating in one’s native
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language. Facebook can provide the necessary language socialization environment that
learners need just as described by the Foreign Language Acquisition (FLA) theorists who
emphasize the importance of language socialization in language learning (Ochs &
Schieffelin, 2001). Furthermore, when interacting with their peers on Facebook, language
learners are actively receiving language input during instruction in line with Long’s emphasis
on the importance of negotiation of meaning and resolution of communication breakdowns
during the interaction process (Long & Robinson, 1998).
Furthermore, students need to be motivated to use Facebook for the purposes of
communicating in English. In this sense, using Facebook in class can give a chance to those
students who are more reluctant to use such technology an opportunity to experience
Facebook in a structured environment, and with the teacher’s constant monitoring and help
and guidance, students can gradually become more and more self-reliant on initiating
interactions in English on Facebook. Facebook can decrease the affective filter that Krashen
and Terrell believes is high when students do not feel comfortable to take risks and do not use
language as freely as they could in a anxiety-free environment (Krashen & Terrell 1983).
Facebook can provide a stress-free learning environment where students can practice their
language skills. Since using Facebook when communicating with another person in English
doesn’t take place face-to-face, it gives students more time to think about what they are going
to write down, and this relieves the amount of stress that we experience when we are talking
face-to-face in a different language. In a classroom setting, this type of stress may come back
and interfere with the learning process as students may feel the pressure of being observed by
the teacher, but the teacher can design the activities in such a way that this type of control
takes place more discreetly.
Teachers came up with great suggestions for ways of using Facebook as part of
instruction in class, such as conversation clubs, cross-level tutoring, vocabulary development
through games and videos, etc. A lot of these activities may already be taking place in
English language learner’s lives as learners participate in Facebook, but integrating these
activities into the language classroom with explicit states goals and objectives can help
students understand the value of these activities for their language development, help them
increase the amount of such activities in their Facebook sessions, and also help those students
who really have not used such activities before experiment in the classroom with the help of
the teacher and peers.
In light of the findings from this qualitative research study on the use of Facebook as
an instructional tool for foreign language development, we were able to take a closer at the
areas of language where Facebook can help improve English language skills as well as the
right conditions for such development to take place. Facebook can only be a useful tool for
language development when the interactions take place in English since the main function of
Facebook is to provide opportunities for linguistic and multicultural exchanges among the
users. English language teachers need to design activities that involve Facebook in their
classes because Facebook has become an indispensable part of learners’ daily lives and we
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need to take advantage of this tool and point learners in the right direction to make the utmost
use of it for foreign language development.
Web 2.0 technologies that enables the social phenomenon of collective media and
facilitates user generated content has brought opportunities in educational practices for both
students and teachers. Web 2.0 tools can be a powerful lure for teachers; their interactivity
promises to bring more students into daily contact with peers and teachers at lower cost. When
used effectively, they also may encourage participation in projects and idea sharing. They
may bring greater scope and scale to educational institutions as well, strengthening bonds
with students and improving communications with native speakers and learners. The results
of this research indicate that these advantages are translating into measurable language
accusation gains. Foreign language instructors stressed social interaction benefits that student
may gain as a result of using web 2.0 technologies such as sharing ideas, improved access to
native speakers, creating online conversation clubs and interacting with multimedia content
which may have the effect of improving student satisfaction. These results are consistent with
earlier studies (Ekoc, 2014; Sanchez, Cortijo&Javed, 2014; Cakir & Atmaca, 2015).
Social media as a by-product of Web 2.0 has had significant implications not only on how
people communicate in the digital era, but it has also had significant implications on how
people learn
It was hoped that outcomes of the current research encourages foreign language
instructors to design their lessons taking into account Facebook’s potential benefits for their
students.
Throughout this study, several ideas elaborated as potential areas for future research. These
recommendations endeavor the potential to extend the value of this research and address
some of the study’s current limitations. The current study was quite broad in focus, and it
would be beneficial to do similar studies that explore specific implications of using Facebook
foreign language instruction in depth.
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Abstract
Gamification and games have been lately raised as promising ways of renewing our educational
processes. However, we need growingly evidence of the learning results of these emerging learning
approaches. This research investigates the learning impacts of business process simulation/game. A
comparative analysis of two different student groups is presented, which is derived from pre- and
post-tests of mental models of student learning. The research is based on cognitive learning research
and a recent methodological approach on evaluating learning results of business-wise novice students
in a business gaming environment. The gaming environment VIBu was utilized as a collaborative
platform of cross-national business simulation. The purpose of this real-time gaming environment is
to make a realistic and complex view and model of business functions. It facilitates continuous
problem solving, meaningful learning, embeds learning in social experience and supports students´
learning. Within the VIBu event the virtual businesses operated in a real-time manner, whereas many
other more traditional simulations have applied batch-processed approaches.
The student groups of Tampere University of Applied Sciences (TAMK) and University of Tampere
(UTA) did a cognitive mental model pre- and post-test i.e. described their perceptions on business
operations before and after the game. The perceptions were visualized as connections (arrows)
between the different factors that affect, for example, a company´s profit. In addition to drawing the
links, also a textual explanation of each of the recognized connections was asked. The objective was
to investigate how the VIBu game experience impacted on their perceptions on business operations.
Based on the comparative analysis of TAMK and UTA groups, the results indicate that TAMK
students with more background and working experience on business have gained more from VIBu and
also captured a more complex mental model after gaming. UTA group´s amount of perceived
connections remained the same, or even decreased a little bit, although the students improved their
understanding of some business dynamics deeply.
Our interpretation is that the first phases of cognitive learning of business novices (UTA) might result
in making more and richer connections whereas the experienced learners (TAMK) can gain more
in some more focused areas of connections, such as cash and profit relationships. This is quite well in
line with Bloom's cognitive learning phases but in the same time calls for conducting more research.
Keywords: Gamification, Virtual networked business simulation, Comparative research, New
educational processes, Cognitive learning research
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Background: Learning issues in virtual teams
Jarvenpaa et al. (1998) suggested that the effectiveness of information technology in
contributing to learning will be a function of how well the technology supports a particular
model of learning and the appropriateness of the model to a particular learning situation.
They suggested the following learning models
• Objectivism - Learning is the uncritical absorption of objective knowledge.
• Constructivism - Learning is a process of constructing knowledge by an individual.
• Collaborativism - Learning emerges through shared understandings of more than one
learner.
• Cognitive Information Processing - Learning is the processing and transfer of new
knowledge into long-term memory.
• Socioculturism - Learning is subjective and individualistic.
Jarvenpaa et al. (1998) also developed a taxonomy of the relationship between
technology and learning (Table 1). The taxonomy suggests the impact of the four classes of
learning technologies, namely, automating, “informating up”, “informating down” and
transforming on two process dimensions:
1. Control of the pace and content of learning and
2. The purpose of instruction (knowledge dissemination or knowledge creation).
Table 1. Technology input in different classroom structures
Automating
Informating
Informating
Up
Down
-Learning
Technology Instructor Console -Keypad
Response
Networks
CAI/CBT
-Virtual Reality
-InstructorDistance Learning Student email
-Simultaneous
Instructor
Console
Communications
Classrooms
and Student

Classroom
Structure
Model

Workstations
Hierarchy / Tree
Objective

Star

Ring

Objective,
Cognitive IP

Constructive,
Cognitive
Collaborative

Transforming
-Virtual learning
space

Dynamic
Cognitive
IP,
IP, Collaborative,
Sociocultural,
Constructive
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Simulation based learning of business issues
Lainema & Lainema (2007) defined business know how as the overall understanding of how
business organizations function to achieve profitability (goals set by the management),
including the ability to make informed decisions to best meet the organization´s goals. Within
contemporary business – and educational – settings, collaborative knowledge sharing and
building are something which relevance has been widely recognized, yet many organizations
still fail to establish, nourish and exploit these kind of settings. The importance of collective
learning is high in acquiring business related know-how, and the diversity of knowledge and
expertise is high in teams, promoting learning and problem solving, which in turn lead to
adaptive and innovative solutions (Lainema & Lainema 2007). This collaborative approach
and its benefits apply well with business related simulation based learning as well.
Simulations provide learning settings in which the students have to actively apply
his/her knowledge into practice – to act as the professional in authentic contexts. Based on
informal observations as a practitioner in higher education, simulation based pedagogy has
seen a rise in popularity during the past years, for example in the fields of health care,
business and forestry education. According to Palmunen et al. (2013) the tradition of using
games in business education Finland has been more-or-less regular part of business education
since 1960´s, and currently they are utilized in and for various courses and topics, such as
general business dynamics, business process management, virtual collaboration and
marketing related issues.
Simulations put the students into situations where they have to overcome complex and
ill-structured problems, in authentic context, and enable the students to perceive more clearly
how the planned strategies and decisions impact, and through which mechanisms, the practice
and outcomes – cause-and-effect connections (Morecroft 1999, Lainema & Lainema 2007).
“Simulations enhance learning through group interaction and if this is used
realistically, the experiential nature and the intensity and motivational aspects of the
training should make the learning experience superior to any other learning activity. A
dynamic and authentic learning environment provides a self-directed learning
experience, where the instructor acts as a facilitator for learning.”
Lainema & Lainema (2007) recognized six different elements, which promote the acquisition
of business know-how in simulation environments:
Empowerment i.e. teams are responsible for managing their (game) companies and making
independent decisions (a common feature in simulation games in general)
Learning by doing i.e. the teams form a strategy and make the decisions regarding business
functions. The consequences of their decisions are visible practically immediately.
Authenticity i.e. transparent business transactions and business processes are illustrated in an
authentic manner, business processes are tailored according to real purposes.
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Intensity i.e. the case simulation game is clock-driven and dynamic (not operator-driven and
hierarchical). A real-time-operated game model provides a sense of urgency to the decisionmaking. The actions of other teams are visible in real time.
Complexity i.e. the game simulation provides a holistic view on business operations. Each
team must handle hundreds of dynamic business transactions, and face non-linearity and illstructured decision-making problems.
Collective experience i.e. decision-making in teams of two to three participants forces the
participants to reason and justify their views to the others. Formulating and carrying out a
strategy is a joint effort during which the team members share their expertise and externalize
their mental models. The teams’ collective learning produces the shared views and goals
according to which they run their (game) company.
Palmunen et al. (2013) presented a study on business simulation´s impacts on novice
business students´ cognitive learning, in which the learning was conceptualized and assessed
as the formation of and changes in the students´ mental models, presented as concept maps.
Bloom´s taxonomy has been widely used in the assessment domain of simulation based
learning (Palmunen et al. 2013). Within this taxonomy, learning is divided into three different
categories; affective learning, behavioral learning, and cognitive learning (Bloom et al.
1956). Previous studies on simulation based learning have been focused mainly on the
affective learning, which describes the students´ feelings and attitudes towards their learning
through simulations (Palmunen et al. 2013). The challenge with assessing affective learning
lies with the lack of objectivity in the assessment. Other studies with the focus on behavioral
learning, have indicated that cognitive learning has not necessarily led to changes in behavior
(Palmunen et al. 2013).
Early studies on cognitive learning through simulations have focused on the
performance – ranking with regard to financial performance measures – within the
simulation. However, more recent studies during the last few decades have shown that
performance does not necessarily indicate the level of cognitive learning, due to multiple
possible factors such as low level of competition or random decision making, which may lead
to high financial performance despite of the level of cognitive learning. (Palmunen et al.
2013). Mental models can be used as indicators of cognitive learning, as they visualize the
students´ knowledge-structures of a specific subject studied (Nadkarni 2003, cited in
Palmunen et al. 2013). The ability to re-organize cognitive structures and mental models into
more adequate ones is an important element of expertise knowledge (Mikkilä-Erdmanet al.
2012, cited in Palmunen et al. 2013).
The aim of this study was to investigate two student groups´ cognitive learning
through a comparative analysis of mental models – utilizing concept map drawing assignment
(Palmunen et al. 2013) and to visualize the mental models. This study served as an online
collaboration research carried out as one part of an international Erasmus+ strategic
partnership R&D project “Oncreate – Creative Processes in Online Collaboration” (Thayne et
al. 2015) and a joint business simulation research by Finnish higher education institutes,
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University of Tampere UTA and Tampere University of Applied Sciences TAMK (see
Ruohonen et al. 2015).
Gaming platform: the VIBu business simulation learning
VIBu (www.vibu.fi) is a collaborative cross-national business simulation event, built on
RealGame business simulation solution developed during years 1997-2000 by Lainema
(2004). The theoretical principles and didactical intentions behind the development of
RealGame were to provide a realistic and complex model of business functions, facilitate
continuous problem solving and meaningful learning, embed learning in social experience
and support students´ learning (Lainema & Nurmi 2006). One of the key differences between
RealGame and many other business simulations/games is that the virtual businesses operate
in real time, compared to the traditional batch-processed alternatives. This challenges the
student teams – the virtual businesses – to operate efficiently, including matters such as
decision-making and communications.
The VIBu event at its current form joins together international learners in a
synchronous, shared business operations environment and forms an international learning
experience, which engages its participants in a meaningful manner. The working during the
VIBu sessions takes place in international dispersed teams with members of diverse cultural
backgrounds from all over the world. These teams each operate their own simulated
companies in real-time, with the help of synchronous communication tools such as Skype.
VIBu-event contributes to student learning through versatile mechanisms: the learning
takes place in international and multi-cultural environment, it is based and dependent on
effective virtual team collaboration, the tasks are both collaborative and individual, content
knowledge building is authentic and simulation based, and the knowledge sharing and
building takes place through communications in asynchronous and synchronous forms.
Business simulation is used to create a collaborative learning environment, in which the
simulation situates the business content learning with authentic context (Lainema & Nurmi
2006). Aside from the business know-how related learning, participation in collaborative
processes in international and multi-cultural teams can be highly valuable and beneficial
experience for the students now and in the future, considering how the business sector and
higher education are distinctly and increasingly networked and international by nature. This
transition sets many skills requirements such as the ability to operate efficiently in virtual
teams and communicate in culturally and geographically diverse educational and professional
settings online.
Based on our perceptions as higher education professionals, business process
knowledge and understanding is not a subject that aligns well with just business education,
but rather benefits curriculums on a wide scale: for example information science,
engineering, media and business students could all benefit from improving their set of skills
and knowledge related to the subject. In addition to the business process related content
knowledge and management skills, the VIBu as such aims to provide the students with better
skills for international virtual collaboration as well.
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Students of University of Tampere (39 in total in the beginning) had two simulation
sessions on (24 October, 11 November 2014) virtually together with the aforementioned
universities,
•
•
•
•
•
•
•
•
•
•
•
•

IMC Krems, Austria (23)
Stern Business School, USA (10)
Johannes Kepler University, Austria (16)
Johannes Kepler University & University of Applied Sciences Upper Austria, Austria
(28)
Vytautas Magnus University, Lithuania (31)
University of Latvia (10)
Universitas Gadjah Mada, Indonesia (30)
University of Tartu, Estonia (4)
University of Melbourne, Australia (11)
ISCTE - University Institute of Lisbon, Portugal (26)
Borealis Ltd (5)
Indian Institute of Management, Bangalore, India (1)

In the end, total of 15 students from UTA group contributed to both of the mental
model tests, pre and post sessions.
Students of Tampere University of Applied Sciences (16 in total in the beginning)
attended the sessions as part of International Project Management MBA-studies, in two 12
hour sessions (October 7, 21 November 2014), together with the aforementioned universities:
•
•
•
•
•
•
•
•

IT University Copenhagen, Denmark (15)
Turku School of Economics, Pori Unit, Finland (19)
University of Szeged, Hungary (5)
Universitas Gadjah Mada, Indonesia (32)
Indian Institute of Management, Bangalore, India (2)
University of São Paulo, Brazil (1)
University of Tartu, Estonia (8)
Stern Business School, New York, USA (2)

In the end, total of eleven (11) students from TAMK’s group contributed to the
mental model tests for both of the VIBu-sessions, pre and post sessions.
The research study
Objectives and the process
Our objective was to provide insights on the impacts of the VIBu sessions on the students
learning through analyzing the mental model of pre- and post-test results. Before the VIBu
event, the students did a cognitive mental model pre-test i.e. described their perceptions on
business operations (see Figure 1.). The perceptions were visualized as connections (arrows)
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between the different factors that affect a company´s profit. In addition to drawing the links,
also a textual explanation of each of the recognized connections was asked of the students.
Figure 1. An example picture of the mental model test describing the perceived relations
between the acknowledged factors that affect a company´s profit.

The time limit for making both, the pre- and post-tests, was 15 minutes. TAMK´s
group conducted the test digitally using computers. The group from UTA conducted the test
using paper and pen. These differences between the test settings may or may have not
affected the actual results to some degree. It was observed that the group using digital tools to
fill in the mental model test, was somewhat slower drawing and describing the relationships
between the different elements.
After the two VIBu 12 hours sessions, the students had a post-test describing their
current cognitive mental models. This was meant to investigate on how the VIBu experience
had a learning impact on their perception on business operations. VIBu sessions provide
hands-on gamification experience of business operations on a global scale.
In addition to each VIBu session the students from UTA also wrote individual
reflective essays on their learning Through the essays was gathered information of the
participants’ experiences on VIBU, both practical and academic. The reflective essays
provided useful information on the students´ affective learning and for planning and
evaluating further online learning experiences. Although the VIBu experience is gamification
based, it provides useful users’ feedback of online experience in general, due to the fact that it
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is heavily based on common virtual collaboration. The themes of the reflective essays
followed the work of professors Leidner, Järvenpää and Kayworth (Ruohonen et al. 2015).
Results and analysis
Palmunen et al. (2013) used first time the approach in the quantitative analysis of the mental
models. The criteria for a connection to be reported as a common connection in the following
results was that at least 33% percent of the student group had found the connection.
Tampere University of Applied Sciences (TAMK) students’ group
In TAMK group´s case this meant four (4) or more students. The most common connections
found by TAMK´s group before the VIBu-sessions are presented in Table 2.
Table 2. Found connections before the VIBu-session.
Connections
(total The amount of Share of students Notes
amount of connections = students who who found the
72)
found
the connection (n=11)
connection
8(9)
73% (82%)
One
connection
Production – Storage
found, which could
be
included
in
connection
‘Production
->
Storage’; Production
-> WIP
6
55%
Sales – Profit
6
55%
Receivables – Cash
6
55%
Cash – Profit
5
45%
R&D – Production
36%
Marketing – Customer 4
4
36%
Customer – Sales
The most common connection found was ‘Production -> Storage’ with the share of
73% of the students. Although, one perceived connection ‘Production -> WIP (Semi-finished
product storage)’ could be included in the total amount, making the total share 82%. The total
amount of different individual connections found by TAMK´s student group was 71. This
may indicate that people with different professional backgrounds tend to recognize
connections based on their specific experiences in the work life, and how they perceive
business operations. Although the group was relative small, it was nevertheless rather
heterogenic in terms of professional background. On the other hand, and on the contrary, the
large amount of connections may also indicate that people tend to search for new connections
in these kind of test settings – connections that are not common to them. Also, some
connections may have been irrelevant and/or invalid, thus the 71 connections do not
necessarily indicate that there actually was that amount of correct connections recognized.
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Qualitative analysis of all the connections was not the focus of this study at the point of
writing, although the most common connections were validated.
The found connections after the VIBu-sessions are somewhat different from the pretest findings. The distribution of the most common connections was more even and a larger
amount of common connections was recognized. Also, the total amount of different
connections increased to 101 connections. Again, no qualitative validation of all the
connections, expect for the most common ones, was conducted. The most common
connections found after the VIBu-sessions are presented in Table 3.
Table 3. Found connections after the VIBU-session.
Connections
(total The amount of Share
of Notes
amount of connections = students who students who
101)
found
the found
the
connection
connection
(n=11)
7
64%
Production -> Storage
5
45%
Receivables -> Profit
5
45%
Marketing -> Sales
5
45%
Purchasing -> Storage
5
45%
Customer -> Sales
5
45%
Receivables -> Cash
36%
Marketing -> Customer 4
4
36%
In addition, total of 7
Fixed costs -> Profit
different connections by 5
different students, which
could be included in
category “Costs” with the
connection to profit were
found (i.e. variable costs,
personnel costs, costs etc.)
4
36%
Storage -> Production
4
36%
Costs -> Cash
Again, the most common connection found was ‘Production -> Storage’, followed by
five different connections, which were recognized by 5 students of the group, as presented in
Table 4. Those five connections indicate that at least some degree of cognitive changes had
taken place, since the increase in the amount is notable when compared to pre-test results.
In the following Table 4 both, pre- and post-session results are presented. It verifies
that the students indeed tend to find new connections in these kind of test settings, rather than
focusing on more regular connections from personal standpoint. What is interesting is the fact
that some of the most common connections found in the pre-session test are either drastically
smaller in quantity or non-existing in the group of the most common post-session
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connections. This is noted despite of the fact that the connections found pre-session are
indeed relevant and valid as well – and explicit within the business simulation.
Table 4. All the most common connections and changes from pre- to post-tests.
Connections (including the The amount The amount Change Notes
most common pre- and of students of students
post-session connections)
who found who found
the
the
connection connection
pre-session post-session
9(8)
7
-1
Production – Storage
0
5
+5
Receivables – Profit
1
5
+4
Marketing – Sales
1
5
+4
Purchasing – Storage
4
5
+1
Customer – Sales
6
5
-1
Receivables – Cash
4
4
0
Marketing – Customer
0
4
+4
Total
of
3
Fixed costs – Profit
connections found
pre-session, which
could
be
categorized
as
‘Costs->Profit’;
Debts 1, Payables
2
6
2
-4
Cash – Profit
1(2)
4
+3(+2)
One
additional
Storage – Production
connection found
pre-session, which
could be included
in
‘Storage->
Production’; WIP
0(2)
4
+4(+2)
Two
additional
Costs – Cash
connections found
pre-session, which
could be included
in ‘Costs-> Cash’;
Taxes 1, Payables
1
1
3
+2
Sales – Cash
6
3
-3
Sales – Profit
5
3
-2
R&D – Production
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Comparing the results and changes from pre-to post-tests, there was a drop in quantity
in the following connections: Production->Storage (1), Customer -> Sales (-1), Receivables > Cash (-1), Cash -> Profit (-4), Sales -> Profit (-3) and R&D -> Production (-2). The most
notable increases in quantity can be seen in the following connections: Receivables -> Profit
(+5), Marketing -> Sales (+4), Purchasing -> Storage (+4) and Fixed costs –> Profit (+4).
Depending on the interpretation (Table 4), the amount of connections Storage –> Production
and Costs -> Cash could also be acknowledged to have been increased notably from presession test to post-session tests. Decrease in quantity of certain connections may also
indicate that cognitive learning had taken place. For example, in the case of connection ‘Cash
-> Profit’ the negative change in the amount is actually a desired change: cash does not, at
least not directly, correlate with business profit.
When comparing the results with the results presented by Palmunen et al. (2013),
there are surprisingly little in common between TAMK group´s results and the results found
in the original study. Both, pre-session and post-session connections are different from a
large part. Although, based on both studies, there seem to be a strong correlation between the
VIBu-event and changes in the mental model – changes that indicate the event had intended
positive impact on students´ cognitive learning.
University of Tampere (UTA) students’ group
Table 5 shows the connections done by the UTA students. The most common connections are
‘Production -> Storage’ and ‘Marketing – Sales’ with 54% of the students having chosen the
connections. The connection ‘Marketing – Customer’ was chosen by 47% of the students.
These different connections perceived to be important by the students. In addition, there was
also a high input in terms of different connections perceived between the different nodes. As
the TAMK group, this could be due to diverse professional background of the participating
students.
Table 5. Found connections before the VIBU-session.
Connections
The
amount
of
students who found
the connection
Production
– 8
Storage
5
Customers – Sales
8
Marketing – Sales
6
Cash – Profit
Marketing
– 7
Customer
5
R/D – production

Share of students
who found the
connection
54%
33%
54%
40%
47%
33%

The found connections after the VIBu-sessions are illustrated in Table 6.. There is no
clear pattern i.e. similarity in increase or decrease of the connections from the before VIBu-

155

ISSN 2414-6099

session. Practical arrangements could have play a role, for instance, the timing of the exercise
e.g. students workload and/or holidays. The connections do not reflect enough the knowledge
the students gained from the VIBu sessions. However, the connection ‘Production – Storage’
still had significantly high share, which could indicate the same views of the students before
the VIBu-session. But ‘R/D – Production’ increased from 33% to 40% indicating that the
students could have learned the value of the connection from the VIBu-sessions.
Table 6. Found connections after the VIBU-session.
Connections
The amount of students Share of students
who found the connection who
found
the
connection
7
47%
Production – Storage
6
40%
Customers – Sales
below 33%
Marketing – Sales
7
47%
Cash – Profit
5
33%
Marketing – Customer
6
40%
R/D – Production
Table 7. shows all the most common connections and changes in quantity from pre- to
post-session tests. Most of the common connections did not change significantly, only by
one. However, the connection ‘Marketing – Sales’ dropped by -4 which is – 27% drop. This
could indicate that the connection was not so much valid by the students from their
experience in the VIBu sessions.
Table 7. All the most common connections and changes from pre- to post- tests.
Connections
The amount The amount of Changes
of students students who found
who found the
connection
the
post-session
connection
pre-session
8
7
-1
Production – Storage
5
6
+1
Customers – Sales
8
(4)
-4
Markerting – Sales
6
7
+1
Cash – Profit
7
5
-2
Marketing – Customer
5
6
+1
R/D – Production
Conclusion
Despite of the small groups studied the results strongly suggest that cognitive changes will be
achieved through the business simulation VIBu-event. The changes between the pre and post
mental models are notable, even drastic in some cases, and valid. Hence a more
comprehensive qualitative analysis of the connections´ validity would provide deeper insight
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into the impacts of the VIBu-event in terms of simulation based cognitive learning. This
would also require the analysis of student textual explanations per each of the connections.
The explanations were non-existing or brief in content, and thus did not provide enough
content to be analyzed.
From a practical point of view, these results do indicate that benefits in terms of
learning can be achieved and to some degree also justify the future use of the VIBu-event. To
build up more comprehensive insight, aside from conducting more extensive qualitative
analysis of the connections´ validity, also the content analysis of the students´ reflective
essays on the personal learning experience during the VIBu-event would be relevant. This
will provide insight to the affective learning gained through the event.
General findings and future research
The results of comparative analysis of TAMK and UTA groups indicate that TAMK students
with more background and working experience have gained more from VIBu simulation and
also captured a more complex mental model after gaming. UTA group´s amount of perceived
connections remained the same, or even decreased a little bit, although the students improved
their understanding of some business dynamics more deeply. This might be our most
important indication when comparing these two samples. Our interpretation is that the first
phases of cognitive learning of novices (UTA) might result making more and richer
connections whereas the experienced learners (TAMK) can gain more in some more focused
areas of connections. This is quite well in line with Bloom's cognitive learning phases but in
the same time pinpoints growing needs of conducting more research.
Two different student groups were compared in this study. The main difference was
that TAMK group had more business experience and UTA group consisted mostly from
business novices. We presume that business simulation for more experienced group can
create deeper cognitive learning results concerning the richness and coverage of the mental
model. For novices there are learning effects, too, in a conceptual level understanding. This
study was done purely analyzing connections between business concepts and then comparing
the amount and the change of that amount of arrows in two groups. The study would get a
larger value if also the written comments and essays could be analyzed by, for example
SOLO taxonomy, which enables qualitative classification of answers (Biggs & Collis 1982,
Kember et al. 2008).
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Abstract
Efficient and effective management of quality of programs significantly improves the ultimate service
provided to the participants in the program of study. Efficient quality management is a complex
process which entails the contribution of the various assessment components towards achievement of
desired Course Learning Outcomes(CLOs). Over a period of time, in large educational institutions, a
huge database for CLOs is generated requiring the application of Learning Analytics for efficient
quality education. Ascertaining the desired contribution of the various components of the
instructional design is of paramount importance leading to the final quality of the program.
In this paper, a Genetic algorithm based Heuristics methodology is proposed as an intelligent
method to predict as to what extent the assessment components of the instructional design meets the
desired Course Learning Outcomes for different courses so as to ensure the ultimate quality of the
program provided to the participants.
keywords: Instructional Design, Course Learning Outcomes, Quality Education, Learning Analytics,
Genetic Algorithm

Introduction
Advanced program quality is the characteristic that determines the competitiveness of an
Institution in the contemporary market place and is the driving force to reckon with, in
making the Institution to contemplate more along quality levels of program for gaining
competitive advantage. To what extent the assessment components of the instructional design
meet the desired Course Learning Outcomes(CLOs) will decide the course quality and the
combination of courses in turn decide the overall Program quality.
In this paper, a novel and efficient approach using Genetic Algorithm has been
developed for predicting as to what extent the assessment components of the instructional
design meets the desired Course Learning Outcomes for different courses so as to ensure
the ultimate quality of the program provided to the participants. The proposed approach of
genetic algorithm predicts the emerging pattern of achievement levels of CLOs by
considering the achievement levels of the past years, which is an essential information for
program quality and effectiveness.
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Methodology For CLOs Achievement Analysis
Suppose a course is offered many times during the last 5 years and the database contains the
CLO achievement level for each period. The CLOs are given weightage of 20% each so that
all 5 CLOs together achieve 100%. `
The expected level of achievement for CLO1 to CLO5 is 20% each.
The actual level of achievement for CLO1 to CLO5 is calculated based on the
average marks scored by the batch of students for answering the questions contributing to
different CLOs for each course under the purview of the program of study. Accordingly each
gene representing a CLO will have value representation between 0 and 20.
The methodology flow is illustrated in the figure 1 which would analyze the past
records very effectively to generate the desired inference with contribution of Genetic
Algorithm.
Figure 1: Genetic Algorithm flow for the proposed analysis

The typical record for actual achievement level for CLOs will appear in the form of a
chromosome representation as shown in Table 1

161

ISSN 2414-6099
Table 1: The chromosome representation for the analysis taken from the past periods
CLO 1
Period

Course

1

C1

14

CLO 2

CLO 3

CLO 4

CLO 5

18

20

10

8

Then the data set is subjected to Genetic Algorithm and the various steps performed in the
genetic algorithm methodology are discussed below.

Generation of Individuals
Each individual which is constituted by genes is generated with random values between 0 and 20
where the random values occupies at each gene is generated along with the CLO representation of
the course for each period. Two random individual chromosomes generated for the genetic
operation is illustrated in figure 2.

Figure 2: random individual generated for the genetic operation
CLO 1
Course

CLO 2

CLO 3

CLO 4

CLO 5

C1

14

18

20

10

8

C2

15

14

18

16

9

Each gene of the chromosome displayed in the figure 2 describes CLO levels achieved for a
particular course for a particular period.
Evaluation of Fitness function
A specific kind of objective function that enumerates the optimality of a solution in a genetic
algorithm in order to rank certain chromosome against all the other chromosomes is known as a
Fitness function.
Fitness functions ensure that the evolution is toward optimization by calculating the fitness
value for each individual in the population. The fitness value evaluates the performance of each
individual in the population.
The evaluation function is determined for each randomly generated individual. The function
is given by
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 n (i ) 
f(i)= log1 − occ  i = 1,2 ,……..n
ntot 

nocc (i ) is the number of occurrences of the chromosome i in the record set
ntot is the total number of records that have been collected from the past or total number of data

present in the record set.
n is the total number of chromosomes for which the fitness function is calculated.
The fitness function is carried out for each chromosome and the chromosomes are sorted on
the basis of the result of the fitness function. After the generation of the individuals, the number of
occurrences of the individual in the past records is determined. This is performed by the function
count ( ) and the total number of occurrences nocc (i ) of that individual for the particular period is
determined.
In the fitness function, the ratio

( nocc (i ) / ntot ) ) plays the role of finding the probability

of occurrence of a particular chromosome; and [1-( nocc (i ) / ntot ) ] will ensure minimum value
corresponding to the maximum probability;
So, the fitness function is structured to retain the minimum value corresponding to the various
chromosomes being evaluated iteration after iteration and this in turn ensures that the fitness
function evolution is towards optimization.
Genetic operations
Once fitness calculation is done, Genetic operations are performed. Selection, Crossover and
mutation comprise Genetic operations.
Selection
The selection operation is the initial genetic operation which is responsible for the selection of the
fittest chromosome for further genetic operations. This is done by offering ranks based on the
calculated fitness to each of the prevailing chromosome. On the basis of this ranking, best among
the chromosomes so far considered are selected for further processing.
Crossover
Among the numerous crossover operators in practice, for our complex operation, we have chosen
two point crossover. From the matting pool, two chromosomes are subjected for the two point
crossover. The crossover operation performed in our analysis is shown in figure 3 and 4
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Figure 3: Chromosomes before 2- point Crossover
C1

C2

C1

14

18

20

10

8

C2

15

14

18

16

9

Figure 4: Chromosomes after 2- point Crossover

C1

C2

C1

14

14

18

10

8

C2

15

18

20

16

9

As soon as the crossover operation is completed, the genes of the two chromosomes present within
the two crossover points get interchanged. The genes before the crossover point C1 and the genes
beyond the crossover point C2 remain unaltered even after the crossover operation.
Mutation
The crossover operation is succeeded by the final stage of genetic operation known as Mutation. In
the mutation, a new chromosome is obtained. This chromosome is totally new from the parent
chromosome. The concept behind this is the child chromosome thus obtained will be fitter than the
parent chromosome. The performance of mutation operation is illustrated in the figure 5
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Figure 5: Chromosome before Mutation

M p1
M p2

C1

14

14

18

10

8

C2

15

18

20

16

9

Figure 6: Chromosome after Mutation

C1

18

14

14

10

8

C2

20

18

15

16

9

As in figure 5 we have chosen two mutation points Mp1 and Mp2. The mutation is done on
the particular gene present at the Mutation points. This pointing of gene is done randomly. Hence,
the two mutation points may point any of the five genes. These 2 chromosomes will go through the
fitness function and the best one be selected for further processing.
The process explained so far will be repeated along with the new chromosome obtained
from the previous process. In other words, at the end of each of the iteration, a best chromosome
will be obtained. This will be included with the chromosomes for the next iteration. Eventually, we
obtain an individual which is the optimal one among all the possible individuals. Thus obtained
chromosome has the optimal information about CLO achievement levels of the course for a
particular period.
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Implementation Results
We have implemented the analysis based on GA methodology in the platform of MATLAB . As
stated, we have the detailed information about the CLO achievement levels of a particular course
for different period . The sample data having this information is given in the Table 2.
Table 2: Sample data from database of different CLO levels

Period Course CLO 1 CLO 2

CLO 3

CLO 4 CLO 5

1

C1

14

18

20

10

8

2

C1

15

14

18

16

9

3

C1

14

18

20

10

8

4

C1

11

14

15

18

12

5

C1

15

14

18

16

9

6

C2

12

14

16

18

9

7

C2

10

12

14

17

12

8

C2

12

14

16

18

9

9

C2

9

15

17

16

14

10

C2

12

17

19

11

14

For GA based analysis, we have to generate 2 random individuals having five genes for initiating
the algorithm. Table 3 describes two random individuals.
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Table 3: Initial random individuals
C1

14

18

20

10

8

C2

15

14

18

16

9

and they will be subjected to genetic operations like Fitness evaluation, Selection,
Crossover and Mutation.
The simulation run on a huge database of 500 past records showing Fitness
function improvement at different levels of iteration is as follows:

Simulation Result showing Fitness function improvement with w1 =
0.375
For iteration 20:

fitness = 5.7845

For iteration 50;

fitness =

5.6450;

Improvement: 2%

For iteration 70;

fitness = 5.3749;

Improvement: 5%

For iteration 100;

fitness = 4.8220;

Improvement: 10%

0.6250; w2=

As for deciding the total number of iterations required, the criteria followed is
that as long as minimization of the fitness function is still possible, then the iteration
continues till such a time that no improvement in the fitness function value is
noticeable. After a certain number of iterations, if the fitness function value is not
improving from the previous iterations, then this is an indication that the fitness
function value is stabilizing and the algorithm has converged towards optimal solution.
For greater accuracy, the number of iterations should be sufficiently increased and run
on the most frequently updated large database of past records.
The final individual obtained after satisfying the above mentioned convergence criteria
is given in Table 4.
Table 4: database format of Final Individual

C2

12

14

16

18

9
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The final individual thus obtained represents the most emerging pattern for the CLOs
achievement levels for a particular course providing essential information for course
level achievement and thus contributing to program level quality.
By taking necessary steps to focus on the identified shortages of different CLOs ,the
quality standards can be enhanced to that extent.
Conclusion
Efficient and effective management of quality of programs significantly improves the
ultimate service provided to the participants in the program of study. Efficient quality
management is a complex process which entails the contribution of the various
assessment components towards achievement of desired Course Learning Outcomes.
Ascertaining the desired contribution of the various components of the instructional
design is of paramount importance leading to the final quality of the program.
In this paper, a Genetic algorithm based Heuristics optimization methodology is
proposed and implemented as an intelligent method to predict as to what extent the
assessment components of the instructional design meets the desired Course Learning
Outcomes for different courses so as to ensure the ultimate quality of the program
provided to the participants.
The proposed approach of genetic algorithm uses Learning Analytics to predict
the emerging pattern of achievement levels of CLO by considering the achievement
levels of the past years, which is an essential information for program quality and
effectiveness. By taking necessary steps to focus on the identified shortages of
different CLOs ,the quality standards can be enhanced to that extent.
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Abstract
In this article you will get know with unique solution for management and distribution of virtual
laboratories – CloudLabs, which are designed for researchers and students. It would be
interesting for you if you ever wanted to prepare a private lab environment to deliver a training
or a class, or maybe you if you ever needed to share a test environment before launching a new
product. Probably you spent a lot of time on preparation, even if you used some scripts to make
it easier. At the same time you needed to remember that the prepared user environment
available locally and throughout the access period, and you want to use your valuable assets,
such as PCs in the classrooms. Many things to do, huh? We were in the same place at our
Education Center, so that’s the main reason why we create CloudLabs and why we want to
share it with you. With CloudLabs you can automatically deploy and distribute hundreds of
predefined lab environments, which are available 24/7, to users within minutes. Students and
teachers can use the courses and perform laboratories from any computer, which is connected
to the network. Despite providing classes for students you can use CloudLabs for conducting
scientific research involving the university infrastructure as well as SaaS model with using the
infrastructure of the supplier.
Keywords: cloudlabs, laboratory in the cloud, virtual laboratories.

Introduction
Widely expressed education of IT representatives, due to increasing complexity of
information systems, requires from the university or other education center classes
complex laboratory environments. These environments oven consist of several or even
dozen cooperating computers. Building such complex environment involves growing
costs, especially when administrator decide to use classic solutions without using any of
methods of virtualization. The use of server virtualization is very helpful for costs
optimizing and for saving time for new lab preparation. But it still requires a separate
virtualization server for each student.
Needs And Expectations
Economy and Time
Computer science education needs to make far-reaching investments, which significant
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part is absorbed by lab environments used during in all process of learning. The
diversity of disciplines and technologies, with which future IT administrator must be
familiar, is so enormous that providing an adequate set of laboratories is a real challenge
for educational institutes. This challenge affects both economic aspect, as well a huge
amount of time associated with frequent updating of existing environments, what takes
additional meaning in case of computer science, which is so fast-developing field of
knowledge. By educational institutions we mean: colleges, universities and educational
centers, which offer intensive multi-day courses for employees of the IT industry, who
are looking for raising or expanding their knowledge of the particular application or
computer system. In case if the latter, in addition to the cost of the preparing the
laboratory, very important is the time it is generated. Such environments are often
appointed at the request and the time of their lives does not exceed duration of the
training, which usually takes few days. Related to this is a lot of work devoted to
“retooling” laboratory for the needs of another group of listeners. Universities such
changeovers are performed less frequently, perhaps once per semester, but the number
of potential students for whom these laboratories are intended, presents us another
challenge related to the problem of the scale of the project. In both cases, the
automation of laboratories significantly simplifies and shortens the process of their
creation. Separate issue is possibility of optimizing performance of laboratory
environment and adjust its parameters to current student’s needs and requirements
which are necessary for application running. Classic solutions are limited, because of
the performance of the computer on which the laboratory is set. The use of private or
public cloud infrastructure as a basis for laboratory environments helps in a flexible way
to approach the subject of machines performance. Parameters, such as RAM, processors
number or size of the disk, which can be used for virtual machines located in a cloudbased environment, could be dynamically changed and adjusted to the existing demand
for parameters mentioned above.
Availability
In the era of growing distance learning, educational institutes need laboratories available
for 24 hours from any place in the world. Laboratories which work in such convention
would help to present much wider educational offer addressed to long distance students,
who are not able to study on-site because of work or family situation. The same
situation applies to people with disabilities and for those who are not able to visit
university in regular way because of the health state.
One of the advantage that goes along with cloud using is possibility to increase
SLA (Service Level Agreement) of the lab environment as a parameter resulting directly
from the infrastructure. This parameter in case of a private cloud depends on the
redundancy used in the solutions. In public clouds this parameter is strictly defined.
SLA for most of the services based on Microsoft Azure is 99,9%. It means that
maximum time of the unavailability of particular service cannot exceed 87 hours per
year. Getting so high SLA using “own servers” requires funding, which ensure
minimum redundancy of services, infrastructure and data centers location. The solution
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which eliminates such problems is CloudLabs platform – it is offered in two ways: as
client’s own installation and one that uses provider’s infrastructure. Trial version of this
solution is also available for each user at http://cloudla.bs.
Functionality
The analysis of the requirements presented above directly affected the functionality of
CloudLabs solution. It provides fast and easy creation of the pre-prepared laboratory
environments for students participating in classes. What is more – time of life such
environment is fully adjustable. It is also possible to restore it to the initial state or
another previously assigned restore point. An administrator can manage the laboratories
by using graphical GUI console or in other way: by using PowerShell scripts. It is also
possible to monitor the current condition of the environment and generate reports on its
use.
Student who has an access to the environment gets unique link to the page which
contains basic information about laboratory such as login and password. What is more:
student has the option of choosing the port that will be used for communication with
remote laboratory environment. This is important in case of restrictive firewall
configuration on the user’s side environment. Student, after choosing port,
communicates with remote application – it gives possibility to manage your virtual
machines, which are the part of the environment designed for student. Access rights
include ability to run and close the machines, take advantage of the limited number of
ISO images and perform or add restore point (snapshot). Thanks to that functionality
further exercises can be performed repeatedly and in case of changes, which are
disrupting the proper functioning of the environment, user can return to a stable initial
state.
The lecturer has his own set of virtual machines and he can also provide remote support
for his student trough an application installed on the station. He can also distribute
additional software to students in the form of ISO images. The administrator using the
administrative tools may invoke a single machine or entire environment and manage
them. His remit is to perform advanced tasks, for which neither the student nor the
lecturer conducts classes, are not authorized. These include increased productivity by
adding resources, or to migrate machines to another node in the cluster.
Architecture
CloudLabs can be implemented in two forms. In the first case it is based on a private
cloud on customer's infrastructure, which is located in the datacenter fully managed by
him. The second form of implementation is the ability to use the application as a SaaS
(Software as a Service) based on cloud hosted and managed by the service provider.
Cloudlabs in private cloud
The use of private cloud (On-Premise model) requires from educational institute, that
wants to use Cloudlabs, taking care of every aspect of the basis by which the
environment is going to function. Starting with infrastructure, which will consist of
elements such as disk space (shared matrixes), virtualization servers (Microsoft
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Windows Server 2012R2 with the HyperV function) and network infrastructure,
through operating systems machines which manage infrastructure and ending with
CloudLabs and services to support its operations. In this situation, the cost of
implementation and maintenance services consist hardware and license costs and also
those related to employment of an adequate number of specialists in various fields of IT.
Performance environment must be established in advance in order to cope with a
potential increase in demand for CloudLabs services. Client who wants to have a high
availability solution must take care of it by designing a geographically dispersed data
centers, duplicating services, thus increasing the initial costs of implementation.
The functionality that the client gets within the lease SaaS is identical to the
functionality of the On-Premise model. The only difference is that the customer is not
required to have any infrastructure. In the SaaS model environmental responsibility is
ceded to the supplier. The choice of model usually depends on the technical,
administrative and financial client’s capabilities.
CloudLabs is divided into the following components:
• administrative application;
• frontend service;
• virtual machines access application;
• database;
• environment lifetime managing service;
• trainer’s application.
Administrative application
Administrative application is a web application, which allows to establish new
laboratory environments, define trainer and students and managing them.

Picture 1 View of the administration application

From this application we can grant rights to CloudLabs within the your
subscription, and check the status of your accounts. This application gives us the
possibility to create labs, planning their availability for predefined students. It also lets
you specify the trainer conducting specific classes for explicit group, thereby generating
a laboratory environment designed exclusively for him.
172

ISSN 2414-6099
Frontend application
Frontend application is also web application that provides student access to previously
prepared laboratory environment.

Picture 2 View of the frontend application

On the site you can find information such as: the time remaining until the end of
the laboratory lease and button which is generating the RDP file whereby you are
redirected to the laboratory environment.

Picture 3 View of the trainer’s application

Trainer’s version of the same application includes additional possibilities for
downloading trainer’s applications and access to laboratories for students. In both
versions there is the ability to run chat that allows to contact the administrator on the
supplier side.
Virtual machines access application
From the frontend application, both student and trainer, have the possibility to initiate a
connection to the laboratory environment. After authentication with username and
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password specified on the page we communicate, using RDP protocol, with virtual
laboratory management application. Thanks to that user can start and stop each virtual
machine individually. He is also able to monitor the current RAM usage or manage
restore points (snapshot). After using Connect button user gets an access to the virtual
machine, which can be used just like normal direct RDP connection.

Picture 4 View of the virtual machines access application

Picture 5 Monitoring of RAM usage and restore points (snapshot)
Databases
The database contains information about the created laboratory environments and
mapping them to specific students. You can find there a list of all the logins and links
sent to all participants from specific course. Access to database is available only for
administrator – trainer and participant does not have permission to communicate to
database. Database can be located both: on client’s infrastructure and on Microsoft
Azure.

Environment lifetime managing service
This service is responsible for creating laboratory environment for predefined
participants in the laboratory. It sends e-mails with the information necessary to enable
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access to the platform and takes care of cleaning the environment after the time of
access.
Trainer’s application
Teacher has at his disposal an application that is used to provide students with
additional software in the form of publications ISO files. By using it he can also
remotely support or monitor connected students.

Picture 6 Delivering ISO files in trainer’s application
Functionalities mentioned above are available after authenticating with the teacher’s
privileges. This happens by using the same password with which coach gets into a
dedicated laboratory environment.
BUSINESS MODELING
Using Cloudlabs as an environment for laboratory management during educational
courses increases the competitive edge on training field. This advantage results from the
following factors:
• Environment’s preparation costs
Authorized trainings are based on a standard and repeatable set of virtual machines.
Thus creating environment for next students is associated with duplicating existing
models within existing Hyper-V cluster. Standard solutions require a separate
virtualization Hyper-V server for each student. CloudLabs consolidates the
environment, so adding another student at the last moment, just before classes start, is
no problematic at all. Generation time of student’s account counts in minutes and does
not require any physical work associated with equipment (such is server) delivering. A
significant impact on reducing the cost also applies to the student's workstation. It
functions as a terminal and does not require large allowance of computing power.
• Remote access to laboratories
Thanks to remote access to laboratories it is possible to organize distance learning
courses, where students can participate in online training from anywhere in the world.
There is also possibility to organize hybrid training, where part of the group is
participating in training in classical way, and the rest of the participants communicate
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remotely. Offering the possibility of remote training helps to reduce customer’s costs
thanks to saving money on expenses related to the employee’s departure to another city,
where the training takes place. Moreover, some companies cannot afford 5-days
absence of an employee. For such clients there is possibility to offer flexible trainings,
where number of contact hours online per day is adjusted to participants.
• Possibility of extending laboratory environment availability after the training
In most educational centers access to the laboratory environment ends with the end of
the course. In the case CloudLabs this time is extended to two weeks after the training.
Thanks to that student, without incurring any additional charges, can once again do all
the exercises, with which he met during the workshop. There is no problem to use that
environment for testing scenarios prepared by himself beyond the framework of the
program of the course.
Conclusion
Dynamically growing market determines the flexibility of the training centers, schools,
universities or colleges and its education offer. Using such solutions as CloudLabs
allows it to expand to variety broadly defined distance education. Moreover, using this
solution enables a more efficient way to respond to the needs of students. There are no
restrictions with preparing another laboratory or its computing power needed to run it.
A multitude of types, in which CloudLabs is offered, ranging from installing it in your
server and ending with leases on favorable terms in the form of SaaS, allows to choose
the licensing model suitable for every type of customer, regardless of whether it is the
leading university, or a small educational center featuring specific educational offer.
CloudLabs allows you to much faster building of new laboratories and providing
existing at significantly reduced costs
IRTAULA, THE PLATFORM THAT CONFORMS TO TRAINING NEEDS"
Executive Summary

Virtaula, CaixaBank’s training and development environment, is the learning platform
for the 30.000 employees of the Institution.
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In late 1999, with the growing need to integrate new employees at offices
throughout Spain, Virtaula is born in response to the inability to reach all the new
recruits only with classroom training.
Since then, CaixaBank has always been committed to continuous innovation in
the processes and tools that facilitate its employee’s training to suit the needs of each
group at all times. And Virtaula has evolved into a personalised and segmented model
that tries to anticipate each employee's needs.

177

ISSN 2414-6099

Description of the key challenges, and the approaches adopted
The main challenge of the project is, and always has been, to evolve together with employees
and to maintain the spirit of training and development service.
In the years following Virtaula's birth, in 1999, the Institution developed new profiles
among employees, so each group's training needs diversified.
Thus were born the New Employees
community (2000), Permanent Virtaula
for employees without post (2002), the
Financial Advisors community (2002) and
the
Trainers
community
(2003).
Moreover, in parallel, watertight spaces
were created on demand to facilitate the
knowledge organization and exchange
between natural groups of employees.
In 2007 a new project began to include
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2.0 technologies in the environment in order to meet the growing de-privatisation of the
Institution content, so that the employees could share their knowledge with other colleagues.
These technologies, such as blogs or wikis, had a great success and generated lots of
accessible content, so that from 2011, more content management tools were added to help
employees filter information: a system for recommendation, voting and correction, plus a
syndication system which works according to personal interests.
In the last year, a smart recommendations engine has been included. This tool allows
automatic content personalisation and segmentation depending on the actions that the users
themselves or other employees related to them have made.
Virtaula is more than a learning management system. It has sought to engage in
business, creating an ecosystem where transmission of knowledge and best practices, together
with the contribution of different cultures and respect for diversity are part of its day-to-day
activity, as shows the incorporation of different financial institutions. Since 2010, CaixaBank
has taken over medium-sized institutions, such as Caixa Girona, BankPyme or Banco de
Valencia, but also bigger ones like Banca Cívica or the business in Spain of Barclays. In all
cases we have tried to integrate the talent and knowledge of their employees. Virtaula has
been a meeting ground where they all have shared their experiences and ways of doing, on
line learning, forums, tutoring, tracking, informal groups… everything they need to feel
CaixaBank as their own project.
Outcomes
The project outcomes can be measured on indicators such as scope, formal training volume,
satisfaction level, success of corporate social learning tools, etc.
Scope
Virtaula's environment is targeting 30.000 employees. We measure its real scope on the basis
of the amount of virtual spaces open and in use in Virtaula.
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Classrooms are formal training spaces aimed at specific collectives.
Groups are private spaces aimed at natural collectives of employees, either by segmentation,
specialisation, localisation or needs.
In addition, skills development spaces allow self-training of the employees' skills.
Formal training volume
Virtaula has allowed the increase of whole training figures year by year, thus facilitating the
achievement of business by employees. Furthermore, the volume of classroom training (in
gray) has been decreasing, which has benefitted the Institution.
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Satisfaction level
We carry out periodical surveys on employee satisfaction with the environment. These
surveys can be global or focused on tools or specific training actions.

This information allows us to improve and to adapt to the employee day-to-day.
Success of corporate social learning tools
Since they were included, usage of 2.0 technology tools has been increasing up to more than 2
million events per year.
This means that employees have chosen to break with hierarchies referring to
knowledge, and that they usually use forums, blogs, wikis and share their own documents.
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The use of formal and informal groups, with high potential members, boosted the
success in internal selection. In this way, we have managed to put the best professionals in the
right place. Not just it, but also, among other projects, all directors of CaixaBank have been
able to take the CISI exam after using Virtaula to prepare themselves for it. More than 5.000
managers with a passing rate higher than 95 % speak of our platform’s reliability, capacity
and solvency.
Achievement
Virtaula's greatest achievement is to keep in continuous evolution and to have accompanied
employees during its 15 years of life, meeting their needs at all times.
This is the reason why Virtaula has become a model of innovation.
By offering to users the opportunity to participate in the communication process and to
provide content, Virtaula has allowed greater interaction among themselves, and greater
knowledge sharing, decentralizing the company's wisdom.
Thus, Virtaula has provided greater community awareness, allowing employees to develop
from their colleagues’ experiences and life lessons, beyond formal training.
But, even so, Virtaula does not avoid the exponential increase in the volume of information
the employee has to face, and this is why information personalization and segmentation are
the current trends.
Even in formal training, cutting-edge projects based on videolessons with user interaction and
gamification of career plans are being implemented.
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CaixaBank is committed to the implementation of new methodologies, always studying and
analysing new trends and best practices applied in other industries, to help continuous
improvement of training.
This is the reason why Virtaula always keep moving, listening to the environment –looking
what other companies do and knowing new trends– and listening to the employee –in order to
gather employees needs at all times and developing new tools and processes to meet these
needs.
For all the foregoing, Virtaula is shown as a training project that uses different high-quality
and innovative technologies, which are key to the development of CaixaBank's activity, and
which demonstrates to be a distinguishing feature in bank employees’ development all over
the world.
Virtaula is a living project that is growing and will keep growing alongside the employees to
always offer what they need whenever they need it.
In the following links you can see videos about: the training program about videolesson
technology, Virtaula's learning environment and advertising videos.
•
•
•
•
•
•
•

VClass: a new training paradigm: http://bcove.me/kphmu8tp
Live the new Virtaula 2013 (Spanish version): http://bcove.me/8r3qccx0
Together we are different: http://bcove.me/hjjd4ukj
“la Caixa” is getting you a new vehicle: http://bcove.me/0i6udoaz
Smart Virtaula (Spanish version): http://bcove.me/oucgbiek
Microspot Virtaula TV (spanish version): http://bcove.me/kkajvdfj
Virtaula 2015: http://bcove.me/zgpkw8dz
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Going Beyond Data Mining in Big Data Analysis in Education

N. Mogharreban, R. Rahimi
Southern Illinois University, USA

Abstract
The techniques for collecting and analyzing large amounts of data have been improved since the term
analytics was introduce as business intelligence in 2007. The practice of who to target and what to
promote has led to a tremendous increase in customized marketing and ultimately an increase in sales
and consumption. Medical fields have also been the beneficiary of this technology. In the area of
education the progress has been slow but, as more data is collected and shared, better techniques can
be developed. In this paper we present a different approach to big data analytics. In this approach
instead of finding the answer to the questions we have, we utilize machine intelligence to look
at the data and help us to generate new questions as well as the answers and directions for them. This
approach can prove particularly useful in education since the amount of data is not as massive and
experimentation is not feasible. This paper will discuss how big data can help to reform educational
delivery and enhance learning, and how those involved in education can make the most of big
data. Personalized and adaptive learning as well as problem management using big data analysis will
be also evaluated in this work.
Keyword: Analytics, learning analytics, data analysis, adaptive learning

Introduction
The term analytics emerged in mid-2000 from the work done in the development of business
intelligence. The focus was to combine large data sources with management knowledge and
practices and with technology as a tool to improve business practices. Since then the practice
and the terms associated with it have found their way into many different areas. The financial
sector, health care systems, governmental entities as well as educational institutions are all
interested in big data analysis, data mining, data analytics, and cloud computing. This, in
part, is due to the increased sophistication of the technology, in particular search engines and
the development of new software tools.
The primary objective of business intelligence is to improve the bottom line by
enhancing marketing and finding new consumers. As such the predictive function of data
analytics has been the focus of business. They obtain added value by identifying patterns of
behavior and enhance recommendation systems. We have all witnessed the improvement of
the ability of many business sites to recommend purchases closer and closer to our
preferences. In contrast, a few years ago such practices were limited to a few very large
companies, and the recommendations were very generic lacking specificity.
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While the predictive function is of some interest in learning and educational analytics,
the focus however, is different. The Society for Learning Analytics Research (SoLAR)
defines learning analytics:
Learning analytics is the measurement, collection, analysis and reporting of data
about learners and their context, for purpose of understanding and optimizing
learning and the environments in which it occurs.
This definition has brought many researchers from different arenas including
educational technology (Dawson and McWilliam, 2008), learning technologies (Baepler
and Murdoch, 2010), and behavior sciences (Blikstein, 2011), into the learning analytics
research.
The techniques that are used in business, health care or education for data
manipulation and analytical practices and data mining can be broken down into five
broad categories: Prediction, Clustering, Relationship mining, Distillation of data for
human judgment and Discovery with models (Baker, and Yacef, 2009). In all of these
practices the underlining assumption is that a large amount of data with multiple
dimensions and attributes exist that can be fed to software tools from which to draw
conclusions. This, however, has been particularly problematic in the educational
domain. While the use of learning management systems has become very common the
capabilities of aggregation, manipulation, analysis, and visualization of data within or
across these platforms are very limited. Further as Ferguson (2012) points out
“significant amounts of learner activity take place externally…” and thus are
unavailable and not included in the analysis. The availability of valid and authentic
learners’ data through public educational repositories such as PSLC DataShop and the
National Center for Education Statistics (NCES) has improved the quality of data but
analytic tools still lag behind.
To the extent that data generated within educational domains are unique, multifaceted, and multi-featured, the development of new methods is essential for
educational data mining (EDM). Emerging techniques for exploring and understanding
the learner’s success and failures, likes and dislikes, satisfactions and dissatisfactions
are increasingly important in supporting the diversity of learners. The traditional
statistical methods, such as analysis of variance (ANOVA), regression analysis, and
other randomization-based inferences do not provide adequate analysis and are not able
to handle the big data (Baker, and Yacef, 2009). The output of these systems usually is
limited to simple graphs and values with limited utility in providing guidance or
recommending a course of action.
Some of the more sophisticated techniques employed in education data mining
are borrowed from more traditional areas of big data analysis such as business and
consumer research. These include such techniques as clustering and relationship
mining for predicting and recommending systems. However, there are other tools that
are more appropriate for educational settings including distillation of data for human
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judgement and discovery with models (Romero, et al. 2008). While development of
identification and classification techniques have been enormously improved,
educational data, due to its uniqueness in numbers of attribute and invariably
incomplete records, poses a particular problem for interpretation. Distillation of data
for human judgement is a collection of statistical and visualization tools and techniques
in education data mining that attempt to simplify data for classification and
identification. For example, the identification of well-known patterns such as learning
style, might be easier identified by an educator than to train software to do the
identification. The supportive visualization tools provide a useful and functional way to
view large volumes of data, identify patterns, and make judgements about. The
discovery with models is another common approach in educational data mining. It is
essentially a type of prediction technique and is used in other data mining approaches.
In this technique, a mathematical model is developed which is then used and validated.
The accuracy of the model is determined based on the predictive accuracy of it. The
technique has gained popularity in recent years among researchers since the refinement
of the model can be the topic of the research analysis itself.
In this paper we propose a two layered approach to learning analytics. In the
first layer the data from learners are gathered, organized, grouped and clustered and
labeled based on the salient feature and characteristics. In the second layer more
individual and specific data about the learners in each cluster is introduced and the same
analysis process is performed. By combining the salient features of a cluster and its
sub-clusters as well as appropriate labeling, correlations can be extracted. Once the
correlations are validated they are ranked and recommendations are made for learner
support.
The remainder of this paper is organized as follows. In section two we outline the
proposed model and explain the components of it. In section three we describe the
implementation of the model in health care system environment. In section four we
explore how the system can be used in support of the learner.
Fig. 1. Conceptual view of the methodology

Methodology
In this section we detail the various components and techniques used in the proposed
two layered approach. The proposed method is designed to handle the typical type of
data one may encounter in educational settings. These include data with a large number
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of attributes and features, incomplete records, as well as more individual data that can
be used to further enhance the desired output. The conceptual view of the methodology
is presented in figure 1.
In the first layer the learners’ data is organized using Self-organizing Maps (SOM) Kohonen
(2001). This first step is to reduce the number of dimensions and obtain a general grouping of
the data. While other techniques such as Principle Component Analysis (PCA) are also
commonly used for reducing dimensionality and grouping, the SOM groups the data elements
by visualizing the entire data set in terms of the original variables. The output of the SOMs
are used to produce a low dimension discretized representation of data, called a feature map.
A feature map represents grouping of the features that are similar to one another with respect
to the weight of the responses. The groupings are referred to as a node and each node
represents the features that are rated similarly. For example, the features rated positively are
organized together and appear in one part of the map while the features that have a different
set of values appear together in a different part of the map. The nodes form a discrete
approximation of the input dataset. The nodes are then clustered by means of Kmeans++
Tenenbaum (2000). Each cluster is then automatically labeled, by the statistically derived
salient features.
The first layer clusters are used as input to the second layer with the addition of
learners’ more specific demographics and information. Based on this new data, the
clusters from the first layer further refined into sub-clusters utilizing the same
techniques of SOM and Kmeans++. The salient and important features of each subclusters are then derived. By determining correlation and associations between the
salient features in the first layer and the second layer the system can generate
recommendations to be assessed, evaluated and utilized by the educators.
Implementation
The proposed model has been implemented in the health care field because of the
availability of the data, but promises to be of significant benefit to the domain of
education. The input data is patient satisfaction survey which has a similar
characteristics as student data with its multi-features, multi-attribute, and incomplete
sets. The first step involves scrubbing the data and replace missing values. The values
can be replaced by employing one two approaches; 1) complete case analysis, or 2)
imputation of missing values. (Batista and Monard 2002). In the latter case the records
with missing values are ignored. In the imputation method a missing value is either
replaced by a single value or each missing value is replaced by multiple values to reflect
the uncertainty. The complete case analysis could introduce a selection bias and may
lead to a loss of information. The preferred method is single imputation method. The
next step involves dimentiality reduction and clustering. Using the self-organizing map
technique yields a set of clusters around different clusters that is visualized in Figure 2.
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Fig. 2. Clustered SOM

Identification and statistically verifying the salient features is the next step
followed by introducing a more specific patient data to be processed in a similar manner
in the second layer. By correlating the identified salient features in each layer a set of
recommendation for hospital administrators when dealing with older patients can be
delineated. For instance a cluster in the first layer is the preferences of older patients in
the first layer. From the second layer it is ascertained that older patients have a
preference for older care givers. Based on the finding an administrator could decide to
ensure that the older patients are attended to by older doctors and nurses to improve
patient satisfaction.
Summary and Conclusion
A two layered analytic method is proposed for handling large amount of data having
large number of dimensions and features. The system has been implemented using
patient satisfaction data. As the field of analytics has been maturing, however, the
focus has shifted from recommendation to prediction. Indeed the distinctive
characteristics of the proposed system is not that it necessarily can recommend some
course of action by identifying some hidden relations, but rather potentially predict. By
identifying deep relations and associations, the system can predict the features that we
need to be mindful about. Applying the method to education analytics has the potential
to provide similar insightful results. For instance in an on-line learning environment,
the system might predict a greater success for learners of different gender when there
are role models not only in classroom but as characters in animations and presentations
used in the elearning platform. The system potentially could focus our attention to the
importance of where a learner is, physically and culturally, and how the supportive
learning materials must be aligned with the learners’ situation for a greater success. In
essence the system does not provide us with an answer but helps us ask more pertinent
questions.
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Introduction
The Assessment Management System (AMS) at the College of Medicine and Health Sciences
(CMHS), United Arab Emirates University has been in use now for five years. 450
assessments of the Multiple Choice Question (MCQ) variety have been conducted over this
period. Currently there are over 25,000 unique MCQ questions in the question bank which
have been developed by CMHS faculty members for the most part, assessing all levels of the
medical curriculum. These questions are stored in the system along with their tags and
psychometric data.
Aim
To analyze student examination behaviors during multiple choice question exams using log
file “big data” for the purpose of extracting valid insights leading to evidence-based
educational decision-making.
Methods
In addition to storing the questions and student answers, the AMS tracks the use of the system
by storing every single click performed on the system such as a student answering a question
or moving to the next question, etc. This is especially useful data collected during
examination of students. This log file has grown to over 8 million time-stamped entries over
the same five year period. We used this big data to analyze student behavior during
examinations. The log file is stored in a SQL Server Database System and was partially
imported to SPSS for some of the analyses. Around 20 processes were run on the log files to
perform the analyses some of which took a few minutes to run on the server and others over
20 hours each.
Results
450 MCQ exams were analyzed with an average 99 students and 37 questions per exam. The
average time spent on exams was 54 minutes with an average of 1.41 minutes per question.
The average time spent on questions answered correctly was 71 seconds and on questions
answered incorrectly 93 seconds, a significant difference of 22 seconds longer on those
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answered incorrectly (t-test, p=0.000, n=1,635,220 student-answers). Length of the question
in characters was also significantly different between those answered correctly and those
answered incorrectly (t-test, p=0.000, n=1,635,220 student-answers, a difference of 19
characters out of an average of 329 characters per question). A typical student answering
pattern was identified. This involved going through each question in sequence, spending a
reasonable amount of time reading each question, answering the question and then reviewing
them at the end of the exam while making a few changes to answers. A significant but very
week correlation was found between average time spent on question and length of question in
characters (r=0.280, p=0.000, n=1,635,220 student-answers).
We found significant
differences with regard to the Bloom’s Taxonomy classification of questions (cognitive level
from 1: Knowledge to 6: Evaluation) in correctness, point biserial, question length and time
spent on questions. As cognitive level increased, correctness decreased, point biserial
significantly decreased, question length significantly increased, and time spent on question
significantly increased. Finally, with regard to re-answering questions, 13.5% of studentquestions were re-answered: 5.4% from incorrect to correct and 2.5% from correct to
incorrect.
Conclusions
Analyses of large log files can give insight into the behavior of students during online exams.
For example, students spend more time on questions they answer incorrectly and more time
on higher cognitive level questions. Reviewing and re-answering questions has a small
benefit to the student's mark. In addition, dealing with big data involves dealing with several
systems that can handle large data storage and analysis, and hours of processing time using
these systems yielding many analyses that can be performed. Analyses done with big data are
always highly significant if a difference exists because of large power of the large sample size
and therefore correlations may be spurious.
Preferred presentation mode: Oral.
Area of presentation: Track1: Big Data: A New Era in Learning Analytics:
Analytics for Better Quality Education.
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Abstract
1. Introduction : GIIS was established in 2002 with 48 students in Singapore and in 2015 has
expanded to 20 campuses in 7 countries across Asia nurturing over 13,000 students from 50
diverse nationalities. The organisation has been awarded 56 National / International / Global
Awards since 2008 for Education Excellence and Innovation. The prime driver for this successful
expansion is our in-house, innovative Student-Centered Learning Analytics. This ensures
continuous monitoring of our Vision at the Macro Level to “No Child Left Behind” at the Micro
Level with predictive indicators enabling us to take proactive action plans.
2. Implementation Methodology
Fig 1 : Implementation Methodology – Innovative Concept at GIIS
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3. Key Components
3.1
Vision Compliance Index
3.2
Mission Attainment Index
3.3
Culture Compliance Index
3.4
Learning Index
3.5
Correlations
3.6
Happiness Index
3.7
Universal & Integrated Balanced Scorecard
3.8
PROMISE ( PeRformance Oriented Management Information System for Education )
3.9
Process Efficiency & Effectiveness
3.10
Capacity Utilization Index – Human Resources
3.11
Capability Index – Human Resources
3.12
7S Analysis for Academic Results Prediction and Planning – please see Table 1.
Table 1 : 7S Analysis for Academic Results Prediction and Planning
S.No.
1)
2)
3)
4)
5)
6)
7)

Analysis
1st S - School wise
2nd S – Segment wise
3rd S – Subject wise
4th S – Section wise
5th S – Student wise
6th S – Teacher wise
7th S – Statistical Summary

Monitored by
Chairman
Deputy CEO
Country Director, Principal, Teachers
Principal, Level Coordinators
Principal, Level Coordinators, Teachers
Principal, Teachers
Principal

7S Analysis has now been extended to :
8S : Two Dimensional Student Subject Performance Map and
9S : Three Dimensional Student Subject Performance Map
4. Validations
The methodology for the calculation of the above measures is based on various Publications /
External Quality Bodies, for e.g. Learning Index is taken from McKinsey Report. Validations are
received from distinguished Award Bodies for e.g. 7S Methodology was awarded the “Golden
Peacock Innovative Product / Service Award 2012” by Institute of Directors, in February 2013 at
Bengaluru, India.
Fig 2 : Golden Peacock Innovative Product / Service Award 2012 for 7S Analysis
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5. Key Benefits
1) Ease of Operation : Simple, flat data base using readily available Excel tools
2) Minimal File Space
3) Adaptability, Acceptability and Replication at other campuses
4) Value Add to relevant Stakeholders
5) Low Investment
6) Scope for Evaluation and Improvement
6. Future Plans
Having implemented, tested and validated this Award Winning Analytics at 3 Campuses in
Singapore and 1 at Malaysia, it will be implemented at our recently started Abu Dhabi Campus
and in other campuses in a phased manner.

Keywords:Analytics from Macro to Micro Processes PROMISE 7S Analysis Happiness Index
No Child Left Behind

1. Introduction
Global Schools Foundation ( GSF ), established Global Indian International Schools ( GIIS )
at Singapore in the year 2002. As Late Dr L M Singhvi, Founding President, Global Schools
Foundation & Former Ambassador to United Kingdom envisioned - “The vision of Global
Schools is such that the heart is LOCAL, mind GLOBAL and the soul always striving for
EXCELLENCE.” The Foundation, in 2015, has expanded to 20 GIIS schools, across 7
countries, its systems and processes having been validated with 56 National / International
and Global Awards from distinguished Award Bodies like Asia Pacific Quality Organisation (
APQO ); Indian Merchants' Chamber Ramkrishna Bajaj National Quality Award ( IMC
RBNQA ) Trust – India; Institute Of Directors ( IOD ) – India; Malaysia Productivity
Corporation ( MPC ) – Malaysia; Standards, Productivity and Innovation Board ( SPRING )
– Singapore; Business Performance Improvement Resource ( BPIR ) – New Zealand, Global
Benchmarking Network ( GBN ) – Germany and World Education Award ( WEA ) – Dubai.
Fig 3 : Global Indian International Schools ( GIIS ) : The only school network with presence
in 7 countries
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In April 2008, the Global Centre for Education Excellence ( GCEE ) was founded with a
goal to undertake continuous enhancement and improvement in the teaching and learning
process. GCEE was officially opened by Mr.N.R.Narayana Murthy, Founder-Chairman and
Chief Mentor, Infosys, Member Presidium of Patrons, Global Schools Foundation on 11th
May 2009. The model implemented at GIIS Singapore schools was expected to be replicated
at all other GIIS Schools worldwide, which would give a cost and time advantage.
The initial challenges faced at Singapore
Internal Challenges :
1) Students admitted with varied achievement levels and admissions done throughout the year
from varied curriculums and nations
2) Scarcity of competent teachers to administer the multiple curricula
3) Ensuring affordable and competitive fee structure
4) Meeting high expectations of parents and students due to more choices available
5) To become “Schools that Learn”, a culture of Creativity and Innovation had to be
institutionalized through easy and multiple mechanisms

External Challenges
1) Students ( age 4 to 18 years ) spend less than 15% of their childhood at school ( 33%
sleeping, 52% home and community, 14 % school )
2) Singapore had topped the list of ‘Sustained School Systems Improvers in the World’
3) Singapore School Systems had improved from Fair to Good, Good to Great and Great to
EXCELLENT ( 1985 to 2008 )
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Therefore the Global Schools Foundation was faced with the challenge of bringing in
‘EXCELLENCE IN EXCELLENCE’ at Singapore.
The Solution
The First Author of this paper had the experience of implementing Performance Excellence in
70 schools across 11 cities in India, following the conventional model i.e. proceeding from
Micro to Macro processes. The experience was that it was comparatively a slow process
because the benefits arising out of standardization of Micro processes were minimal, slow and
not immediately recognized by Top Management. This resulted in loss of interest, hesitation
in allocation of resources for initiatives mostly because the return on investment arising out of
improvement in Micro processes also remained Micro, compared to the time, effort and
manpower deployed.
As a solution to the above, through a detailed brain storming session with the Top
Management, it was decided to implement Performance Excellence through Macro processes
first and then cascade down to Micro processes. This methodology has been explained in
Chapter 3. Methodology.
The methodology proved very effective and efficient resulting in several tangible and
intangible benefits and making GIIS the winner of the maximum number of Awards for
Education Excellence in the world and several Quality enhancements in every process of
Teaching and Learning including HR Practices, Innovation and Eco Innovation.
2.

Literature Review
2.1 Excellence Framework Criteria and Standards
2.1.1

Baldrige Excellence Framework ( Education ) - A Systems Approach to
Improving Your Organization’s Performance : is a means to empowering our
organization to reach goals, improve student learning and other results, and
become more competitive by aligning plans, processes, decisions, people,
actions, and results. ( created by U.S. Congress in 1987, the Baldrige
Performance Excellence Program – http://www.nist.gov/baldrige - is managed
by National Institute of Standards and Technology ( NIST ), an agency of the
U.S. Department of Commerce ).
2.1.2 EFQM ( European Foundation for Quality Management ) model : The beauty
of the Model is that it can be applied to any organisation, regardless of size,
sector or maturity. It is non-prescriptive and it takes into account a number of
different concepts. It provides a common language that enables organizations
to effectively share their knowledge and experience, both inside and outside
their own organisation. It ensures that all the management practices used by an
organisation form a coherent system that is continually improved and delivers
the intended strategy for the organisation. ( http://www.efqm.org/efqmmodel/model-criteria ).
2.1.3 Business Excellence Framework : The business excellence initiative by
Standards, Productivity and Innovation Board ( SPRING ) - Govt. of
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2.1.4

2.1.5

2.1.6

2.1.7

Singapore, helps organizations to know where they are on the excellence
journey and what they need to do to achieve a higher level of performance.
This is done through a thorough assessment of organizational performance
against the requirements of an internationally benchmarked business
excellence backdrop, the Business Excellence Framework. The business
excellence framework is aligned with excellence frameworks adopted for the
US Malcolm Baldrige National Quality Award, EFQM Excellence Award,
Japan Quality Award and the Australian Business Excellence Awards. It
comprises seven categories, namely, Leadership, Customers, Strategy, People,
Processes, Knowledge and Results. ( http://www.spring.gov.sg/BuildingTrust/Business-Excellence/Pages/business-excellence-overview.aspx ).
The Deming Prize is one of the highest awards on TQM ( Total Quality
Management ) in the world. It was established in 1951, by Union of Japanese
Scientists and Engineers ( JUSE ) in commemoration of the late Dr. William
Edwards Deming who contributed greatly to Japan’s proliferation of statistical
quality control after the World War II. His teachings helped Japan build its
foundation by which the level of Japan’s product quality has been recognized
as the highest in the world. ( https://www.juse.or.jp/deming_en/award/ ).
IOD’s ( Institute of Directors ) Golden Peacock Awards are the most powerful
way to build the brand and provide not only worldwide recognition and
prestige, but a competitive advantage in driving business. (
http://goldenpeacockawards.com/select-your-award.html ).
ISO ( International Organization for Standardization ) is an independent, nongovernmental membership organization and the world's largest developer of
voluntary International Standards. ISO 9001:2008 sets out the criteria for a
quality management system. It can be used by any organization, large or small,
regardless of its field of activity. ISO 9001:2008 is implemented by over one
million companies and organizations in over 170 countries.
( http://www.iso.org/iso/home/standards/management-standards/iso_9000.htm
). At GIIS, Singapore, conforming to ISO 9001:2008 and using the Plan-DoCheck-Act approach has led to more efficient and effective processes, more
productive employees and higher quality services delivered to more satisfied
customers. GIIS, Singapore is ISO 9001:2008 certified from Jan 2010 to Jan
2018 and will complete transition to ISO 9001:2015 by Dec 2016.
The EduTrust Certification Scheme is a voluntary scheme administered by the
Council for Private Education, Singapore ( CPE ) for Private Education
Institutions ( PEI ) in Singapore. While the EduTrust Certification Scheme is
voluntary, it is one of the prerequisites which PEIs that enroll international
students must meet to qualify for the issue of Student Passes, as stipulated by
the Immigration and Checkpoints Authority, Singapore ( ICA ). The scheme
provides a means for better PEIs to differentiate themselves as having
achieved higher standards in key areas of management and provision of
educational services - ( https://www.cpe.gov.sg/for-peis/edutrust-certification197
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2.1.8

2.1.9

scheme/edutrust-certification-scheme ). GIIS, Singapore is EduTrust certified
for 4 years from Sep 2012 till Sep 2016.
bizSAFE is a program of safety administered by the Ministry of Manpower,
Singapore ( MOM ), in association with the Workplace Safety and Health
Council, Singapore ( WSHC ). The program is divided up into five levels of
certification, each one focusing on a different area of the organization in order
to ensure that safety permeates into all levels of the structure of the company.
bizSAFE Level 3 is the final implementation of the plan conceived by the Risk
Management ( RM ) Champion in Level 2. This implementation must be
thoroughly audited by a representative of the MOM ( usually an approved
WSH Auditor ) to ensure that the plan complies with the WSH ( Risk
Management ) Regulations of 2006 - ( http://www.bizsafesg.com.sg/roadmap/
). GIIS, Singapore is bizSAFE Level 3 certified from Jul 2013 till Jun 2016.
OHSAS 18000 is an international occupational health and safety management
system specification. It comprises two parts, 18001 and 18002 and embraces
BS8800 and a number of other publications. OHSAS 18001 was created via a
concerted effort from a number of the world’s leading national standards
bodies, certification bodies, and specialist consultancies. OHSAS helps in a
variety of respects : minimise risk to employee; improve an existing OH&S
management system; demonstrate diligence; gain assurance. The benefits can
be substantial. ( http://www.ohsas-18001-occupational-health-and-safety.com/
). OHSAS 18001:2007 certification is under implementation at GIIS,
Singapore.

2.2
Books
Several Books and publications have helped the author in the implementation of Quality
through Performance Excellences. These include :
2.2.1 SCHOOLS THAT LEARN : A Fifth Discipline Fieldbook for Educators, Parents
and Everyone who Cares About Education - authored by Peter Senge, Nelda H.
Cambron – McCabe, Timothy Lucas, Bryan Smith, Janis Dutton, Art Kleiner.
2.2.2 ACHIEVING EXCELLENCE – authored by Robert Heller
2.2.3 How CHILDREN SUCCEED – authored by Paul Tough
2.2.4 The Balanced Scorecard : Translating Strategy into Action – authored by Robert S.
Kaplan, David P. Norton
2.2.5 How the world’s most improved school systems keep getting better - McKinsey &
Company | November 2010 | By Mona Mourshed, Chinezi Chijioke, and Michael
Barber
2.2.6 Shaping the Future : How good Education Systems Can Become Great in the
Decade Ahead - Report on the International Education Roundtable: 7 July 2009,
Singapore – McKinsey & Company – Sir Michael Barber and Dr.Mona Mourshed
2.2.7 Education for Sustainable Development : Linking Learning and Happiness –
UNESCO Bangkok, 2007
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2.2.8

Window on Bhutan, Issue IX 2012 – Happiness as the Ultimate Goal of
Development

2.3 Conferences attended by the authors
2.3.1 Asia Pacific Quality Organization ( APQO ) conferences at
2.3.1.1
Iran in 2008
2.3.1.2
Mexico in 2009
2.3.1.3
Nepal in 2010
2.3.1.4
Singapore in 2011
2.3.1.5
Sri Lanka in 2012
2.3.1.6
Indonesia in 2013
2.3.1.7
Malaysia in 2014
2.3.1.8
China in 2015
2.3.2

Indian Merchants’ Chamber Ramkrishna Bajaj National Quality Award ( IMC
RBNQA ) Trust’s annual conferences “Making Quality Happen” - Best Practices
Sharing by Winners of the IMC RBNQA at Mumbai, India in
2.3.2.1
Year 2009
2.3.2.2
Year 2010
2.3.2.3
Year 2011
2.3.2.4
Year 2012
2.3.2.5
Year 2013
2.3.2.6
Year 2014
2.3.2.7
Year 2015

2.3.3 Standards, Productivity and Innovation Board ( SPRING ), Singapore – BE
Excellence Global Conferences at Singapore in
2.3.3.1
Year 2008
2.3.3.2
Year 2011
2.3.3.3
Year 2012
2.3.3.4
Year 2013
2.3.3.5
Year 2014
2.3.3.6
Year 2015
2.3.4

Institute of Directors ( IOD ) India :
2.3.4.1
23rd World Congress - Leadership & Quality of Governance at India in
2013
2.3.4.2
Dubai Global Convention - Business Excellence, at Dubai ( UAE ) in
2013
2.3.4.3
15th World Congress on Environment Management at India in 2013
2.3.4.4
London Global Convention - 13th International Conference on Corporate
Governance & Sustainability at UK in 2013
2.3.4.5
24th World Congress – Total Quality and Leadership at India in 2014
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2.3.4.6
2.3.4.7

2.3.5

14th London Global Convention on Corporate Governance &
Sustainability at UK in 2014
Dubai Global Convention 2015 – 25th World Congress on Leadership for
Business Excellence and Innovation at Dubai in 2015

Business Performance Improvement Resource ( BPIR.com )
2.3.5.1
5th Business Excellence Global Conference and 8th International
Benchmarking Conference cum 2nd International Best Practice
Competition & 2nd Global Benchmarking Award at Singapore in 2013
2.3.5.2
1st International Conference on Public Sector Productivity and Innovation
Cum 4th International Best Practice Competition at Philippines in 2015
2.3.5.3
GBN’s 9th International Benchmarking Conference at Dubai in 2015

3. Methodology
Fig 4 : Education Excellence : Innovative Concept at GIIS
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Fig 5 : Implementation Methodology for “Quality through Performance Excellence” - Macro
to Micro processes

Fig 6 : Implementation Methodology : Summary

Innovative Concept : Macro to Micro
SPRING,

2008

MACRO IMC

1 Award

Cumulative Steps

RBNQA

2009

MACRO

APQO

2010

MICRO
ISO 9001:2008 + MPC,
+
APQO, SPRING
MACRO

1 Certification
+ 4 Awards

2011

MICRO
EduTrust + SPRING, IMC
+
RBNQA, APQO
MACRO

1 Certification
+ 6 Awards

2012

MACRO IMC RBNQA, APQO, SPRING, IOD

7 Awards

2 Awards
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2013

MICRO
bizSAFE, BPIR, GBN + IMC RBNQA, IOD,
+
APQO
MACRO

1 Certification
+ 2 Awards +
8 Awards

2014

MICRO
+
TEC + IMC RBNQA, APQO, IOD, SPRING
MACRO

2 Awards +
10 Awards

2015

MICRO
MQH, TEEC, BPIR, GBN + IMCRBNQA,
+
APQO, IOD
MACRO

5 Awards +
6 Awards

Fig 7 : Implementation Methodology : Processes and Innovative Practices

2008

VMC
Formulation, 19
Macro Processes
for Performance
Excellence
+
Learning Model

1 Award

2009

Innovative
Pedagogy,
Global
Education
Excellence
Model
Processes to ensure No
Child is Left Behind

2 Awards

2010

26 Processes for ISO, Excellence
through
Improvement
and
Innovation

1 Certification +
4 Awards

2011

51 Processes for EduTrust, Effectiveness &
Efficiency Map ( Innovation Map ),
Processes to make the School a "School of
Happy Learners"

1 Certification +
6 Awards

2012

Processes for Innovative Services, Eco Innovation

7 Awards

Innovative HR Practices, Processes for Safety, SMILE to

Cumulative Steps

2013

2 2

Excellence, STEER process for Benchmarking, M I
Multiple Mechanisms to Institutionalise Innovation )

(

1 Certification +
2 Awards + 8
Awards

2014

Innovation Management Processes, Innovative Student Improvement
Plan Methodology, Processes for Corporate Governance

2 Awards +

2015

Kindness Movement as our CSR, Social Innovation through
Education, Enhanced Workplace Safety & Health processes

5 Awards +
6 Awards

10 Awards
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Cumulative Steps

Fig 8 : Implementation Methodology : Measures

2008

50 measures for
results for Macro
processes in 2008
and 80 measures
as of Mar 2014

1 Award

2009

Balanced Score Card in 2009
with 24 measures evaluated and
improved to Universal
and
Integrated Balanced Score Card
with 84 measures as of 31st Mar
2014, Indicators of Quality in
Education

2 Awards

2010

PROMISE
report
(
59 measures in 2010 and 65
measures as of May 2015 ), 7S
Analysis

2011

Measures for Effectiveness & Efficiency of
Processes / Performance Index / Innovation
Chart, Happiness Index

2012

8S ( Two dimensional ), 9S ( Three
Dimensional ) Student - Subject Performance
Analysis, Correlations

7 Awards

2013

Employee Engagement Survey - 25 measures

1
Certification
+ 2 Awards
+ 8 Awards

2014

Evaluation and Improvement of measures implemented from
2008

2 Awards +
10 Awards

Consolidation of all measures; Effectiveness of Kindness
measured through Correlation Analysis; HR
and Capacity; BSC, PROMISE and 7S
institutionalized at GIIS,KL

5 Awards +
6 Awards

2015
Movement
New
Capability
initiatives

1

Certification

+ 4 Awards
1

Certification

+ 6 Awards

Drive Business Excellence through Universal & Integrated Balanced Scorecard ( U&I
BSC )
1. U&I BSC fits the requirements of different Excellence Frameworks and Standards
prescribed to by GIIS
2. Correlations between perspectives ( e.g. No. of Processes Standardised vs. Learning
Index ) and within perspectives ( e.g.. English vs. Maths )
3. Clear Cause and Effect analysis
4. Results prediction and action plans to ensure No Child Left Behind
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Quality through measures
We believe ‘What we cannot measure, we cannot improve’. All our
actions and activities are measured for alignment to Vision, Mission
and Core Values. Progress is tracked through Universal &
Integrated BSC ( U&I Balanced Score Card ) at Macro level to
PROMISE ( PeRformance Oriented Management Information
System for Education ) at a Micro level and 7S to ensure NO Child
is Left Behind by predicting and planning results. We measure all
that we do, Predict and Plan Results Proactively.

We strongly
believe:

‘What We
Cannot
Measure,
We Cannot
Improve’

Fig 9 : Universal & Integrated Balanced Scorecard with 84 measures, satisfies the
requirements of different Excellence models and Standards – Sample
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Fig 10 : PROMISE ( PeRformance Oriented Management Information System for Education )
- monthly report with 65 measures ( ver 7, w.e.f 1st May 2015 ) to track achievement of
Strategic Objectives – Sample

MONTH:
January 2016

Campus

Queenstown

Version 7 / 1st May 2015
GIIS PROMISE - PeRformance Oriented Management Information System for Education
2015-2016
KEY
INDICATORS

Unit
of
Measure

Last
(Dec)

Current
(Jan)

Cum.
w.e.f
April

Target
2015-16

Perspective

Cascaded
To

Frequency

1 Customer Results
1.1 Customer Satisfaction and Retention
1.1-1) Number
of Students on
Roll
1.1-2) Number
of
New
Starters for the
Month
1.1-3) Number
of Leavers for
the Month
1.1-4) Campus
transfers
1.1-5) Overall
Student
Satisfaction
Index
External
Survey

Number

1702

1712

1712

1650

G

VP

Monthly

Number

1

13

266

460

G

AM

Monthly

Number

20

5

221

250

G

AM

Monthly

Number

0

5

11

5

G

AM

Monthly

%

76.14

76.14

76.14

80

C

P

Annually

Legend:
AE = Accounts Executive
AM = Admissions Manager
HR = HR Executive
LC = Level Coordinator
QC = Quality Coordinator

FC = Finance Controller
OE = Operations Executive
P = Principal
TE = Transport Executive
VP = Vice Principal

C = Customer
F = Finance
G = Growth
I = Internal
L = Learning

205

ISSN 2414-6099
Fig 11 : Correlation Analysis of Key Indicators at GIIS Kuala Lumpur Campus - as a means
to identify and test Best Practices
Process
Effectiveness
Measures
of
GIIS
( based on measures for 2012-13, 13-14 & 14-15 )

Kuala

Lumpur

:

2015

Overall
Operational
Performance
( Vision Compliance Index )
Key Indicators
S.No. Overall Operational Performance ( Vision Compliance Index ) 100.00%
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25

Culture Compliance Survey for Students
100.00%
Library Usage
100.00%
Hindi / Tamil / French ( Class 10 )
99.99%
Students Participation in Prochamps
99.97%
Library Books
99.96%
External Exams - Student participation tin UNSW Science
99.95%
Vendors/Supplier and contactors satisfaction survey results- based
99.95%
on 11 parameters
Teacher's Participation in Quality Circle
99.89%
No. of interschool Sports Awards won
99.86%
Income
99.81%
Student Participation in International English National Olympiad 99.54%
Student participation in National Science Olympiad
99.50%
Science ( Class 10 )
99.48%
Learning Index of students
99.34%
Cultural Compliance Index-Suppliers
99.16%
Profit
99.13%
Social Responsibility and support of key communities
99.07%
Workforce training hours
98.97%
Culture Compliance Index-Faculty and Staff
98.97%
External Exams - Student participation in UNSW Maths
98.72%
English ( Class 10 )
98.38%
Additional Learning Initiatives taken
98.20%
Number of Key Processes Standardized
98.20%
Overall percentage attendance in training
97.77%
Teachers Satisfaction Survey Results
97.57%

Key Components of Student-Centered Learning Analytics at Global Indian International
Schools ( GIIS ) are
1) Vision Compliance Index
2) Mission Attainment Index
3) Culture Compliance Index
4) Learning Index
5) Correlations
6) Happiness Index
7) Universal & Integrated Balanced Scorecard
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8)
9)
10)
11)
12)

PROMISE ( PeRformance Oriented Management Information System for Education )
Process Efficiency & Effectiveness
Capacity Utilization Index – Human Resources
Capability Index – Human Resources
7S Analysis for Academic Results Prediction and Planning : Students and teachers
performance measured and monitored through a unique in house developed 7 S analysis
tool on a database in Microsoft Excel.

7S Analysis is used to ensure NO Child is Left Behind by Predicting and Planning results.
1S - School wise analysis: This is the top level analysis which would be reviewed by the
Chairman as per specific frequency.
2S - Segment wise analysis: This is the second level of analysis used by Principal to review
the performance of students in various subjects in each segment.
3S - Subject wise analysis: This is the third level of analysis in which performance of all
students in all examinations in a semester in each subject is monitored.
Fig 12 : 7S Analysis for Academic Results Prediction and Planning – 1S ( School wise ), 2S
(Segment wise ) & 3S (Subject wise )

Analysis of Academic Performance of GIIS East Coast Campus, Singapore
School Wise, Segment Wise, Subject Wise - 1S, 2S and 3S Analysis
Segment : S2 (Classes 1 to 5), S3-1 (Classes 6 to 10 CBSEi), S3-2 (Classes 8 to 10 IGCSE)
( As of October 31 , 2015 )

1

1S

Chair
man

Entire
School

89%

2

2S

Dy.CE
O

S1 - Nursery
To K2

11%

3

2S

Dy.CE
O

S2 - Class I to
V

50%

4

2S

Dy.CE
O

S3-1 - Class
VI To X
CBSE

26%

MAR '14

Total
Stren
gth :
1362
All
Subje
cts
All
Subjec
ts
All
Subjec
ts
All
Subjec
ts

84

SEPT '15

Subje
ct

MAR '15

Monito
red By

Segment
Code
/
Descriptio
n

SEPT '14

SN
O

Anal
ysis
Code

% of
Stude
nts as
of 1st
Oct
2015
:

83

85

83

(

Sample

)

Trend
Equation

Trend
Increasin
g/
Decreasin
g

Targe
t
Mar'1
5

Targe
t
Mar'1
6

y = 83.67

Stagnant

85

87

Exams are not conducted.

87

86

88

88

y = x +
85.33

Increasin
g

89

90

84

83

85

83

y = 83.67

Stagnant

86

86
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5

2S

6

3S

7

3S

8

3S

Dy.CE
O

S3-2 - Class
IGCSE - VIII
To IGCSE X

13%

All
Subjec
ts

75

75

76

74

Countr
y Dir.
Princi
pal

Entire
School

89%

Englis
h

82

81

84

82

S2 - Class I to
V

50%

Englis
h

85

83

87

87

Princi
pal

S3-1 - Class
VI To X
CBSE

26%

Englis
h

81

82

84

81

y = -0.5x
+ 76

Decreasin
g

79

79

y = .5x +
76
y = 2x +
81.67

Increasin
g

82

86

Increasin
g

86
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85
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4S - Section wise analysis: This is the fourth level of analysis to measure and monitor the
performance of students at each section level such as class 5, 6 etc.
Fig 13 : 7S Analysis for Academic Results Prediction and Planning – 4S ( Section wise )
Academic Performance of GIIS, Balestier Campus , Singapore
Section Wise - 4S Analysis ( Sample )

SN

%
of
Students as
Segment
on 30th Sept
Code
/ 2015
: Subject
Description Total
Strength
:
782

1

Entire Pri 1 14.06%

All Subjects

93

93

94

2

PRI 1 A

3.58%

All Subjects

95

94

3

PRI 1 B

3.45%

All Subjects

92

4

PRI 1 C

3.58%

All Subjects

5

PRI 1 D

3.45%

All Subjects

Increasing

96

97

y = 1.5x + 92.66

Increasing

95

96

93

y = -x + 96.66

Decreasing

94

94

95

94

y = 94

Stagnant

90

93

92

94

y = 0.5x + 92

Increasing

SEPT'15
y = 0.5x + 92.66

MAR'15

94

SEPT'14

Trend
Increasing/
Decreasing

MAR'14

Trend Equation

5S - Student wise analysis: This is the fifth level of analysis in which an individual
student’s performance in all the subjects is measured from the time the student takes
admission till he/she leaves/graduates from the school.
Fig 14 : 7S Analysis for Academic Results Prediction and Planning – 5S ( Student wise )

309 S3-1

Student 1 8C

310 S3-1

Student 1 8C

All Subjects
English
Second
Language
Mathematics

Sept'15

Mar'15

Subject

Sept'14

Segment
Name of
SNO Code
/ the
Class
Description Student
307 S3-1
Student 1 8C
308 S3-1
Student 1 8C

Mar'14

Academic Performance of GIIS, East Coast Campus, Singapore
Student Wise - 5S Analysis ( Sample )
Trend
Equation

Trend
Increasing/
Decreasing

85
81

89
78

89
82

87
81

y = -x + 90.33 Decreasing
y = 1.5x + 77.33 Increasing

88

91

94

88

y = -1.5x + 94

89

86

79

89

y = 1.5x + 81.66 Increasing

Decreasing

208

ISSN 2414-6099
311 S3-1
312 S3-1
313 S3-1
314 S3-1

Student 1 8C
Student 1 8C

Science
Social Studies

82
86

87
93

93
91

88
89

y = 0.5x + 88.33 Increasing
y = -2x + 95
Decreasing

Student 2 8C
Student 2 8C

86
76

83
74

89
80

88
79

y = 2.5x + 81.66 Increasing
y = 2.5x + 72.66 Increasing

315 S3-1

Student 2 8C

83

80

86

82

y = x + 80.66

316 S3-1
317 S3-1
318 S3-1

Student 2 8C
Student 2 8C
Student 2 8C

All Subjects
English
Second
Language
Mathematics
Science
Social Studies

93
88
90

85
90
87

95
93
93

92
94
91

y = 3.5x + 83.66 Increasing
y = 2x + 88.33 Increasing
y = 2x + 86.33 Increasing

Increasing

6S - Teacher Wise analysis: This is the sixth level analysis which ensures the monitoring of
all teachers performance in the respective subjects they teach.
Fig 15 : 7S Analysis for Academic Results Prediction and Planning – 6S ( Subject Teacher
wise )

Sep'15

Mar'15

Mar'14
Sep'14

Analysis of Teacher Performance, GIIS East Coast Campus, Singapore
Subject
Teacher
Wise
Analysis
6S
Analysis
(
Sample
)
( As of October 31, 2015 )
Trend
Class
Trend
Increasing
SNO Teacher
Subject
/
Remarks
Equation
/
Level
Decreasing
IG84 Teacher 1
Chemistry
81 60 78 70 y = 5x + 59.33 Increasing
10
85

Teacher 1

Chemistry

IG-9 67 66 71 68 y = x + 66.33 Increasing

86

Teacher 1

Chemistry

IG-8 74 66 80 76 y = 5x + 64

87

Teacher 1

Chemistry

10

85 81 89 86

88

Teacher 1

Chemistry

9

72 77 82 75 y = -x + 80

Decreasing

89

Teacher 1

Chemistry

8

85 83 80 83 y = 82

Stagnant

90

Teacher 1

Science

7

83 85 89

Increasing

y = 2.5x +
Increasing
80.33

Not
Handling

7S - Statistical Summary : This is the 7th and last level of analysis which helps
monitor macro level performance of the school in academic achievement through 13
statistical indicators.
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Fig 16 : 7S Analysis for Academic Results Prediction and Planning – 7S ( Summary
Statistics )

SUMMARY STATISTICS – 7S
( As of October 31, 2015)
Mar'14

Sep'14

Mar'15

Sep'15

Mean

84.44

83.08

85.25

83.34

Standard Error

0.12

0.11

0.11

0.11

Median

88

88

89

88

Mode

92

100

100

100

Standard Deviation

14.03

14.60

13.51

14.95

Sample Variance

196.87

213.07

182.39

223.59

Kurtosis

2.24

2.36

3.06

2.34

Skewness

-1.42

-1.42

-1.58

-1.44

Range

92

97

96

96

Minimum

8

3

4

4

Maximum

100

100

100

100

Sum

1194031

1461940

1392102

1498983

Count

14141

17597

16329

17987

No Child Left Behind

Analysis of Academic Performance of
GIIS East Coast Campus, Singapore

1328
1337
1343
1362
No. of Students
Aim High … Soaring ! Aim Low … Boring ! If you think you can't … you won't, if we think we
can, we will !

7S Analysis has now been extended to :
8S - Two Dimensional Student Subject Performance Map and
9S - Three Dimensional Student Subject Performance Map
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Fig 17 : 7S Analysis for Academic Results Prediction and Planning – 8S ( Two
Dimensional Student Subject Performance Map )

Two Dimensional Student Subject Performance Map - 8 S ( Sample )
Name:
Student A
Class:
10 A
GIIS, East Coast Campus,
Singapore
Trend
Increasing
Stagnant
Decreasing
Second
Business
Language,
80% to 100%
80% to 100%
Studies
Chemistry,
Biology
40% to 80%

English,Eng
Lit,Physics,

40% to 80%

0 to 40%

0 to 40%
Increasing

Class Teacher : 10A

Stagnant
Trend

Decreasing
Principal
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Fig 18 : 7S Analysis for Academic Results Prediction and Planning – 9S ( Three Dimensional
Student Subject Performance Map )
Three Dimensional Student Subject Performance Map - 9S ( Sample )
Name : Student B, GIIS East Coast Campus, Singapore
English

100
English
(% Marks)

Exam1 (Sep'13)
Exam2 (Mar'14)
Exam3 (Sep'14)
Average
Prediction
(Mar'15)

83
93
94
90

M
a
r
k
s

0

100
100

83

93

y = 5.5x + 79
94

Exam1
(Se p'13)

90

Exam2
(Mar'14)

89

Exam3 Pre diction
(Se p'14) (Mar'15)

90
89
91

%
M
a
r
k
s

91

90

91

Exam1 Exam2 Exam3 Prediction
(Sep'13) (Mar'14) (Sep'14) (Mar'15)

Mathematics

y = 0.3333x + 95.222
100
Math
(% Marks)
96
95
97
96

97

%
M
a
r
k
s

96

95

100

Exam1
(Sep'13)

Exam2
(Mar'14)

Exam1 (Sep'13)
Exam2 (Mar'14)
Exam3 (Sep'14)
Average
Prediction
(Mar'15)

72
83
79

0
Exam1
Exam2 Exam3 Prediction
(Sep'13) (Mar'14) (Sep'14) (Mar'15)

94

y = 1.5x + 86.333

ICT

ICT
(% Marks)

Exam1 Exam2 Exam3 Prediction
(Sep'13) (Mar'14) (Sep'14) (Mar'15)

Exam1 (Sep'13)
Exam2 (Mar'14)
Exam3 (Sep'14)
Average
Prediction
(Mar'15)

79

94

100

0

83
72

%
M
a
r
k
s

78

97

97

Exam3 Prediction
(Sep'14) (Mar'15)

y = 3.5x + 71
100
Social
Studies
(% Marks)

0

58

0

100

Social Studies

Second
Language
(% Marks)

Exam1 (Sep'13)
Exam2 (Mar'14)
Exam3 (Sep'14)
Average
Prediction
(Mar'15)

58
77
83
73

83

77

%
M
a
r
k
s

y = 0.5x + 89
91

Second Language

Exam1 (Sep'13)
Exam2 (Mar'14)
Exam3 (Sep'14)
Average
Prediction
(Mar'15)

Science
(% Marks)
Exam1 (Sep'13)
Exam2 (Mar'14)
Exam3 (Sep'14)
Average
Prediction
(Mar'15)

y = 12.333x + 49

100

Science

100
76

Class: 10 B

87
91
90
89

98

%
M
a
r
k
s

87

91

90

98

0
Exam1 Exam2 Exam3 Prediction
(Sep'13) (Mar'14) (Sep'14) (Mar'15)
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Validations
The methodology for the calculation of the above indices is based on various
Publications / External Quality Bodies, for e.g. Learning Index is taken from McKinsey
Report.
Fig 19 : Extract from McKinsey Education - International Education Roundtable 7 July
2009 ( Pg 12 )

7S Methodology was awarded the Golden Peacock Innovative Product / Service Award 2012
from Institute of Directors, India in February 2013 at Bengaluru, India and World Education
Award 2016 for Impelling Innovations in Teaching Pedagogy for internalizing 9 GEMS
Framework for holistic learning duly supported by 7S Analysis for Academic Results Prediction
and Planning from World Education Summit in February 2016 at Dubai
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Fig 20 : Golden Peacock Innovative Product / Service Award 2012 for 7S Analysis

Fig 21 : World Education Award 2016
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4. Results
Fig 22 : Our Growth in Numbers
Number of
Campuses

Number of Students
(Worldwide)

20

1

2015

2002

13,000+

48

2002

2015
Winner of

Presence across

7 countries
in Asia & the
Middle East

56 International &
National Awards
from distinguished
organisations, including APQO,

IOD and SPRING Singapore

Fig 23 : Setting Academic Benchmarks with Toppers in IB Diploma, Cambridge IGCSE and
CBSE : GIIS Students

Produced

4 IB World Toppers
& 14 near-perfect
scorers in International
Baccalaureate Diploma
Examinations from 2007 to
2015

35%

84%
Students secured A* & A
grades in the IGCSE
Cambridge UK Class 10
Examination 2015

Nearly 40%

IB graduates of 2015
secured placements in
world’s top 50 universities
including Cambridge and

of GIIS graduates have
secured placements in
Singapore’s top
universities, including

Oxford

NTU, NUS and
SMU
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Fig 24 : University Placements in World’s Top 50 universities – GIIS Students

Fig 25 : Continual Improvement of Indicators of Quality in Education at GIIS Queenstown
Campus
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Fig 26 : Continual Improvement of Indicators of Quality in Education at GIIS East Coast
Campus
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Fig 27 : Continual Improvement of Indicators of Quality - including Happiness Index, in
Education at GIIS Balestier Campus

Fig 28 : Continual Improvement of Indicators of Quality in Education at GIIS Kuala
Lumpur Campus
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Effectiveness : Customer Satisfaction Index
- Students

Fig 29 : Continual Improvement in Process Efficiency & Effectiveness – sample GIIS
Kuala Lumpur Campus

100%

2014-15
( 92,86 )

80%

2013-14
( 85,75 )

2012-13
( 78,71)

60%

40%

20%

0%

70%

80%

90%

100%

Efficiency : Vision Compliance Index

Fig 30 : Continual Improvement in Capability and Capacity Index for HR – sample GIIS
Kuala Lumpur Campus
Capability and Capacity Index for HR : GIIS Kuala Lumpur Campus, Malaysia
All
Students
November 20,2015

All

Key Indicators UOM 2012-13

Subjects

2013-14

2014-15

(Class

Capacity Index

1

to

Capability Index

12)

Performance Index

Achieved Target Achieved Target Achieved Target

2012- 2013- 2014- 2012- 2013- 2014- 2012- 2013- 201413
14
15
13
14
15
13
14
15

All students all
1 subject average %
(class 1 to 12)

82.5

82.0

84.0

83.0

85.0

84.5

100.6 101.2 100.6 97.6

99.4

100.6 98.2

100.6 101.2

All students all
2 subject average %
(class 1 & 2)

85.0

84.0

86.0

85.5

88.0

87.0

101.2 100.6 101.1 97.7

98.9

101.1 98.9

99.4

102.3

All students all
3 subject average %
(class 3 to 5)

83.0

82.0

84.0

84.0

84.5

85.0

101.2 100.0 99.4

98.8

99.4

98.8

98.8

97.6

98.8
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All students all
4 subject average %
(class 6 to 8)

83.0

82.0

83.5

83.0

85.0

84.0

101.2 100.6 101.2 98.8

99.4

All students all
5 subject average %
(class 9 & 10)

83.0

82.0

86.0

85.0

87.0

86.0

101.2 101.2 101.2 96.5

100.0 101.2 97.7

101.2 102.3

All students all
6 subject average %
(class 11 & 12)

78.0

77.0

79.0

79.0

81.0

80.0

101.3 100.0 101.3 97.5

98.8

98.8

101.2 100.0 100.0 102.4

101.3 98.8

102.5

Key Benefits of 7S Analysis
1. Ease of Operation : Simple, flat data base using readily available Excel tools
2. Minimal File Space
3. Adaptability, Acceptability and Replication at other campuses – started at 1
campus now deployed in 4 campuses
4. Value Add to relevant Stakeholders
Deployed through :
a) Universal and Integrated Balanced Score Card ( U&I BSC ) and
PeRformance Oriented Management Information System for Education (
PROMISE ) measures linked to Vision, Mission and Core Values at all 3
Singapore Campuses and 1 Malaysia Campus
b) Weekly Top Management Meeting ( TMM ) by Country Director,
attended by School leadership team ( all 3 Singapore campuses ) and
subsequently shared with all faculty and staff to review U&I BSC,
PROMISE and Strategies to enable Corrective, Preventive and Proactive
actions and Promote Sharing & Learning
5. Low Investment
6. Scope for Evaluation and Improvement
New Initiatives :
a. Lean Six Sigma for cost reduction
b. Process Mapping
c. Methodology for Excellence through Gap Analysis ( MEGA ) for
determination of Blind Spots and Action Plans
d. Knowledge Index, Innovation Index ( in progress )
e. Indices for Nine Gems ( in progress )
f. Teacher – Student Mapping : To map Teaching to Learning Styles ( Toy
lab and Survey )
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Fig 31 : Year - wise Education Excellence Awards won from May 2008 to Jan 2016 - 56
Awards
Year - wise Education Excellence Awards won from May 2008 to
Jan 2016 - 56 Awards
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Fig 32 : Education Excellence Awards won from different Award Bodies from May 2008 to
Jan 2016

Education Excellence Awards won from different Award
Bodies from May 2008 to Jan 2016
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Fig 33 : Education Excellence Awards Won – National / International / Global Awards from
May 2008 to Jan 2016
Education Excellence Awards Won – National / International /
Global Awards from May 2008 to Jan 2016
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Fig 34 : Education Excellence Awards received for different streams of Teaching & Learning
from May 2008 to Jan 2016
40

Education Excellence Awards received for different streams of
Teaching & Learning from May 2008 to Jan 2016

32

20

5

4

4

3

2

1

1

1

1

1

1

0

222

ISSN 2414-6099
Fig 35 : Education Excellence Awards received at different Countries from May 2008 to Jan
2016
Education Excellence Awards received at different Countries
from May 2008 to Jan 2016
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Fig 36 : Education Excellence Awards won from May 2008 to Jan 2016 – 56 Awards

224

ISSN 2414-6099
Fig 37 : Congratulatory Letter from Dr.Mann, Head – Centre for Organisational Excellence
Research and Chairman Global Benchmarking Network
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5. Future Plans
Student Centered Learning Analytics implemented, tested and validated at 3 Campuses in
Singapore and 1 Campus at Malaysia :
To be implemented at our recently started Abu Dhabi Campus in 2016 and in other campuses
in a phased manner by 2017.
Fig 38 : GIIS, Abu Dhabi Campus
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An Enterprise Architecture Framework for Teaching and
Learning in Digital World.

Shridhar Iyengar
Softlink Information Systems, India
Shrey Iyengar
Birla Institute for Technology and Science , Dubai, UAE.

Abstract
The Paper examines the need and opportunities of adopting an Enterprise Architecture of Governance and
service delivery for Teaching and learning in Digital world.
From a Student’s and Academic Service providers’ point of view, they will interact with the Authority
through educational services. Those services are built on capabilities which use data and information assets.
The capabilities are categorized into broad areas, Specializations and Vocational or Special Skill/Functions.
The architecture guides agencies and the Authority through their transformation, analysis, design and
reengineering activities. Data governance and quality assurance will guide agencies with their data (re)use
and share of information. The technology assets (teaching and communication applications, ICT services
and infrastructure) are categorised in a common way and will result in cost benefits by sharing, and
decrease redundancies. These are guided by security and privacy standards. To improve agencies’
performance, governance and cost benefits, measurements will be in place. All influenced by strategic goals,
objectives and policy.
An Enterprise Architecture for learning should bring in the desired outcome of reach, in time, effective
learning and required learning for all using the current technology innovations.
Keywords: Teaching Reference Architecture; Learning Framework; ICT architecture for Learning;

Introduction
Aim of the paper
This paper is centred on exploration and examination of retrofitting Government Enterprise
Architecture framework for Information Communication Technology (ICT) to smart learning for
higher education (HE). The shift towards technologically-mediated creation of content
development, sustenance, reuse, dissemination, and research for teaching and learning services over
the last ten years has prompted the selection of The Enterprise ICT Architecture for adoption to this
field. The self-correcting, evolving and scalable ICT architecture provides a great opportunity to
learning and teaching industry to optimize resources, manage costs, yet provide higher education
cost effectively, timely, accurately, and exactly where needed.
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The paper offers a review and examination of the enterprise architecture within the context of
teaching and learning the smart way in future. It does this through analysis of each dimension of the
architecture, its impact and reasons of adoption, while addressing few concerns in the current setup
and bridging gaps across others. It lays stress on minimising spends and optimizing resources
through technology usage and smart process integration and feedback management. It emphasizes
on goal based outcomes, standards establishments, performance driven through measurable metrics,
and scalability.
The Method
The paper is based on the review of the following reference architecture frameworks. Australian
Government Architecture Reference Models, Government Enterprise Architecture for New Zealand
and Federal Enterprise Architecture Framework. In its current analysis the paper attempts to reuse
the architecture as is for the teaching and learning function. The actors namely Government,
Citizen, agencies and partners are mapped to Education Governance Authority or University
Commission, Aspiring learner, Educational Institutes, private enterprises engaged in education
respectively.
The paper attempts to map and review the dimensions of the architecture namely strategy
and Policy, Performance, Business, Data and Information, Application and IT services,
Infrastructure, Security and Privacy, and Standards for the teaching and learning Function.
Since the Enterprise Architecture is modelled on the principal of customer centricity namely the
Citizen of the country, it has relevance to the Aspiring Learner for the teaching and learning
industry. The framework is built on helping the Aspiring Learner attain his knowledge acquiring
goals through the outcomes of teaching and learning.
The study will examine the key outcomes of adopting such a framework and describe each
dimension and its reference model’s impact and influence over others.
Teaching and Learning Architecture Framework (TLAF) Primary Outcomes
TLAF helps in enabling the following four primary outcomes:
Success of Education Goals and Objectives– Provide a consistent view and accurate information
within and across agencies to support planning and decision making
Functional Integration – Facilitate and encourage interoperability, reuse within and across
agencies and between programs and enhanced services by the use of Enterprise Architecture
standards
Authoritative Reference – Provide an integrated, consistent view of strategic goals, business
services and enabling technologies across the entire education organization, including programs,
services, and systems
Resource Optimization – Provide a harmonized and consistent view of all types of resources
in each functional area, program, and system area
The TLAF structure below in Figure-1 shows the different layers within the architecture.

228

ISSN 2414-6099

Figure-1 TLAF Reference Architecture Layers.

TLAF Dimensions
Refer to Table-1 for a brief review and understanding of the dimensions of the reference
architecture and what they do.
Table – 1 TLAF Dimensions – Descriptions
Dimension

Description

Strategy and Policy

The TLAF Strategy and Policy reference model is designed to provide
linkage between the architecture and strategic goals, policies and
investments for Education.

Performance

The TLAF Performance reference model describes performance
frameworks and related metrics that apply across other dimensions of
TLAF.

Business

An Education Business reference model is a generic representation of
the education business processes, products and services that deliver the
education and learning outputs of the education institution. In TLAF,
the Business reference model emphasises aspects of learner centricity
and channel shift that are objectives of the Information and
Communication Technology (ICT) strategy and Action Plan.

Data and Information

TLAF, Data and Information primary purpose is to discover, describe,
manage, share and reuse information within and across agencies. It
describes best practices and artefacts that can be generated from the
data architectures. It also provides a data and information governance
framework, and maturity assessment.
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TLAF, Application and ICT Services describes the business
applications, teaching and learning applications, including ‘Software as
Application and ICT
a Service’, that support the core and business processes of the
Services
enterprise. It includes core business applications, COTS institutional
applications and end user/learner applications.
Infrastructure

TLAF Infrastructure describes the technology infrastructures that
support the application and business processes of the educational
enterprise. It may include insourced, outsourced or cloud capabilities.

Security and Privacy

TLAF Security and Privacy does not prescribe a “new” approach, but
rather gives an enterprise architecture context to the relevant security
and privacy requirements for educational agencies, and other guideline
artefacts, that form the eco-system (or life-cycle) for ICT security and
privacy.

Standards

TLAF Standards categorises the information and technology standards
base for the education authority. TLAF will restructure the standards
base mapped to the TLAF dimensions i.e. Business, Data and
Information, Application and ICT Service, Infrastructure, and Security
and Privacy.

The TLAF Business dimension has five sub-dimensions as described in the Table-2 below:
Table-2 Business dimensions – Subdivided.
Sub-dimension

Description

Aspiring Learner

TLAF Aspiring Learner focuses on the Aspiring Learner aspects of
the business, those people and organisations receiving services
from Education Authority, e.g. personas, segmentation, and
Aspiring Learner experiences.

Channel

TLAF Channel focuses on the channels Aspiring Learners use to
obtain learning services from Education Providers.

Product
Service

and TLAF Education Product and Learning Service contains a
description the Education products and learning services Education
Authority delivers internally and externally.

People
Organisation

and TLAF People and Organisation focuses on educational institutes,
teaching agencies, their employees, education sector and education
authority structure and on third-party stakeholders in the delivery
of teaching and learning services.

Process

TLAF Process contains a description of the processes Education
agencies and Education Authority use to deliver learning products
and services.
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Strategy and Policy
The TLAF Strategy and Policy Reference Model is designed to provide linkage between the
architecture and strategic goals, policies and investments.
At an Education Authority level, it sets out Authority goals, objectives and roadmaps to achieve the
Authority vision. These are defined in the Education Authority Action Plan and Better Education
Services Results. By creating a consolidated view of Education Authority transformation, we
identify new opportunities to improve and share learning offering services across agencies and
drive efficiency, effectiveness, and system transformation across the education authority.
At an education agency level, it sets out the agency’s goals and objectives defined in the
agency’s Two/Four Year Plan, Learning offering Systems Strategy Plan, and Statement of Intent.
These will drive the change initiatives within the agency. Agencies should map their programmes
directly against the Authority Action Plan and the Better education and learning Services Results to
identify where they can adopt common capabilities, share services and collaborate with other
agencies to improve the overall Aspiring Learner experience, the services and reduce costs. Refer
to Table-3 for the context and relationships of the dimensions with each other.
Table-3 Strategy and Policy - Context and Relationships
sets the strategic objectives
performance framework

that

drives

the
Performance

sets the objectives and roadmaps for business
improvement and transformation

Business

sets goals for data and information quality,
governance and sharing

Data and Information

sets strategic context for the evolution of the
business application portfolio, including efficiencies
through sharing, reuse and the adoption of common
capabilities

Application and ICT Services

defines the guidelines for infrastructure asset
management and efficiency through sharing, reuse
and the adoption of common capabilities

Infrastructure

sets the expectations for security and privacy

Security and Privacy

sets the expectations for standards use and adoption
across education authority and all of its constituents.

Standards
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Performance
The TLAF Performance Reference Model describes performance frameworks and related metrics
that apply across other dimensions of TLAF.
At an Education Authority level, it provides targets and performance measures that quantify
the intended action plan and performance benefits. It also includes the capability maturity models
that are provided for education and learning agencies to measure and improve their performance.
At an education and learning agency level, it sets out the improvement plan and
performance measurements to optimize their services towards internal and external aspiring
learners, to improve their collaboration with other agencies and third parties, and to improve their
education and knowledge assets. For details refer to Table-4 below.
Table – 4 Performance - Context and Relationships
Describes the framework for measuring strategic
performance and programme benefit realisation

Strategy and Policy

provides measurements and controls for educational
and learning business services, processes, capabilities,
Business
and change

provides measurements and controls for data and
information quality, governance and sharing
Data and Information

provides measurements and controls for application
cost benefits, sharing, reuse and effectiveness
Application and ICT Services

provides
measurements
and
controls
for
infrastructure cost benefits, sharing, reuse and
effectiveness

Infrastructure

provides measurements and controls to determine
effectiveness of security and privacy
Security and Privacy

provides measurements for standards effectiveness and
adoption across education authority, its stake holders,
Standards
education agencies, service providers.
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Business
A TLAF Business Reference Model is a generic representation of the Education business
processes, products and services that deliver the learning and teaching outputs of the education
organisation. In TLAF, the Business reference model emphasises aspects of customer centricity and
channel shift that are objectives of the Teaching and Learning Strategy and Action Plan.
At an Education Authority level, the TLAF Business reference model describes the
Aspiring learners and the different channels they use to interact with the education authority, the
common products and services provided to the aspiring learners, and the different roles, skills and
processes needed to support all of the above. By describing the common business scapabilities, the
TLAF promotes cross-education authority and learning agencies collaboration and enables
education service providers and technology enablers to discover opportunities for cost savings and
new learning capabilities that help to achieve strategic objectives.
At an agency level, the TLAF Business reference model describes the agency’s Aspiring
learner personas and learner experiences, how the learner interacts with the agency, and what
products and services the agency provides to their learners.
The TLAF Business Reference Model includes a Business Reference Taxonomy that is used to
classify products and services, and the education business functions that are supported by the
business processes. It is used for identifying opportunities for cost reduction, collaboration, shared
services, and solution reuse in education and learning agency portfolios within and across agencies
to support learner centric service transformation, efficiency, and effectiveness gains. Refer to
Table-5 to know how Business function relates to others through relationships and context.
Table-5 Business - Context and Relationships
describes the business services, processes, and
capabilities to support the strategic goals and
objectives

Strategy and Policy

sets out the business capabilities required to support
effective business performance management
Performance
sets the business requirements for data and
information, and identifies redundancy, duplication
and gaps

Data and Information

sets the business requirements for application and ICT
services, and identify redundancies and opportunities
for reuse and sharing

Application and ICT Services

sets the business requirements for infrastructure, and
identify redundancies and opportunities for reuse and
sharing.

Infrastructure
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identifies the business elements that require security
and privacy protection, and the business requirements
for identity and access management
Sets the business requirements that drive
development and scope of corresponding standards

Security and Privacy

Standards

Data and Information
The TLAF Data and Information Reference Model primary purpose is to discover, describe,
manage, protect, share and reuse information within and across Education Authority, learning
agencies and their business partners. It describes best practices and artefacts that can be generated
from the data architectures. It also provides a data and information governance framework, and
maturity assessment.
The Data Reference Taxonomy provides a standard means by which data may be described,
categorized, and shared, and it facilitates discovery and exchange of core information across
organizational boundaries. Refer to context and relationships in the Table-6 below.
Table-6 Data and Information - Context and Relationships
provides a framework for trusted data and
information that can be used for strategic decision
making
provides a framework for trusted data and information
that can be used for business performance
management
provides the data and information structures that
support business services, processes, capabilities,
information sharing, and reuse
provides the authoritative data and information
structures to be used by application and ICT services

Strategy and Policy

Performance

Business

Application and ICT Services

provides the data and information requirements for
technology and infrastructure services
Infrastructure
provides the data and information requirements and
models needed for security and privacy

Security and Privacy

sets the data and information requirements that drive
development and scope of corresponding standards

Standards
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How to use the TLAF Data and Information Reference Model
• The key goals of the TLAF Data and Information reference model are:
• Pursuing the goal of Open Data by improving discovery, access, and sharing
• Identifying authoritative sources of information across Education Authority and its
fraternity.
• Using data and information to meet Aspiring learner, education and learning agency and
education authority needs
• Supporting common and shared services and aiding cross-agency collaboration
• Positioning agencies to operate in a global information environment
• Developing shared vocabularies to facilitate reuse of data across communities
• Providing governance and performance measures to ensure the trust, accountability, and
security of data being shared or exchanged
• Reducing cost and learner impact from the redundant collection of learner and organization
data, Compare Data Sources across Agencies
The TLAF Data Reference Taxonomy identifies data categories, regardless of usage context. Used
in combination with the TLAF Business reference model taxonomy, we can classify the data that is
managed in a given data source by the goals, objectives or business context in which that data is
used. Classifying a set of data sources by the Data and Business taxonomies produces a data set
that can be searched to determine, for example, which data sources contain a common data class
but use it for different business contexts. For a large set of data sources, that search capability saves
considerable time over manually examining each data source to see if it contains what is required.
Application and ICT Services
TLAF Application and ICT Services Reference Model describes the Business, Learning and
education related applications, including ‘Software as a Service’, that support the education
business processes of the Education Authority, its stake holders, Learning providing agencies and
business partners. It includes core Learning applications, educational applications, business
applications, COTS Institutional applications, software components (websites, databases, email,
and other supporting software) and end user/learner computing applications.
At an Education Authority level, the TLAF Application and ICT Services reference model
facilitates a common understanding of application assets and ICT services, identifying
opportunities for sharing, reuse, and consolidation or renegotiation of usage and charging options.
It also assists the Education Authority CIO an assurance function by identifying application assets
that will require maintenance or renewal within the business planning horizon.
At an Education and learning agency level, the TLAF Application and ICT Services
reference model describes the application assets and ICT services of the agency, and helps
application portfolio management. Mapping their current and planned Information Systems to the
Application and ICT Services Reference Taxonomy categories should help agencies and sectors
identify opportunities for sharing, reuse, and consolidation or renegotiation of licenses and usage.
The TLAF Application and ICT Services Reference Taxonomy provide the basis for
categorizing applications and their components. It categorizes software that supports Education,
learning and business. It does not include operating systems that are used to operate hardware, as
these are contained.
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Table-7 Application and ICT Services - Context and Relationships
represents a key mechanism for realising strategic
goals, through adoption of agile core business
Strategy and Policy
applications and industry standard support functions
provides the ICT services that enables performance
measurement and control, and offers opportunities to
Performance
improve business efficiency through sharing and reuse
provides the application and ICT services that support
business services, processes, capabilities, information Business
sharing, and reuse
sets requirements and provides the tools to manage,
model, structure, share, and exchange data and Data and Information
information
provides the application and ICT service requirements
for technology and infrastructure services, and
Infrastructure
supporting applications for infrastructure management
(e.g. CMDB)
provides the application and ICT service controls
needed to support security and privacy requirements

Security and Privacy

sets the application and ICT service requirements that
drive development and scope of corresponding
Standards
standards

How to use the TLAF Application and ICT Service Reference Model?x
Look for redundancy to find opportunities to share, reuse, or consolidate information systems
By mapping agency systems and application components to the Application and ICT Services
Reference Taxonomy, a searchable dataset is produced so that manual information gathering is not
needed. This analysis may result in consolidating instances of the same application, consolidating
licenses into an agency-wide license when they are up for renewal, selecting a single new agencywide solution that will be hosted in the cloud, or even changing business processes to enable
sharing a system or using solution as a service.
Look for reusable solutions, applications, and ICT services to meet an Education business need
By using the same taxonomies to map both project needs and existing solutions across the
reference models, extensive and comprehensive information can be searched easily to identify
opportunities for reuse or sharing. Then the solution team, including the business owners, can use
industry standard methods to perform an objective, data-driven analysis and determine whether an
existing solution is a sufficiently good fit for the environment and purpose, and if so, which one.
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Infrastructure
TLAF Infrastructure Reference Model describes the technology infrastructures that support the
application and Education business processes. It may include insourced, outsourced or cloud
capabilities. The TLAF Infrastructure reference model includes sub-dimensions for facilities,
platforms, networks, and end user devices.
At an Education Authority level, the TLAF Infrastructure reference model guides the
development of maintenance of common capabilities and the sharing and reuse of infrastructure to
reduce costs, increase interoperability across agencies, support efficient acquisition and
deployment, and enable greater access to information across organizations.
At an agency level, the TLAF Infrastructure reference model describes the infrastructure
assets of the agency, and helps ICT asset management. It also helps agencies plan their migrations
away from internally owned and managed infrastructure to cloud and common capability of
offerings as required in the ICT Strategy and Action Plan.
The Infrastructure Reference Taxonomy provides the basis for categorizing infrastructure
assets at a department or agency level as well as an Education Authority level.
Table-8 Infrastructure - Context and Relationships
helps policy compliance through the adoption of Strategy and Policy
common capabilities
provides the infrastructure that enables performance
measurement and control, and offers opportunities to
Performance
improve business efficiency through sharing and reuse
provides the infrastructure that support business
services, processes, capabilities, information
sharing, and reuse

Business

provides the infrastructure to support storage and
exchange of data

Data and Information

provides the internal or external infrastructure for
hosting applications and ICT services

Application and ICT Services

provides the infrastructure controls needed to support
security and privacy requirements
Security and Privacy
sets the infrastructure requirements that drive
development and scope of corresponding standards
Standards

How to use the TLAF Infrastructure Reference Model?
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The Infrastructure artefacts can be used for decision making regarding infrastructure asset
inventory which are categorized in the Infrastructure Reference Taxonomy.
Complete an Infrastructure asset management inventory
Mapping an agency’s infrastructure assets to the Infrastructure Reference Taxonomy and
Application and ICT Services Reference Taxonomy provides a robust technical definition,
categorized by a common taxonomy, which will harmonize the islands of IT based education asset
information collected by proprietary IT management sensor/discovery tools. Infrastructure Asset
Management provides the foundation for the infrastructure architecture consisting of computing
devices, peripherals, systems, applications and technology capital investments, interwoven with the
other architectural dimensions, to render a “line of sight” that equates to measurable value chains
(e.g. Return on Investment (ROI) and Total Cost of Ownership (TCO)) incorporating all associated
costs.
Evaluate whether to consolidate infrastructure to the cloud, using the IT infrastructure asset
inventory Using the Infrastructure Asset Inventory and Infrastructure Reference Taxonomy
categorization, the agency will be able to identify component services for internal private cloud
implementation, due to security and information sensitivity requirements, and public cloud
solutions that sustained their existing hosting and operational and maintenance needs while enabling
a migration towards their emerging technology and standards-based service model.
Security and Privacy
The TLAF Security and Privacy Reference Model gives an enterprise architecture context to
system or service Protective Security6 and Privacy requirements and other artefacts that guide
security and privacy considerations through the security and privacy life-cycle. These apply to
agency, sector and Education Authority levels for all dimensions of the architecture, and can be
considered as its own eco-system supporting teaching and learning business.
Governance and accountability arrangements for security and privacy will vary within
agencies, but Architecture has a role to play in ensuring that security and privacy management is
applied systematically and comprehensively at all scales.
At all levels and life-cycle phases, there are standards, rules, guidelines and other artefacts which
the agency’s Enterprise Architecture should reflect, including security and privacy standards, threat
and vulnerability taxonomies, security risk management processes, risk registers, control
catalogues, and improvement plans. These are outlined below.
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Table – 9 Security and Privacy - Context and Relationships
identifies security and privacy risk considerations
for strategy and policy development
Strategy and Policy
provides security and privacy inputs and constraints
for performance measurement and control
Performance
provides security and privacy information, tools and
standards that secure Aspiring Learner interests,
Business
channels,
Education business services, and learning processes
provides security and privacy input and constraints
for
Data and Information
collection, storage and exchange of information
provides security and privacy information, tools and
standards that secure applications and ICT services Application and ICT Services
provides security and privacy information, tools and
standards that secure infrastructure
Infrastructure
defines security and privacy standards and
implementation guidelines

Standards

Standards
The TLAF Standards Reference Model sets out and categorizes the Learning, Education
information and technology standards base for the Education Authority. The existing standards
base incorporating the dimensions i.e. Business, Data and Information, Application and ICT
Service, Infrastructure, and Security and Privacy.
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Table-10 – Standards - Context and Relationships
identifies standards for compliance and improved
collaboration
Strategy and Policy

provides standards inputs for setting performance
measurement and control
Performance

provides standards that guide business services,
processes, capabilities, information sharing, and reuse

Business

provides standards that guide data and information

Data and Information

provides standards that guide application and ICT
services
Application and ICT Services

provides standards that guide infrastructure

Infrastructure

defines standards and implementation guidelines

Security and Privacy

Conclusion
The Governance Enterprise architecture is being formulated and used by several governments of
advanced countries for about a decade. The architecture framework is well evolved, reformed and
established for information and communication technology products and services procured, used
and for services being rendered by government and its agencies. The framework in its current
version has embraced the recent information and communication technology advances like cloud
computing, big data, analytics, collaboration tools including rich media, Web technology, including
device portability and usage.
The learning and teaching function on the other hand has been actively deploying recent
technology innovations for its various products and services over the last decade. However, it has
lacked a reference architecture to actively refer and use while implementing technology and its
changes. Since functions managed and delivered by the enterprise architecture across its
dimensions are similar to the learning and teaching domain.
The learning domain can adopt the enterprise architecture to reap the benefits of using a
tried and tested framework straightaway.
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The architecture in its current form will have to be tailored to suit the teaching and learning
domain, however one can easily retrofit and modify available architecture to exploit the digital
technological advances made.
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Abstract
The purpose of this paper was to examine the congruency between multiliteracies or 21st Century pedagogy
and the current assessment procedures in Ontario. Multiliteracies is a term coined by the New London
Group that encompasses the multiple ways students make and communicate meaning, a prominent principle
in education in light of diversity in the population as well as the increasing role of digital technology in daily
life. First a literature review of multiliteracies assessment was compiled, including possible frameworks for
practice. Afterwards, a critical analysis of the Ontario Growing Success Assessment document was pursued
using multiliteracies pedagogy as a conceptual framework. The conclusions made were that there is a gap
between multiliteracies pedagogy and the types of assessments administered in practice. Moreover, the
Growing Success document fails to uphold a coherent ideology of embracing diversity and multiliteracies, as
the assessment practices indicate a partiality towards standardized testing and commitment first to education
stakeholders’ desire for consistency in evaluation.
Keywords: multiliteracies, pedagogy, assessment, Ontario, curriculum, digital literacy

Introduction
Despite the embracing of multiliteracies pedagogy in Ontario, multiliteracies assessment has yet to
be implemented: “While current literacy theories acknowledge the sociocultural and sociopolitical
dimensions of literacy learning and teaching, that is, multiliteracies, there exists a gap between
theoretical approaches underpinning literacy teaching and assessment” (Botelho, Kerekes, Jang &
Stagg Peterson, 2014, p. 1). In practice, “cognitive-psychological and psycholinguistic theories of
literacy primarily inform the tools available to assess school literacy practices and do not recognize
children’s cultural and linguistic resources” (Botelho, Kerekes, Jang & Stagg Peterson, 2014, p. 3;
Street, 1995). This gap is problematic from both a pedagogical and an ethical point of view.
Johnston and Costello (2005) maintain that literacy assessment involves interpretation of what is
means to be literate, and as such there are “social consequences for children and their communities”
in terms of their social and economic membership in the world (Botelho, Kerekes, Jang & Stagg
Peterson, 2014, p. 3). The New London Group (1996) maintains that “it is not enough to provide
opportunities for youths to engage in multiliteracies; assessment of multiliteracies must be
meaningfully integrated into the instruction (Jacobs, 2014, p. 623).
The purpose of this paper was to examine the congruency between multiliteracies or 21st
Century pedagogy and the current assessment procedures in Ontario. First a literature review of
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multiliteracies assessment was compiled, including possible frameworks for practice. Afterwards, a
critical analysis of the Ontario Growing Success Assessment document was pursued using
multiliteracies pedagogy as a conceptual framework.

What are Multiliteracies?
Multiliteracies is a term coined by the New London Group (Kalantzis & Cope, 2008; New London
Group, 1996). This group of education experts met to discuss the “issue of what to do in literacy
pedagogy” in light of “the changing word and the new demands being placed upon people as
makers of meaning—in changing workplaces, as citizens in changing public spaces and in changing
dimensions of our community lives, our lifeworlds” (Kalantzis & Cope, 2008, p. 196).
Additionally, multimodal pedagogies have “the potential to broaden the base for representation, to
facilitate agency, and that they are tolerant of difference and the development of creativity”
(Newfield, Andrew, Stein & Maungedzo, 2003, p. 62). Multiliteracies learning involves an everexpanding need for social skills entrenched in media, technology, and discourses (Gee, 2007), and
this learning “certainly requires assessment, in order to inform students, parents and prospective
employers of the knowledge learnt by a person; however, new assessment techniques mean
redefining what is meant by terms such as competence, ability, capacity and intelligence”
(Kalantzis, Cope & Harvey, 2003, p. 24).
Why Are Assessments Needed?
Assessment is “a record of achievement for the purposes of promoting students to the next grade or
keeping them back, and as a form of communication to learners, parents and others of their
performance” (Newfield, Andrew, Stein & Maungedzo, 2003, p. 62). As multiliteracies education
becomes more predominant in the classroom, “the focus in education moves inevitably from what
teachers do to what students learn, and from what is provided by way of resources and materials to
what effects are produced; [thus] how we view educational events must necessarily change” (Boud
& Soler, 2015, p. 1). Therefore, assessment must reflect the pedagogy.
Challenges With Current Assessment
The grand narrative of accountability “has focused global attention on producing education
outcomes which are simple to interpret, tangible and transparent, and easily comparable”
(Kalantzis, Cope, & Harvey, p. 15). Importantly, “accountability in this configuration is not about
learning, but about controlling what educators teach; about controlling the curriculum” (Hibbert &
Iannacci, Forthcoming; Kohn, 2000).
Out of this notion arises standardized testing, a type of assessment that favors single modes
such as reading, for assessment is seemingly the easiest “when one mode (linguistic) was promoted
at the expense of other semiotic modes” (Newfield, Andrew, Stein & Maungedzo, 2003, p. 69). As
a result, multiple choice and close-ended questions are used as assessment tools for the sake of ease
rather than the sake of assessment. For instance, for “selected-response comprehension question, in
general, it was the least important things that could be questioned…specifics such as setting and
sequence… The questions were in their nature peripheral… The most vital aspects of the text were
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not examined because these raised questions that could not be answered with simplistically right or
wrong answers” (Cope & Kalantzis, 2013, p. 328).
Similarly, the mandates of No Child Left Behind in the U.S. narrowly define assessment as
“the measurement of discrete cognitive skills used for decoding and comprehending alphabetic texts
“(Jacobs, 2013, p. 623). The cognitive-psychological perspective “extracts children from their
social context and renders them as individual readers and writers engaged in personal and isolated
construction of meaning…[and] privileges the mind and the individual over the sociocultural
context of the child’s learning” (Botelho, Kerekes, Jang & Stagg Peterson, 2014, p. 6). For example,
some teachers use running records to “pay close attention to how children use language
pragmatically…reducing running records to a transcript of cognitive strategies (Botelho, Kerekes,
Jang & Stagg Peterson, 2014, p. 6).
These practices hinder teachers from developing “deeper understandings of students’
multiliterate skills” (Jacobs, 2014, p. 623). Such standardized assessments such as the Education
Quality Accountability Office (EQAO) tests in Ontario and Canada drastically limit “the evaluation
of the social and cultural skills and competencies associated with participatory skills” (Dawson &
Siemens, 2014, p. 289) that are integral to multliteracies pedagogy (Cope & Kalantzis, 2013).
Moreover, these kinds of “tests are an excellent measure of a person’s ability to do tests, and not
much else” (Kalantzis, Cope & Harvey, 2003, p. 24). Moreover, a ‘‘right’’ answer on a close-ended
question “might not be so obvious when individuals come from different backgrounds and
experiences” (Rekeweg, 2014, p. 2081).
As a result, students may become accustom to guessing “what was in the test- makers’ heads
when they asked the question” (Cope & Kalantzis, 2013, p. 328). What is lost in this type of
assessment is “the richness and complexity generated through plurality in assessment approaches”
(Hibbert & Iannacci, Forthcoming). Another downfall of standardized high-stakes testing is its
negative impact on quality education “to the point that “teaching to the test” has become a
prominent part of the nation’s educational landscape…the test essentially becomes the curriculum”
(Kohn, 2000). Thus, assessment techniques “need to be altered, in many cases quite radically, to
promote new learning and to measure more accurately the skills required for success in the twentyfirst century” (Kalantzis, Cope & Harvey, 2003, p. 16).
What Do Multiliteracies Assessments Look Like?
It is not a question of should we test but rather how we assess: “Accountability in the context of
st
21 century literacies requires a critical sociocultural curriculum that uses assessment and
evaluation strategies and tools that allow for the assets and identities to be demonstrated and
furthered” (Hibbert & Iannacci, forthcoming). Assessment should then “not be the end product of
education but should inform the teaching and learning processes” (Newfield, Andrew, Stein &
Maungedzo, 2003, p. 69); assessment should be responsive to student’s cultural, intellectual, and
historical experiences (Delpit, 2013). In this respect, assessment would be individualized not normreferenced or measured by standards or expectations (Delpit, 2013; Newfield, Andrew, Stein &
Maungedzo, 2003).
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As such, educators must disrupt and challenge “the dominant and reductionistic assessment
practices within a child rights framework” (Hibbert & Iannacci, forthcoming). For example, when
approaching assessment, educators must ask “what was expected of the learners in this process”,
how do learners use multiple experiences and multiple aesthetics and languages to make meaning
about their own and other identities as being of equal value and assessment weight, and can learners
demonstrate that they have achieved the desired outcomes of this course (Newfield, Andrew, Stein
& Maungedzo, 2003).
Moreover, in keeping with multiliteracies pedagogy, David Boud (2000) maintains that
assessment practices cannot remain the “exclusive domain of assessors” (p. 151) as learning is a
“responsibility of the learner as well” (Dawson & Siemens, 2014; Newfield, Andrew, Stein &
Maungedzo, 2003). In turn, educators should “focus on the meaning that the learner is trying to
create or convey as supported by other modes” and “if the aesthetic contributes towards meaning”,
then it should “be rewarded accordingly” (Newfield, Andrew, Stein & Maungedzo, 2003, p. 70).
Examples of Multiliteracies Assessment Frameworks
Cope and Kalantzis (2006) identified five questions that can be asked about multimodal texts:
What do the meanings refer to? How do the meanings connect people? How are the meanings
organized textually? How and to what extent do they cohere? How do the meanings fit into the
larger world of meaning? Whose interests are the meanings positioned to serve?
Additionally, Kalantzis, Cope and Harvey (2003) have listed some types of practical
multiliteracies assessment: Project assessment, performance assessment, group assessment, and
portfolio assessment. Project assessment entails “task plan, complex collation of material and
presentation, would measure broad knowledgeability and a flexible solutions orientation to
knowledge”; Performance assessment would “measure a wide range of skills, including
organisation and problem-solving”; Group assessment, would measure “the collaborative skills so
important in the new economy” and portfolio assessment, that document achievements in learning
“would enable open sensibilities to be measured as well as the individual strengths of diverse
individuals” (Kalantzis, Cope & Harvey, 2003, p. 24).
Assessment then is less about rubrics and more “about watching and noticing what students
are doing and then using that information to guide the students toward new skills and knowledge”
(Jacobs, 2013, p. 626). Beck, Skinner and Schwabrow (2013) maintain assessment should apply
‘shared criteria for long-term learning outcomes and faculty and student monitoring of student
progress towards outcomes through periodic [use of] rubrics and reflective sessions’ (p. 326).
Callow (2008) suggests that assessment should include “focused and purposeful student talk
in assessment, affective engagement with images, inclusion of students in the creation or
manipulation of visual texts, and explicit compositional concepts and development of a metalanguage” (as cited in Jacobs, 2013, p. 619). Adsanatham (2012) also came up with guidelines for
multiliteracies assessment: one, assessor would frequently analyze and view work from different
points of view; two, the evaluation criteria should be flexible and adaptable; three, both educator
and student should reflect on the progress; four, students should be involved in the assessment
process; and five, assessors should be flexible about how students repurpose criteria for their own
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purposes (Jacobs, 2013, p. 625).
Boud proposed the idea of Sustainable Assessment “as an idea that focused on the
contribution of assessment to learning beyond the timescale of a given course. It was identified as
an assessment that meets the needs of the present in terms of the demands of formative and
summative assessment, but which also prepares students to meet their own future learning needs”
(Boud & Soler, 2015, p. 1). Boud developed resources for sustainable assessment in higher
education presented on a website: www.assessmentfutures.com (Boud & Soler, 2015, p. 3).
Sustainable assessment supports students’ ability to make judgements, students as reflexive learners
and the goal that assessment helps form dispositions for practice (Boud, 2010, p. 253).
A Multiliteracies-Framed Critical Engagement with Ontario’s 2010 Document “Growing
Success: Assessment, evaluation, and reporting in Ontario schools”
The Ontario government recognizes both diversity in Ontario school but also the need to diversify
assessment to create equitable educational opportunities and experiences for its residents: “The
Ontario government is committed to enabling all students to reach their potential, and to succeed.
Our challenge is that every student is unique and each must have opportunities to achieve success
according to his or her own interests, abilities, and goals” (Growing Success, 2010, p. 1). However,
this introduction is soon forgotten as the importance of standardized testing is immediately imposed
in the same paragraph: “We are proud that our students regularly place among the world’s best on
international standardized tests” (2010, p. 1). Thus, the assessment document is not concerned with
multimodal or multiliteracies pedagogies or assessments. In fact, “in a competitive environment
results or outcomes often become the most desired goal” (What Impact, 2014, p. 53); this point
signals two points: one, that education in Ontario is based on competition, not equity; and two, that
standardized testing remains the official mode of assessment and bears with it far greater
significance than any other educational measure.
The Growing Success assessment document states that it recognizes the needs of individual
boards for diverse modes of assessment but the “need for greater consistency in assessment” voiced
by “education stakeholders throughout the province” (Growing Success, 2010, p. 2) supersedes
children’s needs for diversified assessment practices. The document is full of such contradictions
about diversity and standardization.
For example, the document states that “as an agent of change and social cohesion, our
education system supports and reflects the democratic values of fairness, equity, and respect for all
(Ontario Ministry of Education, 2009, p. 6). However, standardized testing has been shown to
decrease creativity and maintain the status quo (Gallagher, 2003; Longo, 2010; Manley, 2008;
Sternberg & Lubart, 2007), while being inequitable in its very nature (Cope & Harvey, 2003; Cope
& Kalantzis (2006); Hibbert & Iannacci, Forthcoming).
Another poignant example of contradictory ideas is highlighted when the document refers to
the Ontario Expert Panel on Literacy and Numeracy Instruction for Students With Special
Education Needs (2005): “Treating all children exactly the same means that children who need
accommodations or modifications to the program in order to succeed will be disadvantaged” (p. 5).
Here it appears that Growing Success concedes that standardized testing is inappropriate and yet the
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document posits that “for some students, therefore, assessment, evaluation, and reporting will be
based on modified expectations” (2010, p. 8). Thus, these students are still framed within the
standardized curriculum but held to lower expectations. What results is a tracking system within the
classrooms: some students have high expectations while other students have lowered ones.
Therefore, organizationally and physical layout is inclusive but classroom dynamic is exclusive,
leveled, and tracked. Perfect examples of tracking within classrooms is the use of Individualized
Education Programs (IEP) inOntario.
A third important contradiction in assessment that must be noted is that, although the
Growing Success document recognizes multimodal assessment, it reserves multimodal assessment
strictly for the evaluation of learning skills and work habits, and that these evaluations are set “apart
from any that may be included as part of a curriculum expectation in a subject or course, [and]
should not be considered in the determination of a student’s grades” (2010, p. 10). Interestingly,
these learning skills and work habits have been identified in multiliteracies pedagogy as the 21st
Century skills essential to equity and the economy (Kalantzis et al, 2003). It is surprising then that
they are not held as importantly as those skills given numeric or letter grades.

Table 1. Skills Separated from Grades
Learning Skills and Work Habits
Responsibility

The student:
• fulfils responsibilities and commitments within the learning
environment;
• completes and submits class work, homework, and
assignments according to agreed-upon timelines;
• takes responsibility for and manages own behaviour.

Organization

The student:
• devises and follows a plan and process for completing work
and tasks;
• establishes priorities and manages time to complete tasks
and achieve goals;
• identifies, gathers, evaluates, and uses information,
technology, and resources to complete tasks.

Independent work

• independently monitors, assesses, and revises plans to
complete tasks and meet goals;
• uses class time appropriately to complete tasks;
• follows instructions with minimal supervision.
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Collaboration

The student:
• accepts various roles and an equitable share of work in a
group;
• responds positively to the ideas, opinions, values, and
traditions of others;
• builds healthy peer-to-peer relationships through personal
and media-assisted interactions;
• works with others to resolve conflicts and build consensus to
achieve group goals;
• shares information, resources, and expertise and promotes
critical thinking to solve problems and make decisions.

Initiative

The student:
• looks for and acts on new ideas and opportunities for
learning;
• demonstrates the capacity for innovation and a willingness
to take risks;
• demonstrates curiosity and interest in learning;
• approaches new tasks with a positive attitude;
• recognizes and advocates appropriately for the rights of self
and others.

Self-regulation:

The student:
sets own individual goals and monitors progress towards
achieving them;
• seeks clarification or assistance when needed;
• assesses and reflects critically on own strengths, needs, and
interests; • identifies learning opportunities, choices, and
strategies to meet personal needs and achieve goals;
• perseveres and makes an effort when responding to
challenges.

Taken from Growing Success 2010 p. 11
According to the Growing Success 2010 document, “assessment is the process of gathering
information that accurately reflects how well a student is achieving the curriculum expectations in a
subject or course” (p. 28). Here the standard of success is not personal growth or creativity but
rather how close to the standard at which the student performs. The document does not shy away
from asserting its particular definition of success: “Assessment for learning and assessment as
learning also require that students and teachers share a common understanding of what constitutes
success in learning. Success criteria describe in specific terms what successful attainment of the
learning goals looks like” (Growing Success, 2010, p. 33). Here we see that success means
achieving the standards and that students and teachers must share this definition. There is no place
for other ways of thinking or achieving.
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To accomplish their goal of homogenizing achievement, Ontario uses criterion-referenced
assessment and evaluation which “means that teachers assess and evaluate student work with
reference to established criteria for four levels of achievement that are standard across the province”
(p. 19). Although criterion-referenced assessment has its place in education, it should not be the
sole mode of assessment in a multiliterate society (Delpit, 2013; Newfield, Andrew, Stein &
Maungedzo, 2003); there needs to be a balance in assessment practice when establishing grades
(Gallagher, 2003).
Currently, based on the Growing Success document, evaluation is based on product; thus,
the processes and skills by which the products are created are judged retrospectively and through
assumption and deduction based on what was submitted. Moreover, contrary to multiliteracies
pedagogy, “students are absent from the assessment process in terms of grades: “The evaluation of
student learning is the responsibility of the teacher and must not include the judgement of the
student or of the student’s peers” (Growing Success, 2010, p. 39).
This type of evaluation emphasizes the product (assignment, test, essay, etc.) as meaningmaker; as such, the product must explain the meaning-making in a way that is best suited to the
teacher’s understanding and not to student’s own learning or communication. What results is a
focus on written communication, favouring this mode of meaning-making over others. Further,
students are only invited to assess their learning process which does not account for any part of their
grades. It this appears that student agency is a cover story than a core belief.

Table 4.2 Assessment Framework: Processes and Strategies in a Collaborative Relationship

Teache
r

Where the learner is Where the learner is What the learner needs to get
going
now
there
(Curriculum
(Needs defined as gap between
Expectation*)
student and expectation- see
literacy doc for citation*)
Identifying
and Engineering effective Providing descriptive feedback
clarifying
learning classroom discussions that moves learners forward (i.e.,
goals and success and other learning outlining what was done well,
criteria
tasks
that
elicit what needs improvement, and
information
about how to improve)
student learning (aka • Engaging students as learning
diagnostic testing*)
resources for one another
• Empowering students to become
owners of their own learning
(Does this mean students must
teach themselves since teachers
have modeled behaviors and ways
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of
learning
expectations?*)
Peer

based

on

Understanding
and Engaging in self-assessment and goal setting
sharing learning goals (No role in creating learning opportunities*)
and success criteria

Student

Understanding
Engaging in self-assessment and goal setting;
learning goals and (No role in creating learning opportunities*
the expectations are the goals; no personal goals*)
success criteria
(not
creating
or
making
goals
or
defining one’s own
success*)
Taken from Growing Success, 2010, p. 32
*author’s notes
Ontario’s one-size-fits-all paradigm of assessment does not fit well with the claims of
individualization of education. As illustrated, the outcomes of Ontario’s evaluation strategies are
aimed at shaping students’ behaviors, and ways of thinking; it also pushes for homogeneity through
standardization and strict definitions of achievement and success. It is for there reasons Ontario
stresses the need to close the achievement gap.
Amidst the discourse of multiliteracies and embracing diversity, Ontario’s Equity and
Inclusive Education Strategy paradoxically calls for the achievement gap between students to be
closed (2009, p. 5). It seems, according to the document, that having diversity in achievement is not
acceptable; one can then conclude that students are to be diverse only superficially (such as in
name, age, race, or culture) but any diversity in their output, achievement, ability, potential, and
personality seems to be frowned upon and must be rectified by forcing all students to achieve the
same results on standardized tests.
The idea of putting students into the same classroom to de-diversify their achievement
level is inherently contradictory in an equity strategy. Diversity does not mean diversity in
pedagogy, but also in learning and the output of learning. Thus, diverse assessment methods are
needed, for the sake of education and equity. One must ask how could uniform achievement results
be gathered in a diverse environment? It is impossible to embrace diversity and also have uniform
results in achievement. Will data have to be manipulated? Will students who are extremely high
achievers and those who are exceptionally low achievers be neglected in order to cater to an
averageness? How can we claim to promote diversity and creativity if our own measures of success
are uniform, standardized, and defined by particular ideologies? These concerns lead to a
questioning of how relevant closing the achievement gap is in a multiliteracies age. The closing of
the gap seems more of a homogenization that elevates the status of standardized testing rather than
an acknowledgement that the standardized tests are failing to measure the unique capabilities and
gifts that each child offers.
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Conclusion
Multiliteracies pedagogy is a grand narrative in many areas of Ontario education and yet “literacy
had been reduced to reading, and reading to comprehension, because you could assess
comprehension with multiple-choice or selected-response questions, using machine-readable
answer sheets” (Cope & Kalantzis, 2013, p. 328). What has resulted is a disconnect between
multiliteracies pedagogy and assessment; to compensate, many students and teachers have unified
these disparate components by teaching the test and thereby neglected multiliteracies teaching.
What needs to happened is a drastic change in mandatory assessment practices that reflect the
acquisition of new media literacy skills (Dawson & Siemens, 2014, p. 289). However, we must
recognize that “assessment and evaluation tools, processes, practices and policies are also
understood as texts that need constant critical reading and re-reading so that they remain focused on
allowing students to demonstrate their assets, legacies and semiotic diversities” (Hibbert &
Iannacci, forthcoming).
As such, we must be weary that the new assessment alternatives are not measuring the same
isolating capabilities as the standardized assessments that have been criticized by the proponents of
multiliteracies pedagogies. The gap between multiliteracies teaching and its assessment tools have
been noted and it is time for multiliteracies assessments to be fully developed and put into practice.
Regardless of whatever these multiliteracies assessments may look like, we must ensure that above
all they are conducive to the rights of the child. Having a façade of equality is an injustice; we
cannot simply function to appear as if we are doing good; good must be done.
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The Potentials of Open Educational Resources to Design Blended
Learning Courses with New Pedagogies for Significant Learning.
Ashwak Abdulsalam Yousif
Emirates College of Technology

Abstract
Open educational resources (OERs) are defined by UNESCO as “technology-enabled” open provision of
educational resources for consultation, use and adaptation by a community of users.”(Ruhwanya,2012).This
study explores the potentials of open educational resources OERS to design “Blended Learning Courses”
using “Fink’s Taxonomy for Significant Learning”, Blooms’ Taxonomy and ADDIE model for designing new
pedagogies at the Emirates College of Technology (ECT) in the Fall semester, 2015- 2016. A pilot project of
three blended learning courses has been initiated using the free resource “Moodle” as an online platform
and diversity of OERs to design the new pedagogies. A matrix was designed to align Blooms Taxonomy and
Fink’s “Taxonomy of Significant Learning with the new pedagogies, the assessments and the technologies
that would be integrated into the course design. Both taxonomies have been used to prepare the modified
syllabi. This pilot project has relied wholly on OERs for designing and developing the learning environment
for the new pedagogies.
The study utilized qualitative and quantitative mixed methods design. To collect data, the researcher has
implemented informal interviews with the stakeholders. The data collected from the interviews helped
designing three online bilingual questionnaires; Arabic and English using “SurveyMonkey.net” .The
purpose of these questionnaires is to analyze the learning needs, the teaching and learning approaches and
the familiarity of the instructors and students with technology and Moodle functions. The new syllabi have
been designed collaboratively with the involved instructors .The training sessions have already introduced
these pedagogies and the technologies that could be used for that purpose. However, these pedagogies and
technologies were given as a checklist to the instructors to choose the appropriate ones to be included in the
design and development of the courses.
The significance of the study emerges from the deep experience that has been explored to introduce new
pedagogies using open educational resources. Moreover, the study is one of the few research papers to
explore the possibilities to integrate Fink’s and Bloom’s Taxonomies to design new pedagogies in higher
education.
Findings of this study reveal abundance of potentials of OERs to design blended courses and introduce new
pedagogies. The free “Moodle” has been a very generous platform that could host many activities and
resources that supported the design of the new pedagogies.
Since the study was written during the implementation phase of ADDIE Model, it has limitations related to
evaluating the impact of these pedagogies on the students’ performance. Therefore, the study recommends
exploring the impact of this new design on the students’ achievement.
KeyWords: Open Educational Resources OERs, Blended Learning BL, Significant Learning Taxonomy,
Blended Learning, New Pedagogies, ADDIE Model.
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Introduction
The Emirates College of Technology is one of the higher education institutes in Abu Dhabi, which
delivers diploma and bachelor programs that are considered affordable and flexible to meet the
needs of diverse learners. The belief that “all humans have the right to access learning materials
and information to improve their quality of life regardless of where they live, their status, and their
culture”(Ally, 2009, P.1) has been the basis for different initiatives to make learning flexible and
accessible. For example, weekends, evenings and summer classes meet the requirements and needs
of the students who work while they are studying or have some other social responsibilities.
However, there are still some students, who live far away from Abu Dhabi, such as the Western
Region students or those who live in the other emirates, have had difficulties due to travelling and
time consuming to attend their classes physically. Therefore, the college has searched some more
flexible modes to facilitate the learning process. The Blended Learning, which is a combination of
face- to face, online or virtual and self- based learning has the potential to tackle the problem of
those students who cannot attend all their classes physically. Moving wholly to a Blended -Learning
mode is not so easy process because this needs pedagogical and technological experiences and
change- management skills. However, a pilot project of few courses to be designed and delivered in
this mode can help the decision makers to identify the feasibility and viability of this type of
learning at the college.
The statement of the problem
Cognitive psychology stresses that learning is a constructive process rather than a receptive one,
which means that interactive leaning modules would aid in long-term information retention
(Bruning et al., 2004). However, the current pedagogies at the Emirates College of Technology
have shown that learning has been receptive more than constructive and teaching has been mostly
lecturing with rare evidence of integrating technology in the teaching and learning process.
Although the college has already established a learning management system, which is the free open
source “Moodle”, it has been underused and has been mostly utilized to upload or download
assignments or handouts. Consequently, introducing new mode of learning with new pedagogies in
the pilot project blended courses and integrating technology in the course design have been a real
challenge for the newly hired instructional designer. Another challenge has been designing these
new pedagogies to be delivered in a new mode at the college: “Blended Learning”. A third
challenge has been the budget; the college has already adopted the Moodle and there has been no
plan to purchase another learning management system or any software. Therefore, the decision has
been taken to rely wholly on open educational resources to design the pilot courses. The fourth and
the most difficult challenge has been to understand the context, the instructors and students’ needs,
training requirements, selecting and testing OERs to be used, planning the new pedagogies and
struggling to get approvals from the decision makers at the college to make the required changes.
The purpose of the study
The purpose of this mixed methods study is to explore and analyze the potentials of OERs to design
new pedagogies for significant learning in the Blended Learning courses. The study also
investigates integrating the new pedagogies and technologies across the courses’ design and
redesign of the teaching and learning models.
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The main question of the study is
1-What are the potentials of open educational resources for designing Blended Learning
Courses with new pedagogies for significant learning?
Sub questions
• Is it viable to integrate the new pedagogies across the blended courses design such as flipped
learning, inquiry- based learning, collaborative learning, learning communities, learning
contract, discussion- based learning….etc using OERs?
• What benchmarks or standards can be used to measure the potentials of OERs?
The research Significant:
This research study has a potential significance because it contributes to the limited research
initiatives about the potential of OERs to design Blended Learning courses in the region. The
researcher could locate no research addressing this topic in the UAE or any other Arab countries.
Moreover, integrating Fink’s “significant learning taxonomy” with Blooms’ taxonomy to design
courses using the “Moodle”, and variety of OERs provide deep and extensive design experience.
Scope of the study and limitation
“Limitations are an inherent part of any research”(Alharbi, 2006,P.9). Several limitations can be
presented in this study. The first limitation is time constraints because the study has been
implemented in one semester Fall 2015 and it is submitted before the students sit their summative
assessment. Consequently, the evaluation of the students’ academic performance to measure the
effectiveness of learning in terms of grades has not been done so far. The second limitation is
related to the purpose of the study, which implies studying the potentiality of the OERs to design
blended courses for significant learning. Therefore, the evaluation process using OLC Quality
Framework did not evaluate the effectiveness of the learning in terms of summative assessment and
grades. No systematic comparison between the traditional learning courses and these courses has
been done so far.
Literature Review
In designing a course, we are gathering information and making decisions about how the course will
be taught (Fink, 2003,) and when the course is blended one we need to decide what technologies
and pedagogies that we need to integrate . In order to do this, a systematic way of course design
process has to be planned. This literature review will highlight briefly the components of this
systematic plan: ADDIE Model for instructional design, Fink’s Taxonomy of Significant Learning,
Blooms taxonomy, open educational resources OERs and the pedagogies that have informed the
course design.
Open Educational Resources
The potential benefits of open education resources (OERs) are uncountable. They include “cheaper
education, improved equity in respect of educational prospects, greater access to higher education
opportunities for non-traditional learners, encouraging new modes of learning and leveraging public
funds by sharing knowledge”(Merwe, 2013, p. 1119).
Open Educational Resources OERs are “teaching, learning, and research resources that reside in
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the public domain or have been released under an intellectual property license that permits their
free use and re-purposing by others. Open educational resources include full courses, course
materials, modules, textbooks, streaming videos, tests software, and any other tools, materials, or
techniques used to support access to knowledge”( Hewlett , 2015).
In spite of the considerable challenges that the open educational movement faces ,there seems to be
growing confidence that this movement is set to reshape the higher education landscape (Carey,
2012).
When we design courses using other people’s digital materials, we need to understand how to use
them. We need to check before we take (Salmon, 2014).
Blended Learning
Blended learning means different things to different people. Blended Learning according to the
Innosight Institute is “a formal education program in which a student learns at least in part through
online delivery of the content and instruction with some element of student control over time, place,
path and or pace.”(Baily et al, 2013p. 3). “Blended learning allows organizations to gradually
move learners from traditional classrooms to e-learning in small steps making change easier to
accept”(Driscoll, 2015). Driscoll (2015) found that the term blended learning refers to four different
concepts: combing or mixing modes of web-based technology, combining various pedagogical
approaches, combining any form of instructional technology and integrating technology with actual
tasks. The most used definition of blended learning that has been used by many authors is “a
combination of face- to face, virtual and self- paced learning”. “Implementing a blended learning is
a complex program of work requiring integrated plans about teaching and learning, information
technology, finance, human capitals and communication”(Baily, 2015, p 13). Dziuban, Hartman,
and Moskal (2004, p.3) describe blended learning as a “pedagogical approach that combines the
effectiveness and socialization opportunities of the classroom with the technologically enhanced
active learning possibilities of the online environment.”
Significant Learning: What is Significant Learning?
Students will always learn something, but the teachers, curriculum designers and administrators
want them to learn something significant that can be sustainable(Fink, 2003). Therefore, the answer
to the question what is significant learning is important when we want to redesign learning and
teaching. “Significant Learning is: Any learning that consists of one or more of the following kinds
of learning: “Foundational knowledge, application, integration, caring and learning how to
learn”(Fink 2003, P.7). When designing, developing, teaching, searching for resources focus on
learning, the result can be called significant learning. Fink (2003) suggested that teachers and
students “often emphasize such things as critical thinking, learning how to creatively use knowledge
from the course, learning to solve real-world problems, changing the way students think about
themselves and others, realizing the importance of life-long learning, communicating and
collaborating with others, involving in discussions and learning communities..etc. These are the
main skills that create a significant learning.

257

ISSN 2414-6099

Bloom’s Taxonomy
Benjamin Bloom and his colleagues created the old taxonomy in the 1950s. It offers six categories
of learning that can be used both to formulate learning objectives and to guide assessment of those
objectives (These six categories have been seen as being hierarchical, i.e., students need to learn the
lower levels before learning the higher levels. There have been many suggestions to improve
Bloom’s taxonomy and in 2001, there was the revised taxonomy (Fink 2003). To write course
outcomes that match Bloom’s levels, it is necessary to determine the cognitive level of the desired
outcome and then choose action verbs that measure the outcome at that level (Palloff, R. 2009).
The following charts show Bloom’s Taxonomy between 1956 and the revised one in 2001.
(Figure1)

Significant Learning Taxonomy
Significant Learning Taxonomy can be seen as a successor to the classic taxonomy, the well-known
taxonomy of educational objectives formulated by Benjamin Bloom and his associate in the
1950’s(Fink, 2003). Fink (2003), who created the significant learning taxonomy, said: “ for learning
to occur, there has to be some kind of change in the learner. No change, no learning and significant
learning requires that there be some kind of lasting change that is important in terms of the learner’s
life. The following figures show the six components of the significant learning as they were created
by Fink.
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Figures (2)

Pedagogies
“Pedagogy is the art or science of being a teacher, generally refers to strategies of instruction, or a
style of instruction”(Wikipedia, 2015). The dictionary meaning of “pedagogies” is “the art or
science of teaching; education; instructional methods”(Dictionary.com, 2015). Knowles (1995)
proposed a new theory of adult learning that he termed andragogy that is the science and art of
helping adults learn. However, in this paper there is no reference for andragogy and the use of the
term “pedagogies” refers to the “profession, science or theory of teaching” (the Oxford English
dictionary (2002).
Methodology
This mixed methods study describes the process of initiating a pilot project to change three courses
to the blended learning mode. A total of 28 faculty members at the Emirates College of Technology
expressed their interest in having the training for that purpose. However, for the pilot project, five
instructors have been identified to work closely to adapt three courses: Islamic Banking,
Introduction to Web Development and Computer Graphic Design for delivery in blended mode in
Fall 2015. These instructors expressed their readiness to work extra time to meet the requirements
of this mode of learning. Thirty-four students have been involved in this pilot project in the three
courses. ADDIE model for instructional design has outlined the whole process (Analyze, Design,
Development, Implementation and Evaluation). Bloom and Fink’s Taxonomies have been
integrated to redesign the learning and teaching approaches. The following is an overview of the
pilot project process.
The Analyses Phase
The analyses phase has investigated the current teaching and learning approaches, the uses of the
“Moodle”, which has been used as the learning management and course management system in the
college and the familiarity of the ECT students and instructors with technology and the current
paper-based course portfolio. Informal interviews have been conducted with some leaders,
instructors, students and staff to get information about the context. Three surveys have been
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conducted to collect information about the current pedagogies, the learning needs, and the
familiarity of the instructors and students with technology and Moodle uses. Ninety instructors have
responded to the survey about their familiarity with technology and the functions of the Moodle, 41
responded to the one about the teaching and learning methods at the college and 186 students
responded to the survey that measures their familiarity with technology and Moodle uses.
The responses of the instructors have not reflected good familiarity with the Moodle
Functions and some of them were completely unfamiliar with these functions. Moreover, those who
wrote that they are familiar with some tools, their responses to the frequency of using those tools
indicated rare use or none. However, contacting the administrator of the Moodle, the researcher
discovered that Moodle has been used for uploading or downloading assignments or handouts,
while the other functions on the Moodle have not been used at all. Look the following charts:

How familiar are you with the following functions of "Moodle", which has
been used as a LMS and CMS at the ECT? ﻤﺎ ﻤﺴﺘﻮﻯ ﻤﻌﺮﻓﺘﻚ ﺒﺎﻻﺴﺘﺨﺪﺍﻤﺎﺖ ﺍﻟﺘﺎﻟﻴﺔ
ﻟﻠﻤﻮﺪﻝ ﺍﻟﻤﺴﺘﺨﺪﻤﺔ ﻛﻨﻈﺎﻢ ﺇﺪﺍﺭﺓ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﻛﻠﻴﺔ ﺍﻹﻤﺎﺭﺍﺖ

Extremely familiarﻮﺍﺴﻊ ﺍﻟﻤﻌﺮﻓﺔ
Very familiar ﺠﻴﺪ ﺍﻟﻤﻌﺮﻓﺔ

Site news ﺃﺨﺒﺎﺭ ﺍﻟﻤﻮﻗﻊ

Documentation ﺍﻟﺘﻮﺛﻴﻖ

Views

Blogs ﺍﻟﻤﺪﻮﻨﺎﺖ

Creating e.Portfolio …ﺗﺤﻀﻴﺮ ﻤﻠﻒ

Exabis E-Portfolioﻤﻠﻒ ﺍﻷﻟﻛﺘﺮﻮﻨﻲ

e.Assignmentﻮﺍﺠﺐ ﺃﻟﻛﺘﺮﻮﻨﻲ

Moderately familiarﻤﺘﻮﺴﻄ ﺍﻟﻤﻌﺮﻓﺔ

Creating and editing a personal…
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On the other hand, the analyses of teaching and learning have shown that the teaching, learning and
assessment approaches have been traditional and have relied mostly on lecturing and rote learning.
The majority of the instructors stated that they were the only source of knowledge to their students
and they relied on lecturing. However, those who strongly disagreed commented that they used
discussions, questions and answers during their lectures, but they were still using lectures.
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Some of those who disagreed with the statement have mentioned that students get information from
their colleagues while discussion.
On the other hand, the students’ survey has shown good familiarity with technology and
Internet though it is not so with the Moodle functions. Students are either good or excellent users of
computers, tablets, i. pads, i.pods and smart phones and mostly familiar with social media.
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(The students’ responses)
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Design Phase
This stage determines all goals, learning outcomes, tools and resources to be used such as the types
of media, the learning theories, teaching methods and the different mental processes needed by the
participants to meet the target of the project(Ed Forest, 2014). Fink’s taxonomy of significant
learning and Bloom’s Taxonomy of learning objectives have structured the design of the pilot
project blended courses. While the revised Bloom’s taxonomy has outlined the learning outcomes,
Fink’s taxonomy has been used to create links among the learning domains and make them
interactive. The following matrix shows the alignment of Bloom and Fink’s Taxonomies with the
Learning outcomes verbs, pedagogies and the resources. This matrix has been used as a reference
while preparing the syllabi and designing the courses online.
Fink and Bloom Taxonomies Matrix (Figure 6)
Fink’s
Taxonomy

Bloom’s
Taxonomy

Foundation Knowledge
al
Comprehensi
Knowledge on
(Rememberi
ng
and
understandi
ng)

Application
:
Critical
thinking,
Practical
thinking,
Creative
Thinking,
Managing
Complex
Projects and
Performanc
e Skills.

Application
Analysis
Synthesis
Evaluation
Creativity

Learning outcomes verbs

Pedagogies

Define, label, recall, repeat,
order, list, quote, match, state,
restate,
recognize, identify,
recite,
describe,
discuss,
restate, summarize, paraphrase,
report, review, understand,
explain,
identify,
locate,
express, recognize, associate,
explain,
give
example,
illustrate, indicate , name,
paraphrase, repeat, tell.
Demonstrate,
examine,
distinguish, establish, show,
report, implement, determine,
produce, solve, draw, interpret,
provide, use, utilize, write,
illustrate, operate, dramatize,
sketch,
employ,
analyze,
illustrate,
discriminate,
differentiate,
examine,
question, infer, support, prove,
test, experiment, categorize,
classify,
write,
appraise,
calculate, criticize, compare,
contrast , relate , assess , audit,
catalog, decipher , deduce,
derive, diagram, measure,
query, separate, trace, dissect,

Learning through
acquisition:
Lectures, reading
books or texts,
watching videos or
demos, handouts
and presentations.

Inquirybased
learning, Problem
– based learning ,
Learning
through Practice.
Learning through
search
and
investigation,
posing
and
exploring
questions,
data
gathering,
interpreting
and
synthesizing
different kinds of
data, collaborative
learning, project-

Technology
enabled resources/
OERs
Power
point
presentations
(Handouts,
YouTube, Khan
Academy,
MOOCs, Flicker,
Wikipedia
and
web links and
WebQuest.

Power
point
presentations
(Handouts,
YouTube, Khan
Academy,
MOOCs,
Wikipedia
,
Wikimedia, links,
Wikis,
Forums,
Blogs,
Online
Learning
Communities,
Surveys
and
polling tools, Web
Quest, Quizzes, e.
books
and
resources.
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Fink’s
Taxonomy

Bloom’s
Taxonomy

Integration

-

Human
Dimension

-

Learning outcomes verbs

Pedagogies

formulate, hypothesize, infer,
interpret, locate, measure,
trace. Advise, answer, apply,
certify , choose, consult,
debate, decide, diagnose ,
evaluate, give evidence , judge,
justify, prescribe, propose,
prove, rank, select, suggest,
test, abstract, adapt, amend,
author, compose, construct,
convert,
create,
design,
develop, devise, discover,
draw, envision , experiment,
fabricate, imagine, improve,
refine, reform, sketch, theorize,
transform, write, administer,
assign, coach, communicate,
complete, conduct, coordinate,
delegate, develop, evaluate,
facilitate, follow up, guide,
implement. Manage, organize,
plan, prioritize, strategize,
supervise, summarize, teach,
time-line , train, conduct,
demonstrate,
do,
employ,
execute,
exhibit,
operate,
perform, produce, set up , use.
Associate, combine, compare,
concept map, connect, contrast,
correlate,
differentiate,
integrate,
link,
relate,
synthesize.

based
learning,
learning
communities and
casebased
learning(case
study) , self- paced
learning
or
independent
learning, Flipped
Learning.

Acquire, advise, advocate,
balance, behave, be aware of,
collaborate,
communicate,
comply, cooperate, critically

Learning
communities,
Interdisciplinary
Learning,
case
studies,
discussion- based
learning, problembased
learning,
flipped learning.
Selfpaced
learning,
collaborative
learning, learning

Technology
enabled resources/
OERs

Wikis,
Forums,
Discussion Boards
and related videos,
webbased
resources
and
links.

Wikis,
Forums,
Discussion Boards
and related videos,
webbased
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Fink’s
Taxonomy

Caring

Learning
How
to
Learn

Bloom’s
Taxonomy

-

Learning outcomes verbs

reflect, decide to, demonstrate,
describe, educate, embody,
empathize,
express,
feel
confident, give feedback, help,
influence, initiate, inspire,
interact with, involve, lead,
mediate, mobilize, motivate,
negotiate,
nurture,
offer,
promote, protect, reconcile,
reform,
resolve,
conflict,
respect, respond, see oneself
as, serve as role model, settle,
share, show, suggest, support,
suspend, judgment, sustain,
take responsibility , unite.
Agree to, be ready to, commit
to, decide to, demonstrate,
develop, discover, explore,
express, get excited about,
identify, pledge, recognize,
value of, renew interest,
revitalize, share, state, take
time to, value.

Construct knowledge about,
describe how, develop a
learning plan, frame useful
questions,
generalize
knowledge, identify sources
and resources, identify your
learning style , identify what
you need to know , inquire,
predict performance, reflect,
research, self- assess, selfregulate, self- monitor, set a
learning
agenda,
take
responsibility for, transfer
knowledge.

Pedagogies

Technology
enabled resources/
OERs
communities,
resources
and
learning through links.
discussion, group
work
online,
Flipped Learning

Projects,
discussion – based
learning, learning
communities,
Flipped learning,
peer teaching and
learning
,
collaborative and
cooperative
learning.
Selfpaced
learning, inquirybased
learning,
reflective learning
discussion- based
learning
and
learning
communities.

Wikis,
Forums,
Discussion
Boards, Videos,
web links.

Checklist tool for
reflection, choice
tool,
ask
and
answer
forums,
wikis,
videos,
handouts.
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Development Phase
In the development phase, designers make use of the data collected from the two previous phases
(Ed. Forest, 2014). Instructors, who have been involved in the pilot project, have attended
individual and small groups training sessions about the new pedagogies that would be introduced
into the blended courses. The designer of the blended learning courses prepared a template plan for
this phase to be filled by the instructors of the courses collaboratively with the instructional
designer. The following is the template plan:
We
ek

The mode

1
2
3

Physical
Virtual
SelfPaced
Learning

The topics

The
pedagogies

Material and Assessme
multimedia to
nt
be used.

CLO

Timelin
es

The syllabi have been redesigned using the learning outcomes that are aligned with the new
pedagogies. The instructors have played the role of the content expert while developing the
teaching/ learning and the assessment tools on the Moodle. The following are some examples of the
used tools and OERs used in the blended courses:
This checklist tool is used as a table of content and a study plan
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A checklist tool has been used to identify the learning approaches

Learning Community
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Question and Answer Wiki
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Learning contract

Web- based Links
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Examples of videos (OERs and home-made ones)

Results
In order to answer the research questions about the potentials of OERs to design blended courses
with new pedagogies, OLC’s Five Pillars of Quality Online Education have been used. Although
these pillars were designed to provide framework to measure the online courses quality, they have
been good enough to measure other learning modes such as blended one. The research questions
are:
Pillar 1: Learning Effectiveness
The main goal of this pillar was to achieve quality in learning that is higher than the traditional face
to face in the blended learning courses. The categories that were defined to evaluate the learning
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effectiveness are: “ course design, learning resources, faculty development, the new pedagogies,
interaction and communication and academic integrity. Instructors and students report that the
quality of teaching was much better than the traditional one. The abundance of OERs online and
MOOCs has made the design process viable. The free online videos, in addition to home made ones
that were video- taped by a specialist of video -taping have made the flipped learning viable. Using
Wikis, forums, discussion boards and the other functions of Moodle have helped the collaborative
learning, learning through discussion, inquiry- based learning and learning communities, which are
referred to in this paper as significant learning.
To measure the learning effectiveness, two surveys and informal interviews with the
students and the instructors have been implemented.
The following are the responses of the instructors who were involved in the pilot project about
learning effectiveness categories:
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Pillar2: Cost Effectiveness
Although it is well- known that integrating technology into the course design, and introducing
blended courses with new pedagogies is not always an affordable process for many institutions, the
pilot project has been done for free using OERs.
Pillar 3: Accessibility
The course designer and the instructors have tested the accessibility of the OERs that were added to
the course design several times. Using the roles of a student, non-editing teacher and a teacher, the
instructional designer tested all the resources used again in time intervals. Instructors and students
were surveyed to get feedback about the accessibility and easiness of using the online resources.
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Pillar 4 Faculty satisfaction
Faculty satisfaction was measured by the college president who sent an email for those who
participated in the pilot project to ask them whether they like to continue or not. All of them
expressed their willingness to continue and to change some other courses to this mode of learning as
well.
Pillar 5 Students’ satisfaction
Students’ satisfaction was measured by interviews and feedback taken from their instructors. Two
surveys have been sent to them to assess their satisfaction and get suggestions. Few students have
taken the survey twice and mentioned that they faced difficulty at the beginning, but later
everything was fun. However, about 50% of the students think that they prefer to attend the virtual
classes physically since they are on campus to attend other classes. They had some inconveniences
because they needed to attend the virtual classes in the college labs or using their mobiles.
However, they were happy with the other resources and tools that are there in the blended courses.
The following table shows the Online Quality Framework Pillars (adapted from Sloan- Five
Pillars of Quality Online Education (2002):
Pillars
The goal
Categories Process /practice
Metrics
Progress indices
Learning/ Quality of The
The course design Instructors and Instructors report
effectiven learning is Course
meets the diverse students’
that
Blended
ess
higher than design
learning
styles perceptions’
learning is better
the
modalities.
surveys
and than the traditional
traditional
Integrating technology interviews.
one in many ways.
in the face- to face
face to face.
On
going
sessions.
assessment of the
Increasing
the
students’ learning
communication and
shows better results
interaction
between
than the traditional
the students and the
courses.
instructors and among
the
students
themselves.
Learning
Searching for OERs Surveys
and Students
and
resources
that can serve learning interviews
to instructors report
process and meet the measure
the that
learning
learning
styles instructors and resources
are
modalities. Resources students’
accessible,
easy,
have included videos, perceptions
diverse,
increase
office
documents, about learning communication and
interactive handouts, resources,
the interaction
and
Discussion
boards, tools on the meet the learning
wikis , forums…etc.
Moodle,
and styles modalities.
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Pillars

The goal

Categories
Faculty
Developm
ent

Process /practice
Providing a training
program that includes
technology
and
pedagogies.

Metrics
how accessible
and easy these
resources
and
tools.

Progress indices
Instructors
and
students do not
report
inaccessibility of
the OERs.

Designing pedagogies
for
significant
learning: foundational
knowledge,
application,
integration,
and
humandimension,
caring and learning
how to learn. This
type
of
learning
promotes
learner
oriented learning such
as inquiry – based
learning,
learning
communities,
casestudies,
flipped
learning, discussion
based learning .etc.
Interaction Students
and
and
instructors have more
communic interaction
and
ation
communication
channels than the
traditional
courses
such as wikis, forums,
discussion
boards..
etc. Students and
instructors
perceive
that communication
and
interaction
enhance learning.
Academic Online
assignments
integrity
and
projects
are
checked
using
Turnitin.
Online
quizzes are used as

Surveying the
instructors
regarding their
perceptions
about
these
pedagogies and
how
effective
they are with
OERs.

Instructors
are
satisfied
and
willing to continue
in the project with
new courses to be
added.

Surveys
and
interviews
of
students
and
instructors about
the level of the
communication
and interaction
and
whether
these interactive
activities
can
improve
learning.

Students
and
instructors perceive
that
communication and
interaction in the
blended courses are
better than the
traditional ones.
Instructors perceive
that interaction and
communication can
improve learning

Pedagogie
s

Interviews with Instructors report
the instructors.
no cheating or
plagiarism in the
assessment process
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Pillars

The goal

Cost
effectiven
ess

Improving
learning
services for
free.

Access

All
the
targeted
learners and
instructors
have access
to all the
different
learning
resources
and tools.
Sustain and
increase
faculty
participatio
n
and
satisfaction
in blended
teaching
mode.

Faculty
Satisfactio
n

Categories

Process /practice
assessment
for
learning and have
randomized questions.
Discussion
boards,
learning communities
and wikis have been
connected to what
have been taught and
learned during the
physical classes. Clear
rubric for assessing
the
students’
participation in these
interactive tools.
OERs and Selecting OERs that
Creative
have stability and
Commons diversity for if one
source
has
been
removed, there are
many substitutes for
it.
Permissions are given
Accessibil to
the
enrolled
ity
students
in
the
blended courses to us,
download or upload
resources.

Metrics

Their
teaching
experience
.

Email was sent
to the faculty
members to ask
them
whether
they are willing
to continue and
what are their
perceptions
about
the
experience.

Several
interviews
with the instructors to
get feedback about
their perceptions.

No budget
financial
policies
constraints.

Progress indices

or The college is
willing to extend
the project to target
more students and
involve
more
courses.

Surveys
and All learners and
interviews.
instructors report
that the blended
courses are easy ad
can
use
the
technologies
in
them.

All the faculty
members involved
in the pilot project
have
positive
position and are
willing to continue
in other courses.
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Pillars
Students
Satisfactio
n

The goal
Students are
satisfied
with
the
communicat
ion,
interaction
and
technology
being used

Categories
Communi
cation,
interaction
using
technolog
y and the
course
experience
survey

Process /practice
Students
were
involved
in
communication online
using the Wikis, the
discussion boards and
forums.

Metrics
Observing
online activities
and
sending
course
experience
survey.

Progress indices
Students are happy
with the online
resources , but
three of them think
that the resources
are too
many.
Students of two
courses
have
benefitted from the
flexibility of the
blended learning,
but in the third
course, they did not
due to schedule
issues.

Implications for future research
• Designing courses using OERs has the potential to introduce new pedagogies for significant
learning due to the abundance of OERs available in English. However, the researcher is not
quite sure that there are OERs as abundant in other languages. Therefore, the researcher
suggests investigating this potentiality in Arabic or any other languages courses.
• Students, who are involved in a completely different pedagogical and technological
environment in one course, while the other courses are traditional, have some inconveniences
because they had to attend the virtual classes on campus. Therefore, the study recommends
applying this mode of learning in one program instead of one course in each program.
Conclusion
Designing Blended Learning courses using only OERs has been a real challenge especially that new
and different pedagogies are introduced in these courses. The analyses of the teaching and learning
methods in the Emirates College of Technology has revealed receptive more than constructive
learning. However, the instructional designer has taken the challenge supported by the enthusiasm
and motivation of the instructors who were involved in the project. On the other hand, OERs have
shown a great potential in the courses that are being taught in English, but the researcher is not quite
sure whether this is applicable in the courses that are taught in Arabic or other languages.
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Abstract
We present a case study examining the use of student-centred learning analytics within a vocabulary
learning tool. These analytics were designed with the intention to support users in growing a habit of regular
studying and expanding their formal learning activities beyond the classroom.
In this study we report the opportunity presented by a cohort of 181 French users that registered in Lexicum
for a semester to learn English. Lexicum is a ubiquitous vocabulary learning tool that enables users to study
both in a self-directed and self-paced fashion. When used in the classroom, this leads to learning experiences
where learners blend their individual interests with the formal requirements of the class. We analysed
learning behaviour based on user data collected by Lexicum for the given cohort.
We identify different patterns in the approaches students take towards learning. Some learners, driven by
exploration, expand their knowledge by intensively looking up new vocabulary. Others, driven by
reminiscence, engage in exercises that help them memorise vocabulary better. The most successful learners
manage to combine both drives to achieve a continuous learning experience. A fourth type of learners fail to
continuously engage with learning at all. In the light of these approaches, the role of finding a personal
motivational drive to engage with learning is discussed here.
This case study illuminates the multifaceted nature of individual motivations to learn and demonstrates that
most successful learners take part in a range of activities as a way to maintain continuous engagement. As
an immediate consequence of this study, the design of learning activities needs to provide opportunities for
each individual learner to find their own reason to engage with the learning tool, and to lead learners to get
involved in further learning activities on top of that.
Overall, this paper shows how student-centred learning analytics within ubiquitous learning tools can help
teachers and facilitators maintain high levels of engagement in a class of learners with differing
motivational drives. The paper also provides evidence that ubiquitous learning tools can help motivate
learners to practice beyond their classroom activities, which is critical to efficient learning. Both in class
and beyond, unobtrusive learning analytics can serve as both formative assessment to guide the educational
process, and as a tool to maintain engagement in the full range of learning activities.
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Introduction
With the exponential technological development, mobile and ubiquitous computing have developed
in learning tools that up until recently were not believed to be possible. We can now talk of
technologies that allow learners to engage in learning activities, regardless of their situational
circumstances. It is common in the tradition of ubiquitous computing, see Ogata and Yano (2004)
or Underwood(2014), to put forward sophisticated systems that detect objects in the environment or
monitor the learner emotions among other techniques. Yet, such trends have in general remained in
the fields of fiction and experimental research. On the other hand with the advance of the Internet of
Things, cloud-based repositories and browser-based interfaces blend into a somewhat different
ubiquitous learning environment that provides continuous opportunities for learning.
Languages are an exceptionally broad learning domain. Arguably, no one tool can cater for
all the specifics and contexts to learn a language. This challenge is reflected in the impressive
breadth of a review by Burston (2013) of 345 implementation studies in the domain of mobileassisted language learning conducted in a period of over 20 years. However, a more focused view
would acknowledge that the approach towards learning grammar and vocabulary needs to be
different. On one hand, grammar is critical for the efficient acquisition of the basic to medium
proficiency in a language, yet once habituated, it become less necessary to keep exercising it. On
the other hand, there is a continuing vocabulary-expanding process throughout one’s lifetime. One
cannot construct a sentence without a basic set of words, yet even seasoned speakers of a foreign
language encounter new terms and nuances in their meanings. Moreover, even native speakers face
the need to learn new professional or fashion-driven jargon.
This calls for ubiquitous tools that support users in comprehending the complexity of
vocabulary and in internalising it. Such a ubiquitous e-learning environment should afford the
blending of formal and informal learning. This relieves learners from the feeling that they are
permanently tested, whereas still provides teachers with insights of how students are performing.
The combination of these two is exceptionally useful for student-centred learning. A drill-down in
analytics should allow for the identification of sequential patterns within individual learners, and for
the classification of stereotypical behaviours. Whenever teachers engage with this feedback, they
should be able to decide to spend individual time with a particular learner who needs additional
attention or give assignments to others who can continue to work more independently.
With all this in mind we have conducted a case study exploring how these work out in the
wild. For the purpose of the study, we take advantage of the opportunity presented to us by a cohort
of French students learning English.
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Literature Review
Two main bodies of research are relevant for this publication: mobile and ubiquitous language
learning, and learner analytics. There's only limited research involving both, so for the purposes of
this paper each is reviewed separately before considering their combination.
Based on previous research, Ogata and Yano (2004) define ubiquitous learning through five
characteristics: 1) permanency, ensured by the persistence of contemporary cloud-based storage and
analytics; 2) accessibility, again catered for by cloud-based services that allow access to learner’s
data at any time on any device; 3) immediacy that shortens the learning cycle by providing answers
to learning enquiries immediately, thus making it easier for learners to process and interlink the
accessed information; 4) interactivity that allows the interaction between teachers, experts and
learners to enable a more personalised learning experience; and finally 5) situating of instructional
activities that blends learning into daily life to relate abstract learning to the personal context. In the
same publication Ogata and Yano further add that embedding such a ubiquitous experience in a
social environment (i.e. the aforementioned interactivity) expands the potential of this learning into
the context of Computer-Supported Collaborative Learning.
Exploring new vocabulary via a dictionary is a well-established and straightforward activity. In
contrast, there are numerous approaches to memorisation. Arguably less popular, but certainly
validated with decades of research is spaced repetition. This technique is commonly used in
vocabulary learning tools, as indicated by Burston's review (2013). Even though it is practically
accessible even without technologies (i.e. with paper-based flashcards), software lowers the
threshold to using it and makes learning with spaced repetition straightforward to learners.
Learning analytics is an emerging field that combines educational research, technologyenhanced learning and data mining, among other research traditions. Due to it being
interdisciplinary, a wide range ot methods and techniques are employed by learning analytics
(Chatti et al., 2012; Siemens and Baker, 2014). Of greater relevance for this study are clustering as
a way to identify similar approaches to learning and sequential pattern mining as a way to
understand the behaviour of individual students. Clustering is putting together similar data points –
in this study overall performance of each learner for the studied period – in related groups as a way
of identifying common patterns. The benefit of doing this is that it is not known in advance what
common behaviours students exhibit, but putting them together allows for the commonalities to
stand out. In learning analytics sequential pattern mining is used to identify patterns of student
behaviours that lead to better – be it deeper, more efficient or just faster – learning.
Chatti and colleagues (2012) propose a reference model for learning analytics which
classifies different approaches according to four factors: what, who, why and how. The answer to
each of these questions defines the scope of how learning analytics is being used. The first question
– what – identifies the type of data being considered. It specifies whether this data is collected from
a single system or from a variety of sources. There is an inherent trade-off in this choice. More
diverse data allows for data triangulation (cross-validation between different types of data),
whereas data from one source does not need to be integrated, thus does not expose the analysis to
potentially more noise introduced by data manipulation. This study considers data from only two
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particular activities from a single (even if ubiquitous) system, as simple representations of two
fundamental learning activities.
The who question is concerned with who uses the result of a particular piece of learning
analytics. In this study the analytics are intended for teachers to use and fine-tune their approach
towards learners. Some more advanced learners might be making good progress with the
technologies at hand. Such learners do not necessarily need teacher involvement. However, others
might need an initial push, guidance on improving their learning techniques, or help with a
stumbling stone – a particularly challenging task.
The third, why question concerns the purpose of applying analytical techniques to the
particular learning experience. Chatti and colleagues (2012) list a number of possible purposes from
curriculum reengineering to assessment. In this study learning analytics are used for adaptation and
personalisation as a way to encourage learners to adopt techniques that successful learners are
using. This could be made possible with tutoring and other learning interventions that take into
account how each individual is doing.
Finally, the how question comes to address the answers of the previous questions with the
technique that would meet the particular needs for the given scenario. This is exactly where the
aforementioned clustering and sequential pattern mining come in place. The combination of the two
analytical techniques allows teachers to identify behaviours based on sparse data and generalise
observations over one student to others with similar performance. This also allows to disseminate
successful learning practices to others with related profiles.
Aljohani and Davis (2012) put forward a mobile and ubiquitous learning analytics model.
This model gives an overview of the typical data lifecycle. In it learning activities generate data for
the (mobile) learner. This data is being analysed, to be later recombined into new knowledge with
the help of the the activities in the response to Chatti's why, namely feedback, interventions and
predictions. All this goes back into the next round of learning activities. The study presented in this
paper provides an example of how exactly this critical step from analysis to new knowledge can be
performed.
Method
This paper reports an opportunistic field study with real-world students. A total of 181 French
students took part in our study during calendar weeks 40 to 51 in 2015. The cohort followed a
shared curriculum for learning English and got involved in the study without any additional
incentives. Neither the students, nor the teachers of the cohort were made aware of this study. As
part of this, none of them received any particular incentives or was approached for any other form
of personal interaction. To guarantee for their privacy, their personal information was only used for
the needs of their learning process and in accordance to the terms and conditions they have agreed
to when they registered in the language learning platform. They were assigned unique randomised
pseudonyms of the form Pxxx (x representing a decimal digit).
This study took advantage of data collected from the use of Lexicum – a ubiquitous
vocabulary learning tool that serves as a vocabulary hub to language learners. Lexicum integrates a
range of established dictionaries with practical exercises that support the learning process. These are

284

ISSN 2414-6099

brought together into personalised cloud storage and performance analytics to deliver a
comprehensive learning support tool featuring about two dozen languages.
Lexicum is ubiquitous, because it is core to its concept to be accessible in as many contexts
as possible. Currently, versions on several platforms are free and publicly available. There are
applications for smartphones and tablets on most major platforms. Desktop and laptop computers,
as well as e-readers, internet television sets and other devices are supported via a browser-based
rich media application. All this makes it possible for learners to not only access their personal
vocabulary from any convenient device, but also in all situations, be it while working, at home or in
transit. It is thus obvious that Lexicum meets the permanency, accessibility and being situated
characteristics defined by Ogata and Yano (2004).
In this study, the focus is on the two core learning activities, facilitated by the tool. These
two activities are performing dictionary lookups and answering quiz questions. The dictionary
feature of the tool integrates a number of dictionaries, combining the advantages of each.
Definitions and examples from well-established dictionaries like WordReference, Princeton and
Collins are combined with rich translations from crowd-sourced ones like Google Translate and
Wiktionary. Depending on the languages further metadata like pronunciation, irregular forms and
part of speech is provided. Lexicum affords personalisation by using device-specific context and
allowing learners to improve their translations and add notes. From the perspective of the learner,
dictionary lookups are a form of learning exploration, or an activity that expands the boundaries of
one’s knowledge.
Dictionary lookups are the core activity in vocabulary building, which also makes
vocabulary-based personalisation possible. Because of this, and only after a minimum of three
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words are looked up, Lexicum provides personalised exercises that optimise the learning experience
Figure 1: Screenshots from the web version of Lexicum . On the left-hand side (a) is an image that
shows the lookup of new words in the dictionary (exploration), and the image on the right-hand side
(b) shows the quiz screen (reminiscence). The mobile application offers a somewhat similar
experience, adapted for touchscreen and smaller devices.

by spacing out in time the practice of particular vocabulary that is being learned. The most
fundamental among these exercises is a word quiz, which tracks performance and is optimised to
involve learners in spaced repetition. This type of exercises improve the learner’s ability to
memorise and recall what is learned. Thus, we call such activities learning reminiscence. Because it
is quite common that large amounts of words get collected for practice, Lexicum introduces a target
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for words quizzed per day, customisable by learners, but set to 20 words per day by default. Such a
quiz apparently affords immediacy by providing answers immediately after the learner answers the
question. Lexicum also supports additional features for teachers that allow for Ogata and Yano's
(2004) interactivity. However, these features were not used by the studied cohort.
Due to the nature of these two types of activities, the relevant learning content needs to be
explored, before it could be memorised. In other words, one needs to encounter a word, before one
could start memorising it. Furthermore, it is inherent in their nature that such activities need to be
performed over longer periods to lead to long-term memorisation. Thus, in efficient learning
experiences over a longer period these activities need to grow continuously, even if exploration
activities slow down.
The dictionary lookup for a new word and each quiz question for a stored word were
recorded as part of the analytics within Lexicum. Along with each action and its timestamp, the
device where it was performed was also collected and used for this analysis. In order to get a deeper
understanding of individual behaviour, a critical qualitative approach was taken, going beyond the
typical data-driven qualitative analysis. To this end, data was aggregated and explored via
clustering for emerging common patterns. Finally, several representative users from each pattern
were chosen for illustration and sequential pattern analysis was applied to explore their behaviour.
This type of analysis is an example of how aggregate group analysis can be combined with
personalised learner analytics as a way to unobtrusively identify who exactly needs particular forms
of personal support and what should this support aim to achieve.
For the purposes of the individual analysis, we examined the learning journeys of five
learners representing each of the identified clusters. We aggregated the activity hourly and by type
as a way to examine in what sequences, intervals and contexts learners engaged with different
actions. Those learners that engaged actively with the learning tool were considered successful, as
actively working with the learning content is a necessity for efficient learning.
Results
Out of 181 registered students, 145 actually engaged in looking up the translations of words.
However, 134 of them added at least 3 words, which would allows them to also do the quiz. Of
these 82 (or 60%) used the quiz and thus actively engaged in learning.
From the data it can be seen that students did not engage evenly throughout the whole
period. Considering Figure 2a, it is reasonable to assume that there were two critical events that
encouraged learners to engage with the vocabulary learning tool. The first one was at the start of the
class, and was followed by a typical pattern of decline, most probably due to the lack of continuous
push by teachers. The second event, during calendar week 47, was probably a teacher emphasising
the benefits of using vocabulary support tools for spaced repetition, because this pushed learners for
a very active week of lookups and initiated some quiz activity. After that second event starts more
balanced and sustained use of both activities. From Figure 2b it can be clearly seen that most
lookups were performed on Monday, Tuesday, Thursday and Friday which was apparently the time
when classes were held and thus a lot of new common vocabulary was introduced. This is also
where it becomes apparent that in-class learning has successfully blended with casual, because of
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Figure 2: Aggregated statistics of learner activity on different devices. The three figures show
activities (a) by week of the year on top; (b) by time of day in the lower-left graph; and (c) by
weekday in the lower-right graph.

activities at times when no classes are held. The fact that not only reminiscence, but exploration
takes place during these periods, shows that this is not only homework exercise for class, but also
informally exploring new knowledge.

There is further evidence that a ubiquitous tool like Lexicum allows users to practice whenever they
find it convenient. The lowered threshold
Table 1: The total number of actions distributed by platform to learning outside of the classroom leads
and by type. The top row and leftmost column represent the to the emergence of a pattern in behaviour
sums of the respective columns and rows. Each of the other that is shown in Table 1. Even though
cells contain (clockwise starting from upper-left) total count there was much more activity on desktop,
of these activities, share of activities on corresponding as compared to mobile, a clear trend is
device, share of total activities, and share of the that lookups were mostly performed on
desktop devices in class, whereas the
corresponding type of activities.
majority of quiz activity was done on a
mobile subsequently.
From the 144 learners that
engaged with lookup, the explored words
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averaged at 20.0 (with median=12.5). However, there were more than a dozen users that looked up
more than 50 words. The one that used Lexicum most actively added 250 words to his personal
vocabulary. This drove the average number of looked up words per user to a bit more than 18. As
already explained, Lexicum requires that users have looked up at least three words to start using the
quiz. The 82 who engaged with reminiscence, had average quiz activity at 18.1 (with median=11).
In Figure 3 learner activities are mapped on a logarithmic scale. On the horizontal axis are
projected the number of dictionary lookups, and on the vertical - the number of quiz questions
answered. The four clusters representing memorisation, reminiscence, a combination of the two,
and lack of engagement. From the four groups, the one representing reminiscence is most clearly
distinguished by being above the low-left to up-right diagonal. It is visually noticeable that the
exploration group is denser, which indicates that it was more attractive for learners to engage in
exploration. Following a similar pattern, the group engaging in both activities is even denser,
clearly emphasising the diagonal itself. The fourth group unites users that didn't engage at all (the
36 users that didn't do any lookups) and users that did not engage heavily in the bottom left corner
of Figure 3.
We examined the journeys of learners representing each of the active three learning patterns:
exploration, reminiscence and combination of the two. Due to the absence of trace left by passive
learners, we couldn't draw conclusions about them. From the prominent representatives of the active
patterns we could draw several observations about successful learning. In general, learners from all
three patterns tended to practice their memory every time they looked up new words. This
behaviour, combined with the regularity of classes, ensured that they would practice their
reminiscence at least weekly.
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Figure 3: A scatterplot illustrating the four identified clusters of users. The first cluster represents
users going for exploration – below the diagonal connecting the lower-left and upper-right
corners of the graph, but also to the right on the graph indicating greater lookups. The cluster for
reminiscence puts together the sparse datapoints above the diagonal. The cluster for balanced use
unites the densest of the graph along the diagonal itself. The fourth and final cluster unifies users
that did not engage intensively and are below the 10-lines on both axes.

We start with first considering the typical patterns for explorers. It is inherent for such
learners to be more excited about exploratory activities than reminiscence. For example, with
learner P063 it is very apparent that they are not particularly interested in doing the quiz. They also
attempt to regularly do it whenever they add new words, but they only test themselves on a few
words far from reaching any reasonable daily target. Another learner (P148) engaged with their quiz
initially, but quickly lost the habit and continued with exploration only.
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Memorisers, in contrast, are less active in looking up new words, but do a very good job in
memorisation. For example, P006 has developed a habit of coming back to learning evenings after
classes. In this way they first exercise in class when they add their new words, and practice once
more in the evening when they get home. Other users (P099, P161, P164) regularly achieve their
daily limit when doing the quiz.
The learner that most actively used both lookup and quiz was P070. They started using the
tool later than others, but became the distant leader in both metrics, which comes to show that in
their case the two learning activities reinforced each-other, one learning into the other and vice
versa. For the period of the study, they had more than 40 words that they quizzed more than 5 times
over the one month of their activity that is covered by the study. A very similar pattern was
observed with another learner (P066), who also stood out in both activities, even though had
significantly less interactions with the system.
Conclusion
From the diversity of observed data, an apparent first conclusion can be drawn: different users find
their own ways to engage with learning activities. Even learners that demonstrate similar preference
in activities they engage easier with, there is a difference in the patterns of engagement. Yet, some
patterns can be clearly indicated as better for learning than others and these are the ones that could
be put forward to each learner individually. Naturally, the recommended behavioural pattern that is
closest to one learner could be proposed for their next target.
Two common patterns of casual learning on top of classroom learning emerge: 1) whenever
learners have free time; and 2) right before a class starts. The first typical form of casual learning
can be observed evenings and over weekends. It can be observed from the data that the second
model of casual learning was less prominent. It is only clearly observable for classes that are held
early in the day. This type of practice can be conducted on mobile devices, so learners that are
active mobile users might be easier to motivate to engage in its different forms.
The three active clusters are definitely a way to improve learning. Thus, a passive learner
can be engaged by regularly putting forward to them the different possible activities. Once a learner
shows signs of interest in any of the activities, this is indicative of their motivational drives and can
be used as the cornerstone of their future learning. Learners need to collect some minimal
experience with this activity. Regular reminders and personal attention might be necessary in many
of the cases.
Once learners exhibit clear tendency towards expanding their knowledge or looking up
vocabulary beyond the needs of the class, this interest needs to be maintained. It is typical for
learners to get bored from repetitive activities, so at a certain later moment, they need to be
persistently invited to diversify their learning by engaging in other learning activities. In the context
of this study explorers can be pushed to practice their memory, and memorisers to explore further
vocabulary. Due to their accumulated practice, such an activity that is new to them is more
personalised and thus expected to also feel more engaging.
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Finally, there's apparent lack of engagement with the tool among some of the learners. Even
though some learners might be able to overcome that, it is very probable that others will not.
Because of that digital tools need to be optional, and learning should still be possible without
technologies and inclusive to everyone. While some learners greatly benefit from technologies,
others find them to be additional overhead. Enforcing use of technologies might become a reason
for these people to give up on learning.
Overall, in line with the recommendations of variation theory (Marton and Pang, 2006) and
germane cognitive load (Merriënboer and Sweller, 2005), first learners need to be encouraged to
engage more with the part of learning that they can get motivated about. In most cases they would
need teacher or peer support to maintain this motivation until they develop a stable habit. Then,
incrementally, different activities that are still related to the one that has been recognised as
motivational to that learner need to be introduced. This is intended to help learners develop habits to
continue learning self-driven and self-paced.
Future Work
As a continuation to this case study, the vocabulary learning tool can be further developed to
become easier for teachers to use and provide better support to their learners. It is critical to both
improve collaboration with teachers and integration with other tools. This would enablebetter
teacher support for the purposes of maintaining continuous motivation of learners to improve the
retention of newly acquired knowledge. It would be very beneficial if the tool can directly maintain
learner engagement. It can send automatic notifications as a way to remind when is the time for the
next practice session. This is particularly useful out of class when it supports the development of a
habit learn informally.
There are also a number of improvements of the tool that would make the different activities
more accessible. One such example would be to allow learners to do quiz without necessarily
having done lookup before that. This could be possible by proposing particular common vocabulary
that is of interest to everyone, such as greetings, numbers or colours. Another improvement that
would help the transition from one activity to another is the proposition of related words (e.g.
synonyms) while learners are doing the quiz. This would provide hooks for exploration during
memorisation.
Yet another way to further support learning is to provide further personalised learning
opportunities. An example of such activity for exploration could be supplying learners with texts
that contain their vocabulary, which would lead them to discover new words. When it comes to
memorisation, a further activity could be the provision of games and puzzles (like crosswords),
based on the learner's individual vocabulary.
The data collected from each type of learning activity affords specific types of insights that
are inherent to the activity itself. When these insights are considered in conjunction with the
personality of the learner and their instantaneous context, this could drastically improve their
learning experience and results. However, without consideration of either the personality or context,
any attempts to learning support might fail to engage learners. This is where teacher support still
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remains critical and technologies are yet far from providing a comparable level of adaptation and
personalisation.
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Abstract
The area of Learning Analytics has developed enormously since the first International Conference
on Learning Analytics and Knowledge (LAK) in 2011. It is a field that combines different
disciplines such as computer science, statistics, psychology and pedagogy to achieve its intended
objectives. The main goals illustrate in creating convenient interventions on learning as well as its
environment and the final optimization about learning domain’s stakeholders (Khalil & Ebner,
2015b). Because the field matures and is now adapted in diverse educational settings, we believe
there is a pressing need to list its own research methods and specify its objectives and dilemmas.
This paper surveys publications from Learning Analytics and Knowledge conference from 2013 to
2015 and lists the significant research areas in this sphere. We consider the method profile and
classify them into seven different categories with a brief description on each. Furthermore, we show
the most cited method categories using Google scholar. Finally, the authors raise the challenges
and constraints that affect its ethical approach through the meta-analysis study.
It is believed that this paper will help researchers to identify the common methods used in Learning
Analytics, and it will assist by establishing a future forecast towards new research work taking into
account the privacy and ethical issues of this strongly emerged field.
Keywords: Learning Analytics, survey, publications, literacy, techniques

Introduction
Since the first Learning Analytics and Knowledge (LAK) conference in 2011 as well as the Horizon
Report in 2013 (Johnson et al., 2013), learning analytics is considered to be an emerging field that
would be applied in the different educational settings. This field provides tools and technologies
that offer the potentials to do proper interventions and improve education in general. The Society
for Learning Analytics and Research (SoLAR) defined it as “the measurement, collection, analysis
and reporting of data about learners and their contexts, for purposes of understanding and
optimizing learning and the environments in which it occurs”. Several studies exchanged views
about learning analytics goals. For instance, Khalil and Ebner (2015) introduced learning analytics
lifecycle and listed the main surveyed objectives of the past four years of the LAK conferences.
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They listed interventions, predictions, reflection, awareness, personalization, recommendation and
benchmarking as the main goals. These goals conformed to Siemen’s defined techniques back in
2012 (Siemens, 2012). In addition to that, different frameworks have been introduced to define both
key objectives and dilemmas of this field. In his paper “The Learning Analytics Cycle: Closing the
loop effectively”, Clow argued that a successful learning analytics should be winding up into
feeding back the product to learners in order to make effective intervention(s) (Clow, 2012). Whiles
Ferguson indexed remarkable challenges of ethics, distinct perspectives from stakeholders’ field of
vision and the methods to use in order to make these goals achievable (Ferguson, 2012).
For the time being, there is a large variety of educational environments such as MOOCplatforms, LMS, virtual environments, etc. These educational information systems hold “Big Data”
of learners that create huge data repositories. According to learning analytics definition, the data
need to be analysed by typical methodologies in order to reflect benefits on learning and teaching.
The beginning of lively discussions on the differences between learning analytics and educational
data mining were mainly residing to the opposing opinions of using tools and methodologies in both
fields (Baker et al., 2012). Nevertheless, educational data mining and learning analytics are
enriched by the methods of data mining and analytics in general (Baker & Siemens, 2013). In its
first stages, researchers of learning analytics frameworks and structure were discussing methods
such as visualizations, data mining techniques (Elias, 2011), social network analysis (Ferguson,
2012), and sentiment analysis (Siemens, 2012), in addition to statistics which was also mentioned as
a required tool to build learning prediction models (Campbell, DeBlois & Oblinger, 2007).
SoLAR brought to success the annual organization of LAK conferences since 2011.
Accordingly, several categories of methods to analyse educational datasets were used. Most of these
methods tend to process data quantitatively and qualitatively to discover interesting hidden patterns.
Baker and Siemens (2013) mentioned that educational data is what drives new methods to be used
in learning analytics. They said: “The specific characteristics of educational data have resulted in
different methods playing a prominent role in EDM/LA than in data mining in general, or have
resulted in adaptations to existing psychometrics methods”. In this paper, we survey publications
from LAK conference from 2013 to 2015. The purpose is to list the most common methods used in
the field of learning analytics in the last three years. We believe this paper provides different
benefits because learning analytics becomes an important field by itself and is now completely
matured into being adapted in different educational institutions and applications. The main
advantages are:
1. It helps learning analytics researchers to identify common methods in use in order to reach
intended goals.
2. It determines methods that are highly cited, e.g. by Google scholar (http://scholar.google.com),
and establish a future forecast towards new research work.
3. Finally, it assists to compare the beginning view about learning analytics methods and the ongoing current version.
In addition, the paper aims to guide future researchers into further advances in this field and
meets the “Smart Learning Excellence” theme of Innovation Arabia 9 conference which is “The
next wave of innovations in Smart-Learning” that mainly considers Big Data and Learning
Analytics as a new wave in educational technology.
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We have organized this paper into the following sections. First, we list the methodology
employed to extract methods used in learning analytics publications. We then show statistical data
and describe methods in detail with remarks about their types. Finally, we discuss and summarize
the main conclusions and list the constraints and the ethical issues of learning analytics.
Research Design
As mentioned before, the conference of learning analytics and knowledge is considered to be the
first and the largest repository of learning analytics publications. We mainly focused on it, and
surveyed 91 papers from LAK 2013 (Suthers et al., 2013), LAK 2014 (Pistilli, Willis & Koch,
2014), and LAK 2015 (Baron, Lynch & Maziarz, 2015), with an additional supplementary literature
from other sources. We excluded papers with topics philosophy, frameworks and conceptual studies
of learning analytics for the reason that they address structures and do not accommodate a
mechanism for revealing patterns. We also faced papers with unclear methods, and these were
excluded too. At the end, 78 publications were set for examination. This study was influenced by
the work of Romero and Ventura (Romero & Ventura, 2010), and Dawson et al. (Dawson et al.,
2014). The classification of methods was based on reading the abstract, keywords, general terms,
methodology section and the conclusion of each paper. In some publications, we paid more analysis
into examining literature and the reference list. Furthermore, we collected the total number of
citations for each analysed paper from Google scholar and observed the trending topics.
Learning Analytics Methods
Learning analytics is a combination of different disciplines like computer science, statistics,
psychology, and education. As a result, we realized different analysis methods that do not only tend
to be too technical but rather pedagogical. Before classifying the analysis methods, we have been
gravitated towards the beginning topics of the emergence of learning analytics, which briefly
described methods and tools for collecting data and analyzing them (Ferguson, 2012; Siemens,
2012). However, the survey reveals more methods being used to examine learners’ data. Our main
methods categories, which will be explained in detail in section 3.1, are: (a) data mining techniques;
(b) statistics and mathematics; (c) text mining, semantics and linguistic analysis; (d) visualization;
(e) social network analysis; (f) qualitative analysis; and (g) gamification. Figure 1 shows grouping
of the methods used in learning analytics for LAK publications with the number of papers in each
category. It should be noted that some publications might be referenced in a different category.
Moreover, a paper could be referenced in multiple methods category.
The bar plot in the figure shows that researchers of 31 publications used data mining techniques
and 26 research studies used statistics and mathematics to analyse their data. This makes both of
these two methods as the top most employed techniques of analysis. We also see that “Text Mining,
Semantics and Linguistic” analyses as well as visualizations are being used in 13 LAK publications
equally. However, social network analysis and qualitative analysis as well as gamification were the
least used techniques.
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Figure 1. Number of the examined LAK papers grouped by methods. Some papers share
more than single category

Categories
This section lists the methods categories in more detail and states relevant publications under
each method.
Data Mining Techniques: Data mining tends to make sense out of data. The definition of learning
analytics cited the similar idea, namely understanding the data, but in this case, about learners. The
survey shows that data mining techniques are the most used method for analyzing and interpreting
the learners’ log data. The decision tree algorithm was used to predict the performance drop and the
final outcome of students in a Virtual Learning Environment (VLE) (Wolff et al., 2013). Other
researchers used several classification techniques such as step regression, Naive Bayes and REPTrees to study students’ behavior and detect learners who game the system (Pardos et al., 2013).
While clustering was used to propose an approach for the purposes of enhancing educational
process mining based on the collected data from logs and detecting students at risk (Bogarín et al.,
2014). Discovering relations between two factors was observed by using multiple linear regression
analysis to forecast the relation between studying time and learning performance (Jo, Kim & Yoon,
2014). Moreover, data mining is used for assessment such as the work at the University of
Missouri-Columbia, which proposed an automated tool to enable teachers assess students in online
environments (Xing, Wadholm & Goggins, 2014). It was remarked that regression analysis was the
common mechanism among data mining techniques.
Statistics and Mathematics: Statistics is the science of measuring, controlling, communicating and
understanding the data (Davidian & Louis, 2012). Publications show that researchers have been
using descriptive statistics and mathematics, such as the mean, median and standard deviation to
signify their results. In addition, inferential statistics was used side by side with data mining in
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some of the publications. Markov chain was used to study school students behavior in solving
multiplication (Taraghi et al., 2014). Different statistical techniques were operated to build a
grading system (Vogelsang & Ruppertz, 2015). Additionally, statistical discourse analysis with
Markov chain was employed to study online discussions and summarize demographics (Chiu &
Fujita, 2014), as well as examining student problem solving behavior and adapting it into tutoring
systems (Eagle et al., 2015).
Text mining, Semantics & Linguistic Analysis: Publications which refer to ontologies, mining
texts, discourse analysis, Natural Language Processing, or study of languages are set to be in this
category. Some studies refer to text analysis for assessment purposes of short answer questions
(Leeman-Munk, Wiebe & Lester, 2014), or to enhance collaborative writing between students
(Southavilay et al., 2013). Contextualizing user interactions based on ontologies to illustrate a
learning analytics approach (Renzel & Klamma, 2013). Linguistic analysis was clearly used in
parsing posts from students for prediction purposes (Joksimović et al., 2015). Finally, online
discussion forums were analysed to pioneer an automatic dialogue detection system in order to
develop a self-training approach (Ferguson et al., 2013).
Visualization: When the information is visually presented to the field experts, efficient human
capabilities rise to perceive and process the data (Kapler & Wright, 2015). Visual representations
take the advantages into expanding human decisions within a large amount of information at once
(Romero & Ventura, 2010). There are several studies that cited visualization as a method to analyse
the data and deliver information to end users, such as: building a student explorer screen to prepare
meetings and identifying at-risk students by the teachers (Aguilar, Lonn & Teasley, 2014). Studying
MOOC’s attrition rate and learners’ activities (Santos et al., 2014); Building an awareness tool for
teachers and learners (Martinez-Maldonado et al., 2015), and a dashboard for self-reflection goals
(Santos et al., 2013). Information can be interpreted into heat maps, scatterplots, diagrams, and
flowcharts which were observed in most of the statistical, mathematical and data mining based
publications.
Social Network Analysis: Abbreviated as SNA. It focuses on relationships between entities. In
learning analytics, SNA can be used to promote collaborative learning and investigate connections
between learners, teachers and resources (Ferguson, 2012). Moreover, it can be employed in
learning environments to examine relationships of strong or weak ties (Khalil & Ebner, 2015). This
category includes network analysis in general and Social Learning Analytics (SLA). The survey
observed researchers who: built a collaborative learning environment by visualizing relationships
between students about the same topic (Schreurs et al., 2013). A two-mode network was used to
study students’ patterns and to classify them into particular groups (Hecking, Ziebarth & Hoppe,
2014). It was also used with a grading system in a PLE to examine the centrality of students and
grades (Koulocheri & Xenos, 2013). Again, not so far from this survey study, a network analysis
was done to analyse citations of LAK conference papers (Dawson et al., 2014). The authors studied
the degree centrality and pointed out the emergence and isolated disciplines in learning analytics.
SNA was used to analyse data of connectivist MOOCs by examining interactions of learners from
social media websites (Joksimović et al., 2015).
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Figure 2. Number of Google scholar citations of the examined LAK papers based on
methods category. Retrieved on 26th October, 2015.
Qualitative Analysis: This category is related to the decisions based on explained descriptions of
the analysts. For instance: i) a qualitative evaluation with data mining techniques was made to
understand the nature of discussion forums of MOOCs (Ezen-Can et al., 2015); ii) Usage of
qualitative interviews, which are answered by words to build a learning analytics module of
understanding fractions for school children (Mendiburo, Sulcer & Hasselbring, 2014); iii)
Qualitative meta-analysis to investigate teachers’ needs in technology enhanced learning covered by
the umbrella of learning analytics (Dyckhoff et al., 2013).
Gamification: It is the use of game mechanics and tools to make learning and instruction attractive
and fun (Kapp, 2012). This method is considered as a technique on its own because of its relevant
appearance in educational workshops and the requests to make learning entertaining. Some
examples are using rewards points and progress bar to enhance the retention rate and building a
gamified grading system (Holman, Aguilar & Fishman, 2013), or presenting a competency map
with progress bars, pie charts, labels and hints to improve students’ performance (Grann &
Bushway, 2014). A significant study on monitoring students in a 3D immersive environment was
also advised as another type of gamification techniques (Camilleri et al., 2013).
Prominent Methods and Discussion
In this section, we consider learning analytics methods that have been frequently cited. We used the
Google scholar as a foundation to check methods’ popularity. All the data were collected recently
and retrieved before the submission date. Figure 2 shows Google scholar citations for the analysed
LAK conference papers based on the methods category. The publications with the method type
Data Mining and Techniques, were the most cited articles (452 citations). The ultimate number of
citations in this survey belongs to the paper of (Kizilcec, Piech & Schneider, 2013) with 236
citations. Although we took into consideration the time span of publications, we see that articles
that belong to MOOCs are the most cited papers. Statistics and Mathematics publications were cited
363 times. Qualitative analysis and gamification publications were the least cited articles. In figure
3, we show a density plot of publications’ citations grouped by year. The x-axis records number of
citations converted into logarithmic scale to ease the reading. The y-axis records the density of
publications per year. Since we did not survey a fair number of publications per year, we intended
to use this plot instead of histogram plot, which is highly sensitive to bin size.
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Figure 3. Density plot of citations grouped by year
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Some of 2013 publications attracted numerous citations which exceed the expectations such as
(Kizilcec, Piech & Schneider, 2013; Pardos et al., 2013). A descriptive analysis of the articles in
2013 leads to: median=8, mean=24.37, max=236; articles in 2014: median=5, mean=5.56, max=17;
and articles of 2015: median =1, mean=1.42, max=4. The low number of citations for 2015 is
reasonable as the time span between this survey and 2015 LAK publication is around six months.
Challenges & Constraints
The data collection and analysis through learning analytics methods lead to questions related to
ownership, privacy and ethical issues (Khalil & Ebner 2015; Khalil & Ebner, 2016). We summarize
our experience and previous research studies as the following: A) Privacy, in which the learning
analytics specialists need to carefully deliberate the potential privacy issues while collecting,
analyzing, and intervene of the students’ data. B) Transparency of disclosing information of
learners and the needs to proclaim consent by the students. C) Assuring security and achieving the
CIA which is an acronym that refers to Confidentiality, Integrity and Accessibility such as storing
of learners records. D) The ownership of the collected and analysed data.
Conclusion
Learning Analytics is a promising area which provides the adequate tools and methods to optimize
the learning mechanism in the different environments of educational technology platforms. In this
paper, we did a meta-analysis study on publications in the last two years and classified seven
different categories of techniques that have been used in that period. We noticed that learning
analytics researchers adopt data mining and statistics more often than other techniques.
Additionally, 2013 was a stimulating year in showing MOOCs as a desirable article by a distinct
number of citations. Moreover, we also see that some publications have had a high impact on
education with their peak Google scholar score. In fact, the upcoming learning analytics events
might show extinction of methods and an uprising appearance or emergence of new techniques,
which can be allocated in our defined categories. Finally, we summarized our experience in this
field and listed some of the constraints and dilemmas that negatively affect learning analytics
approaches.
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Abstract
This paper considered the increasingly sophisticated role of artificial neural networks (ANNs) after its
applications at the interdisciplinary discipline incorporating neuroscience, education, and cognitive
sciences. Recently, those applications have resulted in some interesting findings which recognized and
adopted by neurological, educational, in addition to linguistic researchers. Accordingly, ANN models vary in
relation to the nature of assigned brain functioning to be modeled. For example, as human learning that
takes place autonomously according to received stimuli that are realistically simulated through selforganization modeling. This paper adopts the conceptual approach of (ANN) models inspired by functioning
of highly specialized biological neurons specified in reading brain based on the organization the brain's
structures/substructures. Additionally, in accordance with the prevailing concept of individual intrinsic
characterized properties of highly specialized neurons, presented models closely correspond to performance
of these neurons for developing reading brain in a significant way. More specifically, introduced ANN
models herein concerned with the importance of reading brain's cognitive goal in fulfillment of enhanced
academic achievement. That's to translate visualized (orthographic word-from) into a spoken voiced word
(phonological word-form). In this context the presented work illustrates via ANN simulation and practical
obtained results: How ensembles of highly specialized neurons could be dynamically involved in performing
the cognitive function of developing reading brain. In more details, this paper presents an interdisciplinary
approach adopting a fairly realistic approach of comparative academic performance assessment of two
diverse educational methodologies. More specifically, this piece of research aims to improve conventional
(classical) academic performance of Teaching How to Read Arabic Language using Methodology via
application of a designed Computer Based Learning module. That's shown to be in well agreement likewise
the Artificial Neural Network (ANN), associative memories theories, cognitive multimedia, and classical
conditioning. More specifically, coincidence detection learning process has been adopted for evaluation of
brain reading performance. Interestingly, presented comparative study originated from the children's brain
response time till reaching learning process convergence that is mapped into academic achievement
(outcome mark) values. Accordingly, there response time has been adopted as an appropriate ANN's
candidate parameter for assessment of both educational methodologies. Moreover, analysis of students'
individual differences has been presented after reaching desired output (correct) answer.
Keywords: Brain Reading Function; Computer Based Teaching Methodology; Coincidence Detection
Learning; Reading Arabic Language; Artificial Neural Networks' Modeling.
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Introduction
Overwhelming majority of neurobiologists' research efforts as well as neurological researches have
recently revealed findings associated with the increase of commonly sophisticated role of artificial
neural networks (ANN). This piece of research adopts the conceptual approach of (ANN) role
inspired by functioning of highly specialized biological neurons in reading brain processing.
Interestingly, observed reading function is dependable upon individual differences of brain's ability
that originated from its organizational structures/substructures and even sets of neurons. More
specifically, introduced models concerned with Performed tasks by human brain are commonly
coupled tightly to the two main brain functions. These are: learning that defined as brain's ability to
modify behavior in response to stored experience (inside brain synaptic interconnections), and
memory is that capability to store that modification (information) over a period of time as well as to
retrieve spontaneously modified experienced (learned) patterns i.e. Pattern Recognition. Based on
neural network modeling, mutual tight relation between learning and memory brain functions has
been presented at [1] and illustrated at two more recently published pieces of researches [2] & [3].
All of these publications and more [4][5] have been motivated by a challenging educational
debated issue titled: "how to learn reading?" which announced -before two decades- by the great
debate at [6], and during last decade as well at [7][8].
At educational field practice, it has been observed that working memory components
contribute to development of for a reading brain function on the basis of translation visualized
(orthographic word-from) into a spoken voiced word (phonological word-form) [9][10].
Interestingly, one of revealed findings by majority of neuroscientists suggests the concept that huge
number of neurons besides their interconnections constituting the central nervous system and
synaptic connectivity performs behavioral learning in human [11][12][13][14].Moreover, in
practice that learning performed by other non-human creatures (mammals) such as: cats, dogs, ants,
and rats [15]. The general role of human brain while performing learning is based on two principles
[12]. The first is that many different levels of analysis can be applied to the brain's structures and
functions. The second is that a system approach is needed to understand how the various component
functions might be organized when a brain performs either reading or writing tasks [16] [9].
Teaching / learn how to read is an interesting critical issue, children must code written words and
letters into working memory; this code is called orthographic word-form. The goal is to translate
that orthographic seen word-from into a pronounced spoken word (phonological word-form). In this
context, ensembles of highly specialized neurons inside human brain considered as a neural
network. That dominantly plays a dynamic role in performing developing function of reading
process in brain [9]. In other words, the visually recognized written pattern should be transferred
and pronounced as its correspondingly associated correlated auditory pattern (previously stored)
[10]. Furthermore, individual intrinsic characteristics of such highly specialized neurons (in visual
brain area) influence directly on the correctness of identified images associated with orthographic
word-from [17] [18]. The rest of this paper is organized as follows. At the next section, revising the
basic concepts of learning function inside human brain versus that at ANN is introduced in brief.
Additionally, a review of reading process to translate visualized (orthographic word-from) into a
spoken voiced word (phonological word-form) is presented. A review of the basis of coincidence
detection learning is given at the third section. At the fourth section, practical field results are
introduced. Interesting conclusive remarks are given at the final fifth section. At the end two
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appendices (I. &II.) concerned respectively with reading ability modeling and results of three
diverse academic levels of tested students
Human Brain versus Artificial Neural Networks' Concepts
How our minds emerge from our flock of neurons remains deeply mysterious. It’s the kind of
question that neuroscience, for all its triumphs, has been ill equipped to answer. Some
neuroscientists dedicate their careers to the workings of individual neurons. Others choose a higher
scale: they might, for example, look at how the hippocampus, a cluster of millions of neurons,
encodes memories. Others might look at the brain at an even higher scale, observing all the regions
that become active when we perform a particular task, such as reading or feeling fear [19].
Accordingly, ANN that adopted for modeling brain's regions while performing specific tasks
observed to be varied in relation to the nature of assigned brain functioning to be modeled. More
specifically, for example, as human's reading brain functioning takes place autonomously as
responsive action according to received stimuli. Therefore, that action is realistically simulated
through coincidence self-organized paradigm of ANN originated from Hebbian learning rule
modeling. [20][21][22] [23][24]
Artificial neural networks are computational systems which are increasingly common and
sophisticated. Computational scientists who work with such systems however, often assume that
they are simplistic versions of the neural systems within our brains and [25][26]has gone further in
proposing that human learning takes place through the self-organization of such however, artificial
neural networks were originally conceived of in relation to how systems according to the stimuli
they receive.
Artificial neural networks are mathematical models inspired by the organization and
functioning of biological neurons. There are numerous artificial neural network variations that are
related to the nature of the task assigned to the network. There are also numerous variations in how
the neuron is modeled. In some cases, these models correspond closely to biological neurons
[27][28] in other cases the models depart from biological functioning in significant ways.
Functional and structural neuroimaging studies of adult readers have provided a deeper
understanding of the neural basis of reading, yet such findings also open new questions about how
developing neural systems come to support this learned ability. A developmental cognitive
neuroscience approach provides insights into how skilled reading emerges in the developing brain,
yet also raises new methodological challenges. This review focuses on functional changes that
occur during reading acquisition in cortical regions associated with both the perception of visual
words and spoken language, and examines how such functional changes differ within
developmental reading disabilities. We integrate these findings within an interactive specialization
framework of functional development, and propose that such a framework may provide insights into
how individual differences at several levels of observation (genetics, white matter tract structure,
functional organization of language, cultural organization of writing systems) impact the emergence
of neural systems involved in learning ability and disability of how to read? [29][30][31].
In the context of teaching children how to read, individually, intrinsic different number a set of
highly specialized neurons at the corresponding visual brain area contribute to the perceived sight
(seen) signal is in direct proportionality with the correctness of identified depicted / printed images.
These images represent the orthographic word-from has to be transferred subsequently into a
spoken word (phonological word-form) during reading process. Furthermore, individual intrinsic
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characteristics of such highly specialized neurons (in visual brain area) influence directly on the
correctness of identified images associated with orthographic word-from

Fig. 1 Component processes for word identiﬁcation in reading.Evidence
suggests that wordidentiﬁcation problems in reading disability
reﬂect core deﬁcits at the level of orthographic-tophonological mapping (shown by the bold lines) (adapted from [31].
Coincidence Detection Learning
Revising Pavlov-Hebbian LEARNING model
Referring to the original psycho-experimental work of Pavlov [20]; coincidence detection learning
process observed to be performed, after the fulfillment two vectors association as shown at Fig.
1.(adapted from[21]). More precisely, the coincidence process between input signal vector (X 1 , X 2 )
provided to sensory neurons (A, C), and dynamically adaptive weight vector (W1 , W2 ), associated
with both neurons. The threshold value is denoted byθθϑθ . The coincidence learning of input signals
(with two vector components), is detected as an output salivation signal (Z), and developed by
motor neuron (B).
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Sound signal x1
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y1
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Sight signal

x2
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Z=φ(t)
Salivation signal

y2
θ(t)

Fig.2. the structure of the Hebbian learning rule model representing Pavlov's psycho-experimental
work form (adapted from [22]).
Referring to the weight dynamics described by the famous Hebbian learning law [22], adaptation
dynamical process for synaptic interconnections given after [32], by the following equation:
dω ij

= ηz i y ij − a ( z i )ω ij
dt
(1)
Where, the first right term corresponds to learning Hebbian law and η is a positive constant. The
second term represents active forgetting; a (z i ) is a scalar function of the output response (z i ).
Referring to the structure of the model given at Figure1 the adaptation Eq. of the single stage model
is as follows.
.
w ij
= − aw ij + ηz i y ij

(2)

Where, the values of η , zi and yij are assumed all to be non-negative quantities [32], η is the
proportionality constant less than one, a is also a less than one constant. The solution of the above
Eq.2 given as follows:
w(t ) =

η
a

(1 − e − at )

(3)
The above solution considered herein, for investigation of two synaptic plasticity factors
(forgetting and learning).That is following both long-term phenomena Potentiation (LTP) and
depression (LTD) observed at hippocampus brain area.
Modeling of coincidence Learning
The model based on transferring of dot products of coincidence detection vectors, into learning
process curve that closely similar to the well-known sigmoid transfer (output) function.
Considering normalized two weight and input vectors, it seems a good presentation of
coincidence detection learning process given as:
y = cos ( α )
(4)
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Where y coincidence learning value presented by cosine of the angle α between weight and input
vectors.
Therefore, the relation given as: x = f ( y )
Where

y
For (0 <= y<1)
1− y
This Eq. inversely equivalently given by inverse y = f(x) as:
x=

(5)

x
(6)
1+ x
This function could be easily as an approximation of
y =

y ≈ (1 − e − x )

(7)

When only two terms of e − x expansion are considered
However, this exponentially saturated function behaves as the sigmoid function at the range
0 ≤ x < ∞ at the next section. Considering generalization of this function, individual differences
represented well by relevant choice the parametric value λ in the following Eq.:

y = (1 − e − λx )

(8)

This value corresponds to the learning rate factor suggested when solving Hebbian learning
differential equation using Mathematica [32]. Considering the view of coincidence detection
learning, the angle α is a virtual learning parameter that controlling individual differences factor.
So the parametric value λ expressed as:
1
(9)
tαn α
The special case where ( α = π / 4 ), learning is virtually corresponding to the natural state
(normalized). Consequently, brainier performance supposed to start at ( α > π / 4 ), and exceeded up
to the limit at ( α = π / 2 ). At this limit, learning curve reaches to hard limiter performance,
simulating maximum brainier (smartest) performance. Conversely, knockout brain functions cases
considered for ( 0 ≤ α < π / 4 ).
These two-brain state functions are in well correspondence with electrically practical stimulating
signal observed at hippocampus brain area. That by either higher or lower frequencies than the
normalized learning curve ( α = π / 4 ). These two states of frequencies results (after stimulation) in
long-term Potentiation (LTP) long term Depression (LTD) respectively [21][24]. More precisely of
presented above analysis for coincidence detection learning. The angle α between training
/learning weight vector and an input vector have to be detected in accordance with cosine of the
angle α . Consequently, in case of ideal detection learning; tan ( α ) equals zero. However, on the
extreme value impossibility of learning detection occurs when α equals Π /2. So, under the above
assumption given at equation (9)

λ=
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1
),
tαn α
the value of λ ranges from zero to infinity.

(λ=

The results of learning process considering Hebbian rule are shown by following the equation(8).
In other words ,the value of λ corresponds to the gain factor (slope) in classical sigmoid function at
ANN models[Haykin ].
y (t ) =

1
1 + e − λt

(10)

The exponentially increasing function (8) behaves in a similar way as the sigmoid function as it
saturated at unity value ( y (t ) = 1 ) when learning / training time approaches to infinity. However, the
equation (8) is closely similar to the odd sigmoid function given as

y (t ) =

1 − e − λt
1 + e − λt

(11)

For 0 ≤ t ≤ ∞
At Fig.2.Three curves are shown representing various individual levels of learning
approaches (surface, deep, and strategic) . Curve (Y 2 ) is the equalized representation of both
forgetting and learning factors [32]. However curve (Y 1 ) shown the low level of learning rate
(learning disability) that indicates the state of angle ( α < Π /4) conversely, the curve (Y 3 ) indicates
better learning performance that exceeds the normal level of learning at curve (Y 2 ). When NMDA
receptors time open more than normal time this leads to better level of intelligence. That means the
saturation level has been reached more rapidly than the normal learning curve (Y 2 ). More probably,
as the slope {tan ( α )} increases as the opening receptor time increases. Consequently, learning
convergence time decreases as shown at Fig. 2 (t 1 , t 2 , and t 3 ). Three different levels corresponding
to learning performance curves representing: normal, low, and better cases shown at curves Y 2 , Y 1 ,
and Y 3 respectively .The three learning convergence (response) times (t 1 & t 2 , and t 3 ) have
corresponding to values of relative time units (2 & 2.6, and 3.5) as suggested at [1]. They are
corresponding to three performance learning curves denoted by (Y 1 &Y 2 and Y 3 ) respectively. .
Interestingly, the obtained simulation graphical results (given by graphs: Y 1 , Y 2 , and Y 3 ) are
realistically corresponding respectively to three students' academic diversity academic
achievements (levels) namely: week, average and excellent. That is well illustrated by three
examples given at Appendix II.
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Observed Learning Outcome

y = (1 − e − λt )

Learning convergence (response) time
Fig. 3 shows three different learning performance curves Y 1 , Y 2 and Y 3 that converge at time t 1 , t 2
and t 3 considering different NMDA receptor opening time represented at different slope values
corresponding to λ 1, λ 2, λ 3 respectively.
R

R

R

R

R

R

R

R

R

R

R

R

Referring to Fig.4 in below, this figure illustrates graphically the presentations for suggested
mathematical formulation in accordance with different specific ANN design parameter namely gain
factor values (λ). Additionally, the effect of this design parameter observed either implicitly or
explicitly on dynamical synaptic plasticity weighs illustrated by dynamics equations given at [33].
Furthermore, , normalized behavior model considers the changes of communication levels
(indicated by λ parameter). Therefore, gain factor parameter values is analogous to speeds
changing for reaching optimum solutions for Travelling Salesman Problem (TSP) using Ant colony
System (ACS) [34],[35]. The following equation presents a set of curves changes in accordance
with different gain factor values (λ).
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y (n)= (1-exp(-λ i (n-1)))/ (1+exp(-λ i (n-1)))

(12)

Observed Learning Achievements

Where λi represents one of gain factors (slopes) of sigmoid function. (n) is the number of training
cycles. These curves represent a set of sigmoid functions to reach by time maximum achievement.

Learning convergence (response) time
Fig. 4 Graphical representation of learning performance of model with different gain factor values
(λ) adapted from [34].Where (n) is the number of training cycles. That set of curves is illustrated
graphically at figure 8 given in blow. The examples given consider normalization of output
response values.
Educational Field Practical Results
The obtained results are introduced at this section considering that children preferentially take in
and process information in simultaneously two different teaching materials: by seeing and hearing,
reflecting and acting, reasoning logically and intuitively, analyzing and visualizing, steadily and in
fits and starts. The results concerned with the control group after using conventional methodology is
given at the table (I.). Additionally, the table given in below is (II.) represent the results of the
experimental group based on teaching using computer multimedia program methodology.
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TABLE I. ILLUSTRATES

THE RESULTING RELATION BETWEEN RECOGNITION

(TIME RESPONSE) AND

THE MAPPED MARK VALUES

Students

Outcomes after
Mapping of
response time
Considering
Classical Teaching
measured in
(Marks) [%]

time response
assessment after
recognition of heard
word Considering
Classical Group
measured in seconds
(Sec.)

4.2
67.6
17.7
78.7
4.6
34.7
76.7
20.1
10.2
41.1
5
75.9

493
333
459
305
492
416
310
478
310
400
491
312

1
2
3
4
5
6
7
8
9
10
11
12

TABLE II.

ILLUSTRATES

THE RESULTING RELATION BETWEEN RECOGNITION

(TIME RESPONSE)

AND THE MAPPED MARK VALUES

Students

1
2
3
4
5
6
7
8
9
10
11
12

Outcomes
after
Mapping of response
time
Considering
Outcomes
After Teaching by
Computer measured
in (Marks) [%]

Time
response
assessment after
recognition
of
heard
word
Considering
Computer
measured
in
measured
in
seconds (Sec.)

96.5
83.4
82.6
82.2
99.3
93.3
88.6
95.3
82.6
84.6
85.4
93.7

260
293
295
296
253
268
280
263
295
290
288
267
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120
100
80
60
40
20
0
12

11

10

9

8

7

6

5

4

3

2

1

Fig. 5 illustrates the obtained Recognition Achievement results for assessments of two applied
Conventional (A) and COMPUTER BASED (B) methodologies:
(A) ___CONTROL GROUP (CONVENTIONAL METHODOLOGY).
(b)__Experimental Group (Computer Based Methodology).
Conclusions and discussions
This piece of research comes to the following six interesting conclusion remarks:









ANN modeling is a realistic and relevant tool to obtain interesting results in the context of
student's learning performance.
Herein, evaluation of academic achievement performance presented via statistical analysis
approach that provides educationalists with unbiased fair judgment tool for quality for any of
instructional methodologies. The comparative evaluation of statistical analysis results in clearly
improvement has been regarding average M [%] (mean) values of academic achievement.
This paper adopted two educational methodologies modules (applied for teaching a
mathematical topic and Arabic language reading). One of these methodologies considers
classical (conventional) instructional methodology. However, the other considered
simultaneous visual and audible learning materials. It revealed dependency of learning /
teaching effectiveness upon children's sensory cognitive systems. As shown at Tables (I &II)
Interestingly, the above obtained results agree well with Lindstrom's findings that participants
could only remember 20% of the total learning materials when they were presented with visual
material only, 40% when they were presented with both visual and auditory material, and about
75% when the visual and auditory material were presented simultaneously [36].
Finally, for future extension of presented research work, it is highly recommended to consider
more elaborate investigational analysis and evaluations for other behavioral learning
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phenomena observed at educational field (such as learning creativity, improvement of learning
performance, learning styles,………etc.) using ANNs modeling. As consequence of all given in
above, it is worthy to recommend realistic implementation of ANNs models , to be applicable
for solving educational phenomena issues related to cognitive styles observed at educational
phenomena and/or activities.
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Appendix I
Reading Ability Model System
Referring to the two figures (Fig.1&Fig.2) shown in below, suggested models obeys that concept as
the two inputs I1 , I2 represent sound (heard) stimulus which simulates phonological word-form and
visual (sight) stimulus which simulates orthographic word-from respectively. The outputs O 1 , O 2
are representing pronouncing and image recognition processes respectively. In order to justify the
superiority and optimality of phonic approach over other teaching to read methods, an elaborated
mathematical representation is introduced for two different neuro-biologically based models. Any of
models needs to learn how to behave (to perform reading tasks). Somebody has to teach (for
supervised learning) - not in our case – or rather for our learning process is carried out on the base of
former knowledge of environment problem (learning without a teacher). The model obeys the
original Hebbian learning rule. The reading process is simulated at that model in analogues manner
to the previous simulation for Pavlovian conditioning learning. The input stimuli to the model are
considered as either conditioned or unconditioned stimuli. Visual and audible signals are considered
interchangeably for training the model to get desired responses at the output of the model. Moreover
the model obeys more elaborate mathematical analysis for Pavlovian learning process [1]. Also, the
model is modified following general Hebbian algorithm (GHA) and correlation matrix memory
[2][3][4]. The adopted model is designed basically following after simulation of the previously
measured performance of classical conditioning experiments. The model design concept is presented
after the mathematical transformation of some biological hypotheses. In fact, these hypotheses are
derived according to cognitive/ behavioral tasks observed during the experimental learning process.
The structure of the model following the original Hebbian learning rule in its simplified form
(single neuronal output) is given in Fig.3, where A and C represent two sensory neurons (receptors)/
areas and B is nervous subsystem developing output response. The below simple structure at Fig. 4
drives an output response reading function (pronouncing) that is represented as O 1 . However the
other output response represented as O 2 is obtained when input sound is considered as conditioned
stimulus. Hence visual recognition as condition response of the heard letter/ word is obtained as
output O 2 . In accordance with biology, the strength of response signal is dependent upon the transfer
properties of the output motor neuron stimulating salivation gland. The structure of the model
following the original Hebbian learning rule in its simplified form is given in Fig.3.That figure
represents the classical conditioning learning process where each of lettered circles A, B, and C
represents a neuron cell body. The line connecting cell bodies are the axons that terminate synaptic
junctions. The signals released out from sound and sight sensor neurons A and C are represented by
y1 and y2 respectively.
Reading ability has served as a model system within cognitive science for linking cognitive
operations associated with lower level perceptual processes and higher level language function to
specific brain systems[5][6].More recently, developmental cognitive neuroscience investigations
have begun to examine the transformations in functional brain organization that support the
emergence of reading skill. This work is beginning to address questions concerning how this
evolutionarily recent human ability emerges from changes within and between brain systems
associated with visual perception and language abilities, how learning experiences and maturation
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impact these neural changes, and the way in which individual differences at the genetic and neural
systems level impact the emergence of this skill.[7][8]. Developmental reading studies have used
ERP recordings to examine more directly the experience-dependent nature of the N170 response to
visual word forms and the relationship between these signals and the rise of fast perceptual
specializations for reading [6] and difficulties in reading generally (Dyslexia) [10] and specifically
neural tuning for print peaks when children learn to read [9].

Auditory signal
I1
(x 1)

A

Y1

W11

D

W

Output

21

Visual signal
I2
(x2 )

C

W22

W12
B

Y 22

O1

Writing of Auditory Signal

O2

Reading of Visual Signal

Figure 1. Generalized reading model which predented as pronouncing of some word (s)
considering input stimuli and output responses.

Auditory (Heard) signal I 1

(x 1)

A

Y1

W
1111
W

Visual (Seen) signal

I2

(x 2)

C

Y2

21

B

θ (t )

O2
Pronouncing Word
Seen
Word

Figure 2. The structure of the first model where reading process is expressed by conditioned
response for seen letter/ word (adapted from [5])
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Appendix II
Four observed print screens' output of suggested computer based module. The first presents the
starting inttial print screen. The other three screens present some observed samples of three diverse
academic levels of tested students illustrated at figures (A, B, and C). These presented figures are
respectively given in details as follows.
•

At A, it presents a student that have an exellant academic level. He spends to the reach
desired outcome (242 Sec.).

•

At B, it presents a student that have an average academic level .He spends to reach desired
outcome (342 Sec.).

•

At C , it presents a student that have a week academic level .He spends to the reach desired
outcome (538 Sec.).

INITIALLY STARTING PRINT SCREEN
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(A) A STUDENT HAS AN EXELLANT ACADEMIC LEVEL (242 Sec.)

(B) A STUDENT HAS AN AVERAGE ACADEMIC LEVEL (342 Sec.)

(C) A STUDENT HAS A WEEK ACADEMIC LEVEL (538 Sec.)
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Abstract
The e-book market is currently in a strong upswing. This research study deals with the question which
practical uses the e-book format EPUB3 offers for (higher) education. By means of a didactic content
analysis, a range of interactive exercise types were developed as a result of conversations with
teachers. For this purpose, a didactic and technical concept has been developed. Different kinds of
exercises were prototypically implemented in an e-book. Finally, a brief overview reflects the present
state of the current e-book readers.
A subsequent discussion illuminates the strengths and weaknesses of the format. In summary, it can be
remarked that EPUB3 is suitable for a variety of different exercises and that it is able to serve as a
basic format for forthcoming digital textbooks. Furthermore the openness of EPUB3 will assist Open
Learning and Teaching in a meaningful way.
Keywords: epub; e-book; interactive; enhanced; e-learning

Introduction
These days, electronic books (e-books) benefit from a great distribution in the fields of poetry and
fiction. The market share in the Anglo American area has just recently reached 20% (Wischenbart,
2013). Compared to that, Europe lies on the lower end – but there is a great potential for growth. In
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Germany for example, there is an annual growth rate of 60% 7 in the field of e-books. Since Amazon
has launched its e-book reader Kindle in 2007 and Apple its iPad in 2010 e-books are becoming
more and more popular. Due to the fact of the growing number of devices the topic of digitalized
books has experienced its renaissance (looking back on a long history starting in the early 1970s
with the “Project Gutenberg” 8). Only a couple of years ago the number of bought e-books was
lower than 1% (Ehling, 2011). On the other side today’s surveys among university freshmen point
out that one out of seven students already own their own e-reader (Ebner et al., 2014).
However, high quality content designed in an appropriate and didactically meaningful way
is a precondition for effective learning as well as for teaching. Within university education the
printed book has already been completed by digital scripts e.g. using MS Word, Adobe PDF,
LaTeX or other text based formats. Those documents are widely distributed via Learning
Management Systems or different platforms. So it can be stated that the hardcopy is becoming more
and more a minority, replaced by digital documents (Nagler et al., 2011). Especially the flexible
character of those documents and the easy way to handle them with (mobile) devices gather the
attention of today’s learners.
Nevertheless, the definition of an e-book is not easy due to the fact that in the early days of
digital books each single digitalized document represented by the format PDF has been called
“electronic book”. Today there are more or less three meanings of that term:
•

E-book = the digital book: As described before, an e-book can be just a digital copy of a
former printed book. This definition includes not only the digital version of real books, but
also journals, papers, magazines or even lecture handouts.

•

E-book done with authoring tools: In the field of technology enhanced learning software for
doing HMTL-based content was introduced already 10 years ago. With the help of such
tools, like the ABC Publisher 9, lecture content is created, published and used in an
educational context.

•

E-book for e-readers: This means books especially designed for e-readers and Tablet
computers. In general, such devices are able to display traditional PDF, but also different
formats like EPUB, which allow displaying the content in a much more flexible way.

In our publication we are strongly interested in the open standard format EPUB. Due to the
fact that Open Learning and Teaching are strongly based upon open educational resources our
research
concentrates
on
open
standards
such
as
EPUB.
The EPUB (electronic publication) format is an e-book standard by the International Digital
Publishing Forum (IDPF) and was firstly launched in 2007. The IPDF published the EPUB3
standard in 2011 (Conboy et al., 2011). This new format opens up numerous opportunities for
teaching by utilizing state-of-the-art technology.
EPUB3 is a container format. A “container” is represented by a simple ZIP file containing
all relevant publication data. Thus, EPUB3 is essentially based on current web technologies like
7
8
9

Mediacontrol: eBook-Trend 2013: http://www.ceebo.de/news/jahrescharts2013.html [March 2014]
http://www.gutenberg.org/ [March 2014]
https://ebook.tugraz.at/publisher/ [March 2014]
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HTML5, CSS3 and JavaScript. Embedding multimedia formats such as audio, video or vectorbased images as well as custom fonts and mathematical formulas is possible. Furthermore, the
format supports the text-to-speech functionality and thereby computer-assisted reading of text
content.
Research Questions and Goals
Due to the fact that previous e-book formats did not offer many additional benefits in comparison to
traditional textbooks, e-books have been largely ignored in education so far. Thanks to the growing
audience for digital e-readers (Südwest, 2012), such as tablet computers and e-ink devices, and the
resulting widespread availability of digital media, e-books may play a more important role in the
near future. Thus, in the near future digital textbooks may play a significant role in education
(Ebner et al., 2013).
The question of which role e-books may take in education and how they can usefully
supplement tuition has been examined in a thesis by Monika König (König, 2013). According to
that from a theoretical point of view there is nothing hindering the introduction of e-books apart
from the question of financing.
Currently, the prevalence of the format is undertaking a transition from EPUB2 to EPUB3
(Wenk, 2013). However, the advantages of the newer format outweigh those of the previous
version, and therefore EPUB3 is continuously finding more distribution. This process takes time
and depends on a number of factors. Enhancements are needed in the entire publication process
(Bläsi et al., 2013), such as the distribution by publishers and the user's acceptance.
Nevertheless, this transition is constantly taking place, and therefore the EPUB3 format
should be subjected to a more accurate examination. The continuous progress raises the following
questions:
•
•
•
•

What are the potentials of the EPUB3 format?
Which contents are suitable for the format?
What are the strengths and weaknesses of the format?
What should the didactical and technical preparation process look like considering the field of
(higher) education?

We try to answer these questions with the help of a field study and by developing a French
textbook. Thereby, common work sheets and exercises have to be implemented into the e-book to
point out the strengths and weaknesses of the format in a technical and a content-related sense.
Using a didactical content analysis and cooperating with teachers, we managed to cover a wide
array of possible contents and implement them by means of a prototype.
Related work
In one research study (Fenwick et al., 2013) interactive exercises are integrated in an e-book. It is a
textbook for the programming language “Prolog”. Using the authoring tool Apple iBooks Author 10,
a prototype of a textbook in iBooks format 11 is developed. The focus of the interactive elements is
10
11

http://www.apple.com/at/ibooks-author/ [March 2014]
https://itunes.apple.com/de/app/ibooks/id364709193?mt=8 [March2014]
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on image galleries und multiple choice exercises which are already included by default in iBooks
Author. The prototype was evaluated by a group of 18 students. In another research study (Singhose
et al., 2013) an existing textbook in the field of mechanics was implemented in an iBooks format.
For the presentation of complex mechanical processes, interactive elements like image galleries and
animations were used.
In a third research work (Gavrilis et al., 2013) an e-book in EPUB format was developed.
The user input is forwarded to a server via client-server communication. A small reader was
developed for mobile devices with the Android operating system. EPUB3 publications, however,
lacked Java libraries for reading, so the older EPUB2 format was used.
Content Analysis
Considering the improvements the EBUB3 format is accompanied by, e-books are becoming more
attractive for education purposes. The efficiency of teaching and studying processes can be greatly
improved by the use of methods of instructional design such as integration of interactivity or the
implementation of multimedia (Kerres, 2007). It should be noted however, that using these
technical abilities does not automatically lead to an increase of quality of the teaching. This requires
developing a dedicated didactic or instructional design (Baumgartner et al., 2013).
Didactical concept
Talking to language teachers, we conducted a didactical content analysis of the teaching contents
which should take into consideration a) the different learning styles and types, b) the different levels
of knowledge and c) the four communicative language competences stated by the Common
European Framework of Reference for Languages (CEFR) 12. Learning a language means to learn,
to understand (i.e. by listening and reading), to speak (i.e. by spoken interaction and spoken
production) and to write. A good textbook to foster language learning should regard to these four
competencies (in different ways). Furthermore, it is necessary to bear in mind that in university
language courses the audience is likely to be heterogeneous. Students do these courses for at least
one of these two reasons: a) to refresh their language skills, or b) to learn a new language. The
exercises should not be only drill and practice exercises in a behavioristic way (Morgret et al.,
2001), but should be varied, appealing, interactive, motivating and multimedia-based. Last but not
least, the exercises should be auto corrective in order to assure immediate feedback. The learners do
an exercise and immediately check their results. They are able to learn or to train themselves
autonomously and in a self-determined way regarding to their own learning rhythm and needs
(Chardaloupa et al., 2013).
At first, we defined the three main categories for learning French, besides learning the
vocabulary: a) phonetics, b) grammar and c) conjugation. We addressed issues regarding
appropriate exercise examples for each of those categories. These exercise examples should activate
different sensory channels (e.g. visual, acoustic) and different learning levels (e.g. beginners,
specialists). The exercises were again divided and assorted into sub-categories. To give an example:
When talking about phonetics it is important to a) recognize a phoneme before b) pronouncing it in
the right way. Therefore it is necessary to design exercises where the learners have to differentiate
between a [p] and a [b] before reading words aloud on their own. When they finally come to
12

http://www.coe.int/t/dg4/linguistic/Cadre1_en.asp [March 2014]
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language production feedback would be nice. So the learners read words, phrases or texts and can
check the solution where a native repeats the same words, phrases or texts in a slow, a normal or a
fast way. Even if this exercise type is not self-checking, the students can repeat the exercise and
train their receptive and productive skills and competences. If the words, the phrases or texts are
also written down, the learners can read them simultaneously – more than one sensory channel will
be activated. At a further step, the learners will hear phonemes, words, phrases or texts and will
have to write them down. The checking of this exercise type can be in form of a sample solution
that pops up after finishing the production part.
The same holds for grammar exercises. The learners should start by recognizing a verb’s
right inflexion before trying to conjugate a verb on their own. Dividing these to exercises levels,
language students will be able to train their understanding and their productive skills. Beginners
will probably have to start by the recognizing part whereas experts or refreshers can directly go to
do the production part. As in French diacritic signs (e.g. accents) are indispensable, they should be
easy to enter. Gap-filling exercises should be available in two versions, as real gap filling exercises
and as a solution grabbing exercise, where the solutions are displayed in a dropdown list.
Last but not least, we stressed out the importance of images and animations for language learning
(e.g. for motivating and creating appealing exercises and no plain text exercises). Images and
animations are not only interesting impulses to start conversations or text production, they can also
illustrate grammar chapters (e.g. the well-known “house” 13 for the French passé compose tense).
There should therefore be exercises that combine images and text or audio input. This exercise type
is well known when learning vocabulary as, for example, the parts of the body, but it can also be
used to learn prepositions or other grammatical aspects. By choosing specific images the same
exercise can be adapted for children and for adult learners – as we think of vocabulary work
concerning fruits for example. Not every exercise type is appropriate for young as well as for adult
learners. The crossword for example seems to need some experience in doing crosswords and is not
as self-explanatory as a memory or a drag-a-text-and-drop-it-on-an-image exercise known by
children from the “real world”.
As a result of these reflections and needs, a list of different exercise types was derived and will be
presented in part 4 of this paper.
Technical concept
JavaScript was employed as the programming language to implement interactive exercises and
contributes to interactivity in e-books. In addition, it can be used to analyze the user input and is of
high importance for both creating and changing content.
The core of the system is patterned according to the Model-View-Controller (MVC)
concept. Fig. 14 shows a graphical illustration of the MVC concept. The tasks of the three units are
explained in more detail here. The model unit contains the content of the exercise, such as tasks,
possible answers and solutions, options for multilingualism as well as any legal licensing
information for multimedia contents. Furthermore, user input is stored in the model. The view unit
is responsible for the presentation of the content. Interactive exercises are created dynamically by
13

http://www.cliffsnotes.com/foreign-languages/french/french-i/french-i-the-passe-compose/the-passe-composewith-etre [March 2014]
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DOM (Document Object Model) manipulation based on the model data at runtime. Furthermore,
there are methods for creating popup and dialog windows. Certain additional features, such as
image magnification or adding copyright information to multimedia content can be activated via
parameter. The controller unit initiates the dynamic creation of the exercises, checks user input and
creates evaluations. With the evaluation of the epubReadingSystem object, a differentiation occurs
with respect to the reading system used.

Fig. 14. Model-View-Controller concept

For implementation, the two JavaScript libraries jQuery Mobile 14 and Modernizr 15 are used. jQuery
is a widely used free library and is particularly suitable for the selection and manipulation of DOM
elements. Modernizr is used to verify the e-reader and its rendering engine on functionality.
Implementation of a Prototype
One goal of this research work was the prototypical implementation of derived exercise types. All
of the exercise types were implemented into the e-book based on a model example. Thanks to
HTML5 and JavaScript support, a high level of interactivity is possible.
The implementation was carried out by taking into account the simplest possible way of
reusability. This is a first step toward the automatic generation of e-books with interactive exercises.
This form of e-book production could be realized with the help of widget libraries. So, the authors
will not need to have any programming skills, thereby increasing production speed and the number
of authors significantly while costs could be kept low (Sigarchian et al., 2013).
This form of reuse requires a strict separation of practice content and graphical display. The
contents are put into separate files within the EPUB container. The practice content is defined using
object literals. In Fig. 15, such a construct can be seen by the example of a multiple choice type
exercise. This exercise, for example, can be inserted at that position of the e-book where a div
element with the ID mc1 is available. Exercise content can be exchanged as desired without having
to deal with the routine programmed in the view unit. An automatic generation of these files is
subsequently conceivable, for example, via online forms.
14
15

http://jquerymobile.com/ [March 2014]
http://modernizr.com/ [March 2014]
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Fig. 15. Nested object literal with content of the exercise type “Multiple-Choice”

To evaluate the different forms of representation the prototype was created with both, a fixed and a
dynamic layout.
Considering the didactical concept and the defined categories as well as technical possibilities
different exercises have been created:
─ Drag and Drop
• Pair Assignment: Coherent elements are connected via drag and drop. A possible
implementation can be seen in Fig. 16. The screenshots have been made using the e-reader
Readium 16.
• Group Assignment: The user has to move elements to their appropriate groups, e.g. allocating
articles to nouns.
• Order Assignment: Sorting elements in the correct order.
• Drag and Drop on Image: Dragging elements to the right place on an image.
─ Text Assignments
• Cloze: Filling out the cloze text by entering the correct words.
• Dictation: Playback of audio files and entering text at the same time for the means of
determining orthographical skills.
─ Quizzes
• Multiple-Choice: There are several possible answers to choose from. After successful
verification, the user gets to the next question. A screenshot of the exercise is shown in Fig. 17.
• Text Quiz: Answering questions by entering the text.
• Crossword Puzzle: Filling out a crossword puzzle and subsequent verification of the solution
word.
─ Selection Tasks
• Drop-Down List: Selection of possible answers out of a list.
• Memory: Finding matching pairs by flipping cards. A screenshot of this exercise is shown in
Error! Reference source not found..
• Text Selection: Selecting single words or text phrases.
16

http://readium.org/ [March 2014]
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─ Media-Overlay: This means synchronizing text and recorded voice files. While playing the voice
files, the related text passages are highlighted.
Fig. 16. Screenshot of the exercise "Pair Assignment" (Reader: Readium)

Fig. 17. Screenshot of the exercise "Multiple-Choice" (Reader: Readium)

Evaluation
As we presented the prototype to a wider audience (of language learners, teachers and non-language
learners) they were at first sight impressed by the high level of interactivity and multimedia
implementation made possible by EPUB3. At the second sight especially the teachers were
delighted by the appealing layout and the fact that the exercises covered the different language
competences and different proficiency levels as stated by the CEFR. The exercises activate more
than one sensory channel and use images that are licensed as creative commons, so the e-book
could be seen as an open educational resource. The license information was clearly displayed. One
person stressed out the point that the exercises can be done not only by adults but also by children
and mentioned the pair assignment and the memory.
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Fig. 18. Screenshot of the exercise "Memory" (Reader: Readium)

It is for sure that there will always be additional wishes and needs that the audience expresses as for
example regarding the lack of annotation possibilities or the lack of advanced correction modes for
writing exercises besides the sample solution given in the prototype. Further feedback concerned
the integration of videos and their annotation. It would be desirable to have the possibility to
integrate not only videos but videos including questions that have to be answered in order to
continue watching the video. It would also be nice, according to the given feedback, to have the
possibility to annotate the video or to share annotations with colleagues. By this means, the social
learning component could be implemented.
For the language learners, it was important that the e-book is not limited to Apple devices (as, for
example, iBooks are) and that the exercises were self-explanatory and easy to handle. There were
wishes expressed by learners: to be able to save the results and to continue their training process at a
certain point and to communicate with each other or the language teachers. From their point of
view, collaborative or interactive exercises would therefore be as desirable as the communicative
aspect is. The language learners are often used to communicate and interact with each other in
social networks such as groups on Facebook or circles on Google+. If the e-book could integrate
communication possibilities such as learning groups or at least sending e-mails to each other, the
learners would use them, as they assured.
Lessons Learned
The EPUB3 allows the representation of differentiated content for learning and teaching. It can be
used for teaching new content as well as for reviewing already learned material. Knowledge can be
strengthened through interaction and active engagement with learning content. In addition, a high
motivation potential is reached. With the development of its own user interface, content can be
individually organized and structured by the authors.
It has been shown that in principle all content such as text, interactive exercises, animations
and multimedia content can be presented and structured in similar ways, as modern web
technologies allow.
Another advantage is the possible network abilities. For example, a promotion of social
skills through knowledge sharing is as well conceivable as the monitoring of the learning progress
on the basis of client-server communication.
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Some insightful points could be observed during the implementation of the prototype: It was
found that the integration of interactive exercises is only suitable for e-books with a fixed layout.
The fixed layout enables the exact positioning of the exercise within a page. E-readers, however, do
not differ in dynamic layouts, whether it is regular text or a self-contained exercise section. Thereby
it is possible, that a page break is set amidst the exercise area and carrying out the exercise is no
longer possible. One approach to solve this problem is the manual opening of interactive exercises
within distinct dialog boxes. Furthermore, a combination of fixed and dynamic layouts is feasible.
It has been observed that teachers often desire animation features. Animations can make an
important contribution to the learning process and serve to enliven the content. While HTML5
animations are certainly possible, the development of customized animations demands quite a high
level of development effort depending on their complexity. Furthermore, it also requires
reconciliation to the limited performance of mobile reading devices.
Furthermore, some obstacles were observed. Due to the usually small screen size of e-reader
devices there is a need for a well-planned layout and structuring of the content.
With drag and drop exercises, in which one drags an element from one location to another,
the dragging movements are often misinterpreted as swiping gestures. This means that unwanted
pages are turned.
The integration of multimedia content may lead to a high memory consumption of the
EPUB containers. In addition, multimedia files should be stored in multiple formats in order to
increase compatibility. This redundancy results causes a further increase of the file size. Therefore,
the advantages and disadvantages of local and online stored multimedia contents should be
considered.
Similar to different web browsers and their rendering engines, there are partially different
interpretations of standards with EPUB3 readers. An examination of the reading system used and an
appropriate reaction at runtime is very important especially in highly interactive exercises.
A device testing of the interactive exercises was carried out with the following tablet
computers:
• Asus Eee Pad Transformer Prime (Model-No.: TF201-1I066A, Android 4.1.1)
• Samsung Galaxy Tab 7'' (Model-No.: GT-P1000, Android 2.3.6)
• iPad 3 (iOS 7.0)
These devices have no factory-fitted software for reading e-books. However, such software
can be installed. To this end, a search of available e-readers was made before the test. For Android
devices, the Himawari Reader 17 was used, as it showed the best results at that time. For the iPad, the
e-reader iBooks was used. In Table 1 a list of those results can be seen.
One can say that the interactive exercises on Android devices with version 4.1 as well as in
Apple iBooks are working fine. Nevertheless it should be noted that Media Overlay in iBooks
works only with e-books with a fixed layout. On the device with an older version of Android, many
of the exercises could not be performed.
17

https://play.google.com/store/apps/details?id=jp.green_fld.himawari [March 2014]
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In Table 1, the duration which was spent on the implementation of the particular exercise is
also mentioned. These details refer to the programming of the exercises and allow an approximate
estimate of the costs. The conducted content analysis, setting up the structure of the EPUB
container and any additional functions are not included in these values.
Table 1. Duration of implementation and device test
Asus Eee Samsung
Pad
Galaxy

Apple
iPad 3

Duration [h]

Pair Assignment

10

Group Assignment

8

Order Assignment

8

Drag&Drop Image

6

Cloze

2

Dictation

2

Multiple-Choice

12

Text Quiz

2

Crossword Puzzle

5

Drop-Down List

8

Memory

6

Text Selection

4

Media Overlay

5

Conclusion
EPUB3 has the potential to play a significant role in supporting the teaching and learning process
and to make a significant contribution in the field of Open Learning and Teaching. This research
shows that a wide range of content can be implemented in EPUB3 format. In discussions with
teachers a wide variety of content and possible exercises was developed. The amount of content
plays a subordinate role. An e-book can deal with a small specific subject as well as extensive
materials over several chapters.
In addition, the strengths and weaknesses of the format in relation to digital textbooks were
identified. The strength of the format was found to be the high level of interactivity with the user.
This results in a high level of motivation, which could be demonstrated by implementing a
prototype. Since EPUB3 is an open format, this has a positive impact on its spread. Even now it is
supported by platforms and devices from different manufacturers, although not yet fully.
The circumstance of the open format is an advantage as well as a disadvantage. The standard
describes only the requirements of the format of the reading system, but not the implementation.
While publishers of proprietary formats provide corresponding reading software, the reading
software of open formats is produced by third party developers. However, these developers often
implement only parts of the standard which results in quality differences between reading software.
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Crucial for the learning success is a well-planned selection and structuring of the content.
During this process, the benefit through the strategic use of media didactics compared to
conventional textbooks should be taken into account. It could be shown that the format is suitable
for both children’s textbooks as well as textbooks in higher education.
According to the current state, extensive knowledge in the areas of HTML5, CSS3 and
JavaScript, as well as EPUB specifications are necessary for the creation of EPUB3 publications.
Decisive for the implementation of large amounts of teaching materials is primarily the presence of
easy-to-use authoring tools.
This topic is meant to be further developed in future work. In particular, the implementation
of a field study for a practical evaluation of the prototype by students is desirable.
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Abstract
In the next years, social learning is going to be a main tool to adjust our educational and business culture
from a traditional mindset to a modern one, more adapted to our globalized societies. We will care about the
results of this paper to see how relevant the shift toward social learning will be for the ongoing digital
revolution in terms of scale and time in Arabic countries. To make such a statement, we will present how we,
the International Telematic University UNINETTUNO the first Italian online University based in Rome and
the Japanese IT company named Castalia based in Tokyo, collaborate since the Innovation Arabia 8
Congress where we first met.
Our paper will start by dealing with social learning from a generalized vision since we will first try to define
the concepts and set the main challenges of social learning worldwide as an improvement of Open
Educational Resources. Then, we will report all the benefits that social learning can bring to a society with
opinions, facts and our assumptions about the subject. Subsequently our paper will aim at identifying the
most appropriate innovative learning tool for all stakeholders. We will add to the knowledge we already
have about mobile learning and distance learning practices in the Arabic market, thanks to our past
researches, an analysis of how relevant is the dissemination of e-learning content in a mobile learning
platform. We believe that such innovation of the learning process is the best option for Arabic countries to
prepare the best way their employees, future executives and the educational institutes of the higher education
with a life-long, and scalable learning. Finally, we will feature the projects between the International
Telematic University UNINETTUNO, as a grantor of academic courses online based on a specific didactic
model, and Castalia, provider of an educational platform called Goocus, to present practical application as
recommended.
We used existing key researches of social learning, completed with updates of data and complement
indicators more specific to the Arabic region and the local demands of education and vocational training.
Then, we presented all the available options, with their advantages and drawbacks, for the Arabic market
based on our knowledge, our previous projects and specific researches for each domain of expertise. Finally,
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after deducing the best solution, we introduced the thrilling collaboration between UNINETTUNO and
Castalia as actors able to monitor the implementation of the best recommendation.
Keywords: Open Educational Resources, Mobile Learning, Social Learning.

Introduction
The quick rise of social media use in our societies made social learning a more and more viable
option for education. This digital innovation will surely change teaching and learning practices in
higher education as we already see the emergence of online universities around the world. This shift
to an increasing mobile and ubiquitous social networks may rise some issues because of algorithms
and coding accuracy. Nonetheless, this evolution seems inevitable for the societies willing to adapt
to a new paradigm.

There would be a shifting from scalable efficiency to scalable learning. (Brown, 2012)
Figure 19 : The era of the S-curve (Brown 2012)

The last 3 centuries were known to be quite stable concerning the social and cultural
development as the institutions had a clear purpose to train workers for a clear career paths with
skills which lasted a lifetime. “The 21st century marks the beginning of the Big Shift” (Brown,
2012) because of digital innovations which leads to exponential advances in innovation.
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Figure 20: The Big Shift? (Brown 2012)

The mainstream education system, which was based on efficiency, is not adapted to this constant
flow anymore. (Brown, 2012) The research listed 5 points to change:
•

•
•
•
•

From a Cartesian view to a social view: “I think, therefore I am” to “we participate,
therefore we are” : “one of the strongest determinants of students’ success in higher
education— more important than the details of their instructors’ teaching styles—was their
ability to form or participate in small study groups.” study by Richard J. Light, of the
Harvard Graduate School of Education;
From explicit knowledge to tacit knowledge;
From individual learning to social participation;
Learning through online participation;
Learning with network technologies.

Our paper will explore this challenge to implement social learning enhancement in the most
appropriate way for the next years considering Arabic countries uniqueness, a region keen to adopt
mobile learning according to financial data. Uninettuno and Goocus already have an experience of
e-learning and m-learning issues in different countries, especially for higher education. We worked
together to propose a product which would be a combination of e-learning knowledge and mlearning practice for the interest of Middle-East economies. The paper will focus on the knowledge
required to implement successfully these new learning practices with clear definitions of terms and
lessons taken of past experiences or insights for the next innovation with research papers.
Opportunity
Future economy will require companies to have adaptable employees who learn continuously.
Social learning is an ideal tool to respond to this expectation. However, it is a multiphase process,
from e-learning, which has been largely democratized these last years, to mobile learning which is
only at its early stage as a subset, to finally social learning. What would be the best option to take
for Arabic countries to take advantage of this new learning paradigm?
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Information summary
Opinions
The new approach needed is characterized by a demand-pull rather than a supply-push mode of
bringing knowledge to students. The Cartesian educational system is now reversed as the students
are “learning to be” by joining a community and developing the practice of “productive inquiry”that is saying the process which aims at seeking the information needed to carry out a designated
task. Students will be able to participate in flows of action, by anticipation of upcoming innovation
which requires new skills. Open Educational Resources enable the access to new kinds of open
participatory learning ecosystem. They help students get a continuous, lifelong learning beyond
formal learning at school. It might help students shift from traditional way of learning to acquire
new knowledge and skills. We will achieve a circle of knowledge building and sharing which is
based on the foundation of Open Educational Resources to create, use and re-mix skills for a
sustainable knowledge management. (Brown & Adler, 2008)
Figure 21 How to build a sustainable knowledge management (Brown & Adler 2008)

“Training becomes obsolete because it deals with a past that won't be repeated. Learning
will be re-defined as problem solving, achieving fit with one's environment and having the
connections to deal with novel situations.” (Cross et al., 2010)
The key competencies will be based more on dialogue and guidance, as we are moving to
the world of the sons of Socrates. The constant change of the modern organization is not adapted to
the Taylorist perspective where individual training aims at preparing to jobs which are constant.
Human Resources Department must find a way to prepare employees to job which doesn’t exist yet.
(Jarche 2010)
“A collective, social learning approach, on the other hand, takes the perspective that learning
and work happen as groups and how the group is connected (the network) is more important
than any individual node within it.” (Cross et al., 2010)
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Learning really spreads through social networks, and preventing this access to social
networks may be a huge mistake for a company as it may significantly slows the learning which is
the main tool for effective work, so it might result in killing the entire organization. (Jarche, 2010)
For companies, adaptation is key and that’s how we have seen “Wirearchy” defined as ‘a
dynamic two-way flow of power and authority, based on knowledge, trust, credibility and a focus
on results, enabled by interconnected people and technology’ by Jon Husband. That is one of the
reasons firms such as Google and Twitter have been successful. Business hasn’t been more social
than nowadays, especially at higher levels of management with the ubiquitous access to networks.
(Jarche, 2010)
Social learning will be a multiphase process from traditional workshops to social learning
via e-learning course delivery, e-collaboration and support of informal which can be described as
mobile learning, and tip-toe into ecosystem thinking. There isn’t really a way to skip these steps as
they are complementariness but it can be implemented in months depending on the motivation of
the organizations.
Figure 22 : The steps toward social learning (Cross et al., 2010)

Social learning will surely change practice with more networks, a need to share, competency
instead of curriculum, more complexity and less predictability, flow instead of stocks, and more
team-centric than work-centric.
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Figure 23 : What will bring social learning? (Cross et al., 2010)

Facts:
This challenge might seem too engaging for companies but the efforts are worth it. Social
technologies has the highest value potential, a great ease of capturing value potential but relatively
low GPD contribution whereas Professional services combined the three criteria. (McKinsey Global
Institute, 2012)
Figure 24: Education is promising (McKinsey Global Institute, 2012)

Higher education and professional places are markets largely untapped as the potential of
social technologies got a great potential but still on its early stage. There are empirical studies
which observes an improvement of academic performance of students and researches in Malaysian
Higher Education thanks to social media. The best correlation found were satisfaction of students
and researches with their academic performance, and the relationship between engagement and
collaborative learning.
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Of course, these new practices may lead to some issues, such as abuses to use these new
tools as means to chat during class or at work. There are also issues raised about privacy of
information and safety of networks. But the most concerning would be the harm caused by
algorithms greatly used on social networks and any web browser. On May 2011, Ali Pariser already
warned people about this issue which may weaken our use of social networks as means to get
knowledge. Indeed, we may get trapped in “filter bubble” as our personal information is recorded
and analyzed by these web services. It may lead to highly oriented flow of information, adapted to
our beliefs and not confronting to other opinions, so a quite poor access to knowledge. That is the
main reason we need to dissociate two platforms: the networks dedicated to learning and the other
networks as soon as possible to have access to a tool of quality, with leveraged risks. (Beware
online “filter bubbles”, 2011)
The Middle East & North Africa region got a 60% urban population, a slight rise of 3%
compared to 2005, with 357 million of inhabitants in 2014. The adult literacy rate improved from
68% in 2005 to 78% in 2014 as well as the school enrolment from 69% to 77%. We can see a clear
correlation between these 2 factors. The sector performance has recognized a surge of the mobilecellular telephone subscriptions from 22.4 to 100.7 per 100 people. The percentage of households
with a computer and the Internet access at home also improved during this same period but at a
slower pace, respectively from 15.4% to 43.4 and 8.9% to 37.3%. The population covered by a
mobile-cellular network has almost is maximal capability with 98% in 2014, 19% more than in
2005. (Figure 7) From these data, we can deduce that the market for mobile learning seems more
adaptive than the one for e-learning as the mobile capability for ICT has the greatest potential in the
region.
Figure 25: Evolution of the Information and Communication Technologies (ICTs) readiness in Middle
East & North Africa between 2005 and 2014 (World Bank 2016)
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Our assumptions
From our point of view, it is obvious that Arabian countries will be willing to use mobile learning to
modernize their societies for the next years. It would be a great way for these countries to develop a
new learning paradigm at the Knowledge Era to create the most competitive societies with adaptive
and innovative workers and executives. This culture must begin at education, where mobile learning
is the most efficient, that is saying at higher education.
Options
There are three different options to seize the opportunity of social learning in Arabic countries in
the next years. This part will show the philosophy of the project between Uninettuno and Castalia.
The reasons we are so optimistic, especially for the higher education sector, are explained on this
part.
The first option would be to use mobile learning.
Providers using mobile learning and developing new vision to learn are more and more common.
The detailed case studies at different prestigious business schools, universities around the world
highlight the innovative application of mobile learning. The conclusion was to say this market is
largely untapped despite the demand of senior executives to bring this technology in the classroom.
(Ashridge,
2011)
Business schools must keep innovating to meet needs of employers and senior executives.
The main reason why mobile learning is so accurate is because: “Using mobile devices to network
socially or learn collaboratively as part of education is second nature to many undergraduates,
(who) may well be tomorrow’s executive education participants.” (Ashridge, 2011)
Mobile technology is a great tool to provide executives with pre and post-course support,
plus the mobile learning applications can add multimedia-rich education. The research summarized
the benefits of mobile learning as follows:
•
•
•

•

‘Just enough’ learning – highly applied, easily digestible learning for busy executives.
‘Just-in-time’ learning – convenient, flexible and relevant learning at the exact moment
learning is required.
‘Just-for-me’ learning – learning can be accessed via mobile devices in many different
ways, which means that there are opportunities for it to appeal to many different learning
styles.
Mobile devices can facilitate collaboration. SMS texting reminders, knowledge sharing
forums and ‘ask a question’ forums enable and enhance interaction between participants and
tutors.

The recommendations were given by the Chairman of UNICON, Blish Shedden that: “The
future of executive education is about choice and personalization. Our survey makes clear that
providers should not wait for the industry to settle.” (Ashridge, 2011)
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However, after this report made in April 2011, it seems that educational institutions largely
opted for e-learning instead of m-learning.
Higher education institutions need to develop strategic plans considering students’
acceptance in order to include all critical success factors for the sustainable deployment of mlearning: Performance expectancy, effort expectancy, influence of lecturers, quality of service, and
personal innovativeness.
Nonetheless, even if educational organizations bring a correct strategy, only 55% of the
intention to accept m-learning in higher education context was explained by the proposed model.
(Al-Rahmi, Othman & Yusuf, 2015)The second option would be to focus on the development of elearning in higher education.
Whereas there is no statistically significant difference in the level of satisfaction based on
the gender, age, or level of study, “convenience” is the most cited reason for satisfaction whereas
“lack of interaction” is the main reason of dissatisfaction. Online universities have chosen first elearning because it was the first step to make as we have seen in the “Information Summary” of this
paper. Social learning is a multi-phase process beginning with the delivery of e-learning content.
But, as e-learning becomes to be a mature market, students ask for more interactivity, which opens
a lot of options such as blended learning, flipped classrooms. E-learning greatly helped opening
access to the millions who couldn’t physically attend schools, who couldn’t afford it and who had to
work at the same time. This system has proved itself to be effective both in quality and cost.
(Bowen, 2013) But today it seems that students expect more. (Cole, Shelley & Swartz, 2014)
E-learning isn’t an innovation anymore but a requisite, the very first step, to reach social
learning. As e-learning has greatly developed and is mature, it seems that it is the moment to bring
mobile learning. However it shouldn’t be two independent tools, but an integrated technological
innovation. Moreover, we have also seen that the Arabic market is more willing to adopt mobile
learning than e-learning.
The third option would be to offer m-learning as a subset of an already existing e-learning
content.
E-learning and m-learning are not competing against each other but still are rather more different
than similar. Neither can wholly take over the functions of the other one. (Gutierrez 2014)
These differences can be explained by two factors. First, e-learning is formal whereas mlearning is informal. The formal model is “everything driven by external entity such as an
individual, a school, a college, a company etc.; whereas “informal learning happens naturally as a
consequence of a person being motivated and wanting to learn. In that sense, informal learning is
driven by the individual his/herself”. Second, e-learning is collaborative whereas m-learning is
situated learning. (Ozuorcun & Tabak, 2012)
These two distinctions are key to understand how e-learning can and m-learning can work
together. We need to take into considerations these differences to adapt m-learning as a subset to e-
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learning. But, it is still possible to use them both as an integrated tool, respecting the limits, using
their main strengths and absorbing their main weaknesses by their complementarity.
The best option is to support e-learning with situated learning – where learners develop their
learning skills on themselves according to their own motivation. (Ozuorcun & Tabak, 2012)
Now that we determined that m-learning and e-learning, despite their differences, can work
together, we need to know how we adapt a content of e-learning into m-learning.
On his article, Paul Clothier, learning specialist, designer and writer, has tried to determine
the best way to adapt e-learning content to mobile learning. He introduced his article this way:
“Rather than quickly jumping to adapt your eLearning modules for mobile, think of
ways
you can supplement the eLearning you have rather than trying to duplicate it on a small
screen. Having eLearning on the desktop and something different on mobile to support that
eLearning is more powerful than duplication of content.” (Clothier, 2012)
There are 9 levels of adaptation. The more efforts you make to adapt the content, the more
valuable your mobile learning content will be to support your already existing e-learning materials.
(Clothier,
2012).
Fourth option: To bring MOOC content on mobile devices
MobiMooc was a six-week study from April to May 2011 to use mobile learning as the tool to
disseminate Massive Open Online Courses (MOOCs). 40 people completed the survey around all
ages with no significant difference in gender. Combining m-learning and MOOCs helped time and
space autonomy, community/network building and contextualization. Connectivism and
constructivism stress communicative dialogue as a vehicle for learning: 92.5% learned from
insights from participants in other fields of expertise, 77.5% from knowledge transfer and 67.5%
from face-to-face communication with colleagues. The research concluded that if we focus on the
learning potential and impact of mobile learning, m-learning and MOOCs have the great potential
to develop an informal and lifelong learning. Collaborative learning is supported by m-learning and
MOOCs thanks to an emphasis on communicative dialogue. (DeWaard et al., 2011)
Advantages and drawbacks
First option, M-learning: Rationale: Demand-pull, the student wants to learn at the moment it is
needed. To support an ongoing learning process where the learner needs quick access to bits of
information.
Obviously mobile learning has many advantages, the main one is its adaptability: you can
study at any place, at any time when the user is willing to learn. M-learning is great at sharing
information as all learners can interact with each other in a system where they can share their
knowledge and experience. Collaborative learning can be enhanced thanks to mobile devices
capabilities. Latest implementation of gamification brings quality continuous learning system.
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The limitations of mobile learning are the lack of face-to-face relationship between teachers
and students. Teachers cannot directly interfere with students’ learning and affect their motivation.
It is difficult to create a very accurate way of evaluation as students are always next to the
information source. It is a learning process which is more adapted to universities and colleges than
high schools students. (Marghescu et al., 2007; Hussein, 2010)

Second option, E-learning: Rationale: Supply-push, you have to teach specific skills or impart indepth knowledge on a subject to your audience. The key learning objectives are comprehension and
retention.
The main advantages of e-learning are the predictability as you can set a schedule adapted to
personal or professional work. Overall cost is reduced for both learners and educational institutions
in the long term. Learners can study at their pace with a learning material that they choose. Students
take advantage of their motivation to learn as soon as they have access to their computers.

The disadvantages are the decrease of the relationship between students and teachers, the
necessity to have computer skills for both teachers and learners, culture may be a limitation, as well
as the technical requirements. E-learning brings new practices and can be quite challenging for
some teachers without adequate training. (Mohammedi et al., 2010).
Third and fourth option, M-learning as a subset of e-learning or mobile learning with
MOOC: Rationale: Both supply-push and demand-pull depending on the purpose of the learner. It is
the perfect way to combine comprehension and retention and continuous learning at the same time.
Known
as
respectively
the
2nd
and
3rd
step
toward
social
learning.
Considering the projects we, Castalia, had so far to bring mobile learning to online universities, we
can share our experience:

The advantages of mobile learning and e-learning are combined together and become to be
numerous. The ubiquity of learning is quite maximal as the student can maximize his time of
learning. The user can have both on-the-go learning for specific skills and in-depth knowledge, so a
very complete learning content. A positive experience of mobile learning combined with e-learning
is a real boost for the motivation.
The main drawback is that it is quite difficult to adapt the elearning content to mobile learning. Most of the drawbacks of m-learning and e-learning will be
mitigated as these two tools are supposed to help each other but they still exist and must be taken
into consideration. Only the formation to teachers must be more advanced than before.
Using mobile learning with MOOC is quite similar. Only the adaptation of the MOOC
content into m-learning will be even more challenging due to the load of information. Nonetheless,
this new tool gets rid of a significant disadvantage as the interaction between learners will be
greatly improved.
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Recommendation
We would highly recommend the third and fourth option for the Arabic countries. Using m-learning
as a subset of e-learning or mobile learning with MOOC are the most innovative and most accurate
for the expectations of our new learning paradigm, the one which gives the most opportunities as it
is on the way to develop social learning, and more and more advantages for an equivalent amount of
disadvantages.
Using mobile learning is also a good option, but the content will be quite limited as you will
not take benefit of the contents that are available on the e-learning platform and you will invest in a
product which will soon show its limits.
Both of these technologies are in correlation with the expectation of the Arabic market as
smartphones are largely used.
E-learning would be the least recommendable as it is not an innovation anymore but only a
requisite for mobile learning. Also, it is not in correlation with the expectations of the Arabic
market.
To illustrate the third and fourth option we highly recommend, please let us introduce our
project between Uninettuno and Castalia to show you how to monitor the implementation of this
option.

The actors
The International Telematic University UNINETTUNO, which grants academic courses online
based on a specific didactic model with 25 years of experience on distance learning for the HE,
students from 140 countries, has an offer of universities courses in Arabic, English, French, Italian
and Greek, contents created by an international faculty selected together with European,
Mediterranean and Arabs universities involved in several cooperation and partnership projects for
online contents design, production and delivery.
Castalia, which name derives from the nymph known as a “source of inspiration” in Greek
mythology, is a creator of intellectual contents instrumental to academics. Its main vision is to offer
learning as solution to social issues and to promote continuous learning as the ultimate self-learning
tool. To do so, the firm is developing and operating the mobile learning platform called Goocus:
•
•
•
•

Sales and development of mobile learning platform Goocus,
Customization of Goocus and development of Goocus OEM,
Consulting on digitalization / mobilizing of educational contents,
Supporting sales of digital contents through Goocus.

Castalia will have a thrilling collaboration with UNINETTUNO with whom we already
worked on a first project last year. The project was based on the adaption of UNINETTUNOs
academic contents on basic computer engineering skills with the involvement of a target of students
enrolled on the MOOCs portal UNINETTUNO-OpenupEd. The pilot project gathered 16 volunteers
from mid-September 2015 to mid-November 2015. The first pilot project allowed us to collect
feedbacks.
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That is how we now want to implement the adaptation of the Goocus app with the academic
online contents developed by UNINETTUNO created for the delivery and the certification of
University Credits (ECTS/Bologna Process). The idea is that the content will be fee-based for
courses delivering certification.
It is in our intention to offer a product which is purely innovative and useful for Arabic
countries. Our collaboration aims at offering a quality, resourceful and sustainable tool for
innovative learning adapted to the Knowledge era.
For the next future, we agreed to move forward together to bring more Open Educational
Resources thanks to Massive Open Online Courses (MOOCs) on mobile devices for everyone,
including those in the Arabic Region using also Arabic and involving Arabs professors. Including
MOOCs on mobile devices would be one step ahead to go toward social learning.

Conclusion
Our paper tried to determine how crucial the adaptation to a learning paradigm where workers and
executive learn continuously. We can deduce to our researches that the region of Middle-East got
both the potential and the intention to innovate its learning practices; where social learning seems to
be a really appropriate tool to develop. As we tried to evaluate the best options to take advantage of
this innovation opportunity, we opted for the m-learning as a subset of e-learning and m-learning
with MOOC as these are the most innovative and accurate tool to get closer to social learning in
Arabic countries. Finally, we introduced our collaboration between Uninettuno and Castalia as
actors able to take the challenge thanks to their respective expertise and experience.
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A New Customized Approach for Blended Learning –
An Opportunity for Egypt K12 Education
Yasmin Youssef
Helwan University Cairo, Egypt

Abstract
This paper is aiming to provide the basic infrastructure for a different educational model that can help
solving many challenges facing the Egyptian education system and also help in the re-allocation of resources
of previous efforts and investments. The model will allow students to take more responsibility for their own
learning and grow more independently, which will improve their human performance and productivity in
order to move from the knowledge economy to the knowledge society.
Keywords: K-12 blended learning, Telecenter School. Individual rotation model

Relevance
Many countries around the world reported that a lack of knowledge about the practices and benefits
of online and blended learning is the main reason why it had not been implemented in the country
(Barbour & Brown et al., 2011, p. 18). My main motivation for this research was the belief that the
educational community in Egypt needs to become better informed about this model in order to
foster better communication among the wide range of researchers, experts, policy makers and
practitioners, who have the potential to contribute to advances in this field in order to assist the
reform of education in the pre-university level in Egypt.
Introduction
Egypt needs responsible citizens, who know how to understand their rights, are able to defend them,
and are committed to their duties. They should be equipped with critical thinking and problem
solving skills in order to go global and not just locals. This cannot be realized without a radical
change in the current educational system. Egypt's educational system is considered the largest in the
Middle East, but also one of the low performing in the world, ranking 119 out of 144 countries
according to the World Economic Forum's latest report on global competitiveness. (Schwab & Salai-Martín, 2014) .Egypt needs to build more than 10000 schools (Zidan, 2014) . It is impossible to
build these high number needed of school buildings to reduce classroom sizes and raise the quality
of public schools, even with the help of the public private partnership. Teacher professional
development also failed to change the quality of education, due to the complex structure of the
current education system and the test driven curriculum. The curriculum development department in
the MOE has also not succeeded to develop it as recommended by the World education report, thus
reforming education will not be an easy task and would take many years of change management.
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"Blended learning " as a solution for many challenges in the Egyptian Education System. The
integration of technology alone has not been successful till now to change the quality of teaching or
prepare our students with the needed professional life skills for the current labor market. It is
essential to think out of the box and be creative to solve this problem. We have to rethink education
if we want to create a solution. I will therefore suggest a different school structure inspired by the
individual model that can be customized, is flexible, fundable, sustainable and scalable. We know
that our students are not engaged in the lecture style structure of the traditional teaching model. It is
also known that small group instruction, personalized learning, guided practice and inquiry based
learning and teaching, all lead to a better and deeper understanding of concepts. Unfortunately
differentiation and feedback does not scale without technology. Blended learning is about
leveraging digital content to provide students with skills and practice. The teacher responsibility is
to focus on depth and application of concepts to teach higher order thinking skills. We therefore
need to create an environment where student can get self-paced instructions, teachers can provide
differentiated small group instructions, based upon weekly or daily data and schools can work at a
much lower cost per pupil. This of course will allow the reallocation of resources. This environment
can only be done through blended learning (Educationelements, 2011).
The Individual Rotation Model, Pedagogical Theories and Telecenters as a solution for many
challenges in the Egyptian Education System
In order to achieve quality education, it is essential to provide teachers with a combination of
technology, pedagogy and content knowledge. The TPACK theory by (Koehler, 2009) is a
framework that identifies the knowledge teachers need to teach effectively with technology.
Figure 1: (Koehler, 2009)
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At the heart of the TPACK framework, is the complex interplay of three primary
forms of knowledge: Content (CK), Pedagogy (PK), and Technology (TK). The TPACK approach
goes beyond seeing these three knowledge bases in isolation.
Technogogy is another theory related to the TPACK theory but adding another dimension to
this framework focusing on the learner not on the teacher and taking in consideration the different
learning styles (IDRUS, 2009).

Figure 2: (IDRUS, 2009)

Technogogy is then defined as the convergence of technology, pedagogy and content
(learner focused) in the transformative use of technology to foster learning. Based on technogogy
theory, a student can enter a site and be administered an interactive learning style self-assessment
and subsequently be led to a sector where appropriate learning resources/objects exist. Addressing
different learning styles can help individualize learning.

Figure 3: (IDRUS, 2009)
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Infrastructure, resources and a suitable work environment is also very important for teachers
to excel in this field. As part of the MCIT national plan Telecenters are implemented over 126
governorates to eliminate digital illiteracy in the society, develop university and school graduates’
skills to qualify them for the job market, and to provide internet services to communicate with other
parts of the world at affordable prices, especially in rural areas (MCIT, 2012) The individual
rotation model, if implemented in a right and effective way can be a solution for many problems
Egypt faces in its current education system. Inspired by the TPACK method and both the
Telecenters and the individual rotation model I will introduce the Egyptian Telecenter School
Model as a solution for many problems and challenges Egypt's education system currently faces.
We will discuss each problem and then explain how this model can be applied to serve as a solution
for it.
The Egyptian Telecenter Schools (ETS)
In the individual rotation Model the learning lab might look like a large call center with banks of
computers. Around the edges of the lab might be some smaller break out rooms for classes. In this
model students work mostly on the computers and the teacher might pull out a group of students for
seminar, intervention or direct instruction. This model is a school within a school that contains
multiple grade levels. The role of the teacher in this model will be redefined, broken out in discreet
roles. He can be a teacher, an advisor, a behavior specialist and an instructor to support each grade
level. The model can give students more control over their learning and provide them with targeted
instructions.
Figure 4: (2 Revolutions, 2012)

VLE & eBooks: A Solution for Textbook Quality
The Virtual Learning Environment (VLE) has its own classrooms, teachers and administrators.
The students attendance is taken at once when he signs in with his password. Each subject consists
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of a several modules that he has to cover and show a level of mastery to progress. All students will
first get an introductory session in the break out rooms to help them in orientation on the platform
also to distribute students ID and codes. Once signed in, the student takes an assessment that
reveals his learning style, which should assist him and the teacher in using the best tools to facilitate
his learning. Each module consists of small units which end with a summative assessment to prove
the understanding of the concept. Many interactive formative assessments are also available after
each explanation of concept that the student can take on his own pace, with multiple attempts.
LMS Accreditation : A Solution for the current Problem of Curriculum Development
In 2011 the International Bureau of Education of the UN published its World Education report
about Egypt's education system. The report criticized the process of producing textbooks, as there is
no integration or coherence among text books, ICT, and assessment instructional materials since
three different MOE entities the CCIMD, the TDC and the Center for Education Evaluation and
Examination produce these materials with little or no coordination or oversight. In their report they
recommended the necessity to restructure CCIMD and redefine its role and functions in order to
improve the quality of curriculum and textbook development (UNESCO, 2010/2011). A faster
solution for this problem can be by accrediting different e – content and LMS providers, who are
ready with all the needed standards. Private companies can afford to invest more in these platforms.
This will encourage more of these content providers to improve their products in order to meet
national and international online standards. The ministry can also accredit more than one platform
& content provider to give schools and governorates more choice in selecting the design of a virtual
platform that suits the learning culture and environment of the different governorates. This will be
an opportunity to integrate ESD (Moodly & Adu, 2014) into the provided curriculum as declared by
UNESCO in the World Conference on ESD in 2014.
Digital Teacher Guides: A Solution for Shortage of Quality Teachers
The platform should also contain a teacher guide with differentiated instructions after each unit to
provide teachers with ideas how to help students master these concepts in the face to face classroom
or the small group instruction in the break out rooms. It also can provide them with extracurricular
links with exercises they can offer these students on the same topic. Integrating the TPACK model
into this teacher guide will make teaching with technology much easier and will much save time.
Another concern expressed by the USAID team in their final report, was that teachers are under
great pressure to cover prescribed daily lessons in the curriculum and textbooks, and have difficulty
finding time to use what they consider “extra” activities. Kits or instructional materials would be
more useful if they were keyed to specific lessons or themes in the curriculum (Hunt & Dye et al.,
USAID/Egypt Education Portfolio, 2010). Not all teachers in Egypt have a pedagogical
background. Shortage of “qualified” teachers, where according to official figures about 40 per cent
of basic education teachers are not university graduates and at least 15 per cent of primary teachers
have no formal teaching qualification. It is the shortage of “qualified” teachers that has been
estimated at over 70,000 teachers in the primary stage alone (Arab Republic of Egypt, National
Strategic Plan). It will therefore be a big support until the in service Teacher Training in the faculty
of Pedagogy and in the Professional Academy for Teachers can train teachers on teaching in a
blended classroom effectively.
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Gamification: A Solution for Student Disengagement in School
A gamified platform can provide higher engagement to students learning in this model.
Gamification is the use of game thinking and game mechanics in non-game contexts to engage
users in solving problems (Zichermann & Cunnigham, 2011). Adding points after the completion
of each level or module or even after finishing an assessment or an assignment and rewarding
students with badges or free games or more attempts on the platform, also putting seeing their status
on a leader board to compare their current situation, will provide more engagement and motivation
and will make learning more fun and similar like the games they like to play. It is known that this
generation is a gaming generation.
Breakout Rooms: A Solution for Overcrowded Classrooms
The administration assigns each student a specific schedule that rotates them between online
learning in the learning center and offline learning. Each rotation lasts 35 minutes. The Break out
room is similar to the private tutoring center in Egypt. Students get more help and explanation on
the topics they feel they cannot understand, but here the teacher can give them more projects and
assist them better in a small group. The classroom management is much easier with a small number
of students. The rooms have fixed schedules, where the students know when exactly this topic, they
have problems with will be explained and practiced. Others who do not need more help can skip
this session as each student will be able to get instant feedback on his mastery level through the
online assessment related to this topic. This way students gain more responsibility for their own
learning. There is no fixed deadline for finishing a module, but students cannot progress until they
show mastery level on each concept. The Break out room idea is not about lecturing. Teachers take
over the application to make their learning more relevant to the student's life. It is more about
interacting and discussion with students in order to provide them with context and critical thinking
skills. This will provide a better student- teacher relationship combined with an effective online
learning. Student can get the best out of their educational experience.
Paraprofessionals: A Solution for the Shortage of Quality Teachers and the High Ratio of
Teaching to Administrative Staff
The Ministry is seriously overstaffed, with a ratio of teaching to administrative staff of close to 1:1.
This problem was due to using the MOE as a place to create jobs and is therefore making the preuniversity public education system in Egypt highly inefficient and reduces the quality of education
as mentioned in the USAID final report earlier. It was also mentioned in the national assessment
report "Education for All in Egypt 2000-2015" sent by the Ministry of education of Egypt to the
UNESCO. (Abo EL Nasr & NCERD, June, 2014). This model if implemented and adapted by the
Ministry can turn this overstaffing to an opportunity as it can hire them as paraprofessionals,
advisors, observers with multiple shifts after training them on the new methodology.
E-tutoring & Paraprofessionals: A Solution for the Low Salary , Teaching Quality and Private
Tutoring
Many teachers in different governorates have attended one or more of the professional development
provided by many former pilot projects. Also many of them were not able to apply what they
learned. These human resources can be reallocated to be the pioneers of these Telecenter Schools.
Teachers can come on fixed schedules or reschedule their time with the administration of these
Telecenter Schools. They do not have to be full time teachers, but they can still gain extra money
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by acting as an online tutor and thus providing extra help for students. To be able to teach in these
centers teachers have to attend a certification course provided by the responsible entity or the
Professional academy of teachers also in the faculty of education. These kinds of courses can also
be offered online or as a blended learning course. Teachers with minimum disabilities can also take
part in these courses and work from home. Students of the faculty of pedagogy can also make their
internship inside these Telecenter Schools and serve in them as a paraprofessional.
Graduates of social work colleges and graduates of colleges of Arts degree in psychology
can find more opportunities for employment by working as a behavior specialist in these
Telecenters. Social workers can also act as instructors for special needs student and provide
them with the support they need.
ETS: A Solution for Shortage of School Buildings and Multi-shift schools
According to the UNICEF, Egyptian students suffer from rigid conservative style teaching
techniques in which participation is not encouraged. The school environment adversely affects
completion rates; around one in five school buildings are not fit for use and lack functional water
and sanitation facilities. Until 2012, less than 10% of the total number of schools met the national
standards for quality education (Unicef, 2013). The former Minister of Education Mahmoud Abo
EL Nasr explained that Egypt needs to build 10 000 schools but the current budget can only afford
to build 300 Schools. There are also 572 school buildings that are in a bad state and in risk of
collapsing anytime (Zidan, 2014), Due to myriad patterns of corruption and irregularities at General
Authority for Educational Buildings GAEB (Sobhy, 2014). The Telecenters are easier to build, will
cost less and can be built in less time than a whole school building. Container schools are much
more affordable. This idea is implemented in many countries around the world especially, in Africa
in rural and underserved areas. Electricity is sometimes also provided through solar panels on the
roof of these containers. This can save energy and also promote green ICT (Caula, 2012). Due to
the same problem - the shortage of buildings- many schools also were turned into two shifts
schools. This also has led to a short quality education time. The following figures show the number
of these schools according to the National Assessment report prepared by the Ministry of
Education. (Abo EL Nasr & NCERD, June, 2014, p. 43)
Figure 5: (Abo EL Nasr & NCERD, June, 2014)
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Figure 6: (Abo EL Nasr & NCERD, June, 2014)

Figure 7: The Egyptian Telecenter School (ETS)

ETS: A solution for Multi-grade/Community and One classroom schools in Egypt & Refugees
The model can also be a continuation for Multi-grade, ONE Classroom and community schools.
Once these students are accepted again in a tradition preparatory school, they are facing the
challenge of coping with the traditional teaching methodology with all the problems listed earlier.
The Telecenter School idea can eliminate the risk of dropping out again in this critical stage.
Technology can be a powerful tool to provide access to adequate education to students attending
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multi-grade schools because it is able to provide training to teachers in multi-grade methodologies
and allow students to engage in innovative, participatory multi-grade learning activities (Wolff &
Garcia).
ETS : A Solution for Dropout Rates and Students with Disability
According to the study about " Equity In The Basic Education Opportunities in Egypt" provided by
the social contract center in 2011, the most popular reasons for dropping out of school before
completing basic education was that the child did not want to continue education. The other two
reasons were that they are not doing well at school and the last was financial reasons. This raises
questions on the effect of the quality of the educational experience and mechanisms of retaining
children in schools. Similarly, there needs to be an evaluation of the current system of providing
extra assistance to children who are not doing well at school to avoid their dropping out. (Mahmoud
& Atef, 2011, p. 20) The study also reported that the highest dropout rate has been observed
between moving from primary stage to preparatory stage.
Figure 8: (Mahmoud & Atef, 2011, p. 20)

Figure 9: (Mahmoud & Atef, 2011, p. 20)
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The Telecenter with its technology devices and its engaging and personalized content will
attract these students and will allow the teacher to provide extra help for them. Advisors and
behavior specialists will support these students in their personal problems. Students who have to
work or had to help their parents and dropped out for a period, can continue their learning anytime
as their results is recorded on the platform in relation to their ID. The Multi-grade system in these
Telecenter Schools will prevent the students who left school for one or two years from feeling
embarrassed sitting in a class with younger students once they decided to continue their education
again. Expecting middle school students to learn entirely online would of course not be feasible or
realistic especially in rural areas. Attending school in a supervised Blended environment serves as
an avenue to take advantage of both online and face-to-face instruction and learning. Some of the
benefits include enhanced opportunities for students to strive for continuous improvement and to
have greater time flexibility to complete learning requirements. As a result, students end up taking a
greater responsibility for their own learning (Vaughan, 2007, p. 81). Preparatory stage represents
the second and middle stage of basic education according to the new constitution of 2014. It is the
stage which enables the pupil to recognize his attitude and discovers his abilities to properly direct
to the suitable kind of learning in the secondary education. It plays a very important role in building
and formulating the pupil's personality, for it raises interest in public affairs and national issues.
Besides establishing special education schools, there is also a partial inclusion of special
needs students who have simple handicaps. The plan of the MOE in 2011/2012 was to prepare
5,040 schools for inclusion of 152,000 students who have simple handicaps. This plan would have
been possible if these schools had suitable technological facilities and equipment in their
classrooms. Only 2,776 students have been included in (452) school all over Egypt (Abo EL Nasr &
NCERD, June, 2014, p. 53). Blended learning can assist students with disabilities by providing
assistive technologies and by allowing these students to access the content to practice on their own
pace, anywhere, anytime.
Funding for the technological infrastructure
As we have seen Egypt never had a problem in funding a project, especially national projects. The
MCIT has always been able to fund pilot projects with the Public Private Partnership (PPP)
especially, with Technology and Telecom Companies. Telecom Egypt for example is a strong
company, with EGP 10 billion in annual revenue (El Bahrawi, 2012).Providing Telecenters Internet
access from Satellite or even through cables targeting a central computer lab instead a whole
building should not be a problem. Egyptians also have proved several times that, they can fund any
national projects. The remarkable “crowd-funding” of the Suez Canal expansion has set an example
for direct public involvement in national projects.
Problems not solved
It is of course impossible to transfer a best practice from a developed country to a developing
country and expect it to work without considering cultural aspects, the policies, the environment,
the infrastructure and the resources available to implement a similar example. This research is just
an attempt to shed light on different ways to tackle these challenges in the current education system
aiming to accelerate and push the reform in education in Egypt further.
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Conclusion
Egypt has the needed infrastructure, the e-content (provided by the ministry and several private
companies) and the supportive national policy for applying several blended learning models. Access
to technological resources will soon improve for all students and the digital divide narrows. ICT
integration in education is also one of the objectives of the National ICT policies of Egypt where
both the MCIT and MoE cooperate together with the private sector, NGO's and foreign donors.
Policies can indeed facilitate change, but it cannot guarantee its implementation or impact. ICTrelated policies that focus on the technology – hardware, software, networking, digital content –
rather than its relationship to pedagogy, curriculum, or assessment is not likely to have an impact on
schools and most certainly will not transform education (Kozma et al., 2011). Egypt has
implemented several pilot projects before, seeking to find the best way for integrating ICT into
learning, but as described in the final USAID report (Hunt & Dye et al., USAID/EGYPT Education
Portfolio, 2010) the complex hierarchal structure of the ministry, the lack of support on the
management level in school, the financial bureaucracy, the short teacher training period and the test
driven curriculum has created many obstacles and hindered the scaling of these projects.
This problem is one that the country is highly aware of after the revolution of Jan 25 and will not be
solved in the near future. The Ministry as part of many authorities in the country needs a high
change management policy. This of course will take several years and cannot be solved now.
Recommendation
Being aware of the above mentioned problem and until this change happens it is recommended to
establish a new independent office as an Association for "online and blended learning" in Egypt;
cooperating and working within the framework of the Ministry, but with a different structure and
with its own bylaws. It is to be run by a consortium or committee of experts and councilors, who
have the right pedagogical background needed to implement these different models. It is also
important to think in both; global and local manners to have the best of both worlds. Many
countries like the USA and Canada have established similar entities.
"Glocalising" will help this committee to integrate standards for this kind of learning to be able to
adapt this new kind of learning to the Egyptian culture and also align with the global standards.
Schools who are interested in applying these models will find councilors to help them implement
these models in a successful way. Organizations which provide platforms or LMS's with the
Egyptian e-content can apply for accreditation of these platforms, same like textbooks in the
Ministry. These platforms should contain differentiation methods to personalize learning and allow
instructional design. The school will not be allowed to apply this model until the teachers,
administrators and principals are trained through this office or the academy for teachers. Blended
learning and its various models, like the individual rotation model, can serve as an example to
change pedagogy and the current technology integration to raise education quality at the same time.
Aligning policy to support this innovation is also important. The government can increase the
ability of online and blended learning innovators by providing the right laws and infrastructure to
support innovation. Regulations applied to online and blended learning should move away from
input requirements, such as classroom requirement and instructional hours, seat-time and instead
focus on outcomes such as student mastery and competencies. MoE in Egypt is requested to provide
more in-service teacher training for teachers, in order to use technology in an effective way in the
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classroom and to support them with more effective instructional materials and teaching models. In
addition, courses related to instructional design and technologies at the Faculties of Education
should be re-constructed and made obligatory if possible. Current pilot project in different school
types should be evaluated and best practices should be shared. Reasonable goals should be
developed, scheduled over time, with phased inclusion of both the most accessible private schools
and the most disadvantaged and rural public schools and communities. Measures of both processes
and outcomes should be used to monitor the progress and provide information to policy makers that
can be used to revise and refine policies and programs. If the current e-content providers can
mobilize their efforts to complete each other online, they will definitely make a change offline. The
mobilization of individual efforts, developing policies and decrees that allow innovation, the
decentralization of the education system and the reallocation of resources are the only possible way
to change the quality of education and transform it.
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Abstract
This paper presents and discusses the need of integrating Smart Learning Mechanisms to the quality of
education at the university levels which is documented by Ministry of Higher Education and Scientific
Research (MoHESR) as level 5, 6 and 7 of the QFEmirates Framework.
In order to enhance the quality of analysis and interpretation skills of the students in these levels, linking
smart learning and teaching mechanisms of digital world suitable and applicable to these levels are focused.
Three higher education related levels of QFEmirates namely level 5, 6 and 7 are identified here to represent
three sub-strands of competence to be achieved namely Autonomy and responsibility, Self-Development and
Role in context.
It is assumed that the ability of synthesizing and interpretation can be enhanced by using apt mechanisms.
The study attempts to embed and/or enhance existing digital technology in course delivery and learning
process related to the three levels.
The QFEmirates levels studied here heavily demands;
a. the identification of autonomy and responsibility in different situations
b. self-development by working and operating in new and different situations and
c. application of knowledge and skills to the varying contexts by the learner to perform the given role
which inevitably involves analysis and interpretation.
The Smart Learning digital world mechanisms presented in this paper are an attempt to emphasize how a
boost in the usage of these mechanisms can effectively improve quality education with special reference to
level 5, 6 and 7 of QFEmirates.
Keywords: Smart Learning, Digital World, Higher Education, QFEmirates

Introduction
Driven by vision of the ruler and efforts of the nation, U.A.E is a promising fast runner in the
development arena. Foremost among the priority in this respect of development is the Education
sector. The Government has been taking all possible efforts to make the vision of a complete and
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smart educated nation a reality through the innovative ideas and investments. But how far the vision
has been achieved is still a matter of analysis.
A review of literature has revealed that the nation still lies in the bottom ten countries in the
PISA and TIMSS score evaluating mathematical and science based skills of Secondary Level
students. While U.A.E score in PISA during 2012 is in 49 the TIMSS score during 2011 is below
average. The potential issue arises when these students move forward towards higher education
where these analytical skills become of a grave importance to achieve the Level based
competencies.
This paper takes the above issue as a study opportunity to understand the Level 5, 6, 7 based
competencies to be achieved by the students in QFEmirates Framework as documented by the
Ministry of Higher Education and Scientific Research. The study tries to assess the possible digital
smart learning techniques that can be implemented and enhanced to make the teaching and learning
process easier and evidently smart.
Today ,when digital technology plays an inevitable role in our lives to get informed,
communicated and connected, the thought and effort to get this digital wave efficiently
implemented into learning and teaching in the higher education levels to yield quality results
deeper and smarter thinking process is worth a research.
Literature Review
Information Communication Technology with the advent of technology has taken an inseparable
role in course delivery and acceptance. Technological influence has been having a massive impact
on the humankind due to the ease it gives in communication, information and connection. They
open a stream of choices leading easy and quick access to vast amount of information but as rightly
stated “the access to this infinite virtual repository is only as valuable as one’s capacity to
assess,analyse,decipher,disaggregate,and apply knowledge in practical, real – world
situations”(Cavanaugh, McCarthy & East,2014,EDUCAUSE,2009. This aspect apparently is not
satisfactory among the Level 5, 6, 7 students of Higher Education as per research results by our
team covering 100 faculty members delivering Level 5,6 and 7 courses in U.A.E.
(Olcott, 2014)
The formidable challenge to academic institutions is to think different and encourage
teaching digital more than traditional class room methods. The digitalization of colleges can lead to
a much more personalized education community which enhances knowledge sharing at a faster and
pace along with innovative strategies being used to better deeper learning in students. It is now a
must to get the learning process connected to practical performances.
Siemens (2008) suggests the theory of connectivism as a learning theory that has been designed by
several nodes connected to networks that elucidate synchronous and asynchronous learning process.
It. is derived from the theory that the three major sources of information in digital era includes;
a. Class room training with digitally connected information sharing technology
b. Social networking platforms and
c. Virtual reality platforms
Hence, Connectivism encourages digitally enabled learning resources to be brought to forefront to
ensure smart learning.
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Smart Learning and Smart Learning Environments
Smart Learning is the impact of digitalization .The wide acceptance of digital transition has pushed
education sectors to accept a much simpler mode of source delivery and knowledge transfer. Smart
learning can be induced by digitalization of learning mechanisms as they give an opportunity to
personalize the course to suit the understanding levels of the students. This is the concept adopted
by smart learning environments.
The smart learning environment essentially focuses on learning that is smart. Digitally smart
mechanisms include smarts boards, smart phones, smart tabs and smart TVs to identify and
disseminate and share information .In a smart Learning environment,
a. One or more digital devices are used to integrate elements of knowledge sharing
b. The digital devices essentially aim to enhance the teaching and learning experience
including information, assessment, collaboration and feedback.
c. The digital devices monitor the progress of learners and provide appropriate information to
the stakeholders involved.
(Smart Learning Environments, 2015)
The above requirements prove that the Smart Learning aims at maximum use of ICT techniques to
improve the learning environments.
Smart Learning: teaching and learning with smartphones and tablets in post compulsory education
is in essence focus on utilizing innovative and smart mechanisms in education as this is a
requirement in an ever dynamic learning environment.(Middleton. A, 2015)
Andrew Middleton in his study on smart learning describes it as “learning in the age of personal,
flexible and connected smart devices.” He further identifies three simple ways of understanding this
idea including;
a) Smart devices being used as alternative ways to conveniently do things we used to
b) Smart devices be used to better the ways we used to do things and
c) Smart devices be used to do things differently than we used to do before.
He further emphasizes in introducing a fourth point that challenges the assumption that
d. Smart devices need to be used to provide the learners with access and sharing of extensive
useful information breaking the traditional methods of learning.(Middleton. A, 2015)
It is well understood from the research revelations and studies conducted that though the
idea of linking smart digital mechanisms into learning is accepted and welcome by most developed
nations the implementation still is at the nascent stage and need to be nurtured to bring more visible
results in the field of education.
As mentioned by Lock (2006) in his study, “The realization of online learning communities
to facilitate teacher professional development is a matter of carefully and deliberately designing
dynamic learning environments that foster a learning culture. This requires a pedagogical
framework . . . where people engage in shared learning experiences mediated through technology.”
Lock further affirms that a positive and creative environment should be created to facilitate
smart learning as he points out “the creation of a safe and trusting space, the relevancy and currency
of content in meeting the needs of the learners, the nature and richness of online discussions, and
the nature of participation and interaction”
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Digital Mechanisms in Smart Learning
The relationship between digital mechanisms and experience of learning encapsulates the essence of
Smart Learning.
Made up of thoughts, pieces, research and scenarios smart learning is an emerging trend to
help us think further about ideas such as self-organized learning spaces (Wheeler, 2009) through its
rich contexts supported by smart learning.
The inescapable use of digital devices in education is essentially an evidence that the era of
personalization of learning is on and is much accepted by the teachers as a part of educating and by
the students as a part of learning.
Furthermore, Digitally Smart devices are distinguished as being portable,multifunctional,location sensitive, wirelessly connected technologies last smart phones,tablets,smart TVs
etc., and learning through these devices are an attempt to design and tailor the course delivery based
on the student levels.
Digital smart mechanisms allow the teachers to regroup and personalize the innovative
techniques into academic delivery to ensure phenomenal changes in results are attained.
Fig1. Digital smart learning interventions and impact on traditional education system
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It is clear from Fig.1 that a transition from classroom learning to digitally smart learning can
disrupt, transform, enable changes and replace traditional class room teaching methods with easy
and smart learning open class rooms.
Steve Wheeler through his studies has continually encouraged thinking about the
relationship between learning and technology in learning. Through his blog Web3.0: the way
forward? (2010) he offers ideas for future education stating how multimedia brings world to
classroom. He confirms with smart technology, the classrooms will be taken to the world.
QFEmirates in Higher Education
The Qualification Framework for Emirates is a result of years of hardship by expert
academicians to realize the vision of the nation to decree that there will be framework to develop
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and maintain qualification system that values individual and lifelong learning delivered to ensure
the standards of quality required to face globally competitive and demanding environment.
The framework is an attempt to accommodate and design the learning achieved in education
systems through different learning partnerships including schools, workplaces, colleges and
universities. Along with the framework, the QFEmirates also provides a standard frame of reference
in terms of achieving the learning outcomes designed for each qualification to realize quality
completion of education at every level.
The QFEmirates supports educators with a general understanding of qualification as it
basically means “a formally approved parcel of learning outcomes to standards set by the relevant
accreditation/awarding body, which can be achieved by a learner.”
The above lines are multi-layered in meaning than said. The framework with its ten levels
comparing UAE qualifications with national and international qualifications also clearly lays down
alignment between the qualifications and certification systems worldwide.
(Qualifications Framework Emirates, 2012)
The QFEmirates is designed based on three features namely
a. Number of levels representing a hierarchy of difficulty, complexity and depth required to be
achieved by a learner on a qualification.
b. Range of learning outcomes at each level with learning outcomes being defined in terms of
knowledge, skill and competence required to be achieved by the learner on completion of
the qualification. Each of these unique learning outcomes are further divided into vertical
strands of learning outcomes to aide in better understanding, application and measurement
of these learning outcomes to be achieved within a level.
c. A qualification structure stating the types of qualifications and titles for these qualifications
used in QFEmirates is defined
Structure of Qualifications Framework for Emirates
The QFEmirates Level descriptors are comprised of 10 levels with 5 strands of learning outcomes
expressed in terms of strands namely
• Knowledge
• Skill
• Aspects of competence further divided into 3 sub strands in terms of
o Autonomy and responsibility
o Role in context and
o Self-development
Fig.2, Strands of Learning Outcomes. (Qualifications Framework Emirates, 2012)
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Level 5, 6 and 7 of QFEmirates is titled Associate Degree, Higher Diploma and Bachelor in Higher
Education. The learning outcomes and mechanisms as that can enhance smart learning at these
levels are considered for the study.
Objectives of the Study
The objectives of this paper is to
• Generally introduce the learning level established by QFEmirates for the study
• Examine different digital mechanisms that can enable smart learning process
• Identify which digital mechanism can suit smart learning corresponding to Level 5,6 and &
of QFEmirates
• Suggest simple and practical smart learning mechanisms for Level 5,6 and 7 of QFEmirates
Overall this paper is aimed at determining what suitable smart learning mechanisms can be
embedded or utility enhanced to ensure simple and smart learning in Higher Education in U.A.E
Research Methodology
The paper adopts a qualitative approach by conducting a research on 100 faculty members across
U.A.E handling course delivery for level 5, 6 and 7 of QFEmirates.The information sought mainly
focused on the kind of smart learning techniques in their institutions for aiding course delivery and
how well they have been bringing results in achieving the sub strands of competence established by
QFEmirates for Level 5, 6 and 7.
A literature
review to support the knowledge for the paper was undertaken. The relevant information pertaining
to the field of study in this paper has been taken from primary data in the form of research has been
utilized to support the study.
Scope of the study
The scope of this study is restricted to understanding and suggesting of possible smart learning
mechanisms that could be used for Level 5, 6 and 7 of QFEmirates.
Analysis
The following analysis is an excerpt from the pilot study of the research conducted at the institution
to analyze the preference of smart learning mechanisms to be implemented in the campus.
Fig – 3.1 The Need for Training Programmes on Usage Of Digital Learning Mechanism For
Teachers.
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Inference: Figure 3.1 reveals that majority of the teachers are in favour of having training
programmes on usage of digital learning mechanism for teachers.
Figure 3.2 The Need For Training Programmes On Usage Of Digital Learning Mechanism For
Students
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Inference: Figure 3.2 reveals that majority of the teachers are in favour of having training
programmes on usage of digital learning mechanism to student.

Figure 3.3 The Organization Commitment Towards A Blended And Digital Learning Mechanism
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Inference: Figure 3.3 reveals that the majority of the teachers are in favour of organization’s
commitment towards the blended and digital learning infrastructure
.

370

ISSN 2414-6099

Figure 3.4 The Importance Of Digital Learning Mechanism To Support Student As Well As
Teachers To Achieve The Teaching Learning Process
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Inference: Figure 3.4 showing the majority of the teachers agreed that the digital learning
mechanism would directly support students as well as teachers to achieve the teaching learning
process.
Figure 3.5 The Awareness Among Teachers On Level 5, 6 & 7 Of QFEmirates And Their
Corresponding Smart Learning Mechanism
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Inference: Figure 3.5 reveals the majority of the teachers are unaware of QFEmirates level 5, 6&7
and their corresponding smart learning mechanism.
Figure 3.6 The Awareness Level Of Teachers Towards Synchronsing Digital Learning Mechanism
With Appropriate Learning Level
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Inference: Figure 3.6 reveals the majority of teachers are unaware how to synchronise the various
learning level with their appropriate digital learning mechanism.
Digital Learning and Deeper Learning
The National Research Council in its recent study on Education for Life and Work: Developing to
translate work in the 21st century suggests the following techniques can facilitate easy learning;
a. Multiple and varied representation of the same concepts and tasks
b. Encouraging participation, questioning and explanation
c. Using cases and examples to illustrate
d. Motivate and use more formative assessments
Digital learning includes and involves any/all academic instructional practice that uses
technology to effectively enhance student learning experience. It enables new strategies being
formulated to accommodate online teaching and learning resources into traditional methods to aide
and enhance the learning and teaching quality and to encourage deeper learning.
(Alliance for Excellent Education, 2012)
Digital technology helps to leverage the teachers’ efforts into course delivery by making the
students proactive partners in learning and encompassing deeper thinking in them. For this certain
course materials will need to be designed to incorporate better student involvement, critical thinking
and analysis to meet the competency or role management, accountability and self-development as
prescribed for Level 5, 6 and 7 of the QFEmirates.
Digital learning promotes to smart learning in three different ways; personalized skill
building and accountability, extended and open access to information through digital sources, ease
of use in access of the required information. Deeper learning occurs when the students are
encouraged to manage their learning by providing adequate opportunities to understand, revise and
practice their lessons which enable deeper understanding of concepts. Meaningful cases, projects
that trigger critical thinking and analysis, problem solving scenarios and other deeper skills also
need to be nurtured among students.
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It evidently touches aspects of Self-managed learning where the learner accepts
responsibilities of learning and utilizes convenient accessible resources to aide his understanding of
the subjects. This essentially happens through digitalization of the learning process.
Continuous and regular feedback and improved methods of tracking and reporting achievements by
students and progress at every stage contributes to deeper learning process. Enhanced access to
alternative sources of learning and opportunities to practical understanding and exposure through
digital portals will open a wider world of information used by the students if ample support and
guidance is given by the faculty at the higher education base.
The following table is an attempt to suggest available digital techniques to support smart
learning and how they directly contribute to the learning levels. Some of the smart mechanisms
though they indicate Level 5 will contribute smart learning in Level 6,7 and more and the increase
is levels in an add up on existing skills with implementation of more critical levels of analysis,
relating, interpreting, self-accounting and developing.
Fig.4, Smart Learning Mechanisms for Level 5, 6 and 7 of QFEmirates

Smart
Mechanisms Usage
(software and Apps)
Chrome

Browser/web
search
Google
Create
drive/MSWord/MsExcel documents and
spreadsheets
Mail
Native email
app
E-Journals and E-books Electronic
reading
PowerPoint
Study
and
sharing
Blogs
Online cases
and
study
support
I-books/Kindle
Online book
resources
YouTube
Sharing videos

Wunderlist

Organizing,
scheduling and
retrieval

Learning
objective
Covered
Knowledge

Level of QFE met

Skill

5,6,7

Knowledge

5,6,7

Knowledge

5,6,7

Skill

5

Knowledge

5,6,7

Knowledge

5,6,7

567

Knowledge 5
&
competency
Competency 5
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Istudiozero

Dictionary

Explain everything

Socrative

Keynote
Mendely
Podcast
Videoconferencing

Interactive/Whiteboard

Tumbler
Online tutorial
Facetime

Virtual Field visit

Moodle

Document
creation
and
publishing
Meaning
of
words
and
alternative
word
suggestion
Screen capture
and recording
video
presentation
Promote
student
interaction in
class
Presentation
app
Referencing
and Citations
Audio, video,
digital media
Real
time
training
and
information
sharing
Interactive
screen
for
teaching,
problem
solving
Tutorial
Tutorial
Online one to
one
communication
system
Coverage
of
geographically
diverse
industries
Knowledge
sharing,

Skill

5

Knowledge

5

Knowledge
and
competency

5

Competence 5,6,7

Skill

5,6,7

Skill

5,6,7

Knowledge

5,6,7

Competency 5,6,7

Knowledge

5,6,7

Knowledge 5,6,7
Knowledge 5,6,7
Competency 5,6,7

Knowledge 5,6,7
and
Competency
Knowledge

5,6,7

374

ISSN 2414-6099

retrieval
system
Turn-it-in
Plagiarism
tracker
and
similarity
check
Virtual Flipchart
Simultaneous
information
and study on
virtual boards,
problem
solving
and
analysis
Blackboard
Knowledge
sharing
Pebblepad
and Web
based
ProjectFoundry
personal
learning
environment,
analysis
support.
Project making
DYKnow Cloud
Class
room
management
and roster
SM4L
Social Media
For Learning
SPSS, Phet science, Analytical,
Visual
Mathgames, problem
solving.
Globaloria, Animoto
Simulation
maker

Skill

5,6,7

Knowledge

6,7

Knowledge 5,6,7
and retrieval
Knowledge, 6,7
skill
and
competency

Skill
and 5,6,7
competency

It is evident that all
the
above
suggested digital
Skill
and 6,7
mechanisms
are
Competency
already present in
the category of
Information,
Communucation
and Technology (ICT) tools used by any educational institutions but how well these tools are used
as smart mechanisms to align the Level of outcomes to be achieved and learning made smart is a
subject for future research
Knowledge

5,6,7

Conclusion
Blending innovative digital mechanism into learning makes it smart and smart learning is what the
current learning population expects.
The Higher Education providers need to create favorable learning environments to
accommodate quality enhanced digital smart learning experience. The learning population needs to
be educationally catered with smart tools to enhance the learner quality. This research attempts to
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sync the appropriate digitally smart learning mechanisms to meet the level 5, 6 and 7 of the
Qualification Framework of Emirates.
With clear goals and achievable targets, more students will benefit from the smart learning system
linked to the quality education system.
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Using Virtual Classroom in Support of Children in Hospitals
Veronika Kozareva
Proznanie JSC, Bulgaria

Abstract
Over the past decade, online learning has become an increasingly popular approach for providing
educational options not otherwise accessible. In the case of children in hospitals participation in educational
activities during treatment builds hope for the future. Learning and interacting with peers in the same
condition becomes a source of self-confidence, fun and friendship and reduces the feelings of loneliness and
isolation. This can have а positive impact on children’s emotional and mental health during treatment. It
also has the potential to support children’s subsequent reintegration back to school and normal life.
However, not all children in hospitals have access to tuition during treatment for different reasons –
isolation, physical impossibility to access the hospital classroom, lack of any educational activities in the
clinic, etc. Virtual classrooms allow children to engage in interactive learning activities from various
locations, thus overcoming the limitations imposed by the physical reality.
This paper reports on a study which aimed to explore the distance learning potential to meet hospitalised
children’s needs of supportive care during treatment. The research was conducted within 18 months with 22
participants – children with cancer, their parents, and their virtual teachers. 36 observation of online
lessons were also conducted to gather data for analysis. The research context, the organisational aspects
and the main findings from the research are also discussed. They pinpoint the potential of the distance
learning to meet children’s psychological, social and informational needs during treatment, thus creating a
positive emotional climate and favourable learning environment.
Keywords: virtual classroom, children in hospitals, online lessons, equal access, interactive learning

Introduction

Over the past decade, online learning has become an increasingly popular approach for providing
educational options not otherwise accessible. For children in hospitals learning and interacting with
peers in the same condition becomes a source of self-confidence, fun and friendship, and reduces
the feelings of loneliness and isolation. This can have а positive impact on children’s emotional and
mental health during treatment. It also has the potential to support children’s subsequent
reintegration back to school and normal life.
This paper presents research, based on VEDAMO educational online programme 18 for
children with cancer, hospitalised in two major clinics in Bulgaria. VEDAMO is a synchronous
virtual classroom which allows real-time interaction using a videoconference connection and tools
for collaborative work.
The purpose of the study was to explore distance learning potential to meet hospitalised
children’s needs of supportive care during treatment. The study was conducted within 18 months.
18

https://www.vedamo.com/
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Twenty-two interviews with children, parents and teachers and 36 observations of online lessons
were conducted to gather data for analysis. The findings of the study emphasise the potential of the
distance learning programme to meet children’s psychological, social and informational needs
during treatment, thus creating a positive emotional climate and favourable learning environment.
Literature Review
Children in hospitals need special care. They are both physically and emotionally vulnerable and
this difficult experience can affect their normal growth and development. The presented study was
conducted with children, hospitalised in two oncology clinics. That is why we focus in greater detail
on some specifics that should be considered when working with children with cancer.
Diagnosing one with cancer causes a profound shock both to the affected child and his/her
family. The illness experiences of one family member influence the entire family system, i.e. the
lives of a number of interdependent persons (Basinger, et al., 2015).
According to M. Mott (1990), cancer is “a major life threatening event that creates a great
deal of uncertainty and insecurity among those most intimately affected”. Insecurity may develop
quite suddenly and may lead to changed priorities and perspectives in the life of the family.
Anxiety, depression, fear, anger, guilt are all among the common feelings proliferating the families
after their children have been diagnosed. Moore, et al. (Behavioral Adjustment of Children and
Adolescents With Cancer: Teacher, Parent, and Self-Report, 2003) systemize the previous research
reporting on behavioural and emotional problems in children with cancer, including
withdrawal, depression, anxiety, and attention problems, as well as problems with social
competence compared to healthy children. The authors also suggest adaptability, attention
problems, social skills, and learning problems as potential targets for behavioural and cognitive
intervention strategies.
Children with cancer often experience these negative effects because of regular disruption in
their normal daily life due to repeated hospitalisations. The initial intensive therapy may last from
several months to one year, followed by a regimen that may continue for several more years.
Hospitalization presupposes a stressful situation, which could be effectively addressed only by a
family-centred pediatric care, recognising the importance of the entire family’s health (Horman,
1980).
Learning to live with a serious illness includes adjustment to the effects of the disorder and
its therapy. The negative effects of therapy are not only the side effects of chemotherapy and
radiation, such as nausea and vomiting, hair loss, infection, weight loss, pain, mucositis, and
fatigue, but also the emotional and mental impact of children’s isolation during treatment. J.
Moore and A. Backwitt (2004) claim that children need a balance between solitude (isolation) and
social interaction (contact with others) for healthy functioning. The children with cancer who
participated in their qualitative study on self-care and dependent-care practices reported needs of
positive interaction with friends, provision of conditions that promote development and
opportunities to engage in self-development. Some children found it helpful to continue their
schoolwork or enrol in courses while receiving therapy, thus focusing on having a positive attitude
and being active participants in their recovery process. All these factors also have a positive effect
on children’s self-image and the high self-esteem in children who survived cancer is a protective
factor for both educational and social outcomes.
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School plays an important role for many children with cancer – it is their escape from the
hospital life and treatment procedures. One of the significant issues for the school-aged children
during the treatment phase is the absenteeism. Often due to the high rate of absenteeism many
children repeat grades and face psychosocial problems and academic difficulties. Hence, the length
of treatment can have a serious impact on scholastic functioning (Mitby, et al., 2003). The US
Report from the Childhood Cancer Survivor Study (2003) identifies that missing school was a
significant factor in determining placement into special education programs for survivors of all
cancer diagnoses. Repeated absences from school hide the risk of experiencing educational
difficulties and poor social integration. In their multicentre, Canadian, retrospective cohort study,
Barrera, et al. (2005) found that children who survived cancer required close monitoring for early
educational and social difficulties, and such children should be offered educational rehabilitation
and social skills training to maximize their academic and social success. Cancer may also affect
children’s abilities to accomplish developmental milestones. Depending on the length of treatment,
children may pass through one or more developmental stages on their way to becoming a survivor.
That is why their developmental stage should be assessed and considered when re-entering school
(Labay, et al., 2004).
All these factors should be taken into account when planning a supportive care for children
with cancer in a way that will facilitate their reintegration back to school. School is one of the
defining structures in children’s daily lives. That is why returning to school for children with cancer
is a sign for going back to normalcy and hope for the future.
But school reintegration can also be a major source of negative experience for children if
they are burdened with the negative effects of treatment – changes in appearance leading to changes
in their social status among peers, learning difficulties or disabilities, lack of confidence and low
self-esteem.
Most of these frustrations could be mitigated by preventive interventions and good
communication and coordination between the different actors in a child’s life. School re-entry is
one issue in which both the family and the school play important roles (McDougal, 1997). For
instance, Kaffenberger (2003), who has studied children with cancer and their re-entry into school
after therapy, systemised recommendations for actions to ease the transition process, such as regular
communication with the child’s school during treatment; coordination between school and health
care providers; maintaining contacts with friends and classmates; participating in distance learning
programme.
Distance learning programmes have the potential to take the children with limited access
to the educational settings out of the isolation and involve them in educational activities and
interaction with their peers. Thus, using the added value of technologies in learning process can
become an important part of supportive care for children in hospitals.
Rojubally, et al. (2013) discuss recent research reviews and reports concluding that internet
interventions deliver positive outcomes, primarily in the area of improved health-related quality of
life, including reduced social isolation, enhanced coping, and improved mood. The authors claim
that online support is valued by internet users because it is convenient, can be accessed from
anywhere and at any time, and provides privacy.
When discussing the potential of distance learning in this paper, we will refer only to the
characteristics of synchronous virtual classrooms, as the programme described below was based
on this approach. Asynchronous virtual learning provides the learners with access to available
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materials uploaded on an online platform for a certain period of time. Thus, the learner is able to
enrich their knowledge at their own tempo at a time convenient for themselves. Synchronous virtual
learning happens in real time, in a virtual learning environment. Learning is facilitated by a tutor,
the participants contact each other and communicate at one and the same time.
Research on asynchronous virtual learning environments shows the prevailing focus on
cognitive processes. Seeking to build critical thinking skills, argumentation or knowledge, they
isolate the purely human aspect. They exclude learners’ needs of affiliation, support and affirmation
(Karel Kreijnsa, 2003). This inevitably reflects on the learning process because one of the most
important conditions for its effective functioning (both in a virtual and traditional environment) is
the interaction between the participants. In the presented programme we have used a synchronous
virtual classroom to overcome these limitations by providing an interactive space for sharing
experiences and a set of features for collaborative learning.
The virtual classroom was a suitable environment for children with cancer as it allowed
overcoming many limitations, such as location, fixed time and duration of lessons, etc. while
ensuring that participants are kept safe from potential infections permeating the external
environment. It also made accessible the interaction between participants from different
geographical locations. The children attending the programme were able to make friendships with
their peers in the same condition, while participating in collaborative learning activities.
Children with cancer often put communication barriers between them and the surrounding
environment. The online environment fosters a feeling of a personalised and safe individual
experience, thus overcoming the stress and minimizing the time for social adaptation in the group.
Research Context
When interpreting the data and making conclusions, we should consider the context in which the
research was conducted. Children hospitalised in two Bulgarian oncology clinics participated in the
study.
In Bulgaria there is no institutionally regulated psychological support for children with
cancer and their families. The education of these children is a responsibility of the hospital schools
under the Ministry of Education. These schools are used mainly to support children suffering from
serious physical illnesses (usually cancer), whose therapy requires frequent hospitalisation or home
treatment. For most of them the only chance to participate in educational activities is to be visited
by a hospital teacher at a suitable time, consistent with their treatment procedures and if they are not
in isolation.
At the moment there are three clinics for children with cancer, four hospital schools and 27
hospital teachers. Only two of the clinics have an access to hospital teachers. They are supposed to
work closely with the medical teams who treat the children and carry out training activities of each
child in compliance with his/her health condition. The majority of hospitalised students attend only
the hospital school and the training activities are ceased during home treatment and isolation. Thus,
most of the children with cancer in Bulgaria do not have regular access to systematic educational
activities. As most of the children with cancer usually require treatment, which can last for months
or even years, their reintegration into mainstream school is often impossible.
According to the new educational act, all hospital schools will be closed and the training of
children with cancer will be conducted in the hospitals by the teachers from the mainstream schools.
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The lack of equal access and systematic participation in educational activities for children with
cancer in Bulgaria makes the development of alternative learning activities an important part of
supportive care. The current study is based on one of these alternatives in the field non-formal
education - an online programme, piloted by the Bulgarian company VEDAMO with the children,
hospitalised in two oncology clinics in Bulgaria.
Objectives of the Study
The objectives of this research were to determine the potential of distance learning to meet
hospitalized children’s:
• psychological needs during treatment;
• social needs during treatment;
• informational needs during treatment.
Research questions
We addressed the following research question:
• What is the potential of distance learning to meet hospitalised children’s needs of
supportive care during treatment
To describe the concept “supportive care” we will use the definition of Fitch (1994, p. 15) – “the
provision of the necessary services for those living with or affected by cancer to meet their physical,
psychosocial, informational and spiritual needs during the diagnostic, treatment, follow-up phases,
encompassing issues of survivorship, palliation and bereavement”.
Methodology
To answer the research question we covered the following stages in the research process:
Figure 26 Research Process

Literature
Review and
Analysis of
Legislation

Research Design

Data Collection

Data Analysis

Reporting Results

Research Methods
We used the following methods for data collection:
• Interviews with the children, parents and teachers participating in VEDAMO online
programme
Semi-structured questionnaires were used to guide the interviews with the participants. The
interview questions were all open-ended. The total of 22 interviews were conducted with ten
children, ten parents and two teachers, fully online in VEDAMO virtual classroom. The sessions
were carried out individually with each participant through a videoconference connection in real
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time. The interviews with the children lasted about 20 minutes, the interviews with the parents –
about 45 minutes and the interviews with the teachers about 1 hour. The participants agreed to have
their interviews recorded in VEDAMO archives. All research data were gathered, analysed and
stored in complete confidentiality.
All the interviews were transcribed. We made a content analysis using a deductive approach.
NVivo – a qualitative analysis software program, was used to manage, code, analyse, and model the
data.
• Observations of the online sessions according to standardized set of criteria
The total of 36 observation protocols were filled in using 5-level Likert scale. The psychological
and pedagogical aspects of the online lessons were registered and analysed during research. They
showed the interaction dynamics and supplemented the results from the interviews. The data were
systemised using Microsoft Access software and analysed.
The virtual classroom had also a function for monitoring in real time, as well as for recording and
archiving live sessions. This features allowed analysis and ongoing diagnostics of the implemented
programme.
Participants and Organisational Parameters
The research was conducted within 18 months – from April 2014 to October 2015. Ten children,
along with one of their parents and their two virtual hospital teachers, took part in the research.
Their demographical characteristics could be presented as follows:
Table 2 Demographic characteristics of participants
Number Age/
Years
of Sex
professional experience
10:
7 – 11 years of age:
6 girls
2
7 years of age
5 boys
Children

Parents
Hospital
teachers

3
2
1
2

8 years of age
9 years of age
10 years of age
11 years of age

10

28 – 46 years of age

2

10-15
years
of 2 female
professional experience

10 female

Location
5 – Sofia
5 - Varna

5 – Sofia
5 – Varna
2 - Sofia

VEDAMO online programme started two years ago. So far, 28 children from Sofia and Varna
have participated in it. It started with the support of two hospital teachers from Sofia, who had more
than 10 years of professional experience. They were trained to teach in synchronous virtual
classroom.
At the beginning the clinics were equipped with the necessary hardware devices (laptops and
headset). The children attending the programme met online twice a week in an hour long interactive
sessions. Usually they worked in small groups of 3-5 children, participating from different
locations. They had a flexible schedule consistent with their condition and medical treatment
procedures.
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VEDAMO online programme was implemented through a blended approach as the learning
process was supported by a clinical psychologist on site and facilitated by the distant teacher in the
virtual classroom. Before each session, the clinical psychologist identified the children who were in
condition to participate and sent a list of participants to the distant teacher.
During school year the children were covering the study material for their grade. They had regular
online classes in the subjects taught at school. The virtual hospital teachers were in a constant
contact with children’s schools getting information for school curriculum on a weekly basis.
Figure 27 A screenshot of a lesson from VEDAMO online programme

Figure 28 A screenshot of a lesson from VEDAMO online programme
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During the summer holidays the participating children were involved in a game-based approach to
learning and differentiated instruction which took into consideration the diversity of students’
needs. An emphasis was put on not only the learning outcomes, but also on communication,
positive experience and building a sense of community.
Results
Participants in this research reported positive experience while participating in the programme. It is
important to note that all parents supported the programme as their priority is their child’s health
and well-being.
The potential of VEDAMO online programme to supplement children’s supportive care was
tracked through the educational activities capacity to meet children’s psychological, social and
informational needs. A few examples of attitudes from children, parents and teachers’ stories are
provided.
Distance learning capacity to meet children’s psychological needs
Seven children out of ten and nine parents out of ten mentioned that children’s participation in
VEDAMO online programme made sure the children feel engaged and brought them out of
isolation. An eight-year old boy shared “Sometimes I did not feel like learning, but once we had
started I did not want the lesson to end. It is very interesting to have an internet teacher.” One of the
parents mentioned “My child is always smiling after a lesson. When I ask her “What did you study
today”, she tells me “Very interesting things and I did all the exercises correctly.” She tells me that
she wants to have an internet teacher when she goes back to school.”
Another child shared her sense of a safe environment while participating in the online
lessons “It is different because my hand does not get strained and I will not get infected if someone
is sick”.
One of the hospital teachers explained “Every child diagnosed with cancer cannot attend
school for a long period of time. In the initial stage of treatment he/she spends his/her time in social
isolation. Often, following the first 40-day intensive treatment, the children are hospitalised without
their parents being with them. This further complicates their emotional condition. Fear of the
unknown, along with the worries what might happen after treatment at school and in society are
their major concerns. Definitely there is no child, participating in the programme, who does not like
this way of learning. All children participated with passion and enthusiasm and their fear of learning
quickly disappeared”.
Often children with cancer cannot remain interested in schoolwork due to their physical
condition, caused by the treatment. In this case it is useful to include alternative learning activities
which address children’s specific areas of interest. The virtual classroom tools allow for
individualised interaction in a group format of work and thus encourages a child’s confidence while
still learning and maintaining the concepts being introduced in school.
Distance learning capacity to meet children’s social needs
Participants’ responses show the programme’s potential to address their social needs of interaction
with peers. Five out of ten children and eight out of ten parents reported that the participation in
VEDAMO online programme helped children feel a part of community. A nine-year old girl shared
“It was exciting to meet children from Varna. They are far away but I felt that we were in one and
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the same room during the lesson. I promised to visit them and go to the beach in Varna together.”
One of the parents mentioned that her son “is able to communicate with peers in the same condition.
This gives him the confidence that he is not alone in this battle.”
One of the teachers reported “the programme gives an opportunity for the children to attend
lessons from their homes, to meet with other children in the same condition and to build a
community.”
Distance learning capacity to meet children’s informational needs
Keeping up with schoolwork is very important for the children with cancer. Learning could
continue despite school absences, because it takes the child out of isolation, supports the process of
future school re-entry and builds hope for the future.
All the respondents mentioned the importance of keeping up with school and how the
programme helped them with this. One of the 11-year-old girls shared “Thanks to learning through
the system, I will be able to go back to school after the chemotherapy. There is no hospital school in
Varna and this is my only chance to keep my knowledge and skills current during the whole year of
treatment.” Another 8-year old boy mentioned “The programme helped me during the summer to
get prepared to go back to school. […] Most of all, it is easier than at school.”
To foster children’s motivation, the virtual teachers used the capabilities of the virtual
classroom (e.g. working in sub-groups) to provide differentiated instruction – an approach for
teaching and learning which takes into consideration the variety of learner needs. It is particularly
relevant when working with children with cancer – the groups usually bring together children from
different ages, with different knowledge and skills. One of the teachers explains “we could not plan
the academic achievements and focus on them. We work in mixed groups and cover a mixture of
subjects. Especially in the summer holiday programme within one session we covered exercises
from various fields – geography, physics, chemistry, maths and Bulgarian, so that the children from
different ages and with different interests were able to participate actively”.
According to the differentiated instruction approach teaching is consistent with the different
learner levels and their learning styles by means of personalisation of questions, alternative
grouping, and additional materials. In VEDAMO online programme the teachers also applied the
Universal Organisation Principles which allows differentiation of virtual instruction. They represent
a learning environment model which involves 3 types of flexibility and alternatives – multiple
means of content representation, multiple means of action and expression and multiple means of
learner’s engagement. Here is what one of the teachers shared “From the perspective of a teacher,
the virtual classroom gave me a lot of freedom, opportunities and new ideas. I was able to use a
wide range of materials on the Internet with a single mouse click and to be more flexible and
creative.”
Two of the children – a ten-year-old girl from Sofia and an eight-year-old boy from Varna
were successfully integrated back to school during the programme without missing a grade. The girl
attended the programme for a whole school year. She covered the material for 4th grade with her
virtual teacher. The child shared “I went back to school in April. I was worried because I had to
pass the national exams at the end of 4th grade in May. It was the first national exam in my life! It
was not difficult and I passed with very high results. I am so excited to be back to school with my
classmates”.
The virtual teacher who worked with the boy from Varna explained “I worked with him for
six months - from June to December. We started with the summer holiday activities. At first, he
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refused to participate, saying he did not want to study during the holiday. When he saw that we play
a lot of games and do various interesting activities, he almost did not miss a session. In September
we started covering the material for 2nd grade and in December he went back to his school”.
In this two cases the distance learning programme supported the children in the process of school
re-entry and helped them feel more confident. The future implementation of the programme could
give more data to support these findings.
Within the research the total of 36 online lessons’ observations were carried out. Sixteen of
the observations were conducted in real time as the virtual classrooms allows people with special
permissions to enter the lessons as hidden observers. The lesson recordings were used for the other
20 observations.
The data was registered in standardised protocols. The results confirmed the main findings
from the interviews. They can be presented with the following chart:
Figure 29 Results from the observations
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The overall average scores on all indicators are high – the lowest average score is 4.67 (5
maximum possible value). That shows that during the educational model implementation the
psychological and pedagogical aspects of interaction were realized in a good balance providing
children with a positive and supportive learning environment. The highest average scores are
assigned to the level of children’s participation in activities and the positive emotional background
during lesson. Maintaining favourable emotional climate is of a particular importance to promote
children’s sense of freedom during interaction with the teacher and their peers. As a result,
children’s motivation to participate in activities is increased, their cognitive abilities are activated
and they could be engaged in the process of new knowledge and skills acquisition. Positive
emotional climate also is a prerequisite for development of creative thinking and assists in shaping
the mental stability and orientation of the individual to his/her external and internal world. All these
findings confirm the potential of distance learning to meet children’s needs of supportive care.
Some limitation during research should be considered:
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•

The participation in VEDAMO online programme was highly dependent on children’s
physical condition during treatment procedures;
• Sometimes the teachers were not able to follow a consistent plan and curriculum or prepare
their lessons thoroughly because they received the list with participant half an hour before
the session. However, they had more than 10 years of professional experience as hospital
teachers, so they were able to be flexible and adapt the content according to the group.
• The teachers were highly dependent on the support of the hospital psychologists on site.
In its further development VEDAMO online programme will also be able to address the
need for effective communication between a child’s family, hospital and school staff by providing
regular consultations and online meetings between them. The programme can also enhance
community building by providing regular online meetings of parents from different location in
support groups.
Conclusions
This study has shown that educational activities in synchronous virtual classrooms, conducted with
differentiated instruction and individualised approach, have the potential to meet hospitalised
children needs of supportive care during treatment. The main conclusions from the study could be
systemised as follows:
• The programme has the potential to meet children’s psychological, social and informational
needs;
• The programme promotes children’s engagement and could bring children out of isolation;
• It can create a sense of safe and secure environment;
• It helps children build a sense of community;
• It has the potential to support children’s reintegration back to school;
• It provides a good balance between psychological and pedagogical aspects of interaction
thus creating a positive emotional climate and learning environment.
The finding of this limited number of respondents can’t be general. Yet, it demonstrates some
good practices of an alternative learning model application. Future research may use this finding
and explore it more.
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Introduction
GEMS Education, the largest provider of private international education in the world, has a long
history of promoting high-quality, values-based education across the globe. Through its expansion
into the Americas with World Academy-Chicago, GEMS Education is now situated to provide an
increasing number of school children with high-impact, engaging, and exciting programming aimed
at innovation in teaching and learning. The purpose of this paper is to introduce the Educating for
Innovation (EfI) framework used by GWA – Chicago to foster innovation in teaching and learning,
outline the theoretical and practical groundings EfI, and provide robust descriptions of each
component of the framework as realized in practice. Furthermore, this paper presents potential
implications for both future research and practice at GWA Chicago regarding design,
implementation, and improvement of the EfI framework.
Introduction to GEMS Education
GEMS Education
GEMS Education comprises the largest private, international provider of PreK-12 education of the
world, serving over 140,000 students in 78 schools across 14 nations (GEMS Education, 2016). A
central aspiration of the GEMS Education network is the proliferation of Schools for Good, placing
high-quality education in historically underserved communities around the world. Furthermore, one
of the core values driving the GEMS Education network forward is a commitment towards the core
value of Leading through Innovation: Finding the courage to challenge convention. This core value
shapes our dedication towards implementing cutting-edge pedagogical techniques in classrooms
outfitted with the latest in digital technology while promoting connectedness with the rest of the
world.
GEMS World Academy-Chicago
GEMS World Academy – Chicago (GWA Chicago), the first GEMS World Academy founded as
part of the GEMS Americas network opened its Lower School in the fall of 2014 and added an
Upper School in the spring of 2015. The private, international school currently serves 220 students
in its newly constructed 322,00+ square foot campus. The curriculum at GWA Chicago consists of
The International Baccalaureate (IB) program, which follows a transdisciplinary approach and
combines real world experiences with the most advanced classroom environments through local and
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global lenses while promoting the understanding of people, places and pursuits. The IB curriculum
is supplemented by Maker Spaces, a balanced literacy program, and language study program.
Review of the Literature
Experiential Learning
Experiential learning, or the process of learning through experience, represents a key aspect of an
innovative educational experience. As young learners gain experiences inside the classroom and
out, they are able to pose new questions to guide their work towards self-direction. Kolb’s (2014)
cycle of experiential learning details the four-step process through which individuals learn through
experience: 1.) concrete experience (doing/having an experience); 2.) reflective observation
(reviewing/reflecting on an experience); 3.) abstract conceptualization (concluding/learning from an
experience); 4.) active experimentation (planning/testing what you have learned). As the model is a
cycle, the first step of concrete experience is repeated following the completion of active
experimentation during the fourth step.
How individuals harness previous experiences to illuminate new understandings represents a
critical practice in promoting innovation during formal primary/secondary education and beyond.
More specifically, individuals who engage only in single loop learning (Argyris and Schön, 1978)
may shift directly from active experimentation to concrete experience and back again, without
active reflection or identifying the factors that may have caused a decision to succeed or fail. This
process of single loop learning impedes innovation as individuals are unable to identify and later
account for critical mechanisms such as biases, assumptions, and rules that ultimately affect future
learning attempts (Argyris and Schön, 1978). Individuals who engage in double loop learning, on
the other hand, utilize reflective practices and abstract thinking skills to isolate and address barriers
impeding innovation (Argyris and Schön, 1978). This process enhances opportunities for learners to
promote innovation because they hold a more accurate and lucid understanding of the problem and
context to be addressed. Modeling double-loop learning strategies for students and providing them
with opportunities for practice may also help students become more self-directed in their academic
work.
Self-Directed Learning
Ensuring that learners are college and career ready remains a central goal of many 21st century
educational systems across the world. One way in which schools develop college and career ready
students is to ensure that they can self-direct their own learning pursuits (Knowles, 1975). However,
most traditional schools and school systems operate using a teacher-directed learning model. This
places the onus of student performance on the teacher by assuming that learners are dependent upon
the context that they are exposed to during instruction. Furthermore, teacher directed learning
assumes that the source of academic motivation is external (i.e. rewards vs. punishments). Selfdirected learning, on the other hand, asserts that students are internally motivated by forces such as
self-esteem and curiosity, while each student needs to grow and learn at their own rate of
development (Knowles, 1975). This self-direction in turn creates innovative ideas as students are
driven by inquiry rather than fear of failure.
Self-directed learning holds three major implications for fostering students who are
competent innovators at the K-12 level. First, self-directed learning helps prepare K-12 students to
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be college and career ready. Success at the university and the workplace levels requires individuals
to create autonomously, navigate ambiguity, and take ownership of professional learning
opportunities. Building self-direction at the K-12 level helps to ease this transition from the learner
as teacher-dependent to the learner as teacher-independent. Second, self-directed learners who seek
out their own educational opportunities are more likely to increase the amount of what they learn.
Further investigating known areas of interest can help foster engagement in young learners, and in
turn this engagement may produce improved student achievement outcomes. Third, self-directed
learning may lead to more permanent and deep understanding of complex topics. As future workers
in the knowledge economy, young learners can benefit by building deep knowledge that will guide
their future innovations as learners and professionals.
Information Communication Technology (ICT) Literacy
The importance of possessing Information Communication Technology (ICT) literacy in the 21st
century has become paramount due to the increasingly digital world and nature of work (ETS,
2002). ICT literacy is defined as, “using digital technology, communications tools, and/or networks
to access, manage, integrate, evaluate, and create information in order to function in a knowledge
society” (ETS, cite). Put another way, the ICT literacy cultivated by today’s students will enable
them to respond to the rapidly-changing digital context of the future. In order to thrive in this world,
students need to not only possess basic cognitive skills (i.e. numeracy and literacy), but also
technological ones in order to thrive in the classrooms of today and the workplaces of tomorrow
(ETS, 2002). Therefore, having a solid cognitive skill set facilitated by experiential and selfdirected learning coupled with the technological skills fostered by ICT literacy can serve as a
pathway for students to remain innovative in their approaches to educational and professional
experiences.
Conceptual Framework: Educating for Innovation (EfI)The development of GEMS Educating for
Innovation Framework began with the GEMS Global Standards as defined and practiced in GEMS
schools worldwide, GEMS’ Core Values (Leading through Innovation, Pursuing Excellence,
Growing by Learning, and Global Citizenship),“local” US standards which include NGSS (Next
Generation Science Standards) and CCSS (Common Core State Standards), and GEMS’ Mission:
“To inspire inquiring, knowledgeable, reflective and intercultural learners to be morally responsible
leaders with the skills and attributes necessary to create a more connected and prosperous world.”
The GEMS Standards, Mission, and Core Values were devised to provide powerful links
between education and society through deep understanding of communities (global and local),
facilitating innovative connections across extensive networks, and driving path-breaking initiatives
for education, social, and economic benefit. The GWA – Chicago’s three-pronged mission
articulates its charge: to advance scientific research and knowledge, to help resolve the major global
challenges facing society with solutions, and to increase the number of informed individuals. GWA
Chicago works to realize GEMS Core Values and Mission through its many education programs.
Careful examination of the language chosen to describe GEMS World Academy's learning
experiences and outcome dispositions for children guide the overall structure of GEMS EfI to:
Grow. Persist. Learn. Innovate. Excel. Collaborate. Lead. Through further analysis, five
competencies (standards) were identified: Social Competency, Thinking Competency, Global
Competency and Content Competency. These competencies are supported by the related literature,
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existing standards documents, and further clarified by the Common Core State Standards (CCSS),
the Buck Institute for Education’s Standards for Problem Based Learning, the Next Generation
Science Standards, the Center for Professional Education for Teachers (ESPET) Global Capacities
Framework, and Harvard’ University’s Project Zero Agency by Design, and others (see
bibliography). The language and structure of GEMS Educating for Innovation Framework three
components: Competency (the summary topic), Elements (components of the competency) and
Performance Indicators (translation of elements into practice and described through rubrics).
The Educating for Innovation (EfI) framework developed at GWA - Chicago during its first
several years in operation consists of the practices and processes enacted by the school in order to
actualize the GEMS core value of Leading through Innovation: Finding the courage to challenge
convention. The EfI framework consists of four components, each developing synergies with
respective others: 1.) Field Studies; 2.) Design and Innovation Lab; 3.) Maker Spaces; 4.) Mobile
Learning lab. Although each component will be described at length during a subsequent findings
section, a brief description of each, its theoretical underpinnings, and potential synergies will be
introduced below.
•

Field Studies. All students at GEMS World Academy – Chicago, beginning in Kindergarten,
participate in at least four hours each week of off-campus learning experiences. These Field
Studies experiences bolster the on-campus work (i.e. in Maker Spaces) of students while
enhancing their understanding of the world around them (Laru, et al., 2010).

•

Mobile Learning Lab. The Mobile Learning Lab harnesses mobile technologies including
iPads and Apple Apps to amplify real-world experiences for students. The Lab creates synergies
with the four-hour-a-week Field Studies framework component.

•

Design and Innovation Lab. Students learning on campus are equipped with the tools for
students to imagine, design, prototype, make, and iterate on their own work. This inquiry
process (Dewey, 1910) provides students with the opportunity to answer self-directed questions
about the world derived from on-campus and off-campus learning experiences.

•

Maker Spaces. In concert with the Design and Innovation Lab, Maker Spaces located around
campus provide robust opportunities for students to construct (Piaget) and share new knowledge
with students from around the world in a safe environment.

These four components comprise the GWA Chicago Educating for Innovation (EfI)
framework. The cycle through master teachers at the school created, implemented, and reflected on
their work grounded by the EfI framework is described in the subsequent section.
Methodology
Purpose
•
•
•

The driving purpose of this research study is to understand the following:
Fidelity of EfI in school-based programs (Maker Space, Field Studies, Design and
Innovation Lab, and Mobile Labs);
Student outcome across EfI school-based programs (Maker Space, Field Studies, Design and
Innovation Lab, and Mobile Labs);
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•
•

Transferability of EfI school-based programs (Maker Space, Field Studies, Design and
Innovation Lab, and Mobile Labs) to novel contexts withe and beyond GEMS network of
global schools; and
Viability of developing, sustaining and expanding EfI informed opportunities through
comprehensive professional learning for in-service K-12 teachers.

Design
This research approach includes a utilization-focused and quasi-experimental design. As current
practice and research have strongly suggested, it takes a period of time to fully develop, implement,
and evaluate a program. This utilization-focused research is based on the goals of the EfI and the
needs of the program participants (teachers and students). This research is being conducted in three
sequential phases which provide an important strategy to measure program effectiveness and
student achievement. Each phase builds on the previous. The quasi-experimental design includes a
sample of students in each of the EfI programs (Field Studies, Maker Space, Innovation and Design
Labs, and the Mobile Lab) and their respective teachers (Table 1). Phase I and II comprise an
analysis of implementation of the program by documentation, observation, looking at student work,
and analyzes of how the program concept has been translated into practice. This phase establishes a
foundation for program impact which investigates the relationship between program components
and outcomes. Phase III, focuses on the total consequences of the program, including unanticipated
benefits. These can include the influence of the program activities on systemic improvement of
education practice in other regions, furthermore, based on the findings of Phase I and II, the project
investigates program effectiveness through a longitudinal trend or cohort study that follows
participants over a period of time.

Phase 1

Phase 2

Focus
and Process and Output
Approach
Focus
(measuring
the fidelity of the EfI
programs,
implementation and
students'
and
teachers' responses
and feedback).

Questions

What

are

Phase 3

Output Focus (measuring
teachers' and students'
knowledge and skill over
time).

Outcome
Focus
(measuring the extent to
which
the
teachers
prospective
applied
learning,
changed
behavior and teaching
Outcome Focus (using competency).
objective measures in
student performance).
Impact Focus (measuring
the effects on the
learning environment
resulting from student
experience, participation,
performance
and
achievement
in
EfI
programs).

the Is

the

EfI

program Is

the

EfI

program
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Asked

teachers' baseline EfI operating as planned?
knowledge
and
skills?
Are the EfI program
competencies,
What
are
the components
and
students' baseline
indicators
systemically
EfI knowledge and applied?
skills?

enhancing the capacity of
teachers and students?

What
intended
and
unintended impacts has
the EfI program had?

Is
the
EfI program
What are the critical achievement
its
components of the objectives?
EfI program(s)?

What
can
be
measured
for
ensuring
quality?
control in the EfI
program and its
practice?

Table 1. Overview of Triphasic Methodological Approach.
Findings
The findings below detail our Phase I findings regarding the research question, “What are the
critical components of the EfI programs?” More specifically, the findings at the current stage in our
work describe each of the four parts of the Educating for Innovation (EfI) framework and how they
promote innovativeness within the framework.
Field Studies
Description. Students at GWA - Chicago benefit from access to their local community,
participating in Field Studies opportunities off campus for at least four hours per academic week.
Currently, students attending the school have the ability to participate in over 50 unique field
studies in and around the city of Chicago.
A GWA - Chicago Field Study project for Grade 1 students illuminates what EfI framework
components look like in practice. Recently, Grade 1 students (age 6) launched a Field Study to the
Wooded Island in Chicago to observe the ecosystem and collect data for their biodiversity curricular
unit. Prior to the Field Study, students researched biodiversity through books, explored exhibits
from the Field Museum, met with guest speakers and conducted simulations on Windows 8embedded surface boards. On the day of the Field Study, students used their iPads to record
observations, collect photos of live samples, and annotate photos using the Application Skitch.
After returning to the school, and for the ensuing weeks, students analyzed and synthesized the data
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they collected, further connecting the Field Study experience with their Unit of Inquiry through
writing, math, and models of food webs. As a capstone to their Field Study, the students processed
their experiences through a DIY.org Ornithologist Challenge.
Innovativeness. The primary innovative feature of the field studies program involves the
opportunity to connect real-world learnings with classroom-based activities. For instance, the Grade
1 example from above illuminates a merging of learning about natural environment while
embedded in the ecosystem itself with traditional studies including classroom instruction and
reading. Additionally, Field Studies experiences provide a space for students to be self-directed in
their own learnings. For instance, many GEMS World Academy-Chicago students are electing to
take taking online programming courses through Ruby on Rails and Code School.com. Field
Studies Experiences also allow older students to connect current coursework to prospective careers.
During a recent Field Study to a biomedical lab in Chicago, students discussed the design process
for prototyping bionics and experimented with software and hardware used to create artificial limbs.
These opportunities can guide student in the way that students plan to shape their future endeavors
as lifelong learners.
Mobile Learning Lab
Description. The Mobile Learning Lab at GWA Chicago pairs with the Field Studies
program to broaden students’ collective understanding of where and how learning can
happen. Mobile technologies and applications amplify the essential experiences for a school for the
future and challenge students to engage in an active way with the world -- to observe, record,
question and share. The Mobile Learning Lab makes it possible for GWA Chicago students to
undertake technology rich fieldwork with doctors, designers, architects, city planners, and field
based scientists. Students practiced writing ethnographies, quantitative analysis, case studies,
design, mapping and innovation reports while easily sharing data with their class, partner schools,
universities, organizations industry and the public. Furthermore, applied fieldwork experiments
become possible LTE enabled iPad Minis, an increasing number of sensors, probes and other tools
allow students to work remotely while off-campus. Mobile Technologies allow learning to flourish
in a networked and interconnected form across online and physical settings.
Innovativeness. The Mobile Learning Lab at GWA Chicago helps to foster Personal
Learning Environments (PLE) for students by enabling their work to span digital and physical
learning spaces. Part of what makes PLEs so effective for GWA students is the use of social media
tools, often referred to separately as Personal Learning Networks (PLN). Using social media tools
for research in schools falls into the categories of student learning and teacher professional
development. The tools include but are not limited to Blogging (Wordpress.org, Blogger,
Tumblr….); RSS and Feed Readers (Feedbin, Feedly, Readkit, Reeder); Social and Collaborative
Bookmarking (Pinboard, delicious, Diigo); Video Sharing (Youtube, Vimeo, Wistia); Image
Sharing (Flikr, Picassa, Instagram); Microblogging (Twitter, Google +) note taking (Evernote,
Momento, Path); Web conferencing (Google+ Hangouts, Skype); Aggregators (Netvibes,
Symbaloo); automated web search (Google Alerts) and Citation sharing (Zotoro). These tools work
together to create a community of experts and resources across the internet that flow directly to the
learner. Creating a PLE with social media tools for research allows for an expansive new way for
students to find information, peers and experts, contribute findings with the world and aggregate
research into useful contexts for future use. For teachers, the ability to gain and maintain a
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continuous stream of free professional development fundamentally transforms teacher learning and
research. Teachers can easily learn from and with thousands of peers sparking new ideas, sharing
practices and planning collaboration.
Maker Spaces
Description. Maker Spaces are ideal learning environments to imagine, design, prototype,
create and iterate in hands on project based learning environments (Sheridan et al., 2014). As
students are encouraged to think and act like inventors, entrepreneurs, designers, engineers and
scientists they gain essential skills for their continuum of learning and for future careers. Maker
Spaces should allow for user experience in Game Based Learning for academic and life based
simulations where students can work and collaborate in challenge rich projects, learn programming
languages to cultivate an understanding of the role computation plays in solving problems, and gain
experience and working knowledge of planning, organizing and creating with code. In addition,
Maker Spaces provide opportunities for students to engage in micro-manufacturing, or the process
of researching, designing and prototyping 3D objects with advanced materials in new and
innovative ways.
Innovativeness. Makerspaces provide hands-on experiences with technology and unique
project development opportunities across many content areas. The benefits to our students include
the integration of engineering, science, math, language arts and mathematics as students develop,
create, and share innovative ideas and forge interdisciplinary connections. Additionally, Maker
Spaces enhance the GEMS’ constructivist philosophy of teaching and learning, providing social
tools for collaboration that extend beyond the boundaries of our footprint in Chicago and that would
reach into the teaching and learning community. This socially embedded, interest driven approach
to teaching and learning would promote higher level thinking skills and encourage students to
construct their own knowledge.
Design and Innovation Lab
Description. The Design and Innovation Lab provides learning environments for GWA
students to work individually or collaboratively on entrepreneurial, STEM (Science, Technology,
Engineering, and Mathematics), STEAM (STEM plus Arts), and Design Thinking projects. This
physical space allows educators to actualize programs and pedagogy using novel learning
environments while developing a culture of self-directed and self-assessing learners. The variety of
specialized laboratory and workshop spaces on campus allow students to experience hands-on
learning and develop technical and design skills, while advanced math and science courses enable
them to deepen their academic experience. Many of these new learning environments draw
inspiration from Design Thinking leaders like Harvard's Project Zero, the Stanford d. school, and
the Maker Movement. In 21st century schools, students become makers and learners, teachers
become facilitators and activators, and classrooms become learning studios and learning commons
(Transforming classrooms and schools, 2014).
The Design and Innovation Lab boasts an ideal space to imagine, design, prototype, “make"
and iterate in a hands on, project-based learning environment. The Lab contains laser printers; a
laser cutter; Little Bits (electronic building blocks), Arduino (open source electronics platform),
Raspberry Pi (credit-card sized computer) stations; an electronics station with hand and power
tools; a robotics station; a game based learning station; and a Programing Languages station.
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Whether building robots, designing machines, or collecting data in the field, Innovation Lab
students develop essential engineering, design, and media skills as part of their individualized
program of study.
•
Little Bits, Arduino & Raspberry Pi are the core of the Internet of Things program.
Graduated use of these devices for electronics, prototyping hardware and software and
computing/programming from Pre-Kindergarten through Middle School encourages the
construction of data systems that monitor everything from air quality to energy use.
•
Minecraft (programmable virtual world) is used in the game-based learning program.
Educators can infuse games in curriculum as academic and life-based simulations. Game learning
used in this way promotes decision making, problem solving. We continue to explore cognitive and
non-cognitive effects of game-based learning.
•
Scratch and Scratch Jr. (programming languages and online community) serve as entry
points to more advanced coding and provide students with a strong foundation in object-oriented
programming.
•
Java, Python programming languages with Service Oriented Architecture serve as the
core of our computer programming languages.
•
Trotec Laser Cutters and Stratasys 3D Printers encourage student driven research, design
and prototyping objects with materials in new and innovative ways, this further cultivates creativity
and strengthens multiple literacies.
Innovativeness. First, the innovativeness of the Design and Innovation lab emerges from
combining entrepreneurship with innovation. Students who participate in Design and Innovation
Lab projects learn firsthand about the need for creative, interdisciplinary thinking in order to
succeed in the global economy of the future. Students tackle independent projects of their own
design engineering and design skills combined with directed reading and independent research.
Furthermore, students are encouraged to study the commercial aspects of innovation and to
approach their projects from an entrepreneurial angle. They are encouraged to use methods such as
crowdfunding to raise money for entrepreneurial ventures.
Engaging with projects in the Design and Innovation Lab also provides students with a
space to create social and sustainable solutions to real world problems. Students identify real world
issues either in on-campus coursework or off-campus Field Studies experiences, collaborate through
research, test their results, and produce prototypes to impact the world. Thus, students engage in
service learning that responds to some of the pressing social issues at local and global level.
Additionally, The Design and Innovation lab becomes a dynamic, interactive learning hub where
students and faculty gather, learn, share and explore together. Students also interact with
professional scientists through mentorships, seminars, and online collaborations. This further leads
to creation of a global think lab acting as a transdisciplinary space for young social scientists,
architects, innovators and designers to create hybrid solutions for research and design interventions
with peers. Highlights include learning spaces for teaching and student-led group project work,
electronic monitors that provide students with real-time interactive data and news feeds from
around the world, and a cyber-café in a convivial setting for formal and informal student and
teacher interaction.
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Conclusion
This paper above puts forth comprehensive descriptions of the GEMS – World Academy Chicago
Educating for Innovation (EfI) grounded in educational theory in experiential learning, self-directed
learning, and ICT literacy. As the scope of research expands through the triphasic methodological
approach (Table 1), the efficacy of the framework will be evaluated by methods enumerated below,
with anticipated consequences for practice across a diversity of organizational types in education.
Implications for Research and Practice
Research. Future research on the efficacy of the Educating for Innovation EfI framework
demands the use of Descriptive Statistics to define the features and characteristics of the EfI
programs. In addition, the use of independent and paired T-tests, ANOVA, MANOVA, and
multiple regressions can be used to investigate the dimensions of participation in EfI programs and
their contributions to student outcomes. Furthermore, planned statistical methods include path
analysis to clarify the relationships between of EfI programs and to refine the analyses investigating
the components of the EfI programs that contribute to student performance. Specifically, a one-way
repeated-measures ANOVA can be employed to analyze the data from three points of data
collection including pre and post assessment, survey and interview. Information from this research
will provide the program with rich information about its effectiveness. Throughout future study,
information will be used in a formative way to adjust the EfI program to better meet the needs of
current and future participating students and teachers within and beyond GWA Chicago.
Practice. The anticipated practical implication that EfI will leverage four programs in
practice (Field Studies, Maker Space, Design and Innovation Lab and Mobile Lab) coupled with
existing research on professional learning for K-12 teachers in realizing EfI. Preliminary findings
point to success of EfI’s impact on student achievement. It is further anticipated that the
research/field experience will provide students and teachers with a greater understanding of EfI,
specifically what it means to “do STEM and translating their EfI learning experiences into across
classroom learning environments and beyond the school’ footprint in Chicago. Additionally,
research study products will include EfI lesson plans to inform a rich, research-based focus for K-12
EfI learning in schools. The EfI curriculum/programs will be distributed broadly through social
media and other mechanisms within and beyond the GEMS network of school. The inclusive EfI
program will facilitate cross-content, cross-grade level sharing of experiences adding context and
insight. EfI has the potential to improve education outcomes beyond current practice. Additionally,
EfI’s design, competencies, components and performance indicators provide structured support to
teachers as they transition from teachers to EfI Teacher Leaders. Fullan (1993) identifies three key
elements essential for promoting change agents, they include: personal vision-building, inquiry,
mastery, and collaboration -each of these elements finds its counterpart in EfI.
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Generation gap traverse: Universal Social Learning utensil kit for
“Leadership skills“
Nicola Vollmar
Communications Plus, Germany

Abstract
The necessity to adapt to the requirements of the modern workplace and - above all - to develop
corresponding skills is not only presently being postulated by the leading scholars in the field of business
and management, leadership and change, eLearning and human resources development. Articles of John P.
Kotter and Peter F. Drucker can be found in current issues of managerial literature such as the Harvard
Business Manager.
The abstract outlines the content of a master thesis that merges the positive effects of partial disciplines of
education (coaching, social and informal learning, eLearning tools and instruments to measure know-how)
in order to overcome generation-related differences in knowledge and practice of leadership skills and to
generate corresponding understanding and the exchange about individual solutions in each managers’ very
business context.
The roles of the coach and the trainee are determined by means of the method KODE® by Professor
Erpenbeck and Professor Heyse: individual competences and potential areas for development are measured
on the basis of a questionnaire system without bias. Even senior executives can feel comfortable in a trainee
position by an independent acknowledgment of individual weighting of competences with its respective
visualization.
Templates for Guided Social Learning Experience on the basis of Jane Hart’s design principles serve as
blueprints for the coaching sessions - thus elaborating a solution for a genuine economic training module
that can be implemented irrespectively of the company’s technical learning infrastructure and also
independently of the learning objectives’ content.
The concept for the subsequent learning approach on leadership skills in talent management (or how to
preserve existing expertise and experience and simultaneously impart contemporary issues and know-how)
derived from my former teaching and training experience, the observation of the developing eLearning
consultancy and technology market. Conference contributions and subsequent discussions and remaining
pending questions and / or areas for improvement concerning theories and solutions of existing tools and
methods of technological progress and innovation served as valuable input for the consideration of
intelligible and worthwhile combination of proven and tested methods which should be further explored.
Key words:Leadership skills, Generation gap traverse, competences, talent management

Introduction
Recent research in education focuses on the transfer of competences and its respective skills rather
than pure knowledge memorizing and corresponding ability to implement. This shift alters the
learning objectives’ impact: simple passing on of information, the accomplishment of instructions
and application of single skills is no longer sufficient when facing the complexity and velocity of
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the modern workplace. The globalization calls for an advanced combination that requires the
upskilling of competences - thereby capacitating individuals to apply their knowledge at their sole
discretion, subsequently influencing the issue and thereby achieving own results instead of
reproducing “by the book”. The latter can even lead to unfavourable outcome as each and every
situation is unique due to all involved elements, primarily by reason of the business context but
most importantly as a result of the individual participants’ actions, reactions and circumstances. The
aforementioned upskilling and subsequent use of the new insights and its respective reflection is
called the ‘action competence’ (Erziehungswissenschaftliche Lehr-und Forschungswerkstatt, 2008).
Senior management’s subject-specific and interpersonal expertise represents invaluable
input for the cadre in terms of achieving competitive and wise business success. It therefore requires
to be forwarded - yet this knowledge also needs to be analyzed and balanced against innovative
ideas and new techniques. The exchange of experiences, knowledge and know-how paves the way
to an extremely efficient leadership regardless of hierarchical distinctions and it positively
influences the organizational culture at the same time (i.e. corporate beliefs, values, attitudes and
principles). A company’s culture is vital – it is at the very heart of the organization and literally
keeps the whole system running. Regalado (2015) for instance has depicted this very clearly:
‘Leaders miss an opportunity when they don’t take full advantage of the galvanizing power of the
organization’s culture’. Suffice it to say the original quote of Peter F. Drucker: ‘Culture eats
strategy for breakfast’.
Harold Jarche (2015) calls the phenomenon of this new system of connection and working
“The Network Era” and illustrated the aforementioned shift of mindset as follows, while also
including the transformation of key words in current research:
Figure 1: The Network Era: a creative economy (Jarche 2015)

Previous ergonomic findings of passed further education, continuous perceptive evaluation
of work experiences, new insights gained from the observation of the education market, as well as
lessons learnt at conferences and ensuing discussions concurrently led in the course of decades to an
inevitable crystallization of personal queries of interest that called for solutions.
The logical order already provides the “roadmap” towards an interdisciplinary and highly efficient
coaching tool kit:
I. Is there an analysis that can quickly and easily and - above all - independently (from
learning professionals) capture the decisive factors that primarily influence the individual
learner’s needs?
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II. How can we directly win the learners’ intrinsic motivation?
III. Intelligent principles of teaching are the basis for successful further education. But is there
really the need for the latest (and the most expensive) technology features?
IV. Talents need constant career advancement in order to explore their full potential. Is there
any way to engage senior management and thereby gain from their experience and
expertise?
Methodology and acceptance sampling
A competence analysis can allocate individual learning needs and thereby help as a guideline to
tailor individual learning paths. The method of KODE® can be used as “an instrument that takes up
little time for measuring competencies and competence developments” (Erpenbeck & Heyse 2007,
p.24). The evaluation of the taxonomy of individual competences and areas for improvement is
conducted by professional KODE® analysts who outline a four-point typology of basic competence
areas that are equally analyzed into 64 secondary competences. The four competence areas include:
1.
2.
3.
4.

Personal competence (P)
Activity and Action Competence (A)
Methods and Professional Competence (M)
Socio-communicative Competence (S)

The findings of such a testing therefore serve as a scheme for the distribution of roles:
Strengths qualify for coaching whereas weaknesses indicate the areas for improvement and should
result in active participation in discussions and context scenarios. Universal blueprints on the basis
of Guided Social Learning Experiences by Jane Hart serve as guidelines to manage coaching
sessions on synchronous (in meetings, webinars and chats) or asynchronous basis (mailing answers
to questions or reporting experiences on topic-related articles).
Acceptance sampling will be conducted at a company within a group of six managers as a
real time scenario on a voluntary basis. The data and feedback of the participants will be evaluated
concerning usability, feasibility and functionality.
Competence Analysis
Literature and explanations of the method KODE® (the German abbreviation of “KompetenzDiagnostik und -Entwicklung” meaning competence diagnosis and respective development) are
always accompanied by Professor Erpenbeck and Professor Heyse’s definition of the subject matter
(Steinbeis University Berlin 2015):
‘KODE® represents competences both as prerequisites for self-organization of acting (in
particular in changing situations) and as ability to conform in a comprehensive sense.
Thus, it concerns, in a generalized way, abilities to think and act in a self-organized manner.
That means in relation to the own person (P), to translate things that are wanted with more or
less impetus into actions (A), supported by technical or methodical knowledge (M) and under
application of the personal communicative and cooperative possibilities (S).’
The detailed competences are illustrated in their gridline model:
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Figure 2: Enhanced Atlas of Competencies®

A fact-oriented needs analysis concerning the learning objectives can also be performed by nonpedagogical staff and can likewise be set up individually in the companies, i.e. by the employees –
or here rather the coaches - themselves.
Intrinsic motivation
Research has revealed that the motif of the individual learners is most influential on rewarding
outcome and benefit of the teaching method. User-generated content, i.e. creativity has proved to be
extremely valuable. The principles of Designing Guided Social Learning Experiences by Jane Hart
form the basis of universal tutorial sessions. The instructional booklet provides ideas for advancing
discussions in areas of interest and expertise.
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It correlates with the outcome of her recent survey taken by over 4,000 people worldwide on
the importance of different ways of learning in the workplace that clearly elucidates the
recognizable preference:
Table 1: Learning in the Workplace Survey: Results (Hart 2016, adapted version with results of
January 4, 2016)

Rank Results of the Not
Quite
Very
Essential VIP +
Learning in the important important important %
Essential
Workplace
%
%
%
%
survey
at
C4LPT.co.uk

1

2
Knowledge
sharing within
your team

11

30

57

87

2

Web search for 2
resources (e.g.
Google)

18

32

48

80

3

General
conversations
and meetings

2

19

39

40

79

4

Personal
& 3
Professional
networks and
communities

22

38

37

75

5

External blogs 11
and news feeds

29

37

23

60

6

Content
curated
external
sources

34

37

20

57

34

34

18

52

7

9
from

14
Self-directed
study
of
external
courses
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13

40

30

17

47

job 20

37

29

14

43

23
Company
training / ELearning

40

22

15

37

8

Internal
company
documents

9

Internal
aids

10

Who took the survey?
• Sex: Male: 40%; Female: 60%
• Age: <30: 7%, 31-40: 27%. 41-50: 33%, 51-60: 26%; >60: 7%
• Job type: Non-managerial+other: 52%, line managers: 8%, middle: 20%,
senior 20%
• Function: 49% HR/L&D, 51% from all other functions (incl. 9% IT, 5%
Sales & Marketing)
• Industry: 35% edu-related; 65% non–edu related (incl. 10% technology,
12% government, 9% financial services, 5% healthcare, 4% retail)
• Organization size: 64% from organizations with more than 250 people,
evenly split between other organization sizes
• Location: In 55 countries incl. USA (32%), Australia (12%), Canada (7%),
UK (20%) and other countries in Europe, South America & Asia
Jarche (2015) depicts the future of working and learning in the underneath figure while sharply
distinguishing the terms of collaboration and cooperation with reference to the increased demands
of the complex working environment:
‘Complex problems require cooperation while complicated projects need collaboration.
Collaboration is working together on a common problem, while cooperation is freely sharing
without any objective.’
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Figure 3: Working & learning out loud connect us (Jarche 2015)

Latest and expensive technology is not necessary
Technology creates complex learning architectures – the market offers intelligent but also very
costly learning management system solutions. However, won’t it be sufficient to make use of
cardinal technological functions only by means of the existing infrastructure and thereby enable
also small and medium-sized enterprises to profit from high-quality but affordable training
solutions? Open source tools and platforms can serve perfectly well.
Fast-developing new learning technologies corresponded with new theoretical approaches of
learning and teaching and this predominantly entailed complex and expensive IT- architecture and
Learning Management systems (LMS) with cost-intensive maintenance. Learning objectives and
entailing respective content are no longer strictly and attentively filtered and set up by specialists
and according to priority - a labyrinthine complexity entails the necessity of being “designed”. This
design includes the manpower of non-specialist authors, who can often only do perfunctory research
to prepare and thus deliver poorly edited output based on a marginal understanding of the subject
matter. The content itself subsequently depends upon IT and graphical designers to be incorporated
either in the software or the data processing infrastructure. Unfortunately, some content may
already be outdated by the time the product is eventually ready to be implemented in the provided
learning environment.
By all means, there are examples of smart and well-accepted E-Learning modules with a
positive learning effect – however, the IT landscape also benefited from developments in Social
Media and Open Software that facilitates Social Learning or E-Learning 2.0 featuring informal,
self-organized and networked learning to share information (Sauter 2015). Timely provision of
information and respective exchange is at the very heart of the modern complex business world.
Everyone naturally has individual needs concerning their personal context, therefore more Personal
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Learning Environments (PLEs) will be fostered in the future on the basis of social media and opensource solutions and those will replace the original LMS and its functions.
Generation Gap Traverse
Coaching as the ultimate means of effecting worthwhile impact in organizations is being discussed
in blogs and other current literature. The setting and designation of a ‘coaching’ rather than a
‘tutorial’ session promotes further a creative atmosphere to discuss and explore. Grenny urged more
management coaching from seniors in an article in February 2015 on the terms of the foundations of
coaching rules that he framed as follows:
‘…. effective coaches ask more questions and give fewer lectures. Your job is to help people
uncover and strengthen motives they already have. …
The problem is that when we assume that most issues are a simple matter of motivation, we
commit what psychologists call the fundamental attribution error – that is, attributing behaviour
primarily to dispositional factors (“He’s too timid,” “ She’s so aggressive, “, etc.). Great
coaches don’t make this mistake. They start by addressing ability barriers instead. For example,
if someone struggles with procrastination, a good coach might suggest tactics for better
managing interruptions….’
Morgan additionally proposes to apply principles of collaboration, for instance to ‘Lead by
example’. Top management should precede and utilize existing technology for collaboration. By
introducing principles to an organization’s culture, it is ensured that the fundamental requirements
(such as granting the necessary time, supporting a collaborative mindset and addressing openly
group dynamic influences) are met. These facilitate collaborative learning in order to permit an
unimpeded change management towards a consciously implemented new dimension of working
procedure and attitude that proclaims: we can all learn from each other.
More than 10 years ago, Drucker (2004) thematized the necessity to accept irrefutable facts
of manager’s tasks and duties and thereby revealed the secret of good leadership and talent
management:
‘Allocating the best people to the right positions is a crucial, tough job that many executives
slight, in part because the best people are already too busy. Systematic decision review also
shows executives their own weaknesses, particularly the areas in which they are simply
incompetent. In these areas, smart executives don’t make decisions or take actions. They
delegate. Everyone has such areas; there’s no such thing as a universal executive genius.’
Besides, Kotter already called for the change of emphasis concerning responsibility in talent
management in an article in 1990, highlighting that the key lever in most cases is decentralization.
This article has just been republished (2016) by the professional journal Harvard Business Manager
in an edition on Harvard Leadership classics.
This outgoing approach of managers has also been taken up by Jarche (2015) in the
terminology of ‘Networked Leadership’ describing the consciousness of their very function of
amalgamating the knowledge within and outside the organization.
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Conclusion
The master thesis will elaborate a solution for a genuine economic training module for leadership
skills that can be implemented irrespectively of the company’s technical learning infrastructure and
also independently of the company’s learning objectives’ content and context.
Further research in other particular areas of skills for application of the tool kit should be
undertaken after the implementation of a test-run in a company and the evaluation of the data and
personal feedback. A personal challenge would be the accomplishment of a marketable tool kit that
is very reasonably priced and therefore allows the deployment of an efficient instrument for talent
management also in small and medium-sized enterprises. It could similarly serve as an affordable or
sponsored method for underprivileged countries and / or humanitarian purposes to help aid
organizations calling for leadership training which is already being presented by a leading example
such as DisasterReady.org portal (Overton 2015).
In summary, the outlined approach corresponds to a recommendation that was already
pinpointed in a report to the UNESCO by the International Commission on Education for the
Twenty-first Century in 1996 (p. 37):
‘Formal education systems tend to emphasize the acquisition of knowledge to the detriment of other
types of learning; but it is vital now to conceive education in a more encompassing fashion. Such a
vision should inform and guide future educational reforms and policy, in relation both to contents
and to methods.’
References
Drucker, P. F. 2016. ‘Das Geheimnis effizienter Führung’. Harvard Business Manager, Harvard Klassiker
Führung, Ed. 1/2016, pp. 6-13.
Drucker, P. F. 2004. ‘What Makes an Effective Executive’. Retrieved January 5, 2016 from
https://hbr.org/2004/06/what-makes-an-effective-executive
Erpenbeck, J. and Heyse V. (2007). ‘Die Kompetenzbiographie. Wege der Kompetenzentwicklung’ (2nd ed).
Waxmann, Münster.
Erziehungswissenschaftliche Lehr- und Forschungswerkstatt 2016. ‘Die Ausbildung von pädagogischer
Handlungskompetenz in der ELF. Retrieved January 4, 2016 from
http://www.unimuenster.de/imperia/md/content/ew/elf/ausbildung_von_paedagogischer_handlungskompetenz.pdf
Grenny, J. 2015. ‘You Might Be The Reason Your Employees Aren’t Changing’. Retrieved February 23,
2015 from https://hbr.org/2015/02/you-might-be-the-reason-your-employees-arent-changing
Hart, J. 2014. Designing Guided Social Learning Experiences. [Electronic Version]. Centre for Learning &
Performance Technologies.
Hart, J. 2016. ‘Learning in the Workplace Survey: Results’. Retrieved January 4, 2016 from
http://c4lpt.co.uk/litw-results/
Hart, J. 2016. ‘Learning in the Workplace Survey: Results’, digital image. Retrieved January 4, 2016 from
http://c4lpt.co.uk/litw-results/
Heyse, V. 2015. ‘Enhanced Atlas of Competencies®’, image. Received November 17, 2015.

408

ISSN 2414-6099

International Commission on Education for the Twenty-first Century 1996. ‘Learning: The Treasure within.
Highlights’
Report
to
UNESCO.
Retrieved
December
18,
2015
from
http://unesdoc.unesco.org/images/0010/001095/109590eo.pdf
Jarche, H. 2015. ‘Adapting to perpetual beta’.
http://jarche.com/2015/02/adapting-to-perpetual-beta/

Retrieved

February

23,

2015

from

Jarche, H. 2015. ‘The Network Era: a creative economy’, digital image. Retrieved February 23, 2015 from
http://jarche.com/2015/02/adapting-to-perpetual-beta/
Jarche, H. 2015. ‘Working & learning out loud connect us’, digital image. Retrieved February 23, 2015 from
http://jarche.com/2015/02/adapting-to-perpetual-beta/
Kotter, J. P. 2016. ‘Leadership lässt sich lernen’. Harvard Business Manager, Harvard Klassiker Führung,
Ed. 1/2016, pp. 65-75.
Morgan, J. 2013. ‘The 12 Habits of Highly Collaborative Organisations’. Retrieved February 23, 2015 from
http://www.forbes.com/sites/jacobmorgan/2013/07/30/the-12-habits-of-highly-collaborative-organizations/
Morgan, J. 2013. ‘12 Principles of Collaboration’, digital image. Retrieved February 23, 2015 from
http://www.forbes.com/sites/jacobmorgan/2013/07/30/the-12-habits-of-highly-collaborative-organizations/
Overton, L. 2015. Leadership Excellence. ‘Leadership Excellence in Disaster Response’. Retrieved
December
16,
2015
from
http://towardsmaturity.org/article/2015/10/07/leadership-disasterresponse/?utm_source=Towards+Maturity+Research+Community&utm_campaign=84174b48f0Newsletter+Sept+15&utm_medium=email&utm_term=0_f94832ab6d-84174b48f0-188423813
Regalado, C. M. 2015. ‘Follow the Leader: Shaping Organizational Culture’. Retrieved January 8, 2016 from
http://www.huffingtonpost.com/cristina-m-regalado/follow-the-leader-shaping_b_8617808.html
Sauter, W. 2015. ‘Das Ende der Learning Management Systeme?’. Retrieved November 5, 2015 from
http://www.blended-solutions.de/2015/10/das-ende-der-learning-management-systeme/
Steinbeis University Berlin 2015. ‘Competence Development - KODE® Interpretation’, PowerPoint
Presentation, School of International Business and Entrepreneurship, Berlin.

409

ISSN 2414-6099

Title of the Paper: The programme ETHAZI and The Tool Box. A
tool for the Evaluation of Key Competencies
José Luis Fernández Maure
TKNIKA, Spain
Dorleta Urrutia
Mondragón Educación Internacional), Spain

Introduction
The aim of the reference guide and repository is to map the existing literature with the aim of
creating an overview of different viewpoints of assessment of competence in vocational education
with a particular focus on transversal competences.
The goal is to clarify some of the important elements that constitute existing definitions and
models of the assessment of competences and of transversal competences, in order to give the
schools in the project ‘a roadmap’ that they can use to create their own ways of assessing
competences given the particular conditions of their institutions.
The notion of competence in itself seems to evade the development of a model since
competence is defined as an appropriate act, which is specific to the situation at hand.
What is considered an appropriate act and competent performance varies from context to context.
Even within particular sectors what is considered a competent performance in one organization is
considered incompetent in another organization.
Additionally, what is considered an appropriate act varies over time. What is considered
competent is different today than what it was a few years ago.
The notion transversal competence is important, in the sense that it is this type of competences that
enable people to adapt to changing work situations.
Trends and shifts in education
For the educational systems the implications of the dynamics mentioned above are far reaching,
since the social institution known as “education” changes its role in what it is now called the
learning economy.
From education to learning organization
The notion of competence has emerged because of an interest in bringing education and work more
closely together. As such it is associated with a trend in modern societies where the focus is on
learning and where education is seen as playing a different part in providing the workforce with the
qualifications, skills and competences to cope with the challenges of business and organizational
life.
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When western societies were built, education had the responsibility of providing a skilled
workforce for the labour market. This perspective has moved towards other conceptions that stress
the importance of the work place as sources of learning, and where learning increasingly is a
response to employers’ needs and is employer-led.

Related concepts are the learning organization or organizational learning, where
workplaces and organizations are seen as sites of engagement that bring with it both learning
opportunities and boundaries for learning for organizational participants.
Rather than focusing on the individual’s learning as a matter of cognitive capacity, the
attention is being placed now in how people, together with other people, in regular forms of doing
work and with material resources, can sort out the challenges of their work.
One reason for these changing perspectives is a change in the conception of work, which is
now being considered as so differentiated and complex that it cannot ever be embraced by the
relatively standardized curricula of the education systems.
The other reasons are that the social-economic conditions under which work is being
performed are considered much more changeable than before.
The reasons for this are globalization, technological development, and social changes among
others.
From end producers of knowledge to enablers of learning capability
The role of educational institutions has changed from being seen as the end producers of
knowledge to enablers of learning capability. Rather than viewing education as the site where
knowledge is transmitted to younger generations, so that knowledge can later on be transferred and
applied into work processes, the role now is:
1) To prepare students to develop the capacity of generating knowledge-that-works in particular
situations that will be met in a constantly changing labour market, and
2) To support the continuing development of workers’ competences.
In such a new context, learning abilities are not seen in the possession and acquisition of
knowledge. Rather, learning is in the possibility of performing and doing with the resources
available the needed actions for dealing with challenges of work.
It requires, apart from technical skills, also personal and social skills.
This implies for education that focus has shifted from being on content and technical
qualifications, skills and competences towards building up people as transformative agents that
may be able to learn themselves and in collaboration with others.
In other words, focus has shifted towards acquiring skills of learning, knowledge acquisition
and problem solving when faced with different and changing problems in the work place.
This development has often been caught in the notion of learning to learn.
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Lifelong learning is another key related notion here, which also highlights a new role for
education in supporting the continuing development of more differentiated groups of people, who
vary not only according to their age but also in terms of their culture and to their different needs. As
such, education has been given a different and important role in supporting adult education,
continuing education, professional development and e-learning but which requires a close
collaboration with business life.
From learning input to learning outcomes
Another trend that influences the discussion of competence assessment is the move in the focus
from learning input towards learning outcome.
Instead of defining education in terms of what different national educational systems and
each institution could offer to students, it is suggested to start making agreements on what could be
expected to be the result of education in terms of what learners, in different stages, could achieve.
The international agreement on the minimum outcomes that all learners in the world should
be able to reach is a strategy to guarantee that the whole world population attains the minimum
basic outcomes from schooling. The main aim is to raise the general educational level in the world
and secure universal effective gaining from education to all the world population, thus making
education a real universal right.
Since the 2000’s outcomes-based education has been the new dominant way of thinking to
organize both the macro and micro governance of education. This means, that increasingly
international organizations, national governments and educational institutions of all levels have
been gradually adopting this “paradigm” to articulate the provision of education.
There are several reasons that support the perceived adequacy of this paradigm for the
current challenges in education.
 First, the shift to outcomes allows moving the focus of education towards more learnercentred and performance-oriented learning processes. This means that the individual and
what s/he can do as a result of learning replace the idea that the knowledge provided by
teachers and institutions are the aim of learning. The strengthening of the individual is
central.
 Second, the explicitation of the outcome of education creates the possibility of
comparing contextual differences in educational offerings and by that allowing more
transparency in the valuation of what learners are expected to gain out of their
participation in education. The explicitation of outcomes becomes then a very important
and practical tool for comparing offerings across institutions and nations. Thus, it
facilitates also the mobility of people since those who receive them can in an easier way
judge what the person could qualified for —at least in paper.
 Third, and due to the previous two characteristics of the outcomes-based perspective, the
language of outcomes allows expressing the intentions of the educational offerings in
terms of the qualifications that people should reach. The outcomes become important for
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thinking about the assessment of competences. The European Qualifications Framework
is a European attempt to order and standardise different levels of schooling to different
levels of learning outcomes.
From qualifications to competencies
Related to the previous considerations, there has been a change also from focusing on qualifications
(formal qualifications acquired through the educational system) towards focusing on competences
(the ability to perform with the use of knowledge resources in the specifics of work situations).
This goes beyond the classical distinction between knowing-that and knowing-how, which
is often used to denote what competence is compared to qualification.


The former covers formal knowledge such as theoretical, technical knowledge or
procedural knowledge acquired by the individual.



The latter covers how to apply these kinds of formal knowledge in practice.

It is important to look at the two concepts together. The knowing-how brings the knowingthat, acquired in formal education, closer to practice.
The translation of knowing-that to knowing-how is one of transfer, where the aim is to
embed a formal rationality in terms of theories, models and concepts into practice.
This is still a popular conception of competence but it is also a limited one.
Newer forms of thinking about competence can be found in later developments in
educational research, particularly those who views learning in the relationship between the
individual and cultural practices.
Here the focus is on learning as a constitutive part of people’s activity together and with
others, with the symbolic and material artefacts of culture, in participating and performing
knowledge.
Form this perspective, competence is to be found in the persons’ adequate performance
with knowledge and material resources in the requirements of a work situation.
Several perspectives have emerged within the position:
 The situated learning. The Communities of Practice.
 The actor-network theory, where learning is seen as the process of assembling
human and non-human and material and immaterial forces that reverberate in networks of lived
stories of people in organizations.
The concept of competence is defined not in terms of a formal rationality that has to be
translated into practice, instead, it is conceptualized according to material and discursive conditions
of the organization and its specific historical, spatial and material conditions.
From assessment of learning to assessment for learning
The previous points have an impact on the role of education and thus also on the curricula, the
pedagogical models that are being used, the assessment systems and all other elements of education.
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To speak very roughly, the role of the education systems was seen previously as to produce
qualified people to the labour market, where these qualifications were seen as end products or at
least as permanent skills that only needed temporary adjustments, which were also noted above.
Today the role is to prepare people to become part of a labour market, in which job
requirements are much more changing and fluid than ever before. We may speak of this as a change
from a focus on knowledge production to a focus on generating learning capacity.
In this shift, assessment has also diversified in meaning. It is now recognized that
assessment is such an important piece in education, that changes in assessment have the potential of
producing changes in educational practices.
Assessment, as part of educational practices is related to the activity of producing a
valuation of the learners’ performance against a pre-established expected characterization of
performance. This can be done by authorities during or at the end of studies.
It can also be part of the end of an educational process and this is what is frequently done
through examinations and is called summative assessment.
But alternatively it can be a series of feedback conversations between a teacher and students,
and that is part itself of the teaching and learning process. This is what is called assessment for
learning.
Independently of its form, assessment always implies the establishment of a ranking of
values, that is, there are performances that are less desired and some that come close to what is
expected or even fulfil completely expectations.
If assessment is the activity of the production of valuations of performance, there are always
involved teachers or institutions that set the description of what is expected.
The valuations and the scales of not good/good performance are not value neutral. There are
always frames of normative nature behind systems of assessment.
In most of the activities of assessment those frames are explicit in the form of a visible
criteria of assessment organized in a ranking from low (not good) to high (good).
There are also times in which those are not explicit but are simply part of the judgment of
the experts who judge and value performances. This is important to notice because it means that any
kind of assessment system adopts a position from which to establish a desired “should” be, and a
grading of performances accordingly.
What is competence?
The initial definition of competence in the project is “the ability to apply learning outcomes
adequately in a defined context (education, work, personal or professional development). The
definition encompasses cognitive elements, functional aspects, (involving technical skills)
interpersonal attributes (social or organizational skills) and ethical values”.
A general way of describing learning goals according to the Bologna declaration is in terms
of knowledge, skills and competences. Let us briefly discuss the differences between them.
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Knowledge
Knowledge can be defined as the interaction between intelligence (capacity to learn) and situation
(opportunity to learn). It is agued that knowledge is more socially constructed than intelligence.
Knowledge includes underpinning theory and concepts, as well as tacit knowledge gained as
a result of the experience of performing certain tasks. Knowledge is regarded as knowing-that,
which is separate from understanding, which refers to more holistic processes of processes and
context. Understanding can be referred as knowing-why.
What is interesting here is that knowledge means not only knowing of abstract theories
models and concepts but also the knowing how to apply these theories, models and concepts into
practice.
It is often argued that the acquisition of declarative knowledge must precede the
development of procedural knowledge.
What is taught in schools and other educational institutions must, in other words, precede
learning from practice. The challenge identified thus becomes of transferring theories, models and
concepts into practice in the most effective way.
Skills
Some experts associate skill with the integration of well-adjusted muscular performances. Others
define skills more broadly as any combination, useful to industry, of mental and physical qualities,
which require considerable training or practice to be acquired.
A useful definition of skill is that it refers to “… a level of performance, in the sense of
accuracy and speed in performing particular tasks”.
Skills are relevant for all groups. Skills are, as such, tacit. They are both perceptual and manual.
They can involve the application of declarative knowledge into practice (knowing-how) but also
just be acquired through practice. They are however also preconditioned on a high level of
repetitiveness in the work tasks as well as a high level of experience with performing these tasks.
That does not necessarily mean that tasks
are simple. They can be very complex. What is not changing, however, is the lot of standards or
norms by which actions are evaluated as skilful.
Competences
It is very difficult to obtain an appropriate understanding of competence. The concept of
competence is a fuzzy one, but it is seen as useful for bridging the gap between job and education.
What the concept of competence does is then to bring the workplace and organizational issues into
the spotlight.
There is a distinction here between competences and competencies, which is also fuzzy and
disputed but in our view highlights the differences between the abilities to do a job properly
(competences) and set of defined behaviours that enables the identification, evaluation and
development of the behaviours of employees.
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The OECD defines competencies as ‘the ability to successfully meet complex demands in a
particular context … the mobilisation of knowledge, cognitive and practical skills, as well as social
and behaviour components such as attitudes, emotions and values and motivations’.
As such, the definition of competency involves an explicitation of competences into a set of
identifiable criteria for successful performance, where successful performance is equal to
organizational success.
A similar definition of competency: The combination of observable and measurable
knowledge, skills, abilities and personal attributes that contribute to enhanced employee
performance and ultimately result in organizational success.
Some authors directly relate competency to vocational education and defines it as the
individual’s ability to use, apply and demonstrate a group of related awareness, knowledge, skills
and attitudes in order to perform tasks and duties successfully and which can be measured against
well-accepted standards (levels) required in employment as well as assessed against provided
evidences at work location.
This definition of competency implies a more formal, objective process of assessing
performance by clear knowing what is assessed and how it is being assessed. In this way,
competency emphasizes specification into identifiable entities and parts, and underpinning it is the
notion of effectiveness or success as defined by the institution/organization or representatives of
them.
As noted, the distinction is fuzzy and often used interchangeably in the literature.
We have chosen the above conceptualization because it is operational and highlights the
distinction between the ability to do a job properly and how institutions try to define and capture the
requirements for doing a job properly.
This is very important for our project, because the distinction between the definition and the
actual capacity is at stake when assessing competence.
Competence assessment requires that competences are converted into a structured guide of
defined behaviours (competencies) enabling the identification, evaluation and development of
peoples’ competences; that is, making possible the link between the definition and the actual
capacity into something that can be assessed.
To return to the question of competence, there are a number of dimensions that need to be
taken into consideration when thinking about competence. These dimensions are:







Ability
Knowledge
Understanding
Skill
Action
Experience
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Motivation
As noted, these dimensions cover both knowledge and skills but competence is more than
that. It is also noteworthy that they cover personal attitudes and attributes, social abilities as well as
technical knowledge and skills.
In other words, what we find here is a view of the whole person tied together with the jobrequirements.
Competencies are neither only general nor are they only specific. What the notion of
competence does is to tie it to practices such as work situations.
However, this framework does not enable us to go beyond the level of the person, which
means that competence and thereby competent behaviour is seen strictly as a question of the
personal attributes.
There are few attempts to see competence from a social-cultural perspective. If we do this
we notice, however, that competence understood as an adequate response to the requirements of a
particular situation is not only a matter of the person but has to do with forces in the social, cultural
and organizational context.
In this way, the work situation is not seen in an isolated perspective as a bounded entity but
is instead seen as part of a network of activities that are tied together and relate to each other in
many different ways.
In short, work situations are parts of complex assemblages and they are themselves also
assemblages.
What we have done here is then not only to tie education to work situations. What we have
done is to tie education to technological, organizational, cultural, ethical, and societal issues and
how they penetrate people as well as the work situations they are put in.
When we, as such, introduce the notion of assemblage, we argue that competence is really
the ability to assemble many different things together into a material and meaningful whole that are
considered an adequate response to the requirements of the work situation.
Competence relies on a number of different forces: personal abilities, attributes and
attitudes, but also the material affordances and dispositions that are embedded in the context of the
work situation and the people that you work with.
Competence is then not only an individual phenomenon but is a social-cultural
phenomenon in a way in which, the categories ‘individual’ and ‘organization’ are inevitably
entangled with another, so that it becomes impossible to draw the boundaries between the two.
This naturally opens questions for competence and competence-assessment – and especially
in the area of transversal competences. The question is what can we actually say about competences
and transversal competences and how can we say something about it that it makes sense to measure
it.
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In other words, can we transform competences into identifiable parts and competencies that
can be measured and assessed in a way in which it supports competence development?
We have to keep in mind the fuzzy concept of competences, which makes it both hard and
dangerous to measure them by means of rigid sorting schemes and classification instruments.
We can very well imagine that some people perform their work completely satisfactory well
but may perform poorly in competence measurement schemes. We may even imagine that these
experiences from work make it easy for them to both change sectors and move to other cultures as
well. This is perhaps exactly because assessment schemes presume that competence is something
that belongs to an individual.
In other words, through the notion of competencies, competences are individualized and
transformed into specific, identifiable characteristics of individuals. This is also natural because it is
difficult, maybe even impossible, for education to approach it otherwise.
The point is however that this operation from competences to competencies implies a
reduction and simplification of something that is in reality very complex, fluid and dynamic. All
technologies are like that, also assessment technologies.
The point is that competence is something you perform in collaboration with other people
and in particular material conditions structured by the work place.
What we have touched upon here is the difference between tying competences to an
individual versus looking at them from a socio-cultural perspective. It also has implications when
you look at the role of education.
If we would look at competence as the translation of declarative knowledge into practice, it
would almost be bound to fail because the criteria for competence would be still be defined from
the educational perspective instead of from the work situation and from the organization.
Looked from this perspective organizations do not primarily change or learn due to the
transfer of declarative knowledge from education to organization but through a transformative effort
driven primarily from forces within the organization but where education can provide important
inputs.
In this process, education can play an important part if we can find collaborative models that
can merge the learning structures of organizations with education and in this case vocational
education and training.
On the part of education, this of course requires flexible learning models and curriculum
design as well as assessment schemes that promote flexibility with all the associated notions of
problem-solving, creative abilities, collaborative and communicative abilities, independent thinking
and so forth combined still with a deep insight and competence into the technical requirements of
one’s profession.
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Main characteristics
To summarize the discussion above we will highlight the following main points, which characterize
competences in comparison with other notions related to knowledge and learning:
The first point is that the notion of competences diverges from the notions of knowledge
and skills, but they are necessary parts of competences. As such, competence is not an entity apart
from knowledge and skills. In general, it is more fruitful to consider competences as a more
complex and broader conception of performing in a job properly, and where knowledge and skills
are integrated parts of doing this performance properly.
The second point is that the notion of competences has a focus on the whole person instead
of only on person’s technical knowledge, capabilities or skills. Competences involve the whole
person including also their personal attributes and characteristics, as well as social abilities and
characteristics.
The third point is that competences are something that can be applied to dynamic and
changing situations and to the ability of dealing with new and complex tasks in a relatively
autonomous ways.
The fourth point relates to whether competence is seen as an individual or socio-cultural
phenomenon. We have made the point that competence is a socio-cultural phenomenon meaning
that organizational practices are assemblages that are continuously made from knowledge, actions,
materials, techniques, technologies, resources and so forth. Organizational outcomes are almost
never the results of the performance of one single individual but the results of people collaborating
within the affordances (spaces, material, resources etc.) provided by the organization.
The fifth point relates to the distinction between competence and competencies. While
competences are linked to a socio-cultural context, competencies can be seen as the attempt to
transform the social into identifiable and necessary behavioural attributes that can be assigned to an
individual. We write this not as a critique of those who try to do this. We write this as a reminder
that this is a very complex and difficult operation. For instance, an important competence is often
defined as the ability to collaborate and communicate. But it takes at least two to collaborate and
communicate, and such abilities are highly context-dependent.
The sixth point states that the understanding of what it means to be competent has to be
seen in relation to the complexities of the tasks before you, function, expectation and experience.
Competence and what is required to be competent are different also beyond the social, cultural,
organizational and professional issues. The criteria for competence are different whether you are
talking about a surgeon, a professor, a teacher, blue collar workers or white collar workers, a
military officer, a policemen or whatever profession we are talking about.
In the educational system different levels of competence have been conceptualized through
the European Qualifications Framework, which try to relate the expected learning outcomes of the
different levels of the school systems to differences in expectation regarding competence levels.
This should make it easier to make cross-country comparisons and to assess what kinds of
competence levels people have acquired through the educational systems. These competence levels
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describe certifiable competences or competencies, which the different countries attribute to
professionals at different levels of the work force.
The European Qualifications Framework distinguishes between knowledge, skills and
competences according to the complexity of the tasks before you (from level 1 to level 8) and works
with a description of competence in terms of responsibility and autonomy.
Furthermore, it works with a distinction between responsibility and autonomy in terms of
individual work and being able to take responsibility and autonomy for the work of others.
Finally it is also noteworthy that they also work with a distinction of being able to take
responsibility and autonomy in regard to relatively predictable or unpredictable change.
To sum up the discussion here, we can say that even though this table suggests that it is
possible to create a language of competence that seems standardized, the actual nuances of the
contexts in which these descriptions come to life cannot be ignored.
The result is a much more diversified palette of nuances of competence than what this table
seems to suggest.
Just as a simple example, take two novice bakers educated one in Denmark and one in
France. Even though if in paper their qualifications could correspond to a Level 4, the differences in
what they are actually able to perform respond to the diversities of the educational and practical
experiences they have been exposed to and, thus, their factual performance in technical and
transversal competences may vary significantly.
Back to the CompAssess project this means that the assessment of competency is possible,
designable and desirable as a form of increasing the relevance of education to the betterment of
workforce qualifications. However, it is an illusion to intend that assessment tools or even
assessment systems could grasp any single nuance of real competence of people performing work at
a high level of expertise.
All the small nuances of competence may remain uncontrollable. Assessment, though, can
offer a glimpse into what can be outcomes of competency.
What are transversal competences?
In the discussion above we have emphasized a socio-cultural competence versus a more
individually centred notion of competence. In this respect we made a distinction between
competences and competencies where the latter emphasizes the attempt made by organizations and
institutions to transform competences into identifiable and necessary behavioural attributes that can
be assigned to an individual.
In any case a socio-cultural approach to competence also has implications for looking at the
notion transversal competences, which highlight a person’s abilities to move among and perform
adequately in different contexts; i.e. different organizations, different cultures etc.
What are those competences? And how can we address them?
The eight key competences identified by the European Commission is a starting point. These
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transversal competences are so general and so basic that they should be addressed at each level in
the European Qualifications Framework. These eight key competences are:
Communication in the mother tongue - Communication in a foreign language Mathematical competence and basic competences in science and technology - Digital
competence - Learning to learn
Social and civic competence - Sense of initiative and entrepreneurship - Cultural
awareness and expression.
Some of these competences relate to the knowledge and skills components of competences;
for example communication in mother tongue, communication in a foreign language, mathematical
competence and digital competence. These are knowledge and skills within what we may call
identifiable and bounded subject areas.
Competences like learning to learn, social and civic competence, sense of initiative and
entrepreneurship and cultural awareness and expression do not have the same bounded
characteristics.
Therefore, these eight competences also have to be addressed differently, in the sense that
some of them have direct implications in terms of curriculum content while others have to be
addressed in terms of what kinds of pedagogies are applied and so forth.
Finally, they also have different implications for assessment practices. Without underplaying
the extreme complexities of mathematics, IT, and communication in mother tongue and a foreign
language it is probably easier to assess the knowledge and skills of persons within these subject
areas than with the other key competences.
These eight key competences constitute one area of concern for vocational education that it
needs to address in terms of its curriculum, applied pedagogies and in its assessment practices.
Another matter of concern is however to try to say something specific about transversal
competences in relation to organizations. Even if the eight key competences are also somehow
related to what is required in organizations (for example language abilities, learning how to learn,
IT) it makes sense to say something more specific about transversal competences from an
organizational point of view.
But it is, by no means, easy to conceptualize what transversal competences are, since they
are just as or even fuzzier than the notion of competence.
They are also not easy to locate within the European Qualification Framework although we
may mention that they seem to relate to the criteria such as adapting knowledge and skills to new
circumstances, independent thinking, autonomy, self-management and supervising others.
Through these, we move towards defining knowledge, skills and competences in a holistic
and critical way, which in other words means that people gain a more thorough understanding of
how their undertakings are linked to a broader professional discipline, social community or
organization.
In this way, the levels described in the EQF are organized around a continuum where at one
end there is a very narrow understanding of how the task relates to other people or to other
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activities, while in the other end, there is a very broad, complex and holistic understanding of these
connections.
As such, transversal competences are not specific skills even through they are linked to
specific skills, in the sense that a performance of a specific skill produce a residual of general
understanding of context, in this case company context.
Transversal competences can be related to organizational learning, which in France goes
under the heading of competence transversale, in Germany under key qualifications and action
competence and in the Netherlands under a series of concepts ranging from extra-functional to
broad occupational competence.
We have, thus, entered the arena of the organization/the company since transversal skills
means linking one’s work to organizational strategies and the social-communicative skills that are
associated with it.
In the Netherlands, attempts were made to define key qualifications as the broad, common
core of occupations. A distinction between six dimensions of key qualifications can be found:
general-instrumental; cognitive; strategic; social-communicative; social-normative; personality.
This discussion leads to a distinction between strategic effectiveness and social and
communicative performance skills.

The first involves problem solving skills, organizational skills, versatility (multiskills, procedural knowledge), and leadership skills.

The second relates to the social character of the work places as working environment
and social context. It implies cooperative skills, social-communicative skills and cultural skills.
Both strategic and social competences imply commitment and motivated activity.
These transversal skills relate very clearly to autonomy, responsibility for own work and for
others mentioned in the EQF.
One of the specific competences often mentioned is the problem-solving skills, known also as
methodical competences, which involves understanding problems or how to approach them and to
develop solutions to them.
As noted we can add self-management skills as the ability to organize and plan tasks and to
work in organizational environments, like groups, communities and professions.
Finally we add learning abilities in order to adapt to changing circumstances including
adopting proper problem-solving approaches and also to work with new people.
ACOA emphasizes core competences as a learning objective for vocational educations.
They distinguish four fields of competence needed for any job:
a) Vocational and methodical competences refer to the vocational content and specific
activities, assignments problems and contingencies and to the development of adequate
approaches to these problems.
b) Organisational and strategic competences refer to the ability to organise and plan tasks and
to work in specific work and organisational environments.
c) Social, communicative, normative and cultural competences refer to problems connected
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to working in groups and the participation in the community of practice at the level of a
team, a company or a profession.
d) Learning and shaping competences refer to the contribution to one’s own learning and
development and the development and innovation of organisation or the profession.
This approach to transversal competences is quite common. It is the expression of the selfreliant worker, who through a mix of specific, technical knowledge and transversal skills is able to
(co) shape the triangle of work, technology and knowledge.
As such, transversal competences are generative in the sense that they are re-usable in
another context.
Some authors argue for five dimensions of transversal competences: (1) capacity for
analysis and synthesis, (2) problem solving, (3) teamwork, (4) planning and time management and
(5) concern for quality. Some other authors also a focus on creativity, innovation, critical thinking,
and communication, very much in line with Cedefop, which identifies the following competences as
transversal: critical thinking, creativity, initiative, problem solving, risk assessment, decision taking
and the constructive management of feelings.
What is interesting here is that another dimension is added to transversal skills, which is
gathered in words such as creativity, innovation and also entrepreneurship, which together with
digital skills and languages show up in a mandate from the EC to a team working on transversal
skills.
Digital skills and languages are, of course, very important for the transnational transversal
skills while digital skills are the basis for many jobs today.
In any case, there seems to be a slide to put more emphasis on the learning and shaping of
competences, which means that company and organizational contexts are changing rapidly pushed
by technological development, the digitalization of society and globalization.
We would suggest using the framework above, which means that transversal competences
cover: Vocational and methodical competences. Organizational and strategic competences. Social,
communicative, normative and cultural competences. Learning competences.
Key words are: (1) capacity for analysis and synthesis, (2) problem solving, (3) teamwork,
(4) planning and time management, (5) creativity, (6) innovation, (7) entrepreneurship, (8) digital
skills, (9) language skills.
How can we assess that in the vocational educational system? There are a number of ways
to do that, which are both qualitatively or quantitatively based.
We however would also say that if transversal competences are seen as an important part of
the answer for vocational education in facing contemporary challenges, then assessment is not the
full answer.
Assessment has to go hand with changes in the school design, curricula, pedagogical
methods and teaching methodologies, a change in the ways in which the relationships between
teachers and students are organized, a change in how the relationship between VET and the
surrounding companies and organizations are organized and so forth.
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These are important questions and we cannot look at assessment separate from the learning
goals from the curriculum: Key competences are more likely to be acquired when the school level
curriculum specifies transversal skills and inter-subjects links.
Assessment of (transversal) competences
There are many good reasons for discussing assessment and its functions. Internationally, it is
debated to what extent assessment methods used actually measure the aspect of the students’
intended and relevant learning processes.
It is also well known that assessments probably affect what and how students learn more
than any other parameter. Here, the key issue is what are the explicit and implicit aims of education
and its expected outcomes. It is also an important issue to consider how the integrity of assessment
can guarantee transparency, validity and reliability of the tools to collect evidences on students’
competence.
Finally, the question at stake is also how the students’ legal rights during assessments can
be guaranteed.
In the educational system, assessment is often performed as exams, where the students’
qualifications are determined and assessed according to their performance within well-defined
temporal and spatial boundaries, and which are run according to strict rules.
There are three quite serious points of criticism towards assessment as it is often practiced.
•

The validity of exams is generally low, as they only, to a small degree, measure the benefits
of different aspects of understanding and professional competence, which are the most
important aspects regarding education.
• Exams have a very governing effect on students’ study activities, often directing them not
towards ensuring their understanding of central professional terms, principles and models,
but towards solving predictable assignments, which reflects professional capability to a
limited extent.
• Exams, as they are practiced, contribute to maintaining the students in a kind of pupil role,
as they relate more to the educational institution’s internal expectations than to the
professional content and the practice students are qualifying themselves to enter.
Student tests and assessment can be a serious and often tragic thing, where, for a start, less
pompousness and defensiveness and more easy mindedness would be advisable, to improve the
process of evaluating and assessing students’ learning. Some teachers become closed and formal
when talking about assessment: It seems as if they measure their own value as teachers in
difficulties in the questions and the complexity of the procedures they can make up for testing and
grading their students and to prevent cheating”.
Assessment seems to be about getting students to know the quality of their learning instead
of indulging in categorization.
If exams were planned the right way it would also have the right influence on the students’
study activities. It has been documented that exams play a central role for students.
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It is important, therefore, to take care that students under assessment are treated right.
Despite many points of criticism of exams as they are often practiced, there is, however,
consensus that exams are and should be an important part of an educational practice, which should
not be questioned.
But as research and surveys find many problems with how exams are conducted, other ways
of assessment are studied, designed and experimented with, to ensure validity and reliability in
connection with assessments and to guarantee the students’ legal rights.
Assessment issues are central to education, and assessment can strongly influence teaching
and learning.
The negative side of this influence is that:
•

If only a few subjects are assessed, it can narrow the focus of the curriculum and lead to the
neglect of other subjects.
• If only limited aspects of these subjects are addressed, it can distort them too.
• If only knowledge is assessed, then the development of skills and attitudes is at best
incidental.
The positive side is however that:
•

Rather than the learning that is easily assessed, assessment can tell us about the learning that
we agree is important too.
• Assessment can lead to an increase time and effort spent on what we agree is important,
such as developing key competences.
• Assessment can support effective changes not only in what is taught but also how it is
taught, and consequently what is learnt and how it is learnt.
In any case, it can be concluded that there is a lot of politics in assessment, in the sense that
the ascribed competencies and the ways in which they are being assessed is an important guide for
how students should behave in order to get good evaluations.
It is also obvious that good evaluations do not necessarily lead to an improvement in the
actual competences.
The assessment policies and practices need more attention from Member States. Even if a
shift to outcome-based approaches has had some effects on assessment methods and policies, the
evidence for changes in practice is still scarce. In other words, there is good reason for an institution
to focus on how it assesses its students. Students will organize their time and efforts according to
how they are being assessed.
Therefore, it is impossible to come up one model that fits all – also in regard to the area of
competences and transversal competences. But there is the possibility of stating some principles or
of making some more general considerations about assessment and in particular about the
assessment of competences and transversal competences.
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As noted, we argued that the area of competence in general has to do with ability,
knowledge, understanding, skill, action, experience and motivation. In the learning outcomes
framework this was operationalized into self-management, autonomy, adapting one’s knowledge
and skills to new situations and abilities to support others.
We ended up with defining transversal competences as:
a) Vocational and methodical competences refer to the vocational content and specific
activities, assignments problems and contingencies and to the development of adequate
approaches to these problems.
b) Organisational and strategic competences refer to the ability to organise and plan tasks and
to work in specific work and organisational environments.
c) Social, communicative, normative and cultural competences refer to problems connected
to working in groups and the participation in the community of practice at the level of a
team, a company or a profession.
d) Learning and shaping competences refer to the contribution to one’s own learning and
development and the development and innovation of organisation or the profession.
These relate to:
1. Independent planning and problem-solving.
2. Relating ones work to organisational and strategic issues.
3. Being able to work with other people in changing constellations.
4. Being able to continuously learn and develop oneself.
What is being emphasized are important process competences by which you can put your
knowledge and skills into operation in meaningful, appropriate and effective ways in different
contexts, with different people and by which people are also able to develop ones’ knowledge, skills
and competences.
In other words, these are processes of learning how to learn. In the literature on assessment
there is a distinction between assessment of learning (summative assessment) or assessment for
learning (formative assessment), where the latter tends to be more qualitative and on the go.
The important distinction in the assessment is here whether the assessment seeks to
document a particular level of performance or if the assessment is made to support the learning
process itself.
A typical definition of assessment for learning
webpage: http://www.assessmentforlearning.edu.au/default.asp

is

found

here,

at

this

Assessment for Learning is the process of seeking and interpreting evidence for use by
learners and their teachers to decide where the learners are in their learning, where
they need to go and how best to get there. Assessment for Learning is also known as
formative assessment.
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It is emphasized that formative assessment is not an instrument or an event but rather a collection of
practices with the common feature that they all should lead to some action that improves learning.
Formative assessment is essentially feedback both to the teachers and to the pupil about
present understanding and skill development in order to determine the way forward.
As such, it is not the instrument in itself, which is formative but the use of the information
gathered to adjust both teaching and learning. In contrast, summative assessment provides evidence
of student achievements for the purpose of making a judgment about student competence.
The Department of Training and Workforce Development of Western Australia (2013)
has developed detailed guidelines for the process of designing and implementing competence
assessment as a type of continuous formative activity. The description of the process of assessment
of competence points to a variety of elements that are involved. Assessment of competency is
defined as the process of collecting evidence and making judgments on whether competence has
been achieved. This confirms that an individual can perform to the standard expected in the
workplace as expressed in the nationally endorsed competency standards, on competency standards
developed by relevant industry, enterprise, community or professional groups, or on outcomes of
accredited courses if there are no relevant nationally endorsed competency standards.
At the same time, they define four dimensions of competency. These four dimensions can
be understood as related and expansive realms of performance that go from a punctual task
performance, to planning and management, addressing the unanticipated and solving non-routine
problems, to the performance in a work process that requires interaction with others in a work
environment:
•
•
•
•

Task skills: the capacity to perform tasks to the required standard;
Task management skills: the ability to plan and integrate a number of different tasks and
achieve a work outcome;
Contingency management skills: the ability to respond to irregularities, breakdowns and
other unanticipated occurrences; and
Job/role environment skills: the capacity to deal with the responsibilities and expectations of
the work environment, including working with others.

The interesting issue in this operational definition of competency for assessment is that both
technical and transversal competencies are being combined and integrated: from the individual
actual performance in a routine task, to the more complex performance as part of productive work
processes in relation to other participant in those processes. Here all aspects of being able to
manage a situation appropriately come to the fore.
In these different proposals, the quality of formative assessment lies in the quality of the evidences
collected, the feedback given and the reflections that they generate in regard to performance and the
motivation for performance.
Such assessment methods are characterized as qualitative where the key words are conversation,
dialogue and reflection, which are often supported by instruments for collecting information about
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the performance but where this information is not seen as the principal value, but where the value,
instead, lies in how it is being used to generate learning.

Table 2 - Kinberg’s Model: the Purposes of Formative Assessment
http://www.kinberg.net/?p=769
Anne Michelle Lee argues for one more distinction between ‘assessment for learning’, ‘assessment
as learning’ and ‘assessment of learning’. The differences can be seen in the table below.

Table 3 – Assessment of - as - for learning
https://annemichellemlee88.wordpress.com/2013/02/14/%E2%80%A2assessment-of-as-for-learning/

The important difference between assessment for learning and assessment as learning
seems to be that in the latter there are more emphasis on student involvement in setting the learning
goals and the learning situation and in assessing own learning (self-assessment).
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In the discussion however, we will include assessment as learning as part of formative
assessment.
So, what have we learned about assessing competences and transversal competences? Even
if summative assessment schemes and methods often have a negative flair from the discussions, it is
probably more fruitful appropriate to see how the different methods can be used to supplement one
another.
Formative assessment cannot replace summative assessment and in any case it is not
realistic that summative assessment will disappear.
There are some many stakeholders involved, who want to grade and classify students.
Further a lot of the students probably also want a grade.
An assessment system, which is exclusively based on the principles of formative assessment
would probably not be taken serious by a lot of students. So, it is probably more like to achieve a
balance between the two modes of assessment.
At the same time this is a balance between measuring a product or an effect of learning
(summative assessment) and saying something about the processes that leads students to such
learning (formative assessment).
In the action learning literature and problem-based learning literature a double purpose of
the learning process is often presented.

The first is specific and characterizes what the results of a particular learning process
are. For example if the task/problem has been solved and to what degree it has been solved. This
is the immediate effect of learning and is specific in the sense that it considers whether and to
what level this task has been achieved.

The other purpose is more general and has to do with the processual learning that
people bring with them to other situations and other tasks.
But the whole idea in a problem-based or practice based approach to learning is that the
achievement of such general, processual and transversal competences can only be achieved by
organizing the learning in regard to the practical matters of the worlds.
In other words, the general knowledge and learning relies organizing learning according to very
specific issues.
Towards a model of transversal competence assessment in VET
A model of transversal competence assessment in VET cannot be a fixed assemblage of welldefined concepts that are to be taken as universal meanings to be applied in particular contexts.
Rather, the idea of a model here is a broad articulation of the elements that teachers in VET
need to take into consideration in the task of developing concrete initiatives for assessing
transversal competence in the context of their national and institutional practices.
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In any situation of assessment, there is an assessment tool that is set in operation to emit a
judgement on a performance.
The assessment tool can vary in terms of the type of tool and also the time and space in
which it is meant to be used. For example, tools could be portfolios with a variety of samples of
student work as well as teacher observation and even work-place declarations; or tools such as the
“spider web” tool developed by EUC-SyD in Denmark where different dimensions of a competence
profile are graded in levels, and the valuation of the teacher as well as the valuation of the student
on the same dimensions can be plotted together into a graphic representation of the differences and
meeting points in assessment.
This tool is mean to measure progress, so, therefore, it is set in operation during different
moments of the educational program in order for the student (apprentice) and teacher (instructor) to
see the changes in performance. This is a type of tool whose use extends over time and can be used
by different parties involved in the education.

Table 4 - Types of assessment methods
Independently of the choice, the tool is purposefully designed taking into consideration a
competence profile that is going to be assessed. The competence profile, at the same time, is framed
within the structure and characteristics of the VET system in question.
That is, the VET structure, organization, and overall outcomes and qualifications
frameworks shape the competence profile that backs up a particular competence profile for an
assessment tool.
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Other educational characteristics of the VET program such as the curriculum and
pedagogical traditions also frame what is possible to define as competence profile for an
assessment situation.
Furthermore, the competence profile allows making explicit the evidence requirements for
the performance that the tool intends to value. The assessment tool also provides details of how
evidences of competence will be recorded and how they will be validated.
In other words, there is an explicitation of the recording of the situation of assessment. This
means that careful thinking about the evidence that is taken as the grounds for assessment, its
quality and its recording is very important. Evidence is the information gathered which, when
matched against the requirements of the unit of competency, provides proof of competence.
Evidence can take many forms and be gathered from a number of sources.

Table 5 - Different types of evidence
The quality of evidence provided is defined in terms of:


Validity or that it relates to the competence profile defined and it satisfies the criteria of the
established qualifications frameworks;



Sufficiency or that it is enough to provide information on all the aspects being assessed;



Currency or that it allows to connect to the expectations of stakeholders, particularly employers;
and

 Authenticity or that it grasps students’ own work and production.
Independently of how the tool and the criteria of quality for evidence is defined, the important point
is that the quality of the evidences needs to be robust as to provide a solid basis for assessment.
All these elements described above were thought from the point of view of the teacher and
the VET system.
But the assessment situation can also be seen from the point of view of the student or the
person whose performance is being assessed.
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Performance is the activity or series of activities that are unfolded by a person or group of
people whose competencies are being assessed in the situation of assessment. The performance
should also be thought as a possibility for providing evidence for assessment.
This possibility also needs to be thought and designed in order to secure that, during the
assessment, the assessed person can in fact have the chance of doing what may be demanded to
fulfil the evidence requirements.
From the point of view of the assessed and the performance, there are important
considerations such as the opportunities of learning to gain competence, and the cultural factors
and personal factors as well as future work and employment factors may frame the performance.
In the case of VET, it is important to consider that the expectation of education for gaining
competence for work is central and therefore, the influence that the organization of the national
system allows to stakeholders is also an element to consider when assessing transversal
competences.
The activity of assessing is the core of the model. The meeting between teachers and/or
work-place tutors and the students for the valuation of performance is the key, core situation of
assessment.
The elements described above map the overall elements that influence the assessment
situation, now we will specify the elements directly involved in the situation itself.
So, when looking at the moment where the activity of assessment takes place, the integrity
of the assessment situation needs also to be taken into consideration.
The integrity of an assessment situation is the relationship between, on the one hand, the
validity, reliability, flexibility and fairness of the tool with respect to the competence profile and, on
the other hand, the validity, sufficiency, current value, and authenticity of the evidence unfolded in
the assessment situation.
The latter elements have been previously defined with respect to the quality of evidence.
The former elements here are concerned with the characteristics of the application of the assessment
tools.
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Table 6: Factors involved in the integrity of assessment decisions
Summarizing, a model of assessment needs to consider a general contextual framing of the
assessment situation, and the series of details of the elements that constitute the very same act of
assessing in a situation.
There are some of these elements that are framed and depend on the characteristics of the
VET system where teachers are located in. And there are also aspects connected to the students
whose performance is being assessed.
All in all, a model of assessment makes sense in as far as the assessors are aware of how
these diverse elements - contextual and internal to the assessment situation - resonate.
The concept of resonance among the elements is sometimes referred to as the alignment
between the different elements of the curriculum in an educational situation.
By choosing the term “resonance” rather than alignment, we want to convey the idea that it
is desirable to strive for a connection that is as good as possible, well knowing that sometimes a
perfect alignment is not possible to achieve.
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Excellence In Vet - Making the difference
ETHAZI PROJECT
Short description of the challenge faced
There is an ever increasing demand on the market for professionals who, in addition to technical
skills, can also credit some transversal skills such as teamwork, creativity, adaptation to change,
digital skills, communication, personal and social responsibility, etc.
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Companies require a new profile for employees. According to this, the VET system needs to
face a new transformation in order to continue providing a service updated to current and future
challenges.
Consequently, parents and students are asking VET centres to take the necessary steps to adapt
their teaching practices to these new requests of the labour market.
Within this context, the ETHAZI project is being carried out.

Description of the solutions developed or adopted
ETHAZi means High Performance Cycles. It is a training programme which provides VET
teachers some key elements to carry out their work efficiently in new active-collaborative
environments. Ethazi considers that the best way of teaching comes from students learning by
doing, so the Ethazi training programme requires from participants an active collaboration in the
learning process: previous elaborations, different types of elaborations along the training
sessions and some contributions at the end of the training period.
Collaborative challenge-based learning is the key element underlying this learning model.
Problems are proposed to participants, which are organized in teams. These problems are
considered as challenges by participants and they must acquire the necessary knowledge to
overcome such challenges.

Ethazi requires a deep reinterpretation of the learning mechanics. The key elements of this
model are:

•
•
•
•
•

Inter-modularity
Self-managed cycle teacher teams
Evaluate to evolve in skill development
Adapting learning spaces
Digital skills

The programme has been running as a pilot experience since the 2013-2014 academic year with
5 VET Centres taking part in it. 320 VET student and 90 teachers have been involved in the
programme since teachers taking part in Ethazi commit themselves to renew their teaching
practices taking into account the dynamics acquired through this initiative.

New 25 centres will start implementing the ETHAZI model in coming years. The programme is
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coordinated by Tknika.

Target group





Teachers which learn new teaching methodologies more adequate to current needs of
students and companies.
Students who learn to work in teams and acquire professional skills in a faster and more
efficient way.
Companies which realize that their demands for new skills are being addressed by VET
centres.
Political and educational authorities which have at their disposal a new scheme to display
their educational policies and achieve their priorities.

Effects






Teachers learn new dynamics and new techniques to renew the teaching-learning process.
The methodology in the classroom is upgraded and the traditional transmission
of knowledge deed is replaced by a competence-based learning process.
The classes become more dynamic, more fun and more effective for both teachers and
students.
Students feel more attracted to these new ways of learning and their training and degree
of satisfaction increases greatly..
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Areas for development






Increasing the number of schools and teachers taking part in this type of initiatives, so that
the competences-based learning initiatives become more popular.
Recognizing the innovative work and the commitment of these teachers.
Changing the VET curricula to update and implement the new techniques.
Renewing the current learning scenarios so that these collaborative and team work
techniques can be displayed comfortably.
Applying the ICTs more regularly in order to manage the learning process and to improve
the process of evaluating the competences acquired by the students.

Transferability
Such initiatives are fully transferable to other environments and education and
training sectors. It is also compulsory to do so, since the act of transferring skills, behaviours
and attitudes requires other type of techniques different from those commonly used in many
VET centres today.

Further details
http://ikastaroak.tknika.net/course/index.php?categoryid=20&lang=es
https://www.youtube.com/playlist?list=PLOYSs5_FlYNvDNLKc2yY_eyk_TXATSduo
http://fpeuskadinews.net/
https://www.youtube.com/watch?v=J4fol0h9J-k
https://prezi.com/t49f6zxzewwz/copy-of-ethazi/

Contact details
Jose Luis Fernández Maure. Director of International Department
TKNIKA
(Centre
of
Research
and
Applied
Innovation
Telephone: +34605773198
jlfernandez@tknika.eus

for

VET)
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Pictures

Set – The Skills -Assessment Tool
Two years ago, after a careful review of the existing skillsassessment tools that were being used by schools, vocational
training centres and universities in the Basque Country and
even in some other countries, such as Finland or Denmark,
we decided to develop our own skill-assessment tool
because none of the reviewed tools met our expectations.
Last academic year, the tool was already available
but before implementing and disseminating it, we decided to
act cautiously and to test the tool on some specific training
programmes.
The reason for this decision was twofold. First we
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wanted the teachers and students working with this new tool to be familiar with the collaborative
teaching methods.
On the other hand, we preferred to be only a few people going through the unpleasant
inconvenience that usually arise when a new computer application is installed. We are talking about
failure, errors and so on.
Nevertheless, this experimentation phase was very valuable because it has allowed us to
know at once which improvements should be introduced in the application in order to make it more
dynamic and powerful.

As a matter of fact, we have already changed the
application code of the tool in order to introduce
ten improvements suggested by the teachers who
tested it.
Currently, the second version of the
application is already available and we are also
testing the smartphone app that will work in
parallel with the online application. This fact will
allow teachers and company tutors to observe
and assess the skills of students at any time and place during the class period.
It also will allow students to assess themselves and to know their own evolution on the
requested skills, simply using these devices so familiar to them nowadays.
From the tests that we have done, we draw a clear conclusion. The vocational training
centres with previous experiences on using active and collaborative teaching methodologies have a
tendency to use the tool more often than the rest of the centres.

Besides, their assessment is much more positive and they even describe it as a necessary tool
for developing this new concept of the soft skills in our vocational training centres.
This assessment can be understood the other way round too. One can think that if a
vocational training centre decides to use this skill assessment tool, it will be soon using active and
collaborative teaching methodologies.
So, TKNIKA proposes to use this tool at and it can encourage the teaching staff to reflect
on the teaching methodologies that are most appropriate for being used in their classrooms and
workshops.
In Tknika, we will be delighted to welcome all those vocational training centres who want to
use our skill assessment tool.
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It is only a matter of agreeing with the vocational training centres on the stages of the
implementation.
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An Online Collaborative Learning Design Platform for
Teachers in UAE Public Schools “Tsharok”
Athra Sultan Alawani
Hamdan Bin Mohammed Smart University,UAE.

Abstract
“Learning Design” is intended to find ways to support teachers who want to improve their designs
that incorporate digital technologies. From pedagogical point of view, there is need to enable
teachers to harness the constructivist ability of digital technologies for learning.
Teachers in Ministry of Education in UAE are increasingly required to think more critically about
their teaching work. Teachers depend for their professional development on the training programs
supported by the Ministry of Education or self-motivation to enhance their teaching which is mostly
independent learning without collaboration with others. In addition, there is no teaching community
that promotes collaboration among teachers and provides feedback for the learning designs.
This project will provide an online tool for a learning design that integrates the design pattern
descriptions provided by Laurillard, and some of fields in the lesson plan template provided by
Ministry of Education. The purpose of design patterns is to provide broad knowledge to facilitate the
accumulation and generalization of solutions in learning practices. Community members are able to
take part in discussions to reach the ideal practices related to a design. The main target of the
teaching community is to cooperate in building a common knowledge of what learners need, the ways
of delivery, and what to expect from technology.
The proposed learning design tool contributes enormously to the achievement of teachers’ learning
goals. It constitutes a framework for the teaching professional community to collaborate and benefit
from each others suggestions. Therefore, it reduces the work load and encourages innovation. It also
gives the teachers a chance to catch up with the rapid change in technology.
There are two major phases to put this tool into effect. First, there should be an Identification of the
theoretical perspectives, beliefs and values in the topic of learning design. Then, the online learning
design tool is introduced by implementing a framework, developing a web application, publishing it in
the web and advertising the online learning design tool and allowing teachers to use and share.

Introduction
“The greatest use that can be made of wealth is to invest it in creating generations of
educated and trained people.”
H.H. Sheikh Zayed Bin Sultan Al Nahyan
The main mission of any educational system is to reach the best learning outcomes, which
load learners with the highest level of knowledge and skills needed for the 21st century and
support further learning in higher education. In that, there is an ongoing debate on how to use
new technologies effectively to enhance education and introduce ameliorated learning
alternatives to tackle its problems. There is a strong interest in developing research studies about
13T
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P
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Technology Enhanced Learning TEL. In addition to their initial role, educationists, introduce a
new role for teachers. They are asked to help students build their own way of thinking and
develop advanced skills in order to be able to deal with technological development. The
ability to use technologies is of critical importance to modern education.
Teachers have to understand how learning occurs. This understanding of the learning
process leads to shifts in thought and practice. In the last century, there has been an
overabundance of ideas identifying best practices to inspire learning.
The better
understanding of learning and how it best arises guides to designing instruction that greatly
affects the learner (Edgar, 2012). Nowadays, the emergence of new technologies as support
to instructional practices is considered a challenge for teachers to cope up with and
effectively harness on the learning practices. Teachers receive little assistance to address
main cause of educational problems: “how to identify and provide what it takes to learn”
(Laurillard, 2012).
Teachers are increasingly required to think more critically about their teaching and how
they can develop their learning design despite the cumulative stress of administrative tasks in
schools. Naturally, teachers suffer from the lack of time for researching their teaching and
viewing for learning designs generated by others that may meet their needs. They need to
participate in professional development initiatives to improve their learning design
capabilities (Bower, Craft, Laurillard & Masterman, 2011). Teachers depend for their
professional development on the training program supported by the Ministry of Education or
their own independent professional development to enhance their teaching. This is mostly
independent learning and without collaboration with others.
One of the most important issues in the field of education is the knowing about how
teachers learn and develop; and how enabling teachers to obtain the knowledge, skills and
dispositions that will help them to succeed. Darling-Hammond and Hammerness (2005)
discussed three particular problems in learning to teach after examination of the nature of
teachers’ learning. The first problem is associated with “apprenticeship of observation”. The
others are the difficulty of endorsing teaching intentions and the enormous complexity of
teaching, which demands integrating many kinds of knowledge and skills to achieve various
goals with learners who have varied needs.
Laurillard proposes the establishment of teaching community to include teachers and
lecturers from different disciplines and levels, trainers, professors, and teaching support staff
to encourage the collaboration across disciplines and sectors. This approach facilitates the
idea of learning from one another, especially if there is possibility to transfer the verified
pedagogical practice through cross-disciplinary collaboration (Laurillard, 2012).
Laurillard (2012) tried to address what the teaching community needs to provide effective
learning. Understanding the teaching community’s requirements leads to better specification
of some of the technology solutions. She claims that if teaching and learning are treated as a
problem, there should be a need for innovation and turning the teaching community into
professionals ready to become experimental innovators and reflective practitioners. Then, the
core educational problem of what it takes to learn will be feasible to address.
Laurillard (2012) in her book “Teaching as Design Science”, finds out how to deal with
teaching as a design science, and how to make teachers and the learning community
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cooperate the same as design professionals do, to improve teaching practices. Teaching is not
a science bound by rules and formulas. It is more complicated because it deals with minds.
Unless we have a solid feedback system, we cannot develop the design of teaching. Teachers
have a chance to evaluate their techniques during their interactions with students. In this way,
the feedback from teaching design and learning results can be achieved. However, there is no
clear method for them to elaborate the knowledge and share it. In order to reach a knowledge
base, a thorough cycle is created by benefiting from others work, introducing new testing
methods and sharing. In education, this work is done by researchers not the teaching
community. And this is the point of this project.
The emergence of the field “Learning Design” is to find ways to support teachers who
want to improve their designs that incorporate digital technologies. From pedagogical point
of view, there is need to enable teachers to harness the constructivist ability of digital
technologies for learning. For example, support learners in collaborating, discussing, and
creating user-generated designs (Charlton & Magoulas, 2010).
Statement of the Problem
The research aims at treating teaching as design in accordance with the work of Laurillard. It
focuses on finding out how to deal with teaching as a design science, and how to make
teachers and the learning community cooperate the same as design professionals do, to
improve teaching practices.
Teachers in Ministry of Education in UAE are increasingly required to think more
critically about their teaching work. Like their colleagues in other developed countries, they
are asked to develop their learning design thinking beside despite stress of administrative
tasks in schools. Naturally, teachers suffer from lack of time allocated to research related to
their teaching and studying learning designs generated by others, which might meet their
needs. There is a need for innovative professional development initiatives to improve
teachers' learning design capabilities. Teachers depend for their professional development on
the training programs supported by the Ministry of Education or self-motivation to enhance
their teaching which is mostly independent learning without collaboration with others. In
addition, there is no teaching community that promotes collaboration among teachers and
provides feedback for the learning designs.
This project will provide an online tool for a learning design that integrates the design
pattern descriptions provided by Luarillard, and some of fields in the lesson plan template
provided by Ministry of Education. The purpose of design patterns is to provide broad
knowledge to facilitate the accumulation and generalization of solutions in learning practices.
Community members are able to take part in discussions to reach the ideal practices related to
a design.
Research questions
The research has two research questions:
1. Is ‘teaching as a design science’ methodology a valuable approach to improve the
quality of teaching and to enhance students learning?
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2. Can the use of a website similar to ‘teaching as a design science’ help UAE teachers
to improve their practice through collaboration and sharing processes?
Significance of the Study
Researchers in the field of learning design consider it a valuable online tool, which gives
chance to get new creative lesson designs from different sources and to introduce interesting
learning opportunities or issues based on field practices and observations (such as the
classroom, lab, seminar, etc.) in addition to other teachers already shared lesson designs and
theoretical studies of teaching and learning. All this will be a valuable addition or extension
to the experiences acquired from the interactive design cycles and the application of lesson
plans.
Teachers have the ability to perform like design researchers by documenting and sharing
their own designs. This will involve them in the process, because without this they are
passive receivers of research findings done by other educators. Instead, they become the
providers of the new knowledge related to teaching and learning. They have the opportunity
to shape the technology changing their profession.
This approach, like methodology, is useful to teachers. It introduces design patterns as the
ways that allow the teaching community to take part in the design. Design patterns go
through a process of collaboration, in which they are drafted, shared and refined. Therefore,
they contribute enormously to the exchange of techniques and methods among professionals
and designers of learning activities. Design patterns will be well-shaped and customizable to
reveal pedagogic ideas. The main target of the teaching community is to cooperate in
building a common knowledge of what learners need, the ways of delivery, and what to
expect from technology.
The proposed learning design tool that will be develop in this project, allows the teachers
to find, adopt, adapt, analyze, experiment, trial in practice, redesign, and share designs. It
aims to:
• Build teaching professional community, where the teachers can learn together and
build their knowledge by collaboration and building on the work of others.
• Teachers articulate their pedagogy.
• Improving their design after adopting adapting and testing, beside benefit from the
feedback and comments of other user or reviewer of the design.
• Teachers articulate their effective teaching ideas for others to adopt.
• Reduce the teacher workload by adopting ‘pedagogical patterns’ of good teaching and
open resource.
• Innovations in technology have made education a recipient instead of taking
innovative initiatives. Hence, there should be strong control of technology by the
teaching community.
• Because of the notable impact of technology on what and how students learn, teachers
need to redesign and apply good teaching and learning practices of using suitable
technologies.
• Build the knowledge base in field of teaching and learning in order to face the rapid
change technology is making.
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Literature Review
What is teaching?
Huge number of literature dealing with teaching for well understand what teaching is
specifically mean classroom teaching. Nowadays, the role of teacher is to help learners
acquire both authentic and skills knowledge and to guide them to use their cognitive skills to
solve problems. Teaching is more than just the interaction between teacher and learner. It
can be considered that is consisting of three distinct aspects: (planning, interaction and
assessment).
• Planning phase, teacher thinks about how can achieve the outcomes from the
interaction with learners in classroom and meets the needs of the learners. Teacher
can design learning activities and experiences in which the learner will be engaged.
The following elements can be included in the teacher’s planning outcomes:
instructional approach, learning materials, declarative/procedural knowledge,
activities and assessment methods.
• Interaction: means what takes place between the teacher and the learners. The
interaction between the teacher and learner will result in achieving the learner’s
potential for cognitive development if the learning situation is well structured.

• Finally, Assessment: teacher assesses each learning experience created with the intent
of improving and developing tactics for supporting those learners who did not achieve
the outcomes set. Assessment can be done during the learning experience or after.
How do we learn?
Psychologists focus in how humans learn in general, and from the educationist’s interest, they
focus on how humans learn to read, or do calculations, or analyze historical information, or
understand physics. So, Psychology is the science of the ways we learn about an environment
adapted to learn (Frith, 2007 cited by Laurillard 2012). Education is the design environment
which will help others learn what teachers have articulated (Laurillard, 1987).
No single definition for the concept of learning can be said to be correct or conclusive.
One of the attempts to define the subject of learning is for Wakefield (1996, p. 364) who
defined learning as a relatively continuous change in the behavior of a person based on his
discoveries or experiences. Therefore the processes of discovery and experience guide to a
new understanding of ourselves and the world, and assist us to apply the acquired knowledge
in new situations and involves these knowledge in processes to transform data from
experience into organized information.
How learning occurs has been discussed considerably since formal education began
before thousand years. Teachers have to understand how learning occurs. This understanding
of the learning process leads to shifts in thought and practice. By combining the knowing
about the different approaches to understand the learning, teachers should be able to build a
more robust understanding of what it takes to learn in education (Bransford, et al. 2006 cited
by Laurillard, 2012). The better understanding of learning and how it best arises guides to
designing instruction that greatly affects the learner (Edgar, 2012). Current theorists and
educators strive to understand of how learning occurs and its effects on the recent teaching
and learning processes. Each of the principal theories of learning has something to donate,

445

ISSN 2414-6099

and together they provide a comprehensive description of what it takes to learn. To what
extent can they be combined? (Laurillard, 2012). Thus they review the learning theories indepth and form them to fit the teaching practices in order to be more meaningful in student
learning (Edgar, 2012).
Currently, learners are looking for high-level processing abilities and more able to be selfdirected, so there is need for more personal design of instruction. Today’s theories take into
account the learners’ abilities to construct new knowledge based on prior knowledge or
experiences (Kort, Reilly, & Picard, 2001 cited by Edgar, 2012).
The following is reviewing for the three earning theories Behaviorism, Cognitivist and
Constructivism:
Behaviorism
Behaviorism is the approach focusing on the leading the learners toward larger learning
goals. The common strategies used to implement this approach include the following:
• To create effective and measurable instruction, the teachers design instruction based
on performance objectives.
• The resultant behavior must be observable, measurable and acceptable performance.
• Offering immediate, organized feedback and assessment to determine the extent of
learning.
• An overall instruction accommodates individual learners’ pace of learning.
Instruction design in the behavioral approach is prescriptive and emphasizes on welldefined learning objectives (Lowerison, Côté, Abrami & Lavoie, 2008).
Mager (1984 cited by Lowerison, Côté, Abrami & Lavoie, 2008) supports the thought of
Criterion-referenced instruction (CRI). This approach has three steps in stressing the
relationship between learning goals and learning tasks, first, define the learning goals of the
lesson. Then, teachers plans specific learning tasks to address those goals. Last, teachers
prepare assessments that directly relate to the specified learning goals. This approach is
critiqued that it results in the learning of lower-order skills and not teaching for the
understanding.
There are many theorists associated with behaviorism like J.B Watson, E. L Thorndike ,
B.F Skinner. By the dissection of the traditional teaching approaches used previously for
years reveals the powerful influence for this approach on learning. It is easy to apply the
theoretical principles of behaviourism to learning environment because of the existence of
“behaviourist artifacts”. Teachers in this approach are providing the knowledge to the
students either directly or via setting up the “contingencies”. The form of assessment is
usually the exams to measure observable behaviour of learning. Besides, the use of rewards
and punishment in the school system and as developed by Robert Gagne, the breaking down
of the instruction process into “conditions of learning”.
Cognitivism
Cognitivist instructional design approach addresses the how leaners cognitively treat learning
material and designing instruction to assist that (Reigeluth, 1987 cited by Lowerison, Côté,
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Abrami & Lavoie, 2008). Cognitivist approach is similar to the behavioral approach which
focuses on highly structured instructional design process with the specific learning objectives.
However, cognitivists are concerned with active processing of information and how
knowledge is structured in the brain, often likening processing and storing activities in the
human brain to those of computers (Mayer, 2003 cited by Lowerison, Côté, Abrami &
Lavoie, 2008). The cognitivist approach emphases on strategies that construct mental models.
Advanced organizer is a good example of this is the idea. It allows the learner to organize his
knowledge, facilitating the process of connecting new information with information already
stored in memory (Smith & Ragan, 2005). In general, knowledge is generated when
information is received, stored and retrieved in each time building on previously stored
knowledge (Lowerison, Côté, Abrami & Lavoie, 2008).
This approach is critiqued that the knowledge is acquired by learners for the instructor,
may be difficult for the learner to adopt the information and make it personally meaningful.
Also, the critics claim that congintivism however is effective but not necessary efficient and
needing more learning time.
Constructivism
Constructivism is based on the principle that knowledge is subjectively constructed, often
within a social context and, thus, Constructivist learning environments offer learners with the
tools and resources required to build their own knowledge. In this approach, learners can set
and meet their one learning goals in environment support their individual learning needs. It
focuses to shift to learning-centered environment where the instructor is guider or facilitator
to learning rather than transmitting information to learner (Laurillard, 2002).
It is critiqued that has lack of specific learning objectives and clear assessment for
learning outcomes. In other hand, Critics see it is not suitable for the learners who are
unwilling or unable of taking responsibility for learning, and also it is ignore the foundational
knowledge needed by learners to build on.
The characteristics of teaching practices based on the Behaviorist learning are well
documented. Behavioural learning theory revealed itself in founding a systematic approach to
teaching. Gagne and Briggs (1974) combined Behaviourist principles of learning with a
cognitive theory of learning named Information-Processing. The focus of this combination
was of the internal processing that occurred throughout a learning moment.
Constructivist learning theory pursued to improve on what Behaviorist learning theory
had already established by concentrating on the motivation and ability for students to
construct learning for themselves. Otherwise, behaviourism is too teacher-centred and
directed and focuses more on individual work rather than on group work. This critique for the
behaviourist learning theory helped to define the core of constructivism learning theory.
Constructivists suppose that all humans have the capability to construct knowledge in their
own minds during a process of discovery and problem-solving. Learning based on the
constructivists is boosting the motivation of the individual to attach new meaning to previous
cognitive experiences. Constructivists’ desire to have students become motivated learners,
problem solvers, critical thinkers and metacognitionists is to achieved during educational
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reform that supports the learner with the necessary tools to contribute and to take ownership
of the learning process. Learning today needs the shifts in following:
•
•
•
•
•
•
•
•

From linear to hypermedia.
From instruction to construction and discovery.
From teacher-centred to learner-centred education.
From absorbing material to learning how to navigate and how to learn.
From school to lifelong learning.
From one-size-fits-all to customized learning.
From learning as torture to learning as fun.
From the teacher as transmitter to the teacher as facilitator.

The following table summarizes the three learning theories (behaviorism, cognitivism, and
constructivism):

Psychologists and cognitive scientists have investigated the full complexity of human
learning through the last century, and those insights are still valid and are now being
described by the underlying neuroscience. Those lead to illuminate the exceptional
complexity of the learning process that our brains have evolved for managing our interactions
with the social and natural world. However, none of these developments are changing
considerably the broad conclusion about what it takes to learn in formal education. Shuell
(Laurillard, 2012) drew conclusions about the implications for teaching:
“Effective teachers must know how to get students actively engaged in learning
activities that are appropriate for the desired outcome(s). This task involves the
appropriate selection of content, an awareness of the cognitive processes that must be
used by the learner in order to learn the content, and understanding of how prior
knowledge and existing knowledge structures determine what and if the student learns
from the material presented”.
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The National Academy of Science in their research and analysis of what learning theories
bring to education, proposed three fundamental principles of learning:
1. Each student in the classroom comes with preconceptions about how the world works.
If their initial understanding is not involved, they may fail to grasp the new
conceptions and information. Or, they may learn them for intents of a test but return
to their preconceptions outside the classroom.
2. To develop efficiency in an area of inquiry, students should, have a deep foundation
of factual knowledge, understand facts and ideas in the context of conceptual
framework, and organize knowledge in ways that facilitate retrieval and application.
3. A “metacognitive” approach to instruction can assist students learn to take control of
their own learning by identifying learning goals and actively monitoring their
development in achieving them.
With all the dramatic cultural and social changes over the last century, there has been no
change of the fundamental character of human learning, rather confirmation or elaboration of
earlier theories. Teacher needs to have a model in mind about what it takes to learn in order
to design better teaching and learning activities and needs build on whatever research and
theory can offer.
We can conclude that learning is a process of using concepts and practice to generate
actions and articulations that draw out communication from teacher and information from the
environment to modulate those concepts and practice (Laurillard, 2012).
Learning theories (behaviorism, cognitivism, and constructivism) links between the ideas
about how people learn into instructional design. Various strategies are used to produce
different learning outcomes and are used purposefully in design learning programs by the
instructional designers (Gagne, Briggs, & Wager, 1992 cited by Lowerison, Côté, Abrami &
Lavoie, 2008).
The design of instruction is guided by the learning theory framework which is depending
on the desired learning outcomes. On a practical level, designers often find translating these
theories into detailed learning designs to be difficult and combining several strategies
together to achieve a larger goal also more difficult (Lowerison, Côté, Abrami & Lavoie,
2008). The generic view of teaching so a degree of common interest across the disciplines is
important. It means that we can use leaning theories and practices in a common academic
enterprise to help educational institutions enhance and develop their teaching and learning
performance. In thinking about the design of teaching we have to contend with the
educational goal, determined by our rapidly developing knowledge environment, of
equipping students with the cognitive skills they will always need.
Knowledge has moved from the one was closely tied to local community experiences into
globalized community. The evolution of new technology, like internet and hypermedia, arises
new approaches of learning and change the learners’ needs. The increasable use of e-learning,
persons in educational technology comprehend that a gap in understanding existed between
the ways of people learn with technology and the ways people design for learning
(Lowerison, Côté , Abrami & Lavoie, 2008). A good understanding of policy and societal
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effects has revealed the need for changes that have occurred in education. Thus theories have
developed to meet the needs of learners and society (Edgar, 2012). The most important point
to make the educational technologies effective, efficient and sustainable is the well
understanding of learning theories and how they apply to e-learning where those theories
framework is used to guide the instructional design for achieving the desired learning
outcomes.
Educationists try to link the three learning theories with the use of technology. So, in
behavioral view of instruction used computer, the teacher’s role is to transmit information to
learner in small manageable pieces and to provide direct feedback to the learner’s responses.
In cognitivist view, the teacher’s role is to help learners acquire new information and link it
with prior knowledge, and facilitate the process of retrieval for best use and transfer. In
constructivist view, the teacher’s role is to guide the learner through dialogue, scaffold new
concepts and offer support for learning. The responsibility is relied on the designer of the
instruction in how use technology to create learning tasks and facilitate learners’
understanding, and how support the learners to take advantage of what is offered (Lowerison,
Côté, Abrami & Lavoie, 2008). However, the use of new technologies as assistance to
instructional practices is considered a challenge for teachers to cope up with and efficiently
harness them on the learning practices (Laurillard, 2012).
Conversational framework
Conversational framework represents the analysis of formal learning as an iterative process.
It was developed in the way to catch up the revolution of new technologies in learning. The
new framework is differ in how can motivate and enable formal learning but still not
changing in the link both knowledge and skills (theory and practice). Luarillard (2012)
illustrates thought the framework two things, the different types of roles played by both
teachers and learners in the different types of learning (conceptual learning, experiential
learning, social constructivism, constructionism, and collaborative learning). The second
thing is compatible principles for designing teaching and learning activities for the session.
The benefit of the conversational framework is to give the teacher good understanding to
design teaching and learning by the use of ideas in the principal theories of learning and
through the digital technologies (Luarillard, 2012).
Theories of learning is playing the guider role in order to provide what learners need,
explore how best to support lifelong learning. The conversational Framework can be defined
as the theoretical approach that describes what any teaching strategy should provide either
conventional or technology-based. For the learning Conversational Framework was
developed to do exactly the following (Laurillard, 2002 cited by Laurillard, 2008).
• Improved from research on student learning
• A combination of the theoretical perspectives of conversation theory,
constructivism and reflective practice.
• A description of what it takes to learn in a conceptual domain, in a formal
educational context.
• Constructed to provide a challenging framework for the best use of digital
technology in learning process.
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The Conversational Framework is a system of capturing the iterative, communicative,
adaptive, reflective and goal-oriented actions with feedback that are essential to support the
whole learning process. It shows that the learning process has to operate on two levels;
discursive and experiential. Figure

Figure: The Conversational Framework for assisting the formal learning process: The diagram illustrates the
minimal interactions between the teacher and learners that would form a completely supported learning process,

Teacher and student on discursive level exchange concepts and theoretical ideas, discuss,
ask questions, critique, comment, articulate alternatives. The same process is done between
the students with each other. The learning is happen in this level through reading, listening,
writing, discussing, debating, communicating, articulating, presenting, etc.
Students, on the experiential level, work within the learning environment constructed by
the teacher: field trip, an experimental lab, practice class, exercises, problem class,
simulation, rehearsal. Students exchange their practice outputs, working on them together.
Experiential level illustrates learning by practicing, doing, rehearsing, testing, analyzing,
making, building, etc.
The connection between the two levels is done by the activities of adaptation and
reflection. The teacher adapts the correct task environment for learners matched with their
discussion and questions, and therefore reflects on their performance at the experiential level.
This reflection is to inform their further discussion and presentation at the discursive level.
This accomplishes the process of being a reflective practitioner. Laurillard (2012) argues that
the best predictor of quality of output is the number of iterations.
This two-level illustrate the “conversation‟ between teacher and students and describe
how the process of learning should be supported when taking into account the extensive
range of pedagogical theories developed from research on student learning in every discipline
and at every level (Diana Laurillard, 2002b cited by Laurillard, 2008). The Conversational
Framework presents the relationship between theory and practice, concept and instantiation,
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principle and application. In other hand, It has a value in demonstrating what other teaching
methods must be combined with technology-based methods to realize the support of the
learning process.
Learning Types
Read Watch Listen:
Students in this kind of cognitive learning acquire knowledge by reading, watching or
listening. Read Watch Listen is the most form of learning in a formal context. Learners get
engaged in the presentation. Teachers structure and present the ideas and information in an
appropriate way, in order to grab students' attention and interest.
Investigate:
Students, in this kind of cognitive learning, use their critical thinking skills to find
answers to a question, provide suitable solutions to a problem. They also use research and
reading to learn. Inquiry (or Learning through Investigation) offers students a chance to focus
on resources needed and the suggested working method to help through their learning
process. It is a reference to the active learning, which students need to build up their learning
through acquisition. Teachers may be part of the resources, but books are the main focus, as
well as papers, reports, and digital resources. The teachers' primary task is to ensure the
availability of needed resources. Learning through enquiry has two prominent forms, working
with a textbook or in a library. Working with online resources and digital libraries ensures
understanding.
Discuss:
It is a form of cognitive learning that allows students to learn through conversations either
with each other or with the teacher. The social constructivist approach to learning requires
learning through discussion, since it is based on the social aspect of learning. Students work
on a topic. They practice through using the discussion process. They describe or articulate
understanding. They also listen, make comments, exchange ideas with others. The teacher is
only a guide. He monitors the discussion and its focus. He can suggest the form of the
discussion either debate or dialogue. He also ensures that there is a reflection by students on
what they have learnt.
Practice:
It is a form of cognitive learning, which helps students learn through doing actions in
order to accomplish a task assigned by the teacher. Its main purpose is to measure students'
readiness to apply the knowledge taken theoretically. Learning through experience is or
practice is necessary when theory needs to be put into practice in real context it needs to be
fully understood during application. Learners will work on a task to achieve in a specific
environment. It is designed to establish a connection with the theoretical concepts they learn.
The teacher has a vital role. He has to ensure that students have enough challenge to link
experience to theory, feedback is given from the environment or the teacher, they are
encouraged to reflect and broaden their understanding, and that they can review their
experience according to feedback, which enables them to improve it.
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Collaborate:
Collaborative learning is a strategy, in which students come out with a result through
working in pairs or in groups. It associates social learning with experiential learning or
learning based on inquiry, in that students collaborate in pairs or small groups to reach a
result of some kind, such as a broad report, a solution to a special problem or an explanation.
It is of great value, because it gathers the values of the other methods. Therefore, it closely
related to learning through production.
Characteristics: the teacher highlights the aim to realize a result from students
cooperating, discussing and challenging each other's ideas and outcome. Feedback is given
partly from the reach success in reaching the goal, and from the teacher's assessment of its
value and the steps followed by students.
Advantages: It gives students the chance to experience, practice and work together in
teams.
Disadvantages: individual learners may achieve less when the team members do not
collaborate well together.
Produce:
It is a type of cognitive, learning which enables students to reach a learning outcome
through the production of a certain type of artifact that could be written, built up or enacted.
Learning through production is demonstrated in activities that enable students to show the
result of their learning, mainly by creating something like an essay, a report or a design. This
operation helps the students to reinforce what has been previously learnt, and connect
practice with theory. It is expected to give more desirable result than answering a set of tasks.
By refining their ideas so as to work according to what they have acquired, students are
challenged and encouraged to give feedback on what they have understood. It they feel that
they are not sure, they are advised to refer back to the enquiry, experience or discussion
activities.
Technologies for teaching-learning Activities
From the perspective of the learner, Conversational framework for theories of formal learning
proposes a rich combination of activities powering the impulse to build a more efficient
knowledge structure, and more skilled ways of utilizing it. From the perspective teachers as
designer it clarifies why one design might be better than another in terms of the mix of
teaching-learning activities, and the amount of iteration the designs stimulate.
It takes many types of teaching-learning activity to comprise the framework. Those
learning types discussed previously: acquisition, inquiry, practice, production, discussion and
collaboration, together support the theories of learning, and cover the conversational
framework. They following table, shows that each one can use a range of different
technologies and methods in both conventional and digital leaning (Laurillard, 2012). None
of the technologies provide the design elements that perform all types of teaching-learning
activity.
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Learning
through
Acquisition

Conventional technology

Digital technology

Reading books, papers, Listening to
teacher presentations face-to-face,
lectures; Watching demonstrations,
master class
Using text-based study guides;
Analyzing the ideas and information
in a range of materials and resources;
Using conventional methods to
collect and analyze data; Comparing
texts, searching and evaluating
information and ideas.
Practicing exercises; doing practicebased project, lab, field trips, face-toface role-play activities.
Producing
articulations
using
statements, essays, reports, accounts,
designs, performances, artifacts,
animations, models, videos.

Reading
multimedia,
websites,
digital documents and resources;
Listening to podcasts, webcasts;
Watching animations, videos.
Using online advice and guidance;
Inquiry
Analyzing the ideas and information
in a range of digital resources; Using
digital tools to collect and analyze
data; Comparing digital text, using
digital tools for searching and
evaluating information and ideas.
Using
models,
simulations,
Practice
microworlds, virtual labs and field
trips, online role-play activities.
Producing and storing digital
Production
documents,
representations
of
designs, performances, artifacts,
animations,
models,
resources,
slideshows, photos, videos, blogs, eportfolios
Tutorials,
seminars,
email Online tutorials, seminars, email
Discussion
discussions,
discussion
groups, discussions,
discussion
group,
online discussion forums, class discussion forums, web-conferencing
discussions, blog comments
tools,
synchronous
and
asynchronous,
collaboration Small group project, discussing Small group project, using online
others’ outputs, building joint output. forums, wikis, chat rooms, etc. for
discussing others’ output, building a
joint digital output.
Table: Types of learning and the different types of Conventional and Digital Learning
technologies that serve them.
Teaching as a Design Science
Laurillard (2012) in her book argues that the teaching is like a design science. Where the
design science builds the design principles more than the theories and focuses on the
heuristics of practice more than explanations. In same manner, teaching resembles to a design
science. It uses the known learning theories and practices to achieve the target of student
learning, and uses the application of its designs and templates to improve them.
We are living in a period of technology leading every aspect of life. This is an important
issue, because technological inventions are leading educational practices. The educational
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process is deeply affected by knowledge technologies, because they can change the way
learning is carried out. Therefore, they control our relationship with knowledge. This reveals
the fact that what is learned in a curriculum depends necessarily on how it is learned.
Educationists, introduce a new role for the teacher. In addition to his initial role, the
teacher is asked to help students build their own way of thinking and to develop advanced
skills to deal with technological development. The ability to use technologies is of critical
importance to modern education.
The main goal of teaching is to build up students' abilities to learn. In our educational
system, here are no effective ways for feedback loops. The main concerns of educators is to
put a framework for the learning outcome, set up a set of teaching techniques and schemes
and measure the outcome through assessments. In the whole process, the teaching design is
totally absent.
Teaching is not a science bound by rules and formulas. It is more complicated because it
deals with minds. Unless we have a solid feedback system, we cannot develop the design of
teaching. Teachers have a chance to evaluate their techniques during their interactions with
students. In this way, the feedback from teaching design and learning results can be achieved.
However, there is no clear method for them to elaborate the knowledge and share it. This
what makes teaching different from science. In order to reach a knowledge base, a thorough
cycle is created by benefiting from others work, introducing new testing methods and
sharing. In education, this work is done by researchers not the teaching community.
Design science research (teaching based on reflective practice) is based on an already
existing idea taken from the base knowledge acquired in the field (teaching and learning
theories).
We can get new creative lesson designs from different sources to introduce interesting
learning opportunities or issues from practice in the field (such as the classroom, lab,
seminar, etc.), other teachers lesson designs already shared, theoretical studies of teaching
and learning. All this will be a valuable addition or extension to the experiences acquired
from the interactive design cycles and the application of the lesson plans in the classroom.
The best way to reach the desirable outcome is to include design science in the usual
practice of teaching in the classroom. Teachers have the ability to perform like design
researchers by documenting and sharing their own designs. This will involve them in the
process, because without this they are passive receivers of research findings done by other
educators. Instead, they become the providers of the new knowledge related to teaching and
learning. They have the opportunity to shape the technology changing their profession.
A design pattern is defined as the description of a professional's way to solve a recurrent
problem. It comprises a depiction of the problem and the context in which the method is
applied. The purpose of design patterns is to provide broad knowledge to facilitate the
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accumulation and generalization of solutions. Community members are able to take part in
discussions to reach the ideal practices related to a design.
This approach, like methodology, is useful to teachers. It introduces design patterns as the
ways that allow the teaching community to take part in the design. The most important parts
of a design pattern are the "problem" and "the context" the semi-structures description of the
solution, and actuality that this is “externalized knowledge”. Design patterns go through a
process of collaboration, in which they are drafted, shared and refined. Therefore, they
contribute enormously to the exchange of techniques and methods among professionals and
designers of learning activities. There is need of well-shaped and customizable design
patterns to reveal pedagogic ideas.
The main target of the teaching community is to cooperate in building a common
knowledge of what learners need, the ways of delivery, and what to expect from technology.
The following points sum up the argument above:
•
•

•

•
•
•

Teaching can be considered a design science. Its main aim is to develop its practice
through building on the work of others.
Innovations in technology have made education a recipient instead of taking
innovative initiatives. Hence, there should be strong control of technology by the
teaching community.
Because of the notable impact of technology on what and how students learn, we need
clear common principles of redesigning good teaching and learning practices, and
through using suitable technologies.
There should be an obvious contribution of teachers to building the knowledge base in
order to face the rapid change technology is making.
Teachers need to collaborate to make this happen and reach the goal of improving
practice through taking part in the creation of the knowledge base.
Enacting a design science must be part of the teachers' professional practice. They
need to learn how to do it. In this way, they can share their teaching practices, the
reached results and how these results relate to their design.

Laurillard (2012), through her book tries to structure and formalize pattern for learning
designs. So the teachers can build the design knowledge of teaching practice. She constructs
the foundation for teaching as design until reaches to consolidate the teaching principles as
design patterns and hence provides the teaching professional community which enable
teachers to play proper role to match the local and global aims for their educational system.
She generates a public view of teaching by formulating the common interest through the
subjects. This view will help educational organizations develop and enhance their teaching
and learning practices.
Laurillard (2012) presents the idea of the pedagogical patterns. There are few tools
considered to treat the teaching as a design science like other professional. There is need for
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the tool can represent, test and share teaching design associated with Open Educational
Resources. Pedagogical pattern is developed for these reasons. Pedagogical pattern consists
of a sequence of teaching-learning activities attached it to pedagogy and followed the design
principles and showing the valuable role of technology.
The aim of this approach to make the teachers are seen as design scientists, similar as the
work of designers and reflective practitioners in all such professions, in order to improve
their practice in a principled way, build on the work of others, and develop the knowledge
base of the field. There are few tools for representing, testing, and sharing teaching designs.
For example, sharing the resources advanced through the Open Educational Resources (OER)
is only sharing for the practice, conferences, teaching journals, and magazine, this is also only
articulate the principles. But none of these properly develop the knowledge of the optimal use
of technology for learning.
The idea of “pedagogical patterns” is to develop a way to formulate, test, and share the
principles and practice of teaching that constructs our knowledge of how to use digital
technologies (Laurillard, 2012). The name “pedagogical pattern” distinguish this format
from the more generic “design patterns”, from the more technical “learning design”, and from
the less structured “learning pattern” and assigns it to “pedagogy” as the means of facilitating
formal learning. Basically a pedagogical pattern includes a sequence of teaching-leaning
activities and warrants for the design to be related to design principles.
To formulate the practice of teaching, the design pattern must be capable to “capture the
pedagogy” that a teacher has located to be effective. The conversational framework provides
a way to make a “sequence of teaching-learning activities” simple narrative account and links
them to learning design principles. It identifies the roles to be played by teachers and learners
in terms of the main ideas in theories of learning. So, the teaching-learning activities in a
pedagogical pattern can be recorded to types of learning and learning cycles in the
framework.
The Pedagogical Patterns Collector
The Pedagogical Patterns Collector (PPC) is an output from the TLRP-TEL research project
on Learning Design Support Environment (LDSE). It aims to help teachers to share their
good teaching ideas using both conventional and digital methods. These good ideas are
instructed in the learning design for the lesson or session plans. The teaching community will
be resulted in the PPC environment. It will be play significance role in exploring interesting
new ways afforded by digital technologies in education and interactive technologies to
facilitate learning. The PPC offers the way for the teaching community to build on and share
their best ideas of to teach with new technologies.
PPC is a web application intended to support teachers in migrating a particular pedagogic
approach successfully in their subjects. It has sample patterns where the teachers can browse
them and may edit. They can also design their own patterns from scratch.
There are two choices in PPC web interface. Browser is where the user can browse number of
generic learning designs for specific learning outcomes. The user chooses one of the patterns
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and edit it in the design screen where can adapt the content to be suitable for his goals and
subject. In other word, he builds his work on the work of others. The second choice is design
screen, where the user can build up his pedagogical pattern from scratch.
The pedagogical pattern is consisted from the following components: learning outcome,
sequence of teaching-learning activities, grouping of the activities into segments to define
stages of the pattern, and categorization of the learning types offered in the activities
(Read/watch/Listen, Investigate/inquire, Discuss, Share/collaborate, Produce). Beside, each
activity has the following properties: (learning type, teacher present or not, learning group
size, resources needed, duration in minutes, and description of how the activity is carried
out).
In the PPC Designer another feature called Abstractor. This feature is intended to help
teachers to create a generic version of their patterns, so that other teachers can easily adapt it
to their own topic area. Last step is sharing their pattern. There is button named “Share your
pattern” by clicking on it, a window opens for describing the pattern by giving it a short title,
short commentary and type of learning outcomes. Then click on the “share my Pattern
Online” to move it to the browser repository.
Learning design
Leaning or instructional design is “the process of translating general principles of learning
and instruction into plans for educational materials delivery” (McNeil, 2007 cited by Gomez
Ardila, 2013). The learning design refers to the process of constructing and delivering wellstructures and practical educational scenarios to learners. The concept “Learning Design” has
been in use only in recent years. The earliest work in this field can be tracked back to
“instructivist” approaches. To make theoretical findings readily available to practitioners
headed to widespread work on Instructional Design Theory, which attempted to make
learning theories more operational (Charlton & Magoulas, 2010).
There has been poor integration of learning theories in learning designs in perspective of
e-learning. The “Learning Design” as the current interest, is one way to support teachers in
order to develop their designs that incorporate digital technologies. There is focus to enable
teachers to exploit the “constructivist” potential of ICT for learning from pedagogical point
of view, by supporting learners in discussing; collaborating and producing where these
requirements can be aligned with the semantic web vision of resource creation, sharing and
reuse (Charlton & Magoulas, 2010).
The format of pedagogical pattern is a good way of circulating the currency of ideas. In
other hand, the teaching design community will need for the ways of exchange that support
an infrastructure around the patterns. This will generate a mix of tools for creating designs,
and repositories to store, arrange, and provide search and retrieve mechanisms for the
resources being created (Laurillard, 2012).
There have been many recent research and development projects concentrating on digital
support for teachers (Britain, 2007 cited by Laurillard, 2012). For example, a learning activity
management system (LAMS) as a form of digital design tools. Online learning design toolkits
such as iCOPER. Learning object repository, a pattern collection, and elicited commentary on
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practice are a customizable inquiry leaning platform, and collections of resources. Wiki is
used for learning design ideas, approaches and research findings. Digital technologies can
play several valuable support roles for building supportive learning infrastructure for
teachers.
The Learning Design Support Environment project (LDSE) is one of these projects uses
the implications of the Conversational Framework (CF) to justify the pedagogic principles
underlying an interactive online tool to assist teachers in designing teaching and learning for
their own sessions or for whole courses and modules. “The Learning Design Support
Environment Project”, which is resulted on the working of researchers and practicing teacher
to research and co-construct an interactive learning designer to scaffold teachers’ decisionmaking from basic planning to creative TEL design and build the teaching community can
collaborate to deploy TEL. LDSE aims to lower the TEL threshold so the teachers can
involve with it in a way, that illustrates on good practice by others and is well-versed by the
findings of pedagogical research thus optimizing the benefits their students. The goals of the
LDSE projects are:
1. Research the optimal model for an efficient learning design support environment (the
Learning Designer)
2. Realize an impact of the LDSE on teachers' practice in designing TEL.
3. Identify the factors that are leading to collaboration among teachers in designing TEL
4. Embed knowledge of teaching and learning in the learning design software
architecture.
5. Enhance representations of the theory and practice of learning design with TEL.
It is ongoing project, but responses from the initial valuation studies reveal the teachers in
colleges and universities welcome the idea of interactive intelligent support of this kind to
help them improve their teaching ideas (Luarillard, 2012).
Laurillard’s Learning Designer
Laurillard creates an interactive tool online “Learning Designer” supported by an intelligent
inferencing engine that assists teachers in designing learning experiences for their students.
Teachers and lecturer may use learning design to create, modify, reshape and share their
teaching designs, benefiting from useful innovations associated with learning technologies.
The Learning designer is based on the projects “The Learning Design Support Environment
Project”
Laurillard’s Learning Designer is an open access source, is visited by hundreds of
interested individuals all over the globe. There is collaboration with different parties to make
it cover all sectors of education and training. Through using this tool, teachers are able to
switch a pedagogic approach across learning topics.
It includes a browser with customizable pedagogical patterns and a designer which works
as template to create a teaching session. In the create feature of the learning design, there are
three types of activities to create new design which are “create new module, create a new
session, and import a design”. The design template has the section for basic information
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which concludes the name of session, session type, date, required time, number of students,
topic, description, and learning outcomes. The second section has the description of the
teaching and learning activities will be used Teacher designer in Teaching and learning
activities (TLAs) specifies their learning types (acquisition, discussion, inquiry, practice, and
production), time expected to spend, role of teacher, number of students involved in TLAs
and beside the possibility of attaching the needed Open Educational Resources OER for each
activity. User can edit two sets of predefined properties in each TLA (Bower, Craft,
Laurillard & Masterman, 2011):
• Type of the learning experience: social (e.g., a small group activity), personalised
(i.e., unique to each student), or one-size-fits-all (e.g. a lecture).
• Proportions of different types of learning (cognitive activities) that the TLA supports:
acquisition, inquiry, discussion, practice, and production.
The design template has the specific section for the alternative design ideas where teacher
can take care about the advice and guidance on adaptation and consider suitable other
learning activities. There is interpretation for the teaching design by analyzing the learning
experience (acquisition, discussion, inquiry, production, and practice), which it is specified
by teacher-designer when indicates the duration of each TLA. This analysis will help teacher
to review his/her design, make adjustments to the learning design, and reflect upon the
expected pedagogical impact of any changes (Bower, Craft, Laurillard & Masterman, 2011).
After the tested and evaluated the teaching design with students, the designer can share
the design with others. The Learning Designer also integrates an intelligent engine that can
query a repository of learning designs and research literature relating to the learning design
that the teacher is creating. It can get back relevant approaches and templates, and provide
ideas on alternative designs that particularly relate to the user’s context. The tool is also
linked to an extensive online help system that offers users with a glossary of pedagogical
concepts and assists for selecting learning tools. Accordingly, the Learning Designer provides
context-sensitive and focused support to enhance the teachers’ understanding and
effectiveness (Bower, Craft, Laurillard & Masterman, 2011).
We can conclude that the previous tool allows the teachers to find, adopt, adapt, analyze,
experiment, trial in practice, redesign, and share designs. It aims to:
•
•
•
•
•

Build teaching professional community, where the teachers can learn together and
build their knowledge by collaboration and building on the work of others.
Teachers articulate their pedagogy.
Improving their design after adopting adapting and testing, beside benefit from the
feedback and comments of other user or reviewer of the design.
Teachers articulate their effective teaching ideas for others to adopt.
Reduce the teacher workload by adopting ‘pedagogical patterns’ of good teaching and
open resource.

Laurillard commented her approach by the following:
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•
•

•

Teachers react positively to the learning designer tools. They see this as a way of
enhancing teaching, and potentially of saving time.
The learning designer thoughts of sharing designs, re-use, adaptation, advice on
TEL, suggestion of design alternatives, analysis of the learning experience , and
categorization of designs, were all appreciated by teachers.
Teachers remarked on the added value of the detailed descriptions of pedagogy,
which allow them to have a more in-depth conversation about their practice in
order to make a learning design more effective.

Methodology
The approach I will follow in the project is an action research. It is “a disciplined process of
inquiry conducted by and for those taking the action. The primary reason for engaging in
action research is to assist the “actor” in improving and/or refining his or her actions” (Sagor,
2015). The field of education regularly uses action research, an interactive method of
collecting information that's used to investigate topics of curriculum development teaching
and learning, and student behavior in the classroom (McCallister, 2015).
In the action research, the process starts with identifying a problem. Then, develop a plan
and implement it. Here the action is taking the place. After the implementation of the plan,
the researcher will observe the status for the working of plan. When the data is collected from
the observation of the situation, the action research is reflected upon. May be the whole
process will start over again (McCallister, 2015). Furthermore, the researchers try to ensure
reasonable validity and reliability in collecting data by using a process called triangulation
which means using multiple independent sources of data to answer the question.
The research has two phases trying to answer the research questions:
3. Is ‘teaching as a design science’ methodology a valuable approach to improve the
quality of teaching and support for students learning?
4. Can the use of a website similar to ‘teaching as a design science’ help UAE teachers
to improve their practice through collaboration and sharing processes?
Phase 1
Comprises the following steps and will be documented in this paper:
1. Identifying the theoretical perspectives, beliefs and values in the topic of learning
design, explaining the Conversational framework and learning theories used to
construct the learning design tools, exploring the background history of learning
design tools, and investigating the pervious researches to measure the value of those
tools.
2. Creation of an online tool for a learning design that integrates the design pattern
descriptions provided by Luarillard, and some of fields in the lesson plan template
provided by Ministry of Education. This step can be divided into four steps:
a. Illustrating a framework for the learning design tool will be implemented.
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b. Developing a web application by Meteor that gives a simpler way to build
real-time mobile and web apps. It is an open-source JavaScript web
application framework. The language will be used is Arabic.
c. Publishing the learning design tool in the web and adding two sample learning
designs for specific learning outcomes.
d. Advertising the online learning design tool and allowing teachers to use and
share.
Phase 2
Assigning a specific period for open utilization. This period will answer the second research
question by gathering data to evaluate the contribution of the tool to the improvement of
teaching and learning practices.
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Appendix
Appendix 1: Framework for the Tsharok platform:

Appendix 2: Forms of Learning Designer website:
• Developing the learning design template by combining the fields from the design of
Luarillard and the lesson plan supported by the Ministry of education.

Figure 1: the design tab in the Learning Designer developed by Luarillard.
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Figure 2: the lesson plan temblate provided by the Ministry of Education.

Lesson plan
Unit

Title

date

Warm Up
Outcomes

Hint:
Bloom Taxonomy

Sequence of Activity:
+ Add TLA
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1. TLA

Assessment:
Complementarity with other subjects:

Security and Safety:

Sustainable development:

Extracurricular activity:

Teacher’s Reflections

Students’ Feedback
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New Design
Share window:

Print

Import design

Share

Save and turn editing off

Short title:
Description of the lesson:

Choose the category:

Drop-down menu

Share

Browser Page:

Search:
Categories by subjects:

My space

Arabic

English

Islamic

History

Science

Social Studies

Mathematics

ICT

Physics

Biology

Geography

Uncategorized

Chemistry

Geology
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Design and Evaluation of a 21st Century TechnologyEnhanced Training Model for Oil and Gas Vocational
Education in UAE
Hanadi Alsuwaidi
Hamdan Bin Mohammed Smart University,UAE.

Abstract
This proposal provides an overview and an outline of the main steps of the research to be undertaken
in the context of my doctoral studies whose main objective is to design and evaluate a training model
that will be used by ADVETI trainers to enhance the 21st Century Skill sets of O&G trainees. The gap
analysis shows that these trainers lack knowledge in the integration of soft skills vis-à-vis technology
within the ADVETI Vocational curriculum. The model will be co-designed between the researcher
and the trainers. Due to the nature of the trainees attending this course, the model will incorporate
the latest technology tools to create a blended learning mode of delivery
The proposal provides quick needs analysis for the establishment of a sound vocational education
system in the UAE, a concern that I am facing in my daily duties as the Director of a vocational
education institution. The methodology uses a mix of qualitative and quantitative approaches based
on design-based.
Many aspects in this research, reflected in the literature provided a solid basis to build the research.
The first part this proposal will discuss the four skills that will be developed in the model. These
studies are based on similar studies on TVET, research in education and constructive learning
methods, and design based research methodology.
The Technology-Enhanced Training Model (TETM) for Oil and Gas Vocational Education outlined in
this proposal consists in a set of ‘learning that addresses specifically the gaps identified in the gap
analysis. Each learning design will focus on the development of one or more skills.
Several technology-enhanced pedagogical scenarios clarifying the conceptual tools and skills that are
actually required in the work field as clearly expressed in repeated observations received from the
industry and consultations urging ADVETI to introduce new models for a smoother transition
between studies and work.
The proposal clearly shows that our research is one of the first of this kind in the UAE, harnessing the
power of the new tools available today with mobile technologies to introduce reflective practices and
collaborative learning applied to technical tasks and hands-on training. That were so far considered
as second choice education, in order to strengthen the foundations of a TVET system in the UAE so as
to secure a better employability for our graduates.
Keywords: 21 century skills, Vocational Education, TVET, Employability Skills, TETM, Leaning
Designs.
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Introduction
In 2014, the UAE established the Vocational Education and Training Awards Commission
(VETAC) under the auspices of the National Qualifications Authority (NQA) to manage and
coordinate the vocational, technical and professional education and training sector. In
consultation with key stakeholders, VETAC’s mandate includes the development of a quality
assured modern industry-led national vocational education and training system with improved
labor-market integration and information management, development of planned policies and
initiatives, and the establishment of industry-led advisory. (NQA, 2012).
Another initiative is the NQA Qualification Framework Emirates (QFEmirates) that
provides a frame of reference for existing qualifications in the UAE, including Technical
Vocational Education & Training (TVET). QFEmirates measures qualifications through five
strands of learning outcomes reflecting what is expected to be achieved at a given level: 1)
knowledge, 2) skills, and aspects of competence in terms of 3) autonomy and responsibility,
4) role in context, and 5) self-development. There is a clear understanding which is
highlighted in the Framework about the need of the labor market for comprehensive
technological skills, supporting the development of high order skills while offering flexibility
to learn anywhere at any time (NQA, 2012), (Al Suwaidi, H. 2015)
There is a clear emphasis by the UAE government on skill development of the
National population, with the aim of improving access to higher education and work. In 2010
the Abu Dhabi Executive Council created the Abu Dhabi Centre for Technical and
Vocational Education and Training (ACTVET) as a body responsible for TVET in the
emirate. (UNESCO-UNEVOC, 2013), (Al Suwaidi, H. 2015)
According to the national strategy for TVET, the training and development of the Emirati
workforce is a fundamental part of UAE's strategic development plan known as ‘Vision
2021’ for the UAE, and Abu Dhabi Emirate Visions for “2020”and “2030”. In addition to
conventional training, there are opportunities to train a skilled national workforce in TVET
institutions, as the industry-based training is growing promptly. There should be a clear link
between education and industry. If the needs of the industry change, education should be
able to adapt in order to provide future workers with expected skills. (Al Suwaidi, H. 2014)
Despite such initiatives, the effective development of skills that would actually suit
the needs of the employers, along with a shortage of talented teachers to develop these skills,
still remain a challenge that needs to be met by educators and institutions in TVET. (Al
Suwaidi, H. 2014)
The first part of this proposal will provide the background of the study and the
problem statement. The second part comprises literature review relevant to this study. The
literature review will include a description of the skills the industry requires; these skills will
be the core of the model the research will be introducing. After that the researcher will
provide details on which the model will be based on and a introduction of the Design based
research (DBR).
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While Fourth part will comprise of research objective and questions, while the final
part of this proposal will deliberate the methodology which covers the research design and
data collection with a proposed framework for the data analysis.
Background of the study and Gap analysis
The researcher’s involvement as a director of a TVET institute, allowed confirming the
weakness of the model used with TVET trainees and students. Abu Dhabi Vocational
Education and Training Institute (ADVETI) was established to support Abu Dhabi
government in its effort to build an Emirati workforce and manage the challenges of future
employment, when it was clear that the current education system would not cater for the
increasing demand for professionals equipped with highly technical skills. The required skills
include high level ones that have not been so far considered relevant in vocational education
(ADVETI, 2014).
This was the conclusion of a number of meetings with industry, after a one year
delivery of the program. Some of these meeting minutes are provided in the appendix. The
first meetings were conducted on the September 7th 2015 with ADVETI Business
Development Unit (BDU). As a summary of this meeting, there was a clear emphasis that the
current training model needs more development to achieve the current needs of the Oil and
Gas industry. ADVETI will need to consider developing extra skills to cater for these needs
plus the vocational skills that have been provided already in training programs. It was also
agreed that ADVETI will suggest the skills that could be developed in agreement with
trainers and instructors in ADVETI. (Appendix 1)
The second meeting was conducted between the industry and ADVETI campuses in
Sharjah on October 1st. In this meeting ADVETI looked at the skills required by Industry and
agreed that they will provide a new approach for the training. It was agreed with the company
because of the time limit of the program and the industry needs; the current program for
vocational unit will not change, instead ADVETI will develop new model of different
learning scenarios to be added in the program. (Appendix 2)
As the researcher was involved in the first and second meeting, it was agreed that the
work will be conducted in Sharjah, where she is the Director of the Sharjah Institute for
Science & Technology (SIST). Following up the Industry meetings, a brain storming session
held in Sharjah campus with the researcher and the trainers of the program allowed conclude
on the following:
The aim of the meeting was to discuss the eight skills that Oil and Gas trainees must
have by the time they leave ADVTI and head out in the real world. The eight skills are as
follows: Leadership, digital literacy, communication, emotional intelligence,
entrepreneurship, global citizenship, problem solving and team working. These skills were
based on Pearson published report called the Learning Curve, education and skills for life
(2014). The eight skills were identified by Pearson as the 21st century skills. (The Learning
Curve, 2014)
The researcher and the participants had to rank the skills in order of importance. It
was agreed that digital needs, communication, team work and problem solving were the skills
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that are needed the most by our target Oil and Gas industry. It was highlighted that the
curriculum must stay the same and that we must think of ways to imbed these skills within.
Furthermore, as a summary of the session, it was suggested that a plan and a new
model will would be put together to address how to embed these skills in ADVETI training
program. Some of the suggestions were more training for the students on the use of the Ipads
and Apps which will help in the Digital literacy skill. On the other hand overall it was agreed
that more interactive tasks needed to be done in order to increase student communication
amongst peers and teachers which will help increase the communication skill. It was agreed
the In order to increase this skill, it was agreed that technics such as using online feedback
and reification on tasks could improve the communication process.
(Edmodo) as a teacher and student App was suggested as it will help ingrate all the
full skills together. (Edmodo) a very interactive Application to be used with students it helps
connect all learners with the people and resources they need to reach their full potential. It is
a very user friendly app that could be used by teachers and students to enhance all the skills
needed.
Overall the four skills are interlinked and it was decided that the English and technical
departments needed to interlink their curriculums so learning would be maximized. The
researcher concluded that additional meetings must be held to work on the model and the
learning scenarios to be designed so as to augment the capacity to utilize the four chosen
skills in the teaching program. (Appendix 3)
Problem Statement and Significance of the study
A recurrent problem in vocational education in the Arab world has always been to put the
emphasis only on hands-on psychomotor competences while ignoring the inter-relation of
these with the cognitive and affective ones. In addition, even in the scope of psychomotor
competences, traditional technical vocational education and training – TVET - focused
mainly on lower level skills while higher level ones such as problem-solving,
communication, or team-building are more and more on demand by the employers.
Therefore, work readiness is considered a key expectation for ADVETI’s graduates when
entering the workforce, so they be ready for work without needing any further contextualized
training (Heidsiek, 2013) (ADVETI, 2014).
The Problem is the challenge to prepare students with the knowledge of the high
skills, practical and TVET skills and the maturity actually required to build an effective
workforce needed by employers. In addition, to the challenge in the acceptances by the
trainers and teachers to change the teaching method and training adopted now.
Our study takes its roots into repeated industry observations and consultations urging
ADVETI to introduce a new model for a smoother transition between studies and work.
Increasing the employability, strengthening the links between the training centers, the
employers, and building the technical workforce are increasingly required by the evolution of
the UAE society. (ADVETI, 2014).
Establishing closer links with the industry and other stakeholders is an important KPI
at ADVETI, expected in particular to work closely with industry partners to develop
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vocational training programs in operations and maintenance in Oil and Gas fields. The
trainees of these companies - mostly fresh high school graduates with no experience in the
workplace- are required to spend one year in a training program offered by ADVETI. During
this training, they are contracted and fully sponsored by the companies. Although this
sponsorship model may seem very attractive to secure employment at the end of one’s
studies, both ADVETI and companies are still facing major challenges due to a lack of real
employability skills of the trainees at the end of their studies, when they enter the reality of
the world of work. Employability of graduates concerns a wide group of stakeholders: the
public and the private sector, education providers, governmental agencies and ultimately the
graduates themselves (ADVETI, 2014).
Even if it is clear for all stakeholders that the outcomes of the current way of teaching
do not suit the requirements of the industry, a lot of research work remains to do to find the
best way to change the mindset and develop the skills required by the employers so as to
secure the employability of TVET graduates. New pedagogical models and scenarios are
required to develop not only practical skills, but also higher level ones such as problem
solving, team building, reflective and critical thinking, and to make sure that the graduates
will actually be ready to apply those skills in the context of their job, to be responsible and
autonomous in doing so, and to develop new skills when needed. (Barrett, Plotnikoff, Raine,
& Anderson, 2005) (Harun, Mat, 2014) (Heidsiek, 2013) (Jabor, Mingha, Maigari, & Buntat,
2012) (Leijten & Chan, 2012).
The research is very important as it will provide the needed model and framework that
will help build the needed 21st century skills required by the employer. It is also important
because employees are more and more expected to network, to solve problems, and to act
usefully. There is absolute need for soft skills – skills defined in terms of expected outcomes,
such as communication or critical thinking skills – and complex problem-solving skills.
Therefore it’s clear that training and learning can no longer put emphasis just on standardized
learning content if the global goal is to prepare tomorrow’s employees. Education should
adapt to the shifting conditions and provide learners with the required skills. (The Learning
Curve, 2014)
The proposed model is expected to strengthen and improve the work readiness of
these trainees during the pre-employment and training periods and to document the
relationship between the vocational practical training and the theoretical studies.
The model is expected to contribute to solve the above problem by investigating a set
of new pedagogical scenarios with industry trainees during the hands-on training period, so as
to develop conceptual and technical tools supporting the skills required in the work field.
Such pedagogical scenarios are based on reflective and collaborative approaches of internship
during the studies and the early employment period, using technology to bridge the gap
between vocational training and theoretical studies in order to improve employability skills.
The study will investigate how the introduction, of a personal reflective practice supporting
peer-to-peer collaboration during which personal reflections and self-evaluation can be
shared, challenges and shortcomings can be addressed, using the facilities offered by
technology during the practical hands-on training.
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The research which will be conducted is very relating and significant in introducing a
new model that will bridge the gap and developing the 21st century skills required for
employability. The research looked at recommendations that are likely to increase the
employability of graduates in the UAE context: The positive judgments about the suitability
of education significantly improve employability. The new model with the use of new
structured methods of combining classroom-based education with practical work experience,
such as the cooperative education programs common in many developed countries, is highly
recommended.
Definition of Terms
Here the researcher provides definition of some key terms used in this proposal.
• TETM: The technology Enhanced Training Model for Oil and Gas trainees which
will be developed at the end of the study.
• Oil and Gas companies: employers or industry partners, which the trainees have
employment contracts with.
• Oil and Gas trainers: Teachers, instructors who work in ADVETI. Some are involved
in building the Learning Design; many are not and need to trained.
• Oil and Gas trainees: leaners and students who join ADVETI for training program.
Literature Review
Many aspects in this research, reflected in the literature provided a solid basis to build the
research. The first part this proposal will discuss the four skills that will be developed in the
model.
These studies are based on similar studies on TVET, research in education and constructive
learning methods, and design based research methodology.
The Model
The Technology-Enhanced Training Model (TETM) for Oil and Gas Vocational Education
outlined in this proposal consists in a set of ‘learning designs’ (for which we sometimes use
the terms ‘pedagogical scenarios’) that address specifically the gaps identified in the gap
analysis. Each learning design focus on the development of one or more skills that were
identified as currently missing, mainly four skills that appear to be the most suitable to the
type of training conducted in ADVTI with Oil and Gas trainees: digital literacy,
communication, problem solving and team-building. In a spirit of pragmatism, inclusion,
and collaboration between the industry and the training institution, the gaps analysis will be
conducted in close consultation with the industry (for which we sometimes use the term
‘employer’), while the learning design will involve the researcher and most of the teachers
themselves (called sometimes trainers or instructors). (The Learning Curve,2014)
As previously mentioned, these skills were considered part of the global report of
Pearson’s published report called the Learning Curve, education and skills for life (2014).
The report explained how to increase skill levels among adults and explores the relevance of
developed-world and emerging markets. In this research proposal we will define the four
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skills based on dictionary meaning and explain how a new model could help enhancing them.
(Sledd, 2015).
It has become increasingly clear that basic reading, writing and mathematics, while
they are considered essential skills for education and literacy, are certainly not enough.
Recent studies found the importance of non-cognitive skills and the abilities for social
interaction are most evident for the learners. It has been found that teacher-assessed levels of
social correction at the age of 11 as a child’s were correlated with an individual’s likelihood
of employment at 42, and had about one-third of the impact on adult pay. This understanding
is very essential to this new range of abilities which people in education have identified as
‘21st century skills’, including digital literacy, communication, working in teams and
problem-solving. (The Learning Curve,2014)
•

•

•

Digital literacy: is the ability to use digital technology, communication tools or
networks to locate, evaluate, use and create information. It consists in a person’s
ability to perform tasks effectively and apply new knowledge gained from digital
environments. This skill could be enhanced by incorporating digital literacy into
lessons in order to engage students and teachers in lifelong learning skills. It is highly
important that teachers and trainers incorporate digital learning into lesson plans and.
Strategies could include things, such as utilizing Skype, texting, Twitter, or possibly
even games (The Learning Curve,2014), (Sledd, 2015).
Communication: consists in the reporting or exchanging information by speaking,
writing, or using some other medium. Effective communication is about sharing
information in a way that creates shared understanding between all parties involved
about the others’ thoughts and ideas. Teachers can use active listening as the most
necessary skill to develop communication. They could use debate activities which
can develop other valuable skills with communication. Teachers can also devise
activities that educate their students on active reflective skills, so they are able to
develop commutation aspects through reflection (The Learning Curve,2014) , (Sledd,
2015).
Problem solving and team-building are the most closely skills aligned with each
other. Teachers could consider creating projects where the solution will require the
use of all the skills mentioned, with problem solving and team-working skills being
improved while acting as a link for the entire group of students to develop. While
problem solving means finding solutions for some issues, teamwork means that
people cooperate, using their individual skills and providing constructive feedback for
a goal which could be finding a solution for a problem. (The Learning Curve,2014),
(Sledd, 2015).

In most of these scenarios, the learners will be required to maintain reflective diaries
allowing them to document their current hands-on practice, and to change it for a more
conscious and reflective one. By creating a space where students are invited to comment and
share their experiences, shortcomings, difficulties, and achievements, these diaries are
expected to help develop storytelling, critical thinking, experiential learning, problem-
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solving, and team-working skills. In addition, these trainees’ reflective diaries will become a
tool for the trainers and the future employer, giving them a better indication of the actual
awareness and level of understanding of the future employees about their own skills in
relation to the targeted position.
Also, the peer-to-peer sharing of concerns, questions, ideas, and suggestions will
encourage the emergence of communities of practice including not only the trainees, but also
their trainers, and their future employers that can play the role of advisors in the process.
Another scenario will investigate the capacity of students to solve authentic problems taken
from real life situations and case studies based on the priorities set by the industry, such as
health and safety of major importance in the Oil and Gas industry. (Leijten, F& Chan,S,
2012),

Skills requirements for TVET and employability, a review of literature
UAE and GCC
According to a report by the UNESCO-UNEVOC in (2013) about TVET in the UAE, 8.44
million is the population of the UAE. The rates of the labor force are 22.8% of the whole
population and mainly non-nationals. 4% of the total populations are unemployed which are
mainly nationals.
A similar research by Research and Advocacy Department (2012), tackled the issues
and the factors influencing national employability in GCC countries and mainly in the UAE.
According to this research, employability only became an issue in the recent years because
public sector employment levels having reached its capacity. (Research and Advocacy
Department, 2012)
Although the GCC governments have put laws to employ nationals in the private
sector, it is well documented (Mellahi, 2007), that local firms tend to defy laws governing
employment of nationals by, for example, employing the minimum quota required by law,
often in non-strategic jobs. (Research and Advocacy Department, 2012)
In the UAE, the percentage of nationals is 15 to 20 % of the total population and their
share in the private sector workforce is less than 0.5 % (Kerr and England, 2009). The issue
appears to be due the lack of needed skills and work attitudes among these graduates. There
are other factors that influence employability, education is currently seen as inadequate in
producing employable graduates, lack of soft skills, such as conflict solving skills, is a key
hindrance to successful localization. Widespread acceptance of perceptions of which jobs are
and which aren’t attractive to jobseekers would make employers not pursue applications for
low level positions from nationals. Increased exposure of young citizens to the private sector
would significantly improve employability. (Research and Advocacy Department, 2012)
According to this study on the employability of Emiratis, 63.1% of the respondents
agreed with the fact that it makes sense to employ nationals, while only 22% disagreed. On
the Likert scale from 1 to 5, the average score for this statement is 3.76 and its median is 4.0.
48% believe that citizens‟ employability is fitting citizens‟ expectation, while 27% don’t
believe so. Respondents, both in the private and public sectors showed their concern about
Emiratization. 57% in the private sector and 49% in the public sector disagreed with the fact
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that Emiratization only concerns the public sector. There is a significant positive correlation
of employability with compensation, education, and training, and significant negative
correlation with lack of motivation, legal issues, and stereotypes. (Research and Advocacy
Department, 2012)
Africa
A study by the Namibian College of Open Learning (NAMCOL) on Narrowing the Skills
Gap through VET presents evidence of lifelong learning in VET and the introduction of new
approaches. It argues that the introduction of Foundational skills, elementary VET programs
and new qualifications is important not only to meet the new skills demands but also to
address a rapidly growing skills gap created by a slowly responding VET system. Which
could meet all of the country’s education, training and development needs as outlined in
Vision 2030 and the Education and Training Sector Improvement Program (ETSIP):20062013. (NAMCOL,2011).
The study tackles the issue of employability and discusses that improved productivity
requires not only capital investment, but also a work force that has the flexibility to acquire
new skills for the new jobs created as economies and occupations change. The level of
competence of a country’s skilled workers and technicians is a key factor of labor force
productivity. The study argues that skilled workers and technicians enhance the quality and
efficiency of product development; production, maintenance, and that they supervise and
train workers with lesser skills.
The responsiveness of skills training to the requirements of changing economies is
crucial to national efforts to improve competitiveness. In many countries, this will require a
fresh approach to the role of the government in ensuring that the skills needed for
development are efficiently provided. (NAMCOL, 2011).
The study looked at some challenges such as high skill shortages, large numbers of
low-skilled workers and a high unemployment rate, and found the solution in vocational
education and training (VET) as it is vital to prepare individuals for today’s society and
ensure Namibia’s future competitiveness and innovation. (NAMCOL, 2011).
They have suggested some actions to improve vocational education and training help
to provide the skills, knowledge and competencies needed in the labor market. Firstly, skills
achievement is vital for an economy to compete and grow, particularly in an era of economic
integration and technological change. Secondly, Vocational Education and Training (VET) is
a direct means of providing workers with skills more relevant to the evolving needs of
employers and the economy. Finally, A VET system should not only be efficient, costeffective and equitable but must be linked directly to industry needs and requirements.
(NAMCOL, 2011).
The study proposed developing the Yetu Yama Centre into a multi-purpose center for
skills training over a period of time. A wide range of commercial, technical, and vocational
programs were proposed based on the Industry needs to ensure employability and relevance.
This initiative will take NAMCOL a long way towards fulfilling its mission of providing
wider access to quality educational services using a variety of open learning methods.
(NAMCOL, 2011).
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Another paper by Alison Richardon (2011) talked about success Factors in
Introducing Distance, Flexible & eLearning in Technical and Vocational Skills Development.
This research involved eleven partner institutions in six African countries. It was supported
by the Commonwealth of Learning through local solutions using educational media and
technology in technical and vocational education and training (TVET). (Richardson ,2011)
The paper proposes a four-dimensional model for assessing institutional readiness for
new approaches which facilitate the best opportunities for success. It describes how a
combination of online and face-to-face training coupled with the development of a
community of practice on a social networking platform is contributing to individual,
institutional and system development. Richardson and the partner institutions worked in
developing skills, by developing appropriate models of skills development using appropriate
technologies. They offered capacity building opportunities including workshops and online
courses. They also helped institutions to develop materials. (Richardson, 2011)
They reported that a new model for the 21st Century is needed and that this model
will include ICTs used in flexible and blended approaches. The goal of Flexible Skills
Development is to increase access to skills training, particularly for people working in the
informal sector so they can improve their livelihoods. COL’s approach is to impact on the
provision of training for the informal sector through the formal TVET system. They designed
a set of capacity building activities. Institutional managers, administrators and teaching staff
are participating in a series of capacity building activities which included online training on
the COL Moodle learning management system, workshops, institutional visits and
experiential learning. (Richardson, 2011)
Education and Technology
Educational technology can be considered as a design science or as a collection of different
research addressing fundamental issues of learning and teaching. Hence, educational
technology could be reflected on theoretical knowledge drawn from different disciplines
(such as communication, education, psychology, sociology, philosophy, artificial intelligence,
computer science, etc.) and other information and knowledge which can be brought from
educational practice. Educational technology aims to improve education in that technology
should facilitate learning processes and increase performance of the educational systems
around the globe.
Educational technology research always had an ambitious agenda. As it aims at
pedagogical change and can be considered as a design science, it also addresses important
issues of learning, teaching and consequently it makes use of a diversity of modern social
science and life sciences methodology.
"Technology provides us with powerful tools to try out different designs, so that instead of
theories of education, we may begin to develop a science of education. But it cannot be an
analytic science like physics or psychology; rather it must be a design science more like
aeronautics or artificial intelligence. For example, in aeronautics the goal is to elucidate
how different designs contribute to lift, drag maneuverability, etc. Similarly, a design science
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of education must determine how different designs of learning environments contribute to
learning, cooperation, motivation, etc." (Collins, 1992)
Technology is therefore both a tool and a catalyzer and it can become a medium
through which change can happen. For that, educational technologists don’t consider
computers as tools or a piece of equipment. As educational technology is concerned about
teaching and learning, then a computer has a contribution to make irrespective of its use as a
resource of application, for the design of computer-based learning environments gives us a
new perception on the nature of teaching and learning and on general educational purposes
(Collins, 1992), (Dix, 2007, (Wang.et.al, 2005).
Theoretical Framework
The learning designs to be proposed in TETM model that the research will introducing will
be built mainly on well-known research work and general theories of adult education
(Knowles), knowledge building (Bereiter), constructivist learning environments (Jonassen).
This proposal will provide a basis of choosing DBR model as part of its theoretical
framework. The DBR will be discussed again as methodology.
According to constructivists, learning involves the understanding of phenomena such
as the construction of a mental model representing complex phenomena. Thus learning
environment should be designed to enhance significance making, then those interactions are
meaningful within the principles of the constructivist learning theory and within the context
of interactive learning environments that have been designed according to the theory of
constructivism (Gergen, 1999). (Woo & Reeves, 2007, p. 17) “Constructivism is a
poststructuralist psychological theory (Doll, 1993), one that understands learning as an
explanatory building process by active learners interacting with their surround – the physical
and social world” (Fosnot, 2005, p. 34).
Constructivists believe that the learning process is constructed by learners and their
community based on their experiences and knowledge of the world. The mind constructs its
own conceptual ecology for interacting with, understanding, and making meaning for that
world. Rather than being independent, knowledge, according to constructivists, is embodied
in human experience, perceptions, imaginations, and social representations. (Jonassen et al.,
2007, p. 46)
Scardamalia and Bereiter (2006) have developed a model of the knowledge-building
community that is a combination of situated learning, writing-to-learn and community
building. Learning is situated in the activity in which it takes place as learning is doing. As
significant learning will only take place if it is implanted in the social and physical context
within which it will be used (Brown et al 1989) Oliver (2000). Situated learning occurs when
students work on authentic tasks that take place in real-world setting. (Lave, &Wenger,
1991)
Jonassen (1999) has developed the constructivist learning environments (CLE) to
represent an environment in which the learner is a meaning maker, a knowledge builder. The
model conceives of a problem, question, or project as the focus of the environment, with
various informative and knowledgeable support systems surrounding it. The goal of the
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learner is to understand and solve the problem or complete the project. Related cases and
information resources support understanding of the problem and suggest possible solutions;
cognitive tools help learners to interpret and manipulate aspects of the problem; conversation
/ collaboration tools enable communities of learners to negotiate and construct meaning for
the problem; and social/contextual support systems help users to implement the CLE
(Jonassen, 1999, p. 217).
Learning activities – exploration, articulation, reflection - are supported with suitable
instructional activities. Learners improve their performances until they reach their own
creative and original way of performing. The trainer helps them in this learning curve,
“motivating learners, analyzing their performances, providing feedback and advice on the
performances and how to learn about how to perform, and provoking reflection on and
articulation of what was learned” (Jonassen, 1999, p. 232).

Figure 30 Jonassen Model for DCLE
Knowles’ andragogy
Since ADVETI’s target learners are mostly adults, the specific aspect of adult education –
andragogy - as opposed to K12 pedagogy- need to be present and highlighted in any proposed
program or model of vocational education. Knowles (l998) considered as the major reference
in adult education defines six principles:
• Adults are internally motivated and self-directed.
• Adults bring life experiences and knowledge to learning experiences.
• Adults are goal oriented.
• Adults are relevancy oriented.
• Adults are practical.
• Adult learners like to be respected.
Adults need to be involved in the planning and evaluation of their training and
learning by self-concept and motivation to learn. Experience provides the basis for learning
activities. Adult learning is rather problem-centered than content-oriented. Adults are
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interested in learning subjects that have immediate relevance to their job or personal life, and
to have the readiness to learn. (Knowles el.al, 1998). This is in line with the idea of
continuous education or lifelong learning, where there is no clear boundaries between work
learning, and innovation or knowledge emergence (Brown & Duguid, 1991). In this case, we
would also talk about professional development and training, aiming at up skilling and nonformal adult education, that include learning skills or learning for personal development.
Knowles suggests that educators need to show interest in the student's thoughts and
opinions, to lead the student toward inquiry, provide regular feedback, and set tasks for the
student that reflects on. Students become ready to learn when "they experience a need to
learn it in order to cope more with real-life problems" (Knowles, 1998 p 44). The role of
educators is to facilitate the student's readiness for problem-based learning and increase the
student's awareness of the need for the knowledge or skill presented. For example, trainers
may provide a vocational hands-on activity on a topic of choice and ask the students to reflect
on the task that was given. Adults like to be given opportunity to use their existing
experience, and apply it to their new learning experiences. Educators need to assist them to
draw on those experiences by problem-solving and reflecting. They also facilitate reflective
learning opportunities which can assist the student to examine existing learning based on life
experiences and move them toward a new understanding of information presented. Another
example is provided by an instructor asking the students to reflect on what they expect to
learn prior to the experience, on what they learnt after the experience, and how they might
apply what they learnt in the future, which is roughly the principle of the flipped classroom
(Bishop & Verleger, 2013).
Design-Based Research
The design-based research (DBR) paradigm reflects through most reports and publications
about research trends in ODL, Learning, and Technology-Enhanced Education. Advanced
initially by (Laurillard, 2012) (Wang.et.al, 2005) design based research suggests synergistic
associations among researching, designing, and engineering. This is very clear in Figure 2
which explains the different approaches of Design-Based Research Paradigm. Design
investigates and evidences both scientific and educational values through the active
involvement of researchers in learning and teaching procedures and through “scientific
processes of discovery, exploration, confirmation, and dissemination”. (Kelly,2003)
Design-based research is not just an approach as it is a cycle of approaches, with the
aim to producing new theories, facts, and practices that account for and potentially impact
learning and teaching in realistic settings. Researchers are themselves involved in developing
contexts, frameworks; tools and pedagogical scenarios. In a design-based research situation,
the researcher is not only an observer, she/he is actually involved analytically into working
on these contexts in ways that allow them to improve and generate evidence-based claims
about the learning that actually happens.
Cobb, diSessa, Lehrer, & Schauble (2003) stated:
Prototypically, design experiments entail both “engineering” particular forms of learning
and systematically studying those forms of learning within the context defined by the means
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of supporting them. This designed context is subject to test and revision, and the successive
iterations that result play a role similar to that of systematic variation in experiment. (p. 9)

Figure 31 Design-Based Research
The foundation of design-based research is to promote, sustain, and understand
innovation in an educational context, and the development and adoption of ICT in
educational practice. Design-experimentation has become, over the past decade, an gradually
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accepted mode of scholarly analysis suitable for the theoretical and practical study of change
in day to day educational situations brought about by complex educational interventions
(Bell, 2004) , (Cobb et al., 2003).
Design-based research brings together research on educational practice and its effects
by employing the scientific processes of discovery, exploration, confirmation and
dissemination (Kelly,2003). This interconnection of research and practice complements the
fundamentally interventionist nature of education and provides practical and theoretical
progress in the field by conducting empirical research in naturalistic settings. Cobb et al.
(2003) suggest:
Design experiments ideally result in greater understanding of a learning ecology—a
complex, interacting system involving multiple elements of different types and levels—by
designing its elements and by anticipating how these elements function together to support
learning. Design experiments therefore constitute a means of addressing the complexity that
is a hallmark of educational settings. (Cobb et al., 2003).
Conceptual Framework
Based on the Literature Review and the Theoretical framework, the research will use the
foundation of learning theories and Design-Based Research as a conceptual framework of the
study TETM to design and implement of new learning model for Oil Gas trainees. While the
conceptual framework for the methodology is drawn from the Design-based approaches in
educational technology (Reeves,2006). This will be described in details in the Methodology
section.

Constructivist
learning
environments
CLE

Knowles’
Andragogy

Knowledge
Building

DBR

TETM
Figure 32 Conceptual Model
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Objectives and Research questions
The main objective of this study is to design and evaluate a training model that will be used
by ADVETI trainers to enhance the 21st Century Skill sets of O&G trainees. The gap analysis
shows that these trainers lack knowledge in the integration of soft skills vis-à-vis technology
within the ADVETI Vocational curriculum. The model will be co-designed between the
researcher and the trainers. Due to the nature of the trainees attending this course, the model
will incorporate the latest technology tools to create a blended learning mode of delivery.
Research Objectives
1. To produce and design with collaboration with the O&G trainers a technologyenhanced training model.
2. To use the technology-enhanced model to create different learning designs for
different content areas based on the skills highlighted ( Digital Literacy,
Communication, Problem Solving and team working).
3. To conduct a pilot test of the learning designs using the technology enhanced model
4. To train the teachers to use the technology enhanced model.
5. To conduct a formative evaluation of the learning designs based on the technologyenhanced model
6. To conduct a summative evaluation of the technology-enhanced model and learning
designs
Research Questions
1. What will be the learning scenarios designed and developed in the technology
enhanced model?
2. How to evaluate and refine the model designed?
3. What is the feedback from the trainers on the use of the model?
4. How will the trainers be trained to use the model?
5. How the Model will be tested Oil and Gas trainees?
6. What are the results of the summative evaluation of the technology enhanced model
and learning designs?
7. What are the perceptions of Oil and Gas trainers on the learning designs and
technology enhanced model?
8. What are the perceptions of Oil and Gas trainees on the learning designs and
technology enhanced model?
Methodology
Research Design
Design-based research as method of research:
Although many different methodologies can be used by researchers in education, pragmatic
approaches leading to immediate improvement of teaching for a better learning are becoming
a priority, particularly in developing countries where educational systems evolve very
quickly.
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Mix-method could be used in DBR approach, quantitative and qualitative analysis
will be used to collect data in this research which will provide the foundation to design a
leaning model.
In their introduction to a rationale for action research in education, Brydon-Miller,
Greenwood, and Maguire (2003) who are members of the editorial board of the ‘Action
Research’ journal, insisted on the need for the teachers themselves to better understand what
is happening in their classroom, and thus to be empowered to develop our teaching most
effectively, instead of being lectured by outside researchers. The same argument was
developed by Todd (2014), putting a lot of emphasis on realism, and the need for the teachers
to collect data and evaluate their own teaching as insider participants.
In the same manner, one finds design-based research whose principle is to use design
experimentation allowing to improve and generate evidence-based claims about learning in
realistic contexts, many of which being designed and systematically changed by the
researcher (Brown, 1992) (Collins,1992).
The use of technology in education has become an important aspect of the education
sector all around the world. Technology and computers plays a major role in education now
and it is becoming more important every day. Research paradigm and design-based research
methods of the development of technology in education should be observed closely.
Everyday teaching practice and the adoption of technology in the classroom is strongly
influenced by the chosen paradigm in which the research is framed. (Dix, 2007) (Bauder et
al., 1997).
Haertel and Means (2004) called for research that addresses the questions that
educational leaders and teachers care about, and the use of research findings to inform and
transform practice. They explore more by addressing the situation by, discussing the
development of a theory-driven research design that accommodates complex interventions
that can be informed and improved through empirical study. The recent emergence of an
important research method, called ‘design-based research’ (Design-Based Research
Collective, 2003), provides a sound basis from which a more explicit framework is
developed.
One of the major domains and paradigms in learning and education is the design
based research, which needs to be framed in an appropriate paradigm that give more
understanding of how and why an innovation works within and across settings over time (
Bauder et al, 1997); (Brown, 1996).
"Technology provides us with powerful tools to try out different designs; a design science of
education must determine how different designs of learning environments contribute to
learning, cooperation, motivation, etc." (Collins,1992)
Design-Based Research and Formative Evaluation
Barab and Squire (2004) suggest that design-based research has a number of common
features, including the outcome in the creation of theories on learning and teaching, which are
interfering (involving some sort of design), take place in realistic contexts, and are iterative.
They explore further by suggesting that design-based research is a formative evaluation that
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allows learning- researchers to better understand the environmental validity of theoretical
claims.
Education is an applied field, and learning researchers are always seeking to produce
detailed results such as engaging students in the making of science, creating online
communities for professional development, or creating history classrooms that confront
student’s prior beliefs about race, gender, or class. It is important to distinguish between
existing methods for understanding learning and design-based research. Collins (1992),
explain this issue by contrasting several different methodologies with design-based research.
To underscore both the similarities among and distinctions between design-based research
and related methods, researchers define design-based research as a systematic but flexible
methodology aimed to improve educational practices through iterative analysis, design,
development, and implementation, based on collaboration among researchers, teachers and
students in classroom situation, and leading to contextually sensitive design principles and
theories.
Design-based research is both based on, and conducted in order to generate; theory;
the simultaneous pursuit of theoretical goals differentiates design-based research from
formative evaluation (Barab & Squire, 2004).
According to these authors, design-based research requires more than simply showing a
particular design works but demands that the researcher (move beyond a particular design
exemplar to) generate evidence-based claims about learning that address contemporary
theoretical issues and further the theoretical knowledge of the field.
For example, Barab, Hay, Barnett, and Keating (2000) conducted design-based research in a
university classroom context, iteratively refining course materials each semester so as to
advance a hands-on learning framework that was conceptually rich and theoretically
grounded.
More work was done in the same field during the past decade, literature on the design
of technology-enhanced learning design and design-based research theoretical frameworks,
adding to this work. Wang and follow academics (2004) explore these ideas. This idea
emerged from the use of design- based research and the need to involve technology in the
design.
In order to explain the context and conditions associated with change in educational
practice, design-based research should show the following five characteristics (DBRC, 2003)
(1) The design of learning environments and learning experiences are attached with theories
of learning.
(2) Development and research is through a nonstop cycle of design, enactment, evaluation
and redesign.
(3) Research on design leads to sharable knowledge and practice that can be communicated to
practitioners and other designers.
(4) Research must account for how and why designs work in authentic settings.
(5) Accounts of research must describe and connect processes of enactment with outcomes of
interest.
Technology-based learning and instructional systems were students acquire skills or
knowledge, usually with the help of teachers or facilitators, learning support tools, and
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technological resources. (Wang.et.al, 2005) With the rapid development of new
technologies (e.g., computers, wide-area Internet, and PDAs), TELEs Technology-Enhanced
Learning Environments have generated considerable enthusiasm within the design
community.
Learning sciences researchers explore cognition in situation, at times highlighting one
more than the other but with the broad goal of developing evidence-based. This idea is
explored more by Sasha Barab and Kurt Squire (Barab, Squire 2004). In their explanation of
Design-Based Research the work involved the development of technological tools,
curriculum, and especially theory that can be used to understand and support learning.
Design-Based Research and Technology-Enhanced Learning
The rapid expansion of new technologies (e.g., computers, Internet, and tablets) has a
significant impact on the design based research, making rapid design and prototyping not
only more accessible, but also easier to track, record, and analyze. As a result, TechnologyEnhanced Learning Environments (TELEs) became increasingly popular with both students
and teachers. Researchers in collaboration with members of the education field such as
teachers, started to design and implement interventions to enhance and improve primary
designs.
In TELE practice, design-based research methods have been utilized widely,
including technology-supported inquiry learning (TSIL); (Edelson, Gordin & Pea, 1999),
web-based inquiry science environment (WISE) , knowledge integration environment (KIE);
(Bell & Linn, 2000; Linn, Clark, & Slotta, 2003; Linn, Davis, & Bell, 2004), and computersupported intentional learning environments( CSILE), (Hewitt & Scardamalia 1998) &
(Bereiter, 1994).
Researchers address practical issues to promote fundamental understanding about
design, learning, and teaching (Orrill, 2001). The Jasper Series (CTGV, 1997), for example,
was developed through gradually refining the theory of anchored instruction that has widely
informed TELE design and practices.
Design-based research is also grounded in real-life contexts where students and
teachers cooperate with one another, and within design settings rather than in laboratory
settings isolated from everyday practice (Brown & Campione, 1996; Collins, 1996) (Lave &
Wenger, 1991).
Interactive and Flexible Design-based research stresses on the collaboration of
teachers and researchers throughout the processes (Cobb et al., 2003).
It is commonly agreed today that networking of computers has opened a wide range
of collective abilities. It helps people in terms of people sharing their experiences and thought
in several communities and generating collective systems together. The network study
method links the social context to individual capacity by relating, how people generate,
continue, support and activate their personal social networks (e.g. Brown & Duguid, 1991;
Hakkarainen et al., 2004).
With this, the content of vocational and professional education programs should be
linked with well-organized practice in workplaces, which should provide beginner workers
with the bases for their careers. The model of learning processes and collaborative learning
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should address the new challenges in working life. Also for professional and work place
learning, it is important to make use of a larger variety of theoretical ideas and empirical
findings of learning research which focus on individual and collective learning processes.
There are valuable theoretical approaches in different fields of learning research,
which have not been widely used within the professional learning research community.
(Hakkarainen et al., 2004) (Charles, C. M. 1995)
Based on the earlier argument and research on DBR and the work of other researchers
the design based research will be used in the research as a method to develop the needed
model and learning scenarios and gather the needed data.
Conceptual Frame work
Reeves’ model
As DBR approach includes working on real problems in learning and finding solutions, and
trying to implement them. This leads us to use the work of Reeves as the conceptual
framework for the research. The design-based research approach (Brown, 1992; Collins,
1992) has been succinctly summarized by Reeves (2006) into four phases as the following:

Figure 33 Reeves DBR phases
Phase 1
Herrington, J., McKenney, S. Reeves, T.C., & Oliver, R. (2007) suggest that in this phase the
researcher works with the practitioners and the teachers to analyze the educational problem.
This corresponds to the gap analysis which was done in the beginning of this proposal.
Based on the same gap analysis, teachers and the researcher have explored together the nature
of the educational issue or problem facing students. It is important for teachers to be involved
in this phase so that the full extent of the problem is known, rather than being interpreted
solely by researchers. This could be done by interviews and notes taking or audio tape their
comments. A focus group could be conducted. (Herrington, J., Reeves, T.C., & Oliver, R,
2010)
For the purpose of this research the researcher with the teachers had a focus group
session which was videotaped and minutes of meeting was taken as evidence and data
gathering. Furthermore the literature review is also conducted in this phase to refer to the
work that has already been done in the area, or in related areas, and how similar problems
might have been addressed.
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This proposal addresses some of the literature; the researcher will include more
studies and research in the final version of the study.
The final part of this phase which was the initial investigation of the problem, related
literature and practitioners’ ideas, the research objectives which should be drafted? In this
proposal it was clear that the problem was about the needed skills for the Oil and Gas trainees
and the need to provide a new leaning model.
Phase 2
This phase involves the development of solutions to the problem addressed by using existing
design principles and technological innovations. A solution to the problem will be proposed
that can be implemented in the classroom or educational setting. In order to create the
solution, once more the literature is consulted to find relevant theories that can guide
thinking, as well as existing design principles that may have addressed a similar problem.
(Herrington, J., & Reeves, T.C.2011).
In this proposal the researcher suggested couple of design principles and theories that
will help in the design of learning scenarios and the model. Jonassen, D. H. (1999) proposed
principles that helped conceiving constructivist learning environments. This model provides
multiple representations of reality, which avoid generalization. Provide real world, case
based learning environments, foster reflective practice, and support collaborative construction
of knowledge through social negotiation, not competition.
The researcher with the teachers will start the design of the intervention or solution to
the problem that was explored in Phase 1. This step can take some analysis, as you will need
to combine theory of learning with existing principles as well as ideas from the teachers. For
example the solution will involve theory like situated learning, problem-based learning or
communities of practice, and reflective approach. Using the theory and principles from the
literature review, and focus group with the teachers, the researchers with the teachers will
design five learning scenarios. These scenarios should be designed to implement the 21centry
skills addressed in the analysis. As one of the skills is digital literacy, it was suggested in the
analysis that the solution is technology-based, so innovative technologies can be part of the
solution. The design should suggest technologies that might be useful for the students to use
as cognitive tools, as well as for delivery of content. For example, computer programs,
websites, mobile technologies. By the end of this phase, the researcher will have produced
five learning scenarios, decided upon appropriate technologies. (Herrington, J., McKenney,
S. Reeves, T.C., & Oliver, R, 2007). This phase will be relating to RQ 1.
Phase 3
Once different learning scenarios have been designed and developed (in Phase 2), the next
phase of design-based research is the implementation and evaluation of the proposed solution
in practice.
Design-based research is not a methodology, but a research approach. While both
qualitative and quantitative methods may be used, it is worth noting that: ‘Design researchers
do not emphasize isolated variables. While design researchers do focus on specific objects
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and processes in specific contexts, they try to study those as integral and meaningful
phenomena’ (van den Akker, Gravemeijer, McKenney, & Nieveen, 2006, p. 5).
The solution designed in Phase 2 will be evaluated in Phase 3, this will be done
through learning judges or specialists in the field. The learning scenarios will be sent to 2
internal specialists and 2 external. A survey will be sent to them to collect qualitative data.
The Survey will be designed using Gagne, R. (1985) instruction items. After collection of the
information from the specialists a final model will be designed. (Appendix 4)
The final design will be sent to all Oil and Gas groups teachers in the project to get
their final feedback on the use of the final model. The Survey will be designed also using
Gagne, R. (1985) instruction items. (Appendix 4) The data will be collected will be
qualitative and quantitative data. This will be cycle one of Phase 3 and it will answer RQ 2
and RQ3.
Once the final model is agreed on, the researcher with the help of two teachers will
train the rest of the teachers on the use of the model. The data will be collected through pretraining Questionnaires and after training Questionnaire, which will be Qualitative and
Quantitative data. This will be cycle two of phase 3 and it will answer RQ4
Once the training is done the model will be tested on four groups of Oil and Gas trainees, the
duration of the test will be six weeks. The data will be collected from the class observation.
This will be summative evaluation of the technology enhanced model and learning designs.
This will be cycle three of phase 3 and it will answer RQ5 and RQ6.
Phase 4
Once a learning environment or intervention has been implemented, evaluated and refined in
cycles, the final phase will be to produce the final model and learning scenario and get the
final input from the teachers and students.
Here we will need to get the teachers and students to give us their perception on the
learning designs and technology enhanced model. This will answer RQ7 and 8 of the
research as this survey will collect quantitative data.
The table below provides the working step and a time line of the phase’s disused above.
Role of Action

Oil and
industry
Oil and
trainers
Oil and
leaners
learning

Phase1
Identify
LD
Gas 1 hour meetings
every month
Gas 1 hour meeting
every month
Gas

Phase 2
Develop
LD

Phase 3
Test
LD

Phase 4
Evaluation

2 hour weekly 2 hours training 2 hours meeting
meeting for 4 for 4 weeks
for 4 weeks
weeks
4
hours
of
testing for six
weeks
4 specialist
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specialist
Researcher

1 hour meeting
Involved
and Involved
and Involved
and Involved
and
carried above
carried above
carried above
carried above

Population of the study
As the study will be in Sharjah institute of Science and Technology, the sample population
will be chosen there, this is called convenient sampling as the subject of the study is
accessible to the researcher and can easily obtain data needed.
The target population of the research will be 30 trainers; a sample of 10 will be used
to develop the learning scenarios with the researcher.
The target group of the evaluation on the student will be four groups; each group will be
around20 students of Oil and Gas trainees. Hence, the model will be tested and evaluated on a
total of 80 students.
Data collection and instruments
Both qualitative and quantitative data will be collected during the study.
Surveys and questionnaires will be used to collect quantitative data, while class observation
will be used to collect the qualitative data.
The different questionnaires and surveys will include questions about the design used based
on Gagne’s nine events instruction (Gagne, R. (1985).
Other surveys will include questions about the training used and based on knowledge of
technology, pedagogy and content.
Reliability and validity tests of the instruments:
The researcher will do reliability and validity tests on the instruments used in this research.
Charles (1995) observes that reliability with questionnaire [test] items can be determined
through the test-retest method at two different times. This attribute of the instrument is
actually referred to as stability. If we are dealing with a stable measure, then the results
should be similar. A high degree of stability indicates a high degree of reliability, which
means the results are repeatable.
Reliability could be obtained by using Cronbach’s alpha test on the questioner. (Quinn
Patton, M. Cochran, M, 2002)
Framework for Data Analysis
Mapping Research Questions to Methodology, Data Analysis and Expected Results
Research
Questions
1

Sources of Data

Sample
or Types
population
Data

of Analysis
Technique or
Outcome
What will be Using the theory and 10 Trainers
Qualitative
Five learning
the
learning principles from the the researchers data
scenarios
scenarios
literature
review, with
the
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2

designed
and and focus group
developed
in Interviews with the
the technology teachers.
enhanced
model?

teachers
(Trainers) will
design
the
learning
scenarios

How to evaluate
and refine the
model
designed?

Qualitative
data
The Survey
will
be
designed
using Gagne
instruction
items.
30 trainers
Quantitative
and
Qualitative
data
Designed
using Gagne
instruction
items.
30 Trainers
pre-training
Questionnair
es and after
training
Questionnair
e.
Qualitative
and
Quantitative
data.
Four groups of Qualitative
Qil and Gas
trainees,
the
duration of the
test will be six
weeks.
80 trainees
80 trainees
Quantitative
and
10 trainers
Qualitative

Learning scenarios 4
learning
will be sent to 2 specialists
internal specialists
and 2 external.
Survey

3

What is the Survey
feedback from Observations
the trainers on interviews
the use of the
model?

and

4

How will the Researcher with the
trainers
be help of two teachers
trained to use will train the rest of
the model?
the teachers on the
use of the model.

5

How will the Pre-post test and
Model be tested Class observations
with Oil and
Gas trainees?

6

What are the Survey
results of the Observations on the
summative
use of the Model
evaluation
of

Refined
Model

SPSS:
Frequency
counts, mean
and SD
Final Model

SPSS:
Frequency
counts, mean
and SD

Evaluation of
learning
designs

SPSS:
Frequency
counts, mean
and SD
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the technology
enhanced model
and
learning
designs?
7

What are the Survey
perceptions of
Oil and Gas
trainers on the
learning designs
and technology
enhanced
model?

30 Trainers

Quantitative

Snaps on the
platform used
with
the
model
perceptions

8

What are the Survey
perceptions of
Oil and Gas
trainees on the
learning designs
and technology
enhanced
model?

80 trainees

Quantitative

perceptions

Timescale
Tasks
Timeframe
Phase 1 [Deadline December 2015]
Refine/finalize research question
Refine/finalize research model
September 2015 – December 2015
Refine/finalize methodology
Finalize literature review
December 2015- February 2016
Design Model
Phase 2 and 3 [Deadline September 2016]
Collect data
February 2016 – June 2016
Analyze Data
Write final work
July 2016- September 2016
Submit final work
TBC 2017
Review and defend
Ethics statement
“I hereby certify that I am the author of this document and any assistance received in
preparing this report is fully acknowledged. I have also cited all sources from which I
obtained ideas, data and words”.
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Appendix
Appendix 1
MINUTES OF MEETING
Date
September 7th 2015
Time:
11:00 am
Venue:
Al Jazzera Board room
Chair:
BDU
Attends:

BDU, Institutes Directors, Oil and Gas companies

Agenda Items
Review of Oil and Gas Program requirements.
The following action was agreed on:
Require additional focus on skills needed.
ADVETI Programs to be revised to include the skills required by industry as well as the
vocational skills.
There was a clear in emphasis that the current training model needs more development to
achieve the current needs of the Oil and Gas industry.
ADVETI will suggest the skills could be developed with the agreement with trainers and
instructors in ADVETI.
Meeting was closed at 12:PM and it was agreed additional meeting will be held soon.
Appendix 2
MINUTES OF MEETING
Date
October 1st 2015
Time:
10:30 am
Venue:
Sharjah, Meeting Room SIST
Chair:
BDU
Attends:

BDU, Sharjah Director, Oil and Gas companies,
Academic Manager SIST

Agenda Items
Follow up meeting review of Oil and Gas Program requirements.
ADVETI looked at the skills required by Industry and agreed that they will provide a new
approach for the training.
It was agreed with the company because of the time limit of the program and the industry
needs; the current program for vocational unit will not change instead ADVETI will develop
new model.
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Program revised to add Learning scenarios that will build the skills needed.
It was agreed that these leanring sccoures will be developed and conducted in Sharjah.
Meeting was closed at 11:30 PM
Appendix 3
MINUTES OF MEETING
Date
Time:

Chair:

Thursday, 5th November, 2015
03:00 pm
Sharjah Institute of Science and Technology –Meeting
Room
Director of SIST (Chair)

Attends:

10 teachers ( 5 English, 4 Vocational and 1 ICT

Venue:

Agenda Items
• To discuss how to develop Oil and Gas program.
The aim of the meeting was to discuss the 8 skills that students must have by the time they
leave the educational sector and head out in the real world. The eight skills are as follows:
Leadership, digital literacy, communication, emotional intelligence, entrepreneurship, global
citizenship, problem solving and team working.
Meeting Chair welcomed everyone and introduced the aim of the meeting. Everyone
had to rank the skills in order of importance. It was agreed that digital needs, communication,
team work and problem solving were the skills that are needed the most by the industry.
Chair questioned how digital needs can be adapted by our environment. It was highlighted
that the curriculum must stay the same and we must think of ways to imbed these skills
within.
In the discussion it was mentioned by teacher 1 that there is not enough ICT on the
student's timetable and this was something that has to be adjusted in order for our students to
be up to date with the learning apps. Another suggestion from the group was to use monthly
projects to entice students to use their ipads more. An example of this was that students could
perhaps make a short video on how to change a car tyre. This would mean that students will
have to use their own initiative as the job roles will have to be distributed and the use of
video making apps is utilized. Teacher 2 suggested that Ipad training should be done at the
point of orientation which was agreed upon.
The next skill to be addressed was communication. Teacher 3 proposed the idea of
debates in lessons. It is evident that students do like to be vocal and those of higher ability
can benefit from this. Also, it came to light that communication from the teacher- student
perspective needs to be looked into. Suggestions such as using online marking and feedback
(Edmodo) can improve the communication process. Teacher 4 stated how he uses ICT to
communicate with learners by putting key words in Arabic so learner understanding

498

ISSN 2414-6099

increases. Overall it was agreed that more interactive tasks need to be done in order to
increase student communication amongst peers and teachers.
The next skill was team work which coincides with problem solving so the two were
merged. Teacher 5 mentioned that learners like to engage in healthy competition and it would
be ideal to have classroom completions which aid learning. The example given was of using
red and green colors on a leaderboard so learners have a visual of where they are at. It was
agreed that monthly tasks/ case studies need to be put in place and then learners can showcase
their work.
An issue which arose was lack of motivation amongst learners. One way to tackle this
is by introducing reward and recognition. Everyone agreed that this step has to be taken as
soon as, examples such as having a monthly awards ceremony where students are awarded
for their attendance, effort in class, most improved and student of the month.
Teacher 6 and 7 mentioned that teachers need to be facilitating learners rather than
using the traditional method of teaching. This step will take time and will be gradually put in
place. It was agreed that teachers should undergo training on educational apps as well as
motivating learners.
Overall the four skills are interlinked and it was decided that the English and technical
department need to interlink their curriculums so learning is maximized. Chair concluded that
we will meet again to discuss in detail how we can increase learner morale and how we can
cross curricular between units.
Finally Chair stated that once a thorough plan is in place education specialists will get
involved to set up pacing plans and templates that will enable us to utilize the four chosen
skills in our teaching. The next meeting date is yet to be announced.
Appendix 4
Gagne’s Nine Events of Instruction
1. Gain attention
2. Inform learners of objectives
3. Stimulate recall of prior learning
4. Present the content
5. Provide “learning guidance”
6. Elicit performance (practice)
7. Provide feedback
8. Assess performance
9. Enhance retention and transfer to the job
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LEAN Learning & Innovation Synergy
Shazia Naser-Ud-Din
Hamdan Bin Mohammed Smart University, UAE

Abstract
The LEAN concept in Higher Education (St Andrews Scotland Model 2006) is rather new however,
there is a huge demand in current era to provide postgraduates with greater satisfaction of learning
and training particularly in a clinical setup. Moreover, the new generation of learners are very
techno savvy. The question now is how to provide time effective and efficient learning (LEAN concept)
with the technological advances through E-Learning. Several aspects are to be explored with the
teaching experience particularly at Hamdan Bin Mohammed College of Dental Medicine at Dubai
HealthCare city Dubai UAE. Future directions for higher education in general and Orthodontic
specialty in particular shall be discussed.
Keywords:LEAN, Higher Education, E-Learning, Edutainment

Introduction
LEAN a concept from Japan (Toyota Industry) works on the principle of highest efficiency
and productivity with enhanced customer satisfaction and minimal waste of resources. A
simple definition of LEAN by Robinson and Yorkstone (2014) is eloquently stated as:“the
right people continuously searching for the simplest and smoothest process in order to meet
customer needs perfectly”Most work on LEAN is confined to the industry model for
productions. LEAN is also making way into HEALTH sector for quality assurance and higher
patient satisfaction experience. LEAN is not yet mainstream in EDUCATION and
particularly HIGHER TERTIARY Education. Very few universities have implemented
LEAN and have received accolades and ranking in global education. Some examples for LHE
(LEAN in Higher Education) are:
•
•
•
•
•
•
•

St Andrews University
University of Aberdeen
University of Essex
King Abdullah University of Sciences
Macquarie University
Nelson Mandela Metropolitan University
University of South Australia

LEAN Model has created higher student satisfaction, greater enrollments and universities
rank high in the global tertiary education delivery. LEAN Universities stand out because of
the following characteristics:
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1. Continuous quality assurance
2. High Respect and Trust among all involved ( Teachers, learners, supporting staff)
3. Aligned vision and goals
4.Kaizen – Continuous Improvement
5. Competitive Advantage

University Processes need to be LEAN and efficient (not to waste Time).
Meet expectations of providers (Teachers) and consumers (Students).
Goals to achieve Higher Ranking in Global Academic Market.
Aims
To develop learning modules for teaching clinical and didactic Orthodontics with LEAN
principles for postgraduate Orthodontic courses.
Material & Methods
Prospective Qualitative study on comparison of traditional and E-learning modules by 19
Postgraduates in Orthodontics who would be involved in the learning modules and
encouraged to participate in the different learning forums. Different technological advances
such as Response Ware polling system®, Desire 2 Learn® and web portals shall be combined
in a structured manner following the LEAN principles of time efficient delivery. Moreover,
to enhance engagement the Edutainment aspect would also be provided.
Results
Pre and post intervention surveys would be thematically analyzed and reported. Project to be
conducted Jan-March 2016.
Clinical Delivery LEAN principles
A parallel study would assess the translation of the learning online into clinical set up and its
efficiency and time effectiveness with LEAN principles. Project to be conducted Jan-March
2016.
Conclusion
The result from this study would assist in improving the quality of higher education and
provision of higher satisfaction to patients in delivery of Orthodontics. Online learning can be
continuously update and improved.
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Drive in Higher Dental Education
In sync with the contemporary UQ teaching focus SBLi (Scenario Based Learning
Interactive) a new e-learning package was developed to provide a forum of interactive
teaching to the postgraduates with 9 modules prepared with the UQ Start-up-Grant 2011-12.
The first of its kind at UQ for discipline of Orthodontics it provides videos, contemporary
literature and question answer format for the common and innovative practice modalities.
With interactive modules the aim is to enhance motivation for life long learning.
https://www.youtube.com/watch?v=PUIanIl5CFc
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ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻅﻞ ﻭﺳﺎﺋﻞ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﻭﺍﻗﻌﺎ ً ﻭﻧﻘﺪﺍً(
ﺛﺎﺋﺮ ﻳﻮﺳﻒ ﻋﻮﺩﺓ
ﺍﻟﺠﺎﻣﻌﺔ ﺍﻷﻣﺮﻳﻜﻴﺔ ﻓﻲ ﺍﻹﻣﺎﺭﺍﺕ  -ﺩﺑﻲ
ﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﺪﻟﻴﻠﻴﺔ
ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ؛ ﺗﻌﻠﻴﻢ؛ ﻭﺳﺎﺋﻞ ﺍﻟﺘﻮﺍﺻﻞ؛ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ؛ ﺍﻟﻌﻮﻟﻤﺔ
ﻣﻠﺨﺺ ﺍﻟﺒﺤﺚ
ﺷﻬﺪﺕ ﺍﻟﻌﻘﻮﺩ ﺍﻷﺧﻴﺮﺓ ﻣﻦ ﺍﻟﻘﺮﻥ ﺍﻟﻌﺸﺮﻳﻦ ﻭﻣﻄﻠﻊ ﺍﻟﻘﺮﻥ ﺍﻟﺤﺎﺩﻱ ﻭﺍﻟﻌﺸﺮﻳﻦ ﺗﻄﻮّﺭﺍً ﻫﺎﺋﻼً ﻓﻲ ﻋﺎﻟﻢ ﺍﻻﺗﺼﺎﻻﺕ ﻭﺍﻟﺘﻘﻨﻴﺔ،
ﺗﺮﺗّﺐ ﻋﻠﻴﻪ ﺗﻐﻴّﺮ ﻧﻮﻋﻲ ﻭﻣﻠﻤﻮﺱ ﻓﻲ ﺟﻮﺍﻧﺐ ﻋﺪﻳﺪﺓ ﻣﻦ ﺍﻟﺤﻴﺎﺓ ﻭﻁﺮﺍﺋﻖ ﺍﻟﺘﻌﻠﻴﻢ ،ﻭﺃﻣﺎﻡ ﻫﺬﺍ ﺍﻟﺘﻐﻴّﺮ ﺗﻘﻒ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻣﻔﺘﺮﻕ ﻁﺮﻕ
ﺗﻮﺍﺟﻪ ﺍﻟﻌﺪﻳﺪ ﻣﻦ ﺍﻷﺳﺌﻠﺔ ﻭﺍﻟﺘﺤﺪﻳّﺎﺕ ،ﻭﻋﻠﻰ ﺭﺃﺳﻬﺎ:

•

ﻣﺎ ﺁﺛﺎﺭ ﺍﻟﺜﻮﺭﺓ ﺍﻟﺘﻘﻨﻴﺔ ﻭﻣﺎ ﺗﺒﻌﻬﺎ ﻣﻦ ﺍﻟﻌﻮﻟﻤﺔ ﻭﺍﻟﻌﺎﻟﻢ ﺍﻟﻤﻔﺘﻮﺡ ﻋﻠﻰ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ؟

•

ﻣﺎ ﺍﻟﺘﺤﺪﻳﺎﺕ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻋﺼﺮ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻭﺗﻘﻨﻴﺔ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ؟

•

ﻛﻴﻒ ﺗﻮﺍﺟﻪ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻫﺬﻩ ﺍﻟﺘﺤﺪﻳﺎﺕ؟ ﻭﻣﺎ ﺍﻵﻟﻴﺎﺕ ﺍﻟﺘﻲ ﺗﺘﻌﺎﻣﻞ ﺑﻬﺎ ﻣﻊ ﺍﻟﻌﻮﻟﻤﺔ ﻭﺍﻟﺜﻮﺭﺓ ﺍﻟﺘﻘﻨﻴﺔ؟
ّ
ﺇﻥ ﻣﺴﺘﻘﺒﻞ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻳﺘﻮﻗّﻒ ﻋﻠﻰ ﻣﺴﺘﻘﺒﻞ ﺍﻟﻔﻜﺮ ﺍﻟﻤﺒﺪﻉ ﺍﻟﻜﺎﺋﻦ ﻓﻲ ﻣﺠﻤﻮﻉ ﺍﻷﻣﻢ ﺍﻟﺘﻲ ﺗﺘﻜﻠّﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻓﺈﺫﺍ ﻛﺎﻥ ﺫﻟﻚ

ﺍﻟﻔﻜﺮ ﻣﻮﺍﻛﺒﺎ ً ﻟﻠﻌﺼﺮ ﺍﻟﺬﻱ ﻧﻌﻴﺶ ﻓﻴﻪ ﻭﻳﻮﻅّﻒ ﻛﻞ ﻣﺒﺘﻜﺮﺍﺗﻪ ﺍﻟﺤﺪﻳﺜﺔ ﻓﻲ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻻﺗﺼﺎﻝ ،ﻛﺎﻥ ُﻣﺴﺘﻘﺒﻞ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻈﻴﻤﺎ ً
ﻛﻤﺎﺿﻴﻬﺎ ،ﻭﺗﺼﺒﺢ ﻣﻘﻮﻟﺔ :ﺍﻟﻌﺮﺑﻴﺔ ﺻﺎﻟﺤﺔ ﻟﻤﻮﺍﻛﺒﺔ ﺍﻟﻌﺼﺮ ،ﺻﺤﻴﺤﺔ ﻓﻲ ﺍﻟﻨﻈﺮﻳﺔ ﻭﺍﻟﻤﻤﺎﺭﺳﺔ.
ﻳﺮﺗﻜﺰ ﻫﺬﺍ ﺍﻟﺒﺤﺚ ﻋﻠﻰ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻟﺘﺤﻠﻴﻠﻲ ،ﺍﻟﺬﻱ ﻳﺴﻌﻰ ﺇﻟﻰ ﺗﻮﺻﻴﻒ ﺍﻟﻈﺎﻫﺮﺓ –ﻣﻮﺿﻮﻉ ﺍﻟﺒﺤﺚ -ﻭﺗﺴﻠﻴﻂ ﺍﻟﻀﻮء
ﻋﻠﻰ ﺃﺑﺮﺯ ﺃﺳﺒﺎﺑﻬﺎ ،ﻭﺍﻟﺪﻭﺍﻋﻲ ﺍﻟﺘﻲ ﺃﺩﺕ ﺇﻟﻰ ﻅﻬﻮﺭﻫﺎ ،ﻭﻣﻦ ﺛﻢ ﻳﻨﺘﻘﻞ ﺇﻟﻰ ﺍﻟﺘﺤﻠﻴﻞ ﻭﺍﻟﺘﻔﺴﻴﺮ ﻣﻦ ﺧﻼﻝ ﺑﻴﺎﻥ ﺁﺛﺎﺭﻫﺎ ﻭﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﻤﺘﺮﺗﺒﺔ
ﻋﻠﻴﻬﺎ ،ﻭﺃﺧﻴﺮﺍً ﻣﺤﺎﻭﻟﺔ ﻭﺿﻊ ﺣﻠﻮﻝ ﻭﻣﻘﺘﺮﺣﺎﺕ ﻟﻠﺤﺪ ﻣﻦ ﺁﺛﺎﺭﻫﺎ ،ﻭﻳﺤﺎﻭﻝ ﻫﺬﺍ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻤﻌﺘﻤﺪ ﺗﻐﻄﻴﺔ ﻧﻘﺎﻁ ﺍﻟﺒﺤﺚ ﺍﻵﺗﻴﺔ:

•

ﺃﻫﻤﻴﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺍﻟﺘﻄﻮﺭﺍﺕ ﺍﻟﻬﺎﺋﻠﺔ ﻓﻲ ﻣﺠﺎﻻﺕ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺍﻻﺗﺼﺎﻝ.

•

ﺃﺛﺮ ﺍﻟﻌﻮﻟﻤﺔ ﻋﻠﻰ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ.

•

ﺍﻟﻠﻐﺔ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ.

•

ﻣﻼﻣﺢ ﺍﻟﺘﺄﺛﻴﺮ ﺍﻟﻤﺘﺒﺎﺩﻝ :ﺍﻹﻧﺘﺮﻧﺖ  -ﺍﻟﺒﺮﻳﺪ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ  -ﺗﻄﺒﻴﻘﺎﺕ ﺍﻟﺪﺭﺩﺷﺔ -ﻣﻮﺍﻗﻊ ﺍﻟﺸﺒﻜﺔ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﻣﺜﻞ
ﺍﻟﻔﻴﺲ ﺑﻮﻙ ...ﺇﻟﺦ
ﺳﻴﺤﺎﻭﻝ ﺍﻟﺒﺤﺚ ﺃﻥ ﻳﺠﻴﺐ ﻋﻦ ﺍﻷﺳﺌﻠﺔ ﺍﻟﻤﺘﺼﻠﺔ ﺑﻮﺍﻗﻊ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﻛﻴﻔﻴﺔ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﻫﺬﻩ ﺍﻟﻮﺳﺎﺋﻞ ﻭﺍﻹﻓﺎﺩﺓ ﻣﻨﻬﺎ ،ﻣﻊ

ﺍﻻﻋﺘﺮﺍﻑ ﺑﻤﻮﺿﻮﻋﻴﺔ ﻭﺣﻴﺎﺩﻳﺔّ ،
ﺑﺄﻥ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺗﻮﺍﺟﻪ ﻓﻲ ﻋﺼﺮ ﺍﻻﺗﺼﺎﻻﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻣﺨﺎﻁﺮ ﻛﺜﻴﺮﺓ ،ﻭﻫﻲ ﺑﺤﺎﺟﺔ ﺇﻟﻰ ﺗﻐﻴﻴﺮ ﻣﻼﻣﺢ
ﺗﻌﻠﻴﻤﻬﺎ ﻭﺗﻮﺻﻴﻠﻬﺎ ﺇﻟﻰ ﺍﻟﻤﺘﻌﻠﻴﻤﻦ ،ﻭﺗﻌﺰﻳﺰ ﺻﻮﺭﺗﻬﺎ ﻓﻲ ﻧﻔﻮﺱ ﺃﺑﻨﺎﺋﻬﺎ ،ﻭﺃﻧّﻪ ﺣﺎﻥ ﺍﻟﻮﻗﺖ ﻟﻘﻴﺎﻡ ﻭﺯﺍﺭﺍﺕ ﺍﻟﺘﺮﺑﻴﺔ ﻭﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﺍﻟﻮﻁﻦ
ﺑﺪﻭﺭ ﻓﻌّﺎﻝ ﻳﻌﻴﺪ ﻟﻬﺬﻩ ﺍﻟﻠﻐﺔ ﺑﺮﻳﻘﻬﺎ ﻭﺗﺄﻟّﻘﻬﺎ ﻭﻣﻮﺍﻛﺒﺘﻬﺎ ﻟﻠﺘﻄﻮﺭﺍﺕ ﺍﻟﺤﺪﻳﺜﺔ ،ﻭﺫﻟﻚ ﺑﻔﺮﺽ ﺇﺗﻘﺎﻥ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻠﻰ ﻛ ّﻞ ﻣﻦ ﻳﻤﺎﺭﺱ
ﺍﻟﻌﺮﺑﻲ
ٍ
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ﻣﻬﻨﺔ ﺍﻟﺘﻌﻠﻴﻢ ﺳﻮﺍء ﺃﻛﺎﻥ ﻣﻦ ﺃﻫﻞ ﺍﻻﺧﺘﺼﺎﺹ ﺃﻭ ﻣﻦ ﻏﻴﺮﻫﻢ ،ﻟﺮﻓﻊ ﻣﺴﺘﻮﻯ ﺍﻷﺩﺍء ﺍﻟﻠﻐﻮﻱ ،ﻭﺗﺠﺎﻭﺯ ﺍﻷﺧﻄﺎء ﺍﻟﻠﻐﻮﻳﺔ ،ﻳُﺮﺍﻓﻖ ﺫﻟﻚ ّ
ﺣﺚ
ﺍﻟﻄﻠﺒﺔ ﻓﻲ ﻛ ّﻞ ﺍﻟﻤﻮﺍﺩ ﺍﻟﺘﻲ ﺗُﺪﺭّﺱ ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﻭﺳﺎﺋﻞ ﺍﻻﺗﺼﺎﻝ ﺍﻟﺤﺪﻳﺜﺔ ،ﻳُﻀﺎﻑ ﺇﻟﻰ ﺫﻟﻚ ﺗﺤﺪﻳﺚ ﺃﺳﺎﻟﻴﺐ ﺗﺪﺭﻳﺲ ﺍﻟﻠﻐﺔ
ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﺍﻻﺑﺘﻌﺎﺩ ﻋﻦ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻘﻠﻴﺪﻱ ﺍﻟﻤﺘﻮﺍﺭﺙ ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺮﺑﻮﻳﺔ ،ﻭﺫﻟﻚ ﺑﺎﻟﺘﺮﻛﻴﺰ ﻋﻠﻰ ﺍﻟﺠﺎﻧﺐ ﺍﻟﻮﻅﻴﻔﻲ ﻟﻠﻐﺔ ،ﻭﺗﻨﻤﻴﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ
ﺍﻟﻠﻐﻮﻳﺔ ﻭﻻ ﺳﻴﻤﺎ ﺍﻟﻜﺘﺎﺑﻴﺔ ،ﻭﺍﻻﺑﺘﻌﺎﺩ ﻋﻦ ﺗﻌﻠﻴﻢ ﻟﻐﺔ ﺍﻟﻘﺪﻣﺎء ﻭﺃﺳﺎﻟﻴﺒﻬﻢ ﺍﻟﺼﻴﺎﻏﻴﺔ ﺍﻟﺘﻲ ﻳﺘﻠّﻘﺎﻫﺎ ﺍﻟﻨﺎﺱ ﺑﻨﻔﻮﺭ ،ﻷﻧّﻬﺎ ﻏﺮﻳﺒﺔ ﻋﻨﻬﻢ ،ﻭﺍﻻﻋﺘﻤﺎﺩ
ﻋﻠﻰ ﺍﻟﻨﺼﻮﺹ ﺍﻟﻌﺼﺮﻳﺔ ﻭﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﺤﺪﻳﺜﺔ ﺍﻟﺘﻲ ﺗﻌﻜﺲ ﺍﻟﺒﻴﺌﺔ ﺍﻟﺘﻲ ﻳﻌﻴﺶ ﻓﻴﻬﺎ ﺍﻟﻤﺘﻌﻠّﻢ ،ﻣﻊ ﺍﻟﻤﺤﺎﻓﻈﺔ ﻋﻠﻰ ﺛﻮﺍﺑﺖ ﺍﻟﻠﻐﺔ ﺍﻟﺘﻲ ﻻ
ﻳﻤﻜﻦ ﺍﻟﺘﻐﺎﺿﻲ ﻋﻨﻬﺎ.

ﻣﻘﺪﻣﺔ
ﺗﻌﺘﺒﺮ ﺍﻟﻠﻐـﺔ ﺃﺩﺍﺓ ﺗﻮﺍﺻﻞ ﻭﺗﻌﺒﻴﺮ ﻋــﻦ ﺛﻘﺎﻓﺔ ﻛﻞ ﺷﻌﺐ ﻭﻫﻮﻳﺘﻪ ،ﻭﻭﺟــﻮﺩﻫﺎ ﻓﻲ ﺍﻟﺤــﻘﻞ ﺍﻟﺠﺘﻤﺎﻋﻲ ﻭﺍﻟﺜﻘﺎﻓﻲ ﺍﻟﻌﺎﻟﻤﻴﻴﻦ ﻳﻌﺘﻤﺪ
ﻋﻠﻰ ﺟﻬﻮﺩ ﺍﻟﻤﺠﺘﻤﻌﺎﺕ ﺍﻟﻨﺎﻁﻘﺔ ﺑﻬﺎ؛ ﻓﺄﻱ ﻟﻐﺔ ﻻ ﺗﺘﻮﻓﺮ ﻋﻠﻰ ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﻀﺮﻭﺭﻳﺔ ﻟﻠﺘﻮﺍﺻﻞ ﻋﻠﻰ ﻧﻄﺎﻕ ﻭﺍﺳﻊ ﻭﻻ ﺗﻮﺍﻛﺐ ﺍﻟﺘﻄﻮﺭ ﺍﻟﺴﺮﻳﻊ
ﻟﻠﺘﻘﺪﻡ ﺍﻟﻌﻠﻤﻲ ﻭﺍﻟﺘﻜﻨﻮﻟﻮﺟﻲ ﻣﻬﺪﺩﺓ ﺑﺎﻻﻧﻘﺮﺍﺽ ،ﻭﺗﺠﺪﺭ ﺍﻹﺷﺎﺭﺓ ،ﻓﻲ ﻫﺬﺍ ﺍﻟﺼﺪﺩ ،ﺇﻟﻰ ﻭﺟﻮﺩ ﻗﺴﻤﻴﻦ ﺃﺳﺎﺳﻴﻴﻦ ﻣﻦ ﺍﻟﻠﻐﺎﺕ :ﻟﻐﺎﺕ ﻗﻮﻳﺔ
ﻣﻌﻠﻮﻣﺎﺗﻴﺎ ً ﻭﺃﺧﺮﻯ ﻓﻘﻴﺮﺓ .ﻭﻻ ﺗﺴﺘﺜﻨﻲ ﻫﺬﻩ ﺍﻟﻨﻈﺮﻳﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺣﻴﺚ ﻳﻌﺘﻤﺪ ﺍﺭﺗﻘﺎﺅﻫﺎ ﻋﻠﻰ ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﺴﻴﺎﺳﻴﺔ ﻭﺍﻟﻤﺎﺩﻳﺔ ﻭﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﻤﻮﻓﺮﺓ.
ﻭﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻫﻲ ﻭﺍﺣﺪﺓ ﻣﻦ ﺍﻟﻠﻐﺎﺕ ﺍﻷﻛﺜﺮ ﺍﻧﺘﺸﺎﺭﺍً ﻓﻲ ﺍﻟﻌﺎﻟﻢ ﺣﻴﺚ ﻳﺘﻜﻠﻤﻬﺎ ﺃﻛﺜﺮ ﻣﻦ  222ﻣﻠﻴﻮﻥ ﺷﺨﺺ ﻭﻳﻜﺘﺒﻬﺎ ﺃﻛﺜﺮ ﻣﻦ
 100ﻣﻠﻴﻮﻥ ﺷﺨﺺ ﻓﻲ ﺃﻛﺜﺮ ﻣﻦ  20ﺩﻭﻟﺔ ﻣﺨﺘﻠﻔﺔ ،ﻋﻼﻭﺓ ﻋﻠﻰ ﺫﻟﻚ ﻓﺈﻧّﻬﺎ ﺍﻟﻠﻐﺔ ﺍﻟﺮﺳﻤﻴﺔ ﻓﻲ ﺍﻟﺪﻭﻝ ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﻟﻐﺔ ﻭﺳﺎﺋﻞ ﺍﻹﻋﻼﻡ ،ﻭﻟﻐﺔ
ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺤﻜﻮﻣﻴﺔ ،ﻭﻟﻐﺔ ﺍﻟﺤﻴﺎﺓ ﺍﻟﻌﺎﻣﺔ ،ﻛﻤﺎ ﺗﺸﻐﻞ ﻣﺮﺗﺒﺔ ﻣﺘﻘ ّﺪﻣﺔ ﺑﻴﻦ ﺍﻟﻠﻐﺎﺕ ﺍﻟﻌﺎﻟﻤﻴﺔ ،ﻓﻬﻲ ﺇﺣﺪﻯ ﺍﻟﻠﻐﺎﺕ ﺍﻟﺮﺳﻤﻴﺔ ﻓﻲ ﻫﻴﺌﺔ ﺍﻷﻣﻢ
ﺍﻟﻤﺘﺤّﺪﺓ ،ﻭﺗﺤﺘ ّﻞ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺴﺎﺩﺳﺔ ﺑﻴﻦ ﻟﻐﺎﺕ ﺍﻟﻌﺎﻟﻢ ﻣﻦ ﺣﻴﺚ ﻋﺪﺩ ﺍﻟﻨﺎﻁﻘﻴﻦ ﺑﻬﺎ ﻭﻫﻲ ﻋﻠﻰ ﺍﻟﺘﻮﺍﻟﻲ :ﺍﻟﺼﻴﻨﻴﺔ ﻭﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﻭﺍﻟﻬﻨﺪﻳﺔ
ﻭﺍﻹﺳﺒﺎﻧﻴﺔ ﻭﺍﻟﺮﻭﺳﻴﺔ ﺛ ّﻢ ﺍﻟﻌﺮﺑﻴﺔ )ﺍﻟﻤﻨﺎﺻﺮﺓ.(2004 ،
ﻭﻫﻲ ﻣﻘﻮّﻡ ﺃﺳﺎﺳﻲ ﻣﻦ ﻣﻘﻮّﻣﺎﺕ ﺍﻷﻣﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﻋﺎﻣﻞ ﺟﻮﻫﺮﻱ ﻣﻦ ﻋﻮﺍﻣﻞ ﻭﺣﺪﺗﻬﺎ ﻭﺑﻘﺎﺋﻬﺎ ،ﻭﺗﻌ ّﺪ ﻣﻦ ﺃﻗﺪﻡ ﺍﻟﻠﻐﺎﺕ ﺍﻟﻌﺎﻟﻤﻴﺔ
ﺍﻟﺤﻴّﺔ ،ﻭﻳﺸﻬﺪ ﻋﻠﻰ ﻫﺬﺍ ﺍﻷﻣﺮ ﺍﻟﺘﻮﺍﺻﻞ ﺑﻴﻦ ﺍﻟﺤﺎﺿﺮ ﻭﺍﻟﻤﺎﺿﻲ ،ﻓﻤﺎ ﻛﺘﺐ ﺍﻟﻌﺮﺏ ﻣﻨﺬ ﺃﻣﺪ ﺑﻌﻴﺪ ﻣﺎ ﻳﺰﺍﻝ ﻣﻘﺮﻭءﺍً ،ﺃﻣﺎ ﺍﻟﻠﻐﺎﺕ ﺍﻷﻭﺭﻭﺑﻴﺔ
ﻓﻘﺪ ﺃﺻﺎﺑﻬﺎ ﺗﻐﻴّﺮ ﻛﺒﻴﺮ ،ﻭﻳﺸﻌﺮ ﺍﻟﻔﺮﻧﺴﻲ ﻣﺜﻼً ﺑﺎﻟﻐﺮﺑﺔ ﺃﻣﺎﻡ ﻧﺺّ ﻛﻼﺳﻴﻜﻲ ،ﻭﻫﺬﺍ ﻣﺎ ﻋﺒّﺮ ﻋﻨﻪ ﺃﺣﺪ ﺍﻷﺳﺎﺗﺬﺓ ﺍﻟﻔﺮﻧﺴﻴﻴﻦ ﻣﺨﺎﻁﺒﺎ ً ﻁﺎﻟﺒﻪ
ﺍﻟﻌﺮﺑ ّﻲ" :ﻗﺎﻝ ﻟﻲ ﺃﺳﺘﺎﺫﻱ ﻓﻲ ﺑﺎﺭﻳﺲ ﻗﺒﻞ ﻋ ّﺪﺓ ﺳﻨﻮﺍﺕ؛ ﻫﻨﻴﺌﺎ ً ﻟﻜﻢ ﺃﻧﺘﻢ ﺍﻟﻌﺮﺏ ﺗﻘﺮﺃﻭﻥ ﻷﺟﺪﺍﺩﻛﻢ ﻣﻨﺬ ﺃﻟﻔﻲ ﺳﻨﺔ ،ﻓﺘﻔﻬﻤﻮﻥ ﻭﺗﺘﻠﺬﺫﻭﻥ،
ﻭﺗﺆ ّﺩﺑﻮﻥ ﺑﻪ ﺃﺑﻨﺎءﻛﻢ ﺷﻌﺮﺍً ﺃﻭ ﺃﻣﺜﺎﻻً ﺃﻭ) "...ﺳﻠﻴﻤﺎﻥ .(1990 ،ﻭﻛﺎﻧﺖ ﺍﻟﻌﺮﺑﻴﺔ ﻟﻔﺘﺮ ٍﺓ ﻁﻮﻳﻠﺔ ﻟﻐﺔ ﺍﻟﻔﻜﺮ ﻭﺍﻟﺜﻘﺎﻓﺔ ،ﻭﻫﻲ ﻟﻐﺔ ﻟﻬﺎ ﺃﺻﺎﻟﺘﻬﺎ
ﻭﺍﻣﺘﻴﺎﺯﺍﺗﻬﺎ ﻭﻗﺪﺭﺍﺗﻬﺎ ﺍﻟﺘﻌﺒﻴﺮﻳﺔ ،ﻭﻳﻜﻔﻲ ﺍﻟﻌﺮﺑﻴﺔ ﻓﺨﺮﺍً ّ
ﺃﻥ ﺍﻟﻘﺮﺁﻥ ﺍﻟﻜﺮﻳﻢ؛ ﻧﺰﻝ ﺑﻠﺴﺎﻥ ﻋﺮﺑ ّﻲ ﻣﺒﻴﻦ.
ﻭﻣﻊ ﻛ ّﻞ ﻫﺬﺍ ّ
ﻓﺈﻥ ﺍﻟﻌﺮﺑﻴﺔ – ﻛﻐﻴﺮﻫﺎ ﻣﻦ ﺍﻟﻠﻐﺎﺕ – ﺗﻮﺍﺟﻪ ﻓﻲ ﻅ ّﻞ ﺍﻟﻌﻮﻟﻤﺔ ،ﻭﺳﻴﺎﺳﺔ ﺍﻻﻧﻔﺘﺎﺡ ﺍﻻﺧﺘﻴﺎﺭﻱ ﻭﺍﻟﻘﻬﺮﻱ ﻋﻠﻰ
ﺕ ﻛﺒﻴﺮﺓ ،ﻭﺗﺘﻌ ّﺮﺽ ﻓﻲ ﻋﻘﺮ ﺩﺍﺭﻫﺎ ،ﻟﻤﻨﺎﻓﺴﺔ ﺷﺪﻳﺪﺓ ﻣﻦ ﺍﻟﻠﻐﺎﺕ ﺍﻷﺟﻨﺒﻴﺔ ﻭﺧﺎﺻﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،ﻭﻗﺪ ﻧﺒّﻪ ﻛﺜﻴﺮ ﻣﻦ
ﺍﻟﻐﺮﺏ؛ ﺗﻮﺍﺟﻪ ﺗﺤﺪﻳّﺎ ٍ
ﺍﻟﺪﺍﺭﺳﻴﻦ ﻭﻛﺬﻟﻚ ﺍﻟﺠﻤﻌﻴﺎﺕ ﺍﻟﻤﻌﻨﻴﺔ ﺑﺤﻤﺎﻳﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺇﻟﻰ ﺍﻟﺨﻄﻮﺭﺓ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻬﻬﺎ ﺍﻟﻌﺮﺑﻴﺔ ﺑﺴﺒﺐ ﺍﻵﺛﺎﺭ ﺍﻟﺴﻠﺒﻴﺔ ﻟﻠﻌﻮﻟﻤﺔ.

ﺃﺛﺮ ﺍﻟﻌﻮﻟﻤﺔ ﻋﻠﻰ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ
ﺣﺎﻓﻈﺖ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻠﻰ ﺧﺼﺎﺋﺼﻬﺎ ﺍﻟﺘﻌﺒﻴﺮﻳﺔ ﻭﺍﻟﺠﻤﺎﻟﻴﺔ ﻋﻠﻰ ﻣﺪﻯ ﺃﻛﺜﺮ ﻣﻦ ﺃﻟﻒ ﻋﺎﻡ ﻭﻟﻜﻨﻬﺎ ﺃﺻﺒﺤﺖ ﺑﻌﻴﺪﺓ ﻧﺴﺒﻴﺎ ً ﻋﻦ
ﺍﻟﺘﻄﻮﺭﺍﺕ ﺍﻟﺘﻲ ﺣﺪﺛﺖ ﻓﻲ ﻣﺠﺎﻻﺕ ﺍﻟﻤﻌﺮﻓﺔ ﺍﻟﺘﻲ ﻗﺎﺩﺕ ﻋﺼﺮ ﺍﻟﻨﻬﻀﺔ ﻭﺍﻷﻧﻮﺍﺭ ﻓﻲ ﺃﺭﻭﺑﺎ ﻭﺃﻭﺻﻠﺖ ﺑﻠﺪﺍﻧﻬﺎ ﺇﻟﻰ ﻋﺼﺮ ﺍﻟﺘﺼﻨﻴﻊ ﻭﻣﺎ ﺑﻌﺪ
ﺍﻟﺘﺼﻨﻴﻊ ،ﻭﻣ ّﻜﻨﺘﻬﺎ ﻣﻦ ﺗﺤﻘﻴﻖ ﺭﺻﻴﺪ ﻣﻦ ﺍﻟﺘﺮﺍﻛﻢ ﻓﻲ ﺍﻟﻤﻨﺎﻫﺞ ﻭﺍﻟﻨﻈﺮﻳﺎﺕ ﻭﺍﻟﺘﻄﺒﻴﻘﺎﺕ ﻓﺮﺿﺖ ﺑﻪ ﺳﻴﻄﺮﺗﻬﺎ ﻋﻠﻰ ﺍﻟﻌﺎﻟﻢ ﻣﻨﺬ ﺃﻛﺜﺮ ﻣﻦ ﺛﻼﺛﺔ
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ﻗﺮﻭﻥ ،ﻭﻗﺪ ﻭﺻﻠﺖ ﺍﻟﻴﻮﻡ ﺇﻟﻰ ﻋﻮﻟﻤﺔ ﺯﺍﺣﻔﺔ ﻣﻦ ﺃﺩﻭﺍﺗﻬﺎ ﺍﻟﺘﻲ ﻻ ﺗﻘﻬﺮ ﺍﻟﺘﻘﺪﻡ ﺍﻟﻬﺎﺋﻞ ﻭﺍﻟﺴﺮﻳﻊ ﻓﻲ ﺃﻧﻈﻤﺔ ﺍﻟﺤﺎﺳﻮﺏ ﻭﺑﺮﻣﺠﻴﺎﺗﻬﺎ ﻭﻓﻲ
ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﻭﺍﻻﺗﺼﺎﻝ.
ﻓﺎﻟﻌﻮﻟﻤﺔ ﻓﻲ ﺟﻮﻫﺮﻫﺎ ﺗﻌﻨﻲ ﺇﺯﺍﻟﺔ ﺍﻟﺤﻮﺍﺟﺰ ﻭﺍﻟﻤﺴﺎﻓﺎﺕ ﺑﻴﻦ ﺍﻟﺸﻌﻮﺏ ﻭﺍﻷﻭﻁﺎﻥ ﻭﺍﻟﺜﻘﺎﻓﺎﺕ ،ﺃﻭ ﻓﻲ ﺟﻤﻴﻊ ﺃﻣﻮﺭ ﺍﻟﺤﻴﺎﺓ
ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﻭﺍﻟﺜﻘﺎﻓﻴﺔ ﻭﺍﻻﻗﺘﺼﺎﺩﻳﺔ .ﻓﻬﻲ ﺗﻬﺪﻑ ﺇﻟﻰ ﻓﺮﺽ ﻧﻤﻮﺫﺝ ﻭﺍﺣﺪ ﻟﻴﻜﻮﻥ ﻋﺎﻟﻤﻴﺎً ،ﻭﻭﺳﻴﻠﺘﻬﺎ ﺍﻷﺳﺎﺳﻴﺔ ﻫﻲ ﺍﻟﻠﻐﺔ ،ﻭﻟﺬﻟﻚ ﺗﺪﻋﻮ
ﺍﻟﻌﻮﻟﻤﺔ ﺇﻟﻰ ﺇﺳﻘﺎﻁ ﺍﻟﺤﻮﺍﺟﺰ ﺍﻟﻠﻐﻮﻳﺔ ﻛﺸﺮﻁ ﺃﺳﺎﺳﻲ ﻟﺪﻣﺞ ﺑﻠﺪﺍﻥ ﺍﻟﻌﺎﻟﻢ ﻭﺛﻘﺎﻓﺎﺗﻬﺎ ﺍﻟﻤﺨﺘﻠﻔﺔ ﻓﻲ ﻛﻴﺎﻥ ﻟﻐﻮ ّ
ﻱ ﻳﺘﺴ ّﻢ ﺑﺎﻟﺸﻔﺎﻓﻴﺔ ،ﻭﺇﻟﻰ ﺍﻋﺘﻤﺎﺩ
ﺍﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ – ﺑﺎﻟﺪﺭﺟﺔ ﺍﻷﻭﻟﻰ  -ﻫﻮﻳﺔ ﻟﻐﻮﻳﺔ ﺑﺪﻻً ﻣﻦ ﻣﻔﻬﻮﻡ ﺍﻟﻠﻐﺎﺕ ﺍﻟﻮﻁﻨﻴﺔ.
ﻭﻗﺪ ﺩﺧﻠﺖ ﺍﻟﻌﻮﻟﻤﺔ ﻓﻲ ﻛﻞ ﻣﻨﺎﺣﻲ ﺍﻟﺤﻴﺎﺓ ﺍﻟﻌﺎﻣﺔ ﻭﺍﻟﺨﺎﺻﺔ ،ﺇﻻ ّ
ﺃﻥ ﻣﻮﺍﺟﻬﺘﻬﺎ ﻻ ﺗﻜﻮﻥ ﺑﺈﻏﻼﻕ ﺟﻬﺎﺯ ﺍﻟﺤﺎﺳﻮﺏ ،ﺃﻭ ﺇﻁﻔﺎء
ﺷﺎﺷﺔ ﺍﻟﺘﻠﻔﺎﺯ ،ﺃﻭ ﺇﻏﻼﻕ ﺍﻟﺤﺪﻭﺩ ﺍﻟﺘﻲ ﻟﻢ ﺗﻌ ْﺪ ﺣﺪﻭﺩﺍً ﺣﻘﻴﻘﻴﺔ ،ﺑﻞ ﻳﺘ ّﻢ ﺑﺎﻟﺘﻔﺎﻋﻞ ﻟﺘﻘﻠﻴﻞ ﺍﻟﺨﺴﺎﺋﺮ" )ﺍﻟﻤﻨﺎﺻﺮﺓ .(2004 ،ﻓﺎﻟﻌﻮﻟﻤﺔ ﺗﺘﺨ ّﺬ ﻣﻦ
ﺍﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﻭﺳﻴﻠﺔ ﻟﺘﺤﻘﻴﻖ ﺃﻫﺪﺍﻓﻬﺎ ﺩﻭﻥ ﺍﻋﺘﺒﺎﺭ ﻟﻠﺬﻭﺍﺕ ﺍﻟﺤﻀﺎﺭﻳﺔ ﻭﺍﻟﻘﻮﻣﻴﺔ ﻭﺍﻟﺜﻘﺎﻓﻴﺔ ﺍﻷﺧﺮﻯ ،ﻭﻓﻲ ﻅ ّﻞ ﺍﻟﻌﻮﻟﻤﺔ ﺗﻮﺍﺟﻪ ﺍﻟﻠﻐﺔ
ﺍﻟﻌﺮﺑﻴﺔ ﺗﺤﺪﻳّﺎﺕ ﻛﺜﻴﺮﺓ ﺗﺘﻤﺜّﻞ ﻋﻠﻰ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﺜﻘﺎﻓﻲ ﻓﻲ ﻣﻬﺎﺟﻤﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﻔﺼﺤﻰ ﻭﺍﻟﻄﻌﻦ ﻓﻴﻬﺎ ،ﻭﺍﻟﺘﺸﻜﻴﻚ ﻓﻲ ﻗﺪﺭﺗﻬﺎ ﻋﻠﻰ
ﻷﻥ ﺗﻘﺪﻳﻢ ﺍﻟﻌﻠﻮﻡ ﺑﺎﻟﻌﺮﺑﻴﺔ – ْ
ﺍﻟﻤﻌﺎﺻﺮﺓ ﻭﻣﻮﺍﻛﺒﺔ ﺍﻟﺤﺪﺍﺛﺔ ،ﻭﺃﻧّﻬﺎ ﻟﻐﺔ ﺟﺎﻣﺪﺓ ،ﻭﺻﻌﺒﺔ ،ﻭﻻ ﺗﺼﻠﺢ ﻟﻐﺔ ﻟﻠﻌﻠﻢّ ،
ﺇﻥ ﺗﻮﻓّﺮ – ﻳﻘﻄﻊ ﺻﻠﺔ
ﺍﻟﺪﺍﺭﺳﻴﻦ ﺑﺎﻟﺒﺤﻮﺙ ﺍﻟﻌﻠﻤﻴﺔ ،ﻭﻳﺮﻭﻥ ﻣﻘﺎﺑﻞ ﺫﻟﻚ ّ
ﺃﻥ ﻣﻌﺮﻓﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﺃﺻﺒﺤﺖ ﺣﺎﺟﺔ ﻋﻤﻠﻴﺔ ﻓﻲ ﺍﻟﻌﺎﻟﻢ .ﻭﻧﺘﻴﺠﺔ ﻟﺬﻟﻚ ﺃﺻﺒﺤﺖ ﺍﻟﻌﺮﺑﻴﺔ
ﺍﻟﻔﺼﺤﻰ ﻣﺴﺘﺒﻌﺪﺓً ﻣﻦ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻟﺤﺴﺎﺏ ﺍﻟﻠﻐﺎﺕ ﺍﻷﺟﻨﺒﻴﺔ ﻓﻲ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺨﺎﺻﺔ ﻭﻣﺆﺳﺴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻟﻲ ﻓﻲ ﺍﻟﻮﻁﻦ ﺍﻟﻌﺮﺑﻲ،
ﺍﻟﺘﻲ ﺗﻮﺟّﻬﺖ ﺇﻟﻰ ﺗﺪﺭﻳﺲ ﺍﻟﻤﻮﺍﺩ ﺍﻟﻌﻠﻤﻴﺔ ﻣﺜﻞ :ﺍﻟﻄﺐّ  ،ﻭﺍﻟﻬﻨﺪﺳﺔ ،ﻭﺍﻟﺮﻳﺎﺿﻴﺎﺕ ،ﻭﻏﻴﺮﻫﺎ ﺑﺎﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﺃﻭ ﺍﻟﻔﺮﻧﺴﻴﺔ )ﺑﻼﺩ ﺍﻟﻤﻐﺮﺏ
ﺍﻟﻌﺮﺑﻲ( ،ﻛﻤﺎ ﺗﻬﻴﻤﻦ ﺍﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﻋﻠﻰ ﻛﺜﻴﺮ ﻣﻦ ﺍﻟﻘﻄﺎﻋﺎﺕ ﺍﻟﺼﻨﺎﻋﻴﺔ ﻭﺍﻟﺘﺠﺎﺭﻳﺔ ﻭﺍﻹﺩﺍﺭﻳﺔ ﻭﺍﻹﻋﻼﻣﻴﺔ ﻭﻭﺳﺎﺋﻞ ﺍﻻﺗﺼﺎﻻﺕ .ﻭﻗﺪ ﻧﺒّﻪ
ﺭﺅﺳﺎء ﺟﻤﻌﻴﺎﺕ ﺣﻤﺎﻳﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﻲ ﻛﺜﻴﺮ ﻣﻦ ﺍﻟﺪﻭﻝ ﺍﻟﻌﺮﺑﻴﺔ ﺇﻟﻰ ﺍﻟﺨﻄﻮﺭﺓ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻬﻬﺎ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺑﺴﺒﺐ ﺍﻵﺛﺎﺭ ﺍﻟﺴﻠﺒﻴﺔ ﻟﻠﻌﻮﻟﻤﺔ،
ﻭﺩﻋﻮﺍ ﺇﻟﻰ ﺣﻤﺎﻳﺘﻬﺎ ،ﻭﺿﺮﻭﺭﺓ ﺗﻌﻤﻴﻢ ﺍﻟﺘﺠﺮﺑﺔ ﺍﻟﺴﻮﺭﻳﺔ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ ﺑﺎﻟﻠﻐﺔ ﺍﻷﻡ ،ﺍﻟﺘﻲ ﺗﺪﺭّﺱ ﺟﻤﻴﻊ ﺍﻟﻌﻠﻮﻡ ﻓﻲ ﺍﻟﺠﺎﻣﻌﺎﺕ ﻭﺍﻟﻤﻌﺎﻫﺪ – ﺑﻼ
ﺕ ﻛﺒﻴﺮﺓ ﻓﻲ ﻣﺠﺎﻝ ﺗﻌﺮﻳﺐ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻟﻲ،
ﺍﺳﺘﺜﻨﺎء – ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ – ﺣﺘّﻰ ﻓﻲ ﻛﻠﻴّﺔ ﺍﻟﻄﺐ .ﻭﻛﺬﻟﻚ ﺍﻟﺘﺠﺮﺑﺔ ﺍﻟﺴﻮﺩﺍﻧﻴﺔ ﺍﻟﺘﻲ ﻗﻄﻌﺖ ﺧﻄﻮﺍ ٍ
ﻛﻤﺎ ﺩﻋﻮﺍ ﺟﻤﻴﻊ ﺍﻷﻗﻄﺎﺭ ﺍﻟﻌﺮﺑﻴﺔ ﺇﻟﻰ ﺍﻻﺳﺘﺌﻨﺎﺱ ﺑﻬﺬﻩ ﺍﻟﺘﺠﺎﺭﺏ ﻓﻲ ﺍﻻﺭﺗﻘﺎء ﺑﺎﻟﻮﺍﻗﻊ ﺍﻟﻠﻐﻮﻱ ﻓﻲ ﺍﻟﻮﻁﻦ ﺍﻟﻌﺮﺑﻲ.
ﻓﺎﻹﻧﺠﻠﻴﺰﻳﺔ –ﻭﺍﻗﻌﺎ ً -ﻫﻲ ﻟﻐﺔ ﻣﺮﺟﻌﻴﺔ ﻓﻲ ﺍﻟﺜﻘﺎﻓﺔّ ،
ﻭﺇﻥ ﺍﻹﻗﺒﺎﻝ ﻋﻠﻴﻬﺎ ﻣﺮﺗﺒﻂ ﺑﺎﻟﺤﺎﺟﺎﺕ ﺍﻹﺑﻼﻏﻴﺔ ﻟﻠﻤﺘﻌﻠﻢ .ﻭﺗﺘﺄﻟﻒ ﺍﻟﻘﺪﺭﺓ
ﺍﻹﺑﻼﻏﻴﺔ ﻣﻦ ﺛﻼﺙ ﻗﺪﺭﺍﺕ ﻣﺘﺪﺍﺧﻠﺔ ﻫﻲ:

ﺃ.

ﺍﻟﻘﺪﺭﺓ ﺍﻟﻠﻐﻮﻳﺔ ﻭﺗﺸﻤﻞ ﻣﻌﺮﻓﺔ ﺃﺻﻮﺍﺕ ﺍﻟﻠﻐﺔ ﻭﻣﻔﺮﺩﺍﺗﻬﺎ ﻭﻗﻮﺍﻋﺪﻫﺎ ﺍﻟﺼﺮﻓﻴﺔ ﻭﺍﻟﺘﺮﻛﻴﺒﻴﺔ.

ﺏ .ﺍﻟﻘﺪﺭﺓ ﺍﻟﻠﺴﺎﻧﻴﺔ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﻭﻫﻲ ﻣﻌﺮﻓﺔ ﻗﻮﺍﻋﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻠﻐﺔ ﻓﻲ ﺍﻟﺤﻴﺎﺓ ﺍﻟﻴﻮﻣﻴﺔ ﺑﻄﺮﻳﻘﺔ ﺍﻟﻤﻘﺎﺻﺪ ﺍﻹﺑﻼﻏﻴﺔ.
ﺝ .ﺍﻟﻘﺪﺭﺓ ﺍﻻﺳﺘﺮﺍﺗﻴﺠﻴﺔ ﻭﻫﻲ :ﻣﻌﺮﻓﺔ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﻠﻐﻮﻳﺔ ﻭﻏﻴﺮ ﺍﻟﻠﻐﻮﻳﺔ ﻟﻀﻤﺎﻥ ﺍﺳﺘﻤﺮﺍﺭ ﺍﻟﺘﻮﺍﺻﻞ )ﺟﻤﻴﻞ ﺣﺴﻴﻦ ﻣﺤﻤﺪ،
.(2006
ﻭﻟﻢ ﻳﻘﻒ ﺍﻷﻣﺮ ﻋﻨﺪ ﺣ ّﺪ ﺗﻌﻠﻴﻢ ﺍﻟﻌﻠﻮﻡ ،ﺑﻞ ﺍﻣﺘ ّﺪ ﺇﻟﻰ ﻣﺴﺎﺣﺎﺕ ﺃﻭﺳﻊ ﻭﺃﻋﻤﻖ ،ﻣﻘﺘﺮﻧﺎ ً ﺑﺎﻟﻨﻈﺮ ﺇﻟﻰ ﺍﻟﻌﺮﺑﻴﺔ ﺑﻮﺻﻔﻬﺎ ﻟﻐﺔ ﺩﻳﻦ ،ﺃﻣﺎ
ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﻓﻬﻲ ﺍﻟﻠﻐﺔ ﺍﻟﻌﻠﻴﺎ ﻭﻫﻲ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺎﻟﻤﻴﺔ ) (Internationalﺍﻟﺘﻲ ﺗﺠﺎﻭﺯﺕ ﺍﻟﺤﺪﻭﺩ ﺍﻹﻗﻠﻴﻤﻴﺔ ﻓﻲ ﺍﻻﻧﺘﺸﺎﺭ ،ﺣﻴﺚ ﺃﺻﺒﺤﺖ ﺑﻤﺜﺎﺑﺔ
ﺍﻟﻮﺭﻗﺔ ﺍﻟﺮﺍﺑﺤﺔ ﻟﻠﻨﺠﺎﺡ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻭﺍﻻﻗﺘﺼﺎﺩﻱ.

ﻋﻮﻟﻤﺔ ﺍﻟﺘﻘﻨﻴﺎﺕ ﻟﻐﻮﻳﺎً
ﺭﺑﻤﺎ ﻋ ّﺰﺯﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﻤﻮﺟﻮﺩﺓ ﻓﻲ ﻛ ّﻞ ﺑﻴﺖ ﺍﻟﻨﻈﺮﺓ ﺍﻟﺪﻭﻧﻴﺔ ﺇﻟﻰ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﺩﻋﻢ ﺍﻧﺘﺸﺎﺭ ﺍﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،ﻭﺍﻟﺘﻌﺎﻣﻞ
ﻣﻌﻬﺎ ﻋﻠﻰ ﺃﻧﻬﺎ ﺍﻟﻠﻐﺔ ﺍﻷﻣﺜﻞ ﻟﻠﻔﻬﻢ ﻭﺍﻹﻓﻬﺎﻡ ،ﻭﺍﻷﻛﺜﺮ ﺳﻬﻮﻟﺔ ﻭﺳﻼﺳﺔ ،ﻭﻫﺬﺍ ﻣﺎ ﻧﻠﻤﺴﻪ ﺍﻟﻴﻮﻡ ﻋﺒﺮ ﺍﺳﺘﻌﻤﺎﻝ ﺍﻟﺤﺎﺳﻮﺏ )،(computer
ﻭﺍﻟﻬﺎﺗﻒ ﺍﻟﺨﻠﻮﻱ ) ،(Mobileﻭﻏﻴﺮﻫﺎ ﺍﻟﻜﺜﻴﺮ ﻣﻦ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ .ﻭﻻ ﻳﺨﻔﻰ ﻋﻠﻰ ﺃﺣﺪ ّ
ﺑﺄﻥ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺗﺄﺛّﺮﺕ ﺑﻐﻴﺮﻫﺎ ﻣﻦ ﺍﻟﻠﻐﺎﺕ،
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ﻭﻗﺪ ﺑﺪﺃ ﺫﻟﻚ ﻣﻨﺬ ﺯﻣﻦ ﺑﻌﻴﺪ ،ﺇﺫ ﻧﺠﻢ ﻋﻦ ﺍﻻﻧﺘﺸﺎﺭ ﺍﻟﻤﻜﺎﻧﻲ ﺍﻟﻮﺍﺳﻊ ﻟﻬﺬﻩ ﺍﻟﻠﻐﺔ ﺍﻟﺘﺄﺛّﺮ ﺍﻟﻤﺘﺒﺎﺩﻝ ﺑﻴﻨﻬﺎ ﻭﺑﻴﻦ ﺍﻟﻠﻐﺎﺕ ﺍﻷﺧﺮﻯ ﻣﺜﻞ :ﺍﻟﻔﺎﺭﺳﻴﺔ
ﻭﺍﻟﺴﺮﻳﺎﻧﻴﺔ ﻭﺍﻟﻴﻮﻧﺎﻧﻴﺔ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﺘﺮﺟﻤﺔ ،ﻭﻛﺎﻥ ﺍﻟﺒﺤﺚ ﻋﻦ ﻛﻠﻤﺔ ﻋﺮﺑﻴﺔ ﻣﻘﺎﺑﻞ ﺍﻟﻤﺼﻄﻠﺢ ﺍﻷﺟﻨﺒﻲ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﺘﻌﺮﻳﺐ ،ﺃﻱ ﺻﻴﺎﻏﺔ
ﺍﻟﻜﻠﻤﺔ ﺍﻷﺟﻨﺒﻴﺔ ﻓﻲ ﻗﺎﻟﺐ ﻋﺮﺑﻲ ﺑﺈﺟﺮﺍء ﺑﻌﺾ ﺍﻟﺘﻐﻴﻴﺮ ﻋﻠﻴﻬﺎ ،ﻭﻛﺎﻥ ﺃﺳﻠﻮﺏ ﺍﻟﺘﻌﺮﻳﺐ ﺷﺎﺋﻌﺎ ً ﻣﻨﺬ ﺍﻟﻘﺪﻡ ،ﻭﺍﻗﺘﺒﺲ ﺍﻟﻌﺮﺏ ﺍﻟﻜﺜﻴﺮ ﻣﻦ ﺍﻷﻟﻔﺎﻅ
ﺍﻷﻋﺠﻤﻴﺔ ﻣﺜﻞ ﻛﻠﻤﺔ :ﻓﻠﺴﻔﺔ ﻭﻫﻲ ﻣﻌﺮﺑﺔ ﻣﻦ ﺍﻟﻠﻔﻆ ﺍﻟﻴﻮﻧﺎﻧﻲ ﻓﻴﻼﺳﻮﻓﻴﺎ ﻭﺗﻌﻨﻲ ﻣﺤﺒﺔ ﺍﻟﺤﻜﻤﺔ .ﻭﻛﻠﻤﺔ ﺃﺳﻄُﺮﻻﺏ ﻭﻫﻲ ﺁﻟﺔ ﻓﻠﻜﻴﺔ ﻗﺪﻳﻤﺔ ﺗﻌﻨﻲ
ﻣﻘﻴﺎﺱ/ﻣﺮﺁﺓ ﺍﻟﻨﺠﻮﻡ ،ﻭﻫﻲ ﻣﻌﺮﺑﺔ ﻋﻦ ﺍﻟﻜﻠﻤﺔ ﺍﻟﻴﻮﻧﺎﻧﻴﺔ ﺍﺳﺘﺮﻭﻻﺑﻮﻥ ﻭﺍﻟﻜﻠﻤﺔ ﻣﺮﻛﺒﺔ ﻣﻦ ﻣﻘﻄﻌﻴﻦ ﻭﻫﻲ ﺍﺳﺘﺮﻭ ﺑﻤﻌﻨﻰ ﻧﺠﻢ ﻭﻻﺑﻮﻥ ﻭﺗﻌﻨﻲ
ﻣﺎﺳﻚ ﺃﻭ ﻻﻗﻂ )ﺍﻟﻤﻮﺳﻮﻋﺔ ﺍﻟﺤﺮﺓ  -ﻭﻳﻜﻴﺒﺪﻳﺎ( ﺃﻣﺎ ﻓﻲ ﺍﻟﻮﻗﺖ ﺍﻟﺤﺎﺿﺮ ،ﻓﻘﺪ ﺍﺗﺨﺬ ﺍﻟﺘﺄﺛﺮ ﺷﻜﻼً ﺳﻠﺒﻴﺎً ،ﻓﺎﻟﻠﻐﺔ ﺗﺄﺧﺬ ﻭﻻ ﺗﻌﻄﻲ ،ﻭﺃﻟﻔﺎﻅﻬﺎ
ﺗﻨﺤﺴﺮ ﻭﺃﺑﻨﺎﺅﻫﺎ ﻳﻨﻔﺮﻭﻥ ﻣﻨﻬﺎ ،ﻭﺗﻘﻮﻡ ﺍﻟﺠﺎﻣﻌﺎﺕ ﻭﺍﻟﻤﻌﺎﻫﺪ ﺑﺘﻘﻠﻴﺺ ﺍﻟﺴﺎﻋﺎﺕ ﺍﻟﻤﺨﺼّﺼﺔ ﻟﺘﺪﺭﻳﺴﻬﺎ ،ﻻﻋﺘﻘﺎﺩﻫﻢ ﺃﻧّﻪ ﻻ ﺟﺪﻭﻯ ﻣﻦ ﺗﻌﻠّﻤﻬﺎ
ﻭﺇﺗﻘﺎﻧﻬﺎ ،ﻭﻭﺟﺪ ﺍﻹﺣﺴﺎﺱ ﻧﻔﺴﻪ ﻋﻨﺪ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻤﻠﺘﺤﻘﻴﻦ ﺑﺘﺨ ّ
ﺼﺼﺎﺕ ﺃﺧﺮﻯ ﻏﻴﺮ ﺍﻟﻌﺮﺑﻴﺔ ،ﻓﻬﻢ ﻳﺘﺴﺎءﻟﻮﻥ ﺑﻤﺮﺍﺭﺓ ﻟﻤﺎﺫﺍ ﺗﻔﺮﺿﻮﻥ ﻋﻠﻴﻨﺎ
ﺩﺭﺍﺳﺔ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ؟
ﻭﻧﺠﻢ ﻋﻦ ﻫﺬﺍ ﺍﻻﺳﺘﺨﻔﺎﻑ ﺍﻟﻤﻘﺼﻮﺩ ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻭﻋﺪﻡ ﺍﻫﺘﻤﺎﻡ ﺍﻟﻤﺜﻘّﻔﻴﻦ ﺑﻬﺎ ﺧﺎﺭﺝ ﺩﻭﺍﺋﺮ ﺍﻻﺧﺘﺼﺎﺹ ﻣﺎ ﻳُﺴ ّﻤﻰ ﺑﻈﺎﻫﺮﺓ
ﺍﻟﺘﻠ ّﻮﺙ ﺍﻟﻠﻐﻮﻱ ،ﻭﻛﺜﺮﺓ ﺍﻷﺧﻄﺎء ﺍﻟﻠﻐﻮﻳﺔ ،ﺍﻟﺘﻲ ﻗﺪ ﺗﻜﻮﻥ ﻣﻌﺠﻤﻴﺔً ﺃﻭ ﺻﺮﻓﻴﺔً ﺃﻭ ﻧﺤﻮﻳﺔ ،ﻭﺍﻟﺨﻄﺄ ﺍﻟﻠﻐﻮﻱ ﻓﻲ ﺿﻮء ﺍﻟﻠﺴﺎﻧﻴﺎﺕ ﺍﻟﺘﻄﺒﻴﻘﻴﺔ ﻫﻮ

"ﻣﺨﺎﻟﻔﺔ ﻣﻠﺤﻮﻅﺔ ﻟﻠﻘﻮﺍﻋﺪ ﺍﻟﻠﻐﻮﻳﺔ ﺍﻟﺘﻲ ﻳﺴﺘﺨﺪﻣﻬﺎ ﺍﻟﻨﺎﺱ" )ﻭﻟﻴﺪ ﺇﺑﺮﺍﻫﻴﻢ ﺍﻟﺤﺎﺝ .(2007 ،ﺇﺿﺎﻓﺔ ﺇﻟﻰ ﻅﺎﻫﺮﺓ ﺍﻟﺘﻠﻮﺙ ﺍﻟﻠﻐﻮﻱ
ﺍﻧﺒﺜﻘﺖ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﺘﺤﺪﻳﺎﺕ ﻋﻠﻰ ﺻﻌﻴﺪ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻟﻲ ،ﻳﻤﻜﻦ ﺗﻠﺨﻴﺺ ﺃﺑﺮﺯﻫﺎ ﻓﻲ ﺍﻵﺗﻲ:

 .1ﺍﻟﺠﺎﻣﻌﺎﺕ ﺗﺘﺒﻨﻰ ﺍﻷﻧﻈﻤﺔ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﻓﻲ ﺍﻻﺧﺘﺒﺎﺭﺍﺕ.
 .2ﺍﻟﻤﺤﺎﺿﺮﻭﻥ ﻭﺃﺳﺎﺗﺬﺓ ﺍﻟﺠﺎﻣﻌﺎﺕ ﻳﺘﺒﻨﻮﻥ ﺍﻟﻤﻔﻬﻮﻡ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻓﻲ ﺑﺮﺍﻣﺠﻬﻢ ﺍﻟﺘﺪﺭﻳﺴﻴﺔ.
 .3ﻋﺰﻭﻑ ﺍﻟﻄﺎﻟﺐ ﻋﻦ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﺒﺔ ،ﻭﺍﻟﺘﺮﻛﻴﺰ ﻋﻠﻰ ﺍﻟﻠﻐﺔ ﺍﻷﺟﻨﺒﻴﺔ )ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﺧﺎﺻﺔ( ،ﺍﻋﺘﻘﺎﺩﺍً ﻣﻨﻬﻢ ﺃﻧﻬﺎ ﺃﺳﻠﻮﺏ ﻋﺼﺮﻱ ﻻ
ﻳﻤﻜﻦ ﺗﺠﺎﻫﻠﻪ.
 .4ﻣﻌﻈﻢ ﺍﻷﺑﺤﺎﺙ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﺍﻟﻤﻄﻠﻮﺑﺔ ﻳﻜﻮﻥ ﻋﻦ ﻁﺮﻳﻖ ﻋﻤﻠﻴﺔ ﻧﺴﺦ ﻭﻟﺼﻖ ،ﻣﻤﺎ ﻳﻀﻌﻒ ﻓﻨﻮﻥ ﺍﻟﻜﺘﺎﺑﺔ ﺑﺎﻟﻴﺪ ﺑﺸﻜﻞ ﻣﺒﺎﺷﺮ.
 .5ﺗﺒﻨﻲ ﻭﺟﻬﺔ ﻧﻈﺮ ﺧﺎﻁﺌﺔ ﺑﺄﻥ ﻫﻨﺎﻙ ﺗﻀﺎﺩ ﻣﻔﺎﻫﻴﻢ ﺑﻴﻦ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﻭﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺑﺸﻜﻞ ﻋﺎﻡ.
 .6ﺍﻟﻌﺰﻭﻑ ﺍﻟﻤﺠﺘﻤﻌﻲ – ﻟﺪﻯ ﺃﻭﻟﻴﺎء ﺍﻷﻣﻮﺭ ﺧﺎﺻﺔ  -ﻋﻦ ﺍﻟﻠﻐﺔ ﻧﺘﻴﺠﺔ ﻋﺪﻡ ﺇﺣﺴﺎﺳﻬﻢ ﺑﺄﻫﻤﻴﺘﻬﺎ ﻋﻠﻰ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻌﻠﻤﻲ ﻭﺍﻟﻌﻤﻠﻲ.
ﺍﻟﻠﻐﺔ ﻭﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ
ﺗﺄﺛّﺮﺕ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ – ﻛﻤﺎ ﺗﺄﺛّﺮﺕ ﺟﻤﻴﻊ ﺍﻟﻠﻐﺎﺕ – ﺑﻤﺎ ﻳﺸﻬﺪﻩ ﻋﺎﻟﻢ ﺍﻟﻴﻮﻡ ،ﻋﺎﻟﻢ ﺍﻻﻧﻔﺠﺎﺭ ﺍﻟﻤﻌﻠﻮﻣﺎﺗﻲ ،ﻣﻦ ﺗﻐﻴﺮﺍﺕ ﻣﺘﻼﺣﻘﺔ
ﻣﺬﻫﻠﺔ ﻓﻲ ﻣﺠﺎﻻﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﻭﺍﻻﺗﺼﺎﻻﺕ ﻭﺍﻻﺧﺘﺮﺍﻋﺎﺕ ،ﻭﺻﺎﺭ ﺇﻧﺴﺎﻥ ﺍﻟﻌﺼﺮ ﻳﻠﻬﺚ ﻟﻤﻮﺍﻛﺒﺔ ﻫﺬﻩ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﺍﻟﺘﻲ ﺗﻔﺮﺽ
ﻧﻔﺴﻬﺎ ﻋﻠﻴﻨﺎ ،ﻭﻻﺳﻴﻤﺎ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ ،ﻭﻻ ﻧﺒﺎﻟﻎ ﺇﺫﺍ ﻗﻠﻨﺎ ّ
ﺇﻥ ﺃﻣﻴّﺔ ﺍﻟﻘﺮﺍءﺓ ﻭﺍﻟﻜﺘﺎﺑﺔ ﺗﺤﻮّﻟﺖ ﺍﻵﻥ ﺇﻟﻰ ﺃﻣﻴّﺔ ﺍﻟﺤﺎﺳﻮﺏ ﻭﻣﺮﻓﻘﺎﺗﻪ،
ﻭﺗﺤﻀﺮﻧﻲ ﻓﻲ ﻫﺬﺍ ﺍﻟﻤﻘﺎﻡ ﺣﻜﺎﻳﺔ ﻣﻦ ﺍﻟﻄﻔﻮﻟﺔ ،ﺣﻴﻦ ﻛﺎﻧﺖ ﻧﺴﺎء ﺍﻟﻘﺮﻳﺔ ﺍﻟﻤﺘﻘﺪﻣﺎﺕ ﻓﻲ ﺍﻟﺴﻦ ،ﻳﺘﻨﺎﺯﻟﻦ ﻭﻳﻄﻠﺒﻦ ﻣﻨّﻲ ﺑﺮﺟﺎء )ﺃﻧﺎ ﺍﻟﻄﻔﻞ
ُ
ﺍﻟﺼﻐﻴﺮ( ْ
ّ
ﺃﻥ ﺃﻛﺘﺐ ّ
ﻭﻛﻨﺖ ﺃﺷﻌﺮ ﺑﻔﺮﺣﺔ ﻻ ﺗﻮﺻﻒ ﻷﻧّﻲ ﺃﻗﺮﺃ ﻭﺃﻛﺘﺐ ،ﻭﻟﺪ ّ
ﻱ ﻣﺎ
ﻷﺑﻨﺎﺋﻬﻦ ﺍﻟﻌﺎﻣﻠﻴﻦ ﻓﻲ ﺩﻭﻝ ﺍﻟﺨﻠﻴﺞ،
ﻟﻬﻦ ﺭﺳﺎﺋﻞ )ﻣﻜﺎﺗﻴﺐ(
ﻳﻤﻴّﺰﻧﻲ ،ﻭﻟ ْﻢ ﻳﺨﻄﺮ ﺑﺒﺎﻟﻲ ﺣﻴﻨﺬﺍﻙ ّ
ﺃﻥ ﺍﻷﻳﺎﻡ ﺩﻭﻝ ،ﻭﺃﻧّﻪ ﺳﻴﺄﺗﻲ ﻋﻠ ّﻲ ﻳﻮﻡ ﺃﻋﺎﻧﻲ ﻓﻴﻪ ﻣﻦ ﺃﻣﻴّﺔ ﺟﺪﻳﺪﺓ ﻫﻲ ﺃﻣﻴّﺔ ﺍﻟـ ) ،(computerﻓﺄﻟﺠﺄ ﺇﻟﻰ
ﺃﺑﻨﺎﺋﻲ ﺃﻁﻠﺐ ﻣﻨﻬﻢ ﺍﻟﻐﻮﺙ ﻭﺍﻟﻌﻮﻥ؛ ﻛﻲ ﺗﺴﻴﺮ ﺍﻷﻣﻮﺭ ﻋﻠﻰ ﻣﺎ ﻳﺮﺍﻡ.
ﻫﺬﺍ ﻫﻮ ﺣﺎﻝ ﺍﻷﺷﺨﺎﺹ ،ﻓﻜﻴﻒ ﺍﻟﺤﺎﻝ ﻣﻊ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ؟ ﻫﻞ ﺗﺸﻌﺮ ﻫﻲ ﺍﻷﺧﺮﻯ ﺑﺄﻧّﻬﺎ ﻋﺎﺟﺰﺓ ﻋﻦ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﺍﻟﺘﻘﻨﻴﺎﺕ
ﺍﻟﺤﺪﻳﺜﺔ؟ ﻭﺃﻧّﻬﺎ ﻏﻴﺮ ﻗﺎﺩﺭﺓ ﻋﻠﻰ ﺍﻟﻤﻌﺎﺻﺮﺓ ﻭﺗﻠﺒﻴﺔ ﺍﻟﺤﺎﺟﺎﺕ ﺍﻟﻤﻠ ّﺤﺔ ﺍﻟﻤﺘﺠ ّﺪﺩﺓ؟ ﻭﺃﻧّﻬﺎ ﺃﺧﻴﺮﺍً ،ﺑﺤﺎﺟﺔ ﺇﻟﻰ ﻣﺴﺎﻋﺪﺓ ﺃﺑﻨﺎﺋﻬﺎ ﻛﻲ ﺗﻨﻬﺾ
ﻭﺗﻮﺍﺻﻞ ﺍﻟﻤﺸﻮﺍﺭ؟؟
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ﺍﻟﻠﻐﺔ ﻭﺍﻟﺸﺒﻜﺔ ﺍﻟﻌﻨﻜﺒﻮﺗﻴﺔ )(Internet
ﻟﻢ ﻳﻌﺪ ﺍﻹﻧﺘﺮﻧﺖ ﻣﺼﺪﺭﺍً ﻟﻠﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﻤﺠﺮﺩﺓ ﻓﺤﺴﺐ ﺑﻞ ﺃﺿﺤﻰ ﺳﺎﺣﺔ ﻟﻠﺼﺮﺍﻋﺎﺕ ﺑﻴﻦ ﺍﻟﻘﻴﻢ ﺍﻟﻤﻮﺟﻮﺩﺓ ﻓﻲ ﺍﻟﻤﺠﺘﻤﻊ ﻭﺍﻟﻘﻴﻢ
ﺍﻟﺠﺪﻳﺪﺓ ﺍﻟﺘﻲ ﻅﻬﺮﺕ ﻧﺘﻴﺠﺔ ﻟﻈﻬﻮﺭ ﺃﺷﻜﺎﻝ ﺟﺪﻳﺪﺓ ﻟﻠﺘﻮﺍﺻﻞ ﺑﻴﻦ ﺍﻟﺸﺒﺎﺏ ﻋﻠﻰ ﺷﺒﻜﺔ ﺍﻹﻧﺘﺮﻧﺖ ﻟﻢ ﺗﻜﻦ ﻣﺘﺎﺣﺔ ﻣﻦ ﻗﺒﻞ ،ﻭﻣﻨﻬﺎ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺍﻟﺤﻮﺍﺭﻳﺔ ﻭﺍﻟﻤﺪﻭﻧﺎﺕ ﻭﺍﻟﺸﺒﻜﺎﺕ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﺍﻟﻤﺨﺘﻠﻔﺔ ﻛﺸﺒﻜﺘﻲ ﺍﻟﻔﻴﺲ ﺑﻮﻙ ﻭﺍﻟﻴﻮﺗﻴﻮﺏ ،ﻭﻗﺪ ﺍﺳﺘﻄﺎﻋﺖ ﻫﺬﻩ ﺍﻟﺸﺒﻜﺔ ْ
ﺃﻥ ﺗﺨﺮﻕ ﺟﻤﻴﻊ
ﺍﻟﺤﻮﺍﺟﺰ ﺍﻟﺜﻘﺎﻓﻴﺔ ﻭﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﻭﺍﻻﻗﺘﺼﺎﺩﻳﺔ ﺑﻴﻦ ﺩﻭﻝ ﺍﻟﻌﺎﻟﻢ" ،ﻓﻬﻲ ﺗﻮﻓّﺮ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺑﺄﻧﻮﺍﻋﻬﺎ ﻟﻜ ّﻞ ﻣﻦ ﻳﺼﻞ ﺇﻟﻴﻬﺎ ﺑﻐﺾّ ﺍﻟﻨﻈﺮ ﻋﻦ
ﺟﻨﺴﻪ ﺃﻭ ﻟﻐﺘﻪ ﺃﻭ ﺩﻳﻨﻪ ﺃﻭ ﻋﻤﺮﻩ ﺃﻭ ﻣﻜﺎﻧﺘﻪ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ...ﻣﻤﺎ ﺃﻭﺟﺪ ﺷﻜﻼً ﺟﺪﻳﺪﺍً ﻟﻠﺘﻨﺎﻓﺲ ﺍﻻﻗﺘﺼﺎﺩﻱ ﻭﺍﻟﺴﻴﺎﺳﻲ ﺑﻴﻦ ﺍﻟﺪﻭﻝ" )ﻛﺮﻳﺴﺘﺎﻝ،
.(2005
ﻭﺛﻤﺔ ﻋﻼﻗﺔ ﻗﻮﻳﺔ ﺑﻴﻦ ﺷﺒﻜﺔ ﺍﻹﻧﺘﺮﻧﺖ ﻭﺍﻟﺤﻴﺎﺓ ﺍﻟﺜﻘﺎﻓﻴﺔ ﻭﺍﻟﻤﻌﺮﻓﻴﺔ ،ﻓﻤﻨﺬ ﻅﻬﻮﺭﻫﺎ ﻋﻠﻰ ﻣﺴﺮﺡ ﺍﻟﺤﻴﺎﺓ ﺗﻐﻴﺮﺕ ﻋﻼﻗﺘﻨﺎ
ﺑﺎﻟﻤﻌﻠﻮﻣﺎﺕ ،ﻓﺒﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﺗﺄﺛﻴﺮﻫﺎ ﻓﻲ ﺛﻘﺎﻓﺔ ﺍﻟﻘﺎﺭﺉ ،ﻓﺈﻧﻬﺎ ﺗﺮﻛﺖ ﺃﺛﺮﺍً ﻛﺒﻴﺮﺍً ﻓﻲ ﻭﺍﻗﻌﻨﺎ ﺍﻟﺜﻘﺎﻓﻲ ﺍﻟﻤﻌﺎﺻﺮ ،ﻭﺳﺎﻋﺪﺕ ﻋﻠﻰ ﺍﺗﺴﺎﻉ ﻣﺪﺍﺭﻙ
ﻣﺴﺘﺨﺪﻣﻴﻬﺎ ﻧﺘﻴﺠﺔ ﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺒﺎﺩﻝ ﺍﻟﺜﻘﺎﻓﻲ ﺍﻟﻮﺍﺳﻊ ﺑﻴﻨﻬﻢ ،ﻛﻤﺎ ﻋﻤﻠﺖ ﻋﻠﻰ ﺇﺫﺍﺑﺔ ﺍﻟﻔﻮﺍﺭﻕ ﺍﻟﺸﺎﺳﻌﺔ ﺑﻴﻦ ﺍﻟﻌﻠﻮﻡ ﺍﻹﻧﺴﺎﻧﻴﺔ ﻭﺍﻟﻌﻠﻮﻡ ﺍﻟﺘﻄﺒﻴﻘﻴﺔ ﻣﻦ
ﻧﺎﺣﻴﺔ ،ﻭﺑﻴﻦ ﺍﻟﻌﻠﻮﻡ ﺍﻹﻧﺴﺎﻧﻴﺔ ﻭﺑﻌﻀﻬﺎ ﺍﻟﺒﻌﺾ ﻣﻦ ﻧﺎﺣﻴﺔ ﺃﺧﺮﻯ
.
ّ
ﺇﻥ ﺍﻟﺘﻘﺪﻡ ﺍﻟﻌﻠﻤﻲ ﻭﺗﻮﺳّﻊ ﻣﺠﺎﻝ ﺍﻟﺮﺅﻳﺔ ﻭﺍﺧﺘﻼﻑ ﻣﻮﻗﻌﻬﺎ ،ﻟﻪ ﻗﺪﺭﺓ ﻋﻠﻰ ﺗﻄﻮﻳﺮ ﺍﻟﻤﻨﻬﺞ ﻭﺍﻟﺮﻗﻲ ﺑﺎﻟﻌﻘﻞ؛ ﻣﻤﺎ ﻳﺘﻄﻠﺐ ﺇﻋﺎﺩﺓ
ﺍﻟﺘﻨﺴﻴﻖ ﻣﻦ ﺃﺟﻞ ﺍﻟﺘﻼﺅﻡ ﻣﻊ ﻫﺬﻩ ﺍﻟﺘﻐﻴﺮﺍﺕ ﻛﻤﺎ ﺃﻥ ﻫﺬﺍ ﺍﻟﻮﺳﺎﺋﻂ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﺍﻟﻄﻴﻌﺔ ﺳﺘﺠﻌﻠﻨﺎ ﺃﻛﺜﺮ ﻗﺪﺭﺓ ﻋﻠﻰ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﺍﻟﻮﺍﻗﻊ
ﻭﺍﻟﺘﺨﻠﺺ ﻣﻦ ﺍﻟﺘﻔﻜﻴﺮ ﺍﻟﻘﺎﻁﻊ ﺍﻟﻴﻘﻴﻨﻲ ،ﻛﻲ ﻧﻮﺍﺟﻪ ﻭﺍﻗﻊ ﺍﻻﺣﺘﻤﺎﻻﺕ ﻭﺇﺫﺍ ﻛﺎﻥ ﻁﺎﻟﺒﻨﺎ ﺍﻟﻴﻮﻡ ﻣﻦ ﺭﻭﺍﺩ ﺍﻟﺸﺒﻜﺔ ﺍﻟﺮﻗﻤﻴﺔ ﻓﺤﺘﻤﺎ ً ﺳﻮﻑ ﻳﺼﻞ
ﺇﻟﻰ ﺍﻟﻤﻌﺎﺭﻑ ﻋﻠﻰ ﺿﻮء ﻣﻌﺎﺯﻓﻪ؛ ﻷﻥ ﻋﻘﻮﻟﻨﺎ ﻭﺃﻓﻜﺎﺭﻧﺎ ﺗﺘﺒﺪﻝ ﻭﺗﺘﻐﻴﺮ ﺑﻔﻌﻞ ﺧﺒﺮﺍﺗﻨﺎ ﻭﻣﻌﺎﺯﻓﻨﺎ ،ﻛﻤﺎ ﺃﻥ ﻧﻈﺮﻳﺔ ﺍﻟﺘﻠﻘﻲ ﺗﺠﻌﻞ ﻓﻬﻢ ﺍﻟﻨﺺ
ﻣﻮﺻﻮﻝ ﺍﻟﻨﺴﺐ ﺑﺜﻘﺎﻓﺔ ﺍﻟﻘﺎﺭﺉ ﻭﻣﺴﺘﻮﺍﻩ ﺍﻟﻌﻘﻠﻲ ﻭﻣﻠﻜﺎﺗﻪ ﺍﻟﻔﻨﻴﺔ ﺛﻢ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﺜﻘﺎﻓﻲ ﺍﻟﻌﺎﻡ ﻟﻠﻤﺠﺘﻤﻊ.
ﻓﺎﻹﻧﺘﺮﻧﺖ ﻭﺳﻴﻂ ﺇﻟﻜﺘﺮﻭﻧﻲ ﻋﺎﻟﻤﻲ ﻭﺗﻔﺎﻋﻠﻲ ،ﻭﻫﻮ ﻟﻴﺲ ﻣﺠﺮّﺩ ﺣﻘﻴﻘﺔ ﺗﻜﻨﻮﻟﻮﺟﻴﺔ ،ﺑﻞ ﻫﻮ ﺣﻘﻴﻘﺔ ﺍﺟﺘﻤﺎﻋﻴﺔ ،ﻭﺑﻀﺎﻋﺘﻬﺎ
ﺍﻷﺳﺎﺳﻴﺔ ﻫﻲ ﺍﻟﻠﻐﺔ ،ﻓﻤﻦ ﺍﻟﻄﺒﻴﻌﻲ ْ
ﺃﻥ ﺗﺘﺮﺗّﺐ ﻋﻠﻰ ﻭﺟﻮﺩﻩ ﻧﺘﺎﺋﺞ ﻓﻴﻤﺎ ﻳﺘﻌﻠّﻖ ﺑﺎﻟﻠﻐﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ،ﻭﻛﻠﻤﺎ ﺗﺰﺍﻳﺪﺕ ﺍﻟﻨﻈﺮﺓ ﺇﻟﻰ ﺍﻹﻧﺘﺮﻧﺖ ﻣﻦ
ﻭﺟﻬﺔ ﻧﻈﺮ ﺍﺟﺘﻤﺎﻋﻴﺔ ﺃﺻﺒﺢ ﺩﻭﺭ ﺍﻟﻠﻐﺔ ﻣﺮﻛﺰﻳﺎً" ،ﻭﻋﻠﻰ ﺍﻟﺮﻏﻢ ﻣﻦ ﺍﻹﻧﺠﺎﺯﺍﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ﺍﻟﻤﻠﺤﻮﻅﺔ ﻭﺍﻹﺑﻬﺎﺭ ﺍﻟﺒﺼﺮﻱ ﻟﻤﺎ ﻳُﻌﺮﺽ
ﻓﺈﻥ ﻣﺎ ﻳﺘﻀّﺢ ﻣﺒﺎﺷﺮﺓ ﻓﻲ ﺃﻱ ﻣﻦ ﻭﻅﺎﺋﻒ ﺍﻹﻧﺘﺮﻧﺖ ﻫﻮ ﺳﻤﺘﻪ ﺍﻟﻠﻐﻮﻳﺔ ،ﻭﺇﺫﺍ ﻛﺎﻥ ﺍﻹﻧﺘﺮﻧﺖ ﻳﻤﺜّﻞ ﺛﻮﺭﺓ ﻓﺈﻧّﻪ ﻣﻦ ﺍﻟﻤﺤﺘﻤﻞ ْ
ﻋﻠﻰ ﺍﻟﺸﺎﺷﺔّ ،
ﺃﻥ
ﺗﻜﻮﻥ ﺛﻮﺭﺓً ﻟﻐﻮﻳﺔ" )ﻛﺮﻳﺴﺘﺎﻝ.(2005 ،
ﻓﻜﻼﻡ ﺍﻹﻧﺘﺮﻧﺖ ﻳُ َﻌ ّﺪ ﻭﺳﻴﻄﺎ ً ﻟﻐﻮﻳﺎ ً ﺟﺪﻳﺪﺍً ،ﻭﻣﻦ ﺍﻵﻥ ﻓﺼﺎﻋﺪﺍً ﻻ ﺑ ّﺪ ْ
ﺃﻥ ﻧﻀﻴﻒ ﺑﻌﺪﺍً ﺁﺧﺮ ﻟﻠﺒﺤﺚ ﺍﻟﻤﻘﺎﺭﻥ ،ﺃﻻ ﻭﻫﻮ :ﺍﻟﻠﻐﺔ
ﺍﻟﻤﻨﻄﻮﻗﺔ ﻓﻲ ﻣﻘﺎﺑﻞ ﺍﻟﻠﻐﺔ ﺍﻟﻤﻜﺘﻮﺑﺔ ،ﻓﻲ ﻣﻘﺎﺑﻞ ﻟﻐﺔ ﺍﻹﺷﺎﺭﺓ ،ﻓﻲ ﻣﻘﺎﺑﻞ ﺍﻟﻠﻐﺔ ﺑﻮﺍﺳﻄﺔ ﺍﻟﺤﺎﺳﻮﺏ ،ﻭ" ّ
ﺇﻥ ﻛﻼﻡ ﺍﻟﺸﺒﻜﺔ ﺷﻲء ﺟﺪﻳ ٌﺪ ﺗﻤﺎﻣﺎ ً ﻓﻼ
ﻫﻮ ﻛﺘﺎﺑﺔ ﻣﻨﻄﻮﻗﺔ ،ﻭﻻ ﻛﻼﻡ ﻣﻜﺘﻮﺏ ،ﺑﻞ ﻫﻮ ﺷﻲء ﻣﺨﺘﻠﻒ ﺍﺧﺘﻼﻓﺎ ً ﺟﺬﺭﻳﺎ ً ﻋﻦ ﺍﻟﻜﺘﺎﺑﺔ ﻭﺍﻟﻜﻼﻡ ،ﻓﻬﻮ ﺑﺎﺧﺘﺼﺎﺭ ﻭﺳﻴﻂ ﺭﺍﺑﻊ" )ﻛﺮﻳﺴﺘﺎﻝ،
.(2005
ﻟﻘﺪ ﺃﺻﺒﺢ ﺍﻹﻧﺘﺮﻧﺖ ﻭﺳﻴﻄﺎ ً ﻻﺳﺘﻌﻤﺎﻝ ﻟﻐﺔ ﺟﺪﻳﺪﺓ ،ﻭﻫﺬﺍ ﻳﻌﻨﻲ ّ
ﺃﻥ ﻫﻨﺎﻙ ﻣﺨﺎﻁﺮ ﺣﻘﻴﻘﻴﺔ ﺗﻮﺍﺟﻬﻬﺎ ﺍﻟﻠﻐﺎﺕ ،ﻣﻊ ﺧﻮﻑ ﻣﺘﺰﺍﻳﺪ ﻣﻦ
ْ
ﺃﻥ ﺗﺼﺒﺢ ﻫﺬﻩ ﺍﻟﻠﻐﺎﺕ ﺿﺤﺎﻳﺎ ﻟﻺﻧﺘﺮﻧﺖ ،ﻭﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﺍﻟﺘﻲ ﺗﺴﻴﻄﺮ ﻋﻠﻰ ﺍﻷﻟﺴﻨﺔ ﺍﻷﺧﺮﻯ ،ﻭﻧﺸﻌﺮ ّ
ﺃﻥ ﻫﺬﺍ ﺍﻟﻮﺳﻴﻂ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
ﺳﻴﻘﻠﺐ ﻣﻔﻬﻮﻡ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻟﻠﻐﻮﻱ ﺍﻟﻤﻌﺘﺎﺩ ﺭﺃﺳﺎ ً ﻋﻠﻰ ﻋﻘﺐ ،ﻭﺃﺻﺒﺤﺖ ﺍﻟﺤﺎﺟﺔ ُﻣﻠ ّﺤﺔ ﻟﻮﺟﻮﺩ ﻗﺎﻣﻮﺱ ﻟﻤﺼﻄﻠﺤﺎﺕ ﺍﻹﻧﺘﺮﻧﺖ ،ﻭﻳﺘﺴﺎءﻝ
ﻛﺎﺗﺐ ﺇﻧﺠﻠﻴﺰﻱ ﺳﺎﺧﺮﺍً :ﺇﺫﺍ ﻛﺎﻧﺖ ﻟﻐﺔ ﺍﻟﺤﺎﺳﻮﺏ ﻓﻲ ﺍﻷﺻﻞ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،ﻓﻠﻤﺎﺫﺍ ﻧﺒﺤﺚ ﻋﻦ ﻟﻐﺔ ﺑﺪﻳﻠﺔ ﻟﻠﺘﻮﺍﺻﻞ ﻋﻠﻰ ﺍﻹﻧﺘﺮﻧﺖ ﻣﺸﺘﻘﺔ ﻣﻦ
ﺍﻹﻧﺠﻠﻴﺰﻳﺔ؟ ﻭﻣﻦ ﻧﻤﺎﺫﺝ ﻫﺬﻩ ﺍﻟﺼﻮﺭﺓ ﺍﻟﺠﺪﻳﺪﺓ ﻟﻠﻐﺔ )ﺍﻹﻧﺠﻠﻴﺰﻳﺔ( ﺍﻻﺳﺘﻌﺎﻧﺔ ﺑﺎﻟﻤﺨﺘﺼﺮﺍﺕ:
You -----> u
Your ----->ur
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Next ----->nxt
Message ----->msg
Oh My God -----> OMG
By The Way -----> BTW
ﻭﻛﺬﻟﻚ ﺍﺳﺘﻌﻤﺎﻝ ﺍﻷﺭﻗﺎﻡ ﻣﺤ ّﻞ ﺍﻟﺤﺮﻭﻑ ،ﻭﻣﻦ ﺃﻣﺜﻠﺘﻪ:
Night -----> ni8
To -----> 2
For -----> 4
Kuwait -----> K8
Forget -----> 4get
Tomorrow -----> 2morrow
Forgive -----> 4give
ﻓﺎﻟﻤﻬﻢ ﻋﻨﺪ ﺍﻟﻤﺴﺘﺨﺪﻣﻴﻦ ﻟﻴﺲ ﻗﻮﺍﻋﺪ ﺍﻟﻠﻐﺔ ﻭﺳﻼﻣﺘﻬﺎ ﺑﻞ ﺍﻹﻓﻬﺎﻡ ﻭﺍﺧﺘﺼﺎﺭ ﺍﻟﻮﻗﺖ ﻭﺍﻟﺠﻬﺪ ،ﻭﺗﻮﻓﻴﺮ ﺍﻟﻤﺎﻝ ﻛﻤﺎ ﻓﻲ ﺍﻟﺮﺳﺎﺋﻞ
ﺍﻟﻘﺼﻴﺮﺓ ) ،(SMSﻓﺎﻟﺸﺒﻜﺔ ﻟﻬﺎ ﺁﺛﺎﺭ ﺳﻠﺒﻴﺔ ﻋﻠﻰ ﻣﺴﺘﻘﺒﻞ ﺍﻟﻠﻐﺔ ،ﻛﻤﺎ ﻳﻘﻮﻝ ﻛﺮﻳﺴﺘﺎﻝ" :ﺇﻥ ﻧﻮﻋﻴﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻤﺴﺘﻌﻤﻠﺔ ﻓﻴﻪ ﻫﻲ ﺍﻟﺘﻲ ﺳﻮﻑ
ﻭﺇﻥ ﺍﻟﻤﻌﺎﻳﻴﺮ ﺍﻟﻠﻐﻮﻳﺔ ﺳﻮﻑ ﺗﺘﻬﺎﻭﻯّ ،
ﺗﺴﻮﺩّ ،
ﻭﺇﻥ ﺍﻹﺑﺪﺍﻉ ﺳﻮﻑ ﻳﻀﻤﺤﻞ ،ﻧﺘﻴﺠﺔ ﻟﻘﻴﺎﻡ ﺍﻟﻌﻮﻟﻤﺔ ﺑﻔﺮﺽ ﺍﻟﺘﺸﺎﺑﻪ ﻋﻠﻰ ﺍﻟﺠﻤﻴﻊ" )ﻛﺮﻳﺴﺘﺎﻝ،
.(2005
ﻟﻘﺪ ﺃ ّﺩﻯ ﺍﻟﺘﻮﺍﺻﻞ ﻋﺒﺮ ﺍﻹﻧﺘﺮﻧﺖ ﺇﻟﻰ ﻣﻮﺍﺟﻬﺔ ﻣﻊ ﻣﻨﻈﻮﻣﺔ ﺍﻟﻠﻐﺔ ﻋﻠﻰ ﺍﺗﺴﺎﻋﻬﺎ ،ﻭﻳﺮﻯ ﺑﻌﺾ ﺍﻟﺒﺎﺣﺜﻴﻦ ّ
"ﺃﻥ ﺃﺯﻣﺔ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ
ﻣﺮ ّﺷﺤﺔ ﻓﻲ ﺍﻟﻮﻗﺖ ﺍﻟﺮﺍﻫﻦ ﻟﻠﺘﻔﺎﻗﻢ ﻭﺍﻻﺯﺩﻳﺎﺩ ،ﺗﺤﺖ ﺿﻐﻂ ﺍﻟﻤﻄﺎﻟﺐ ﺍﻟ ُﻤﻠ ّﺤﺔ ﻟﻌﺼﺮ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ،ﻭﺍﺗﺴﺎﻉ ﺍﻟﻔﺠﻮﺓ ﺍﻟﻠﻐﻮﻳﺔ ﺍﻟﺘﻲ ﺗﻔﺼﻞ ﺑﻴﻨﻨﺎ
ﻭﺑﻴﻦ ﺍﻟﻌﺎﻟﻢ ﺍﻟﻤﺘﻘ ّﺪﻡ" )ﻧﺒﻴﻞ ﻋﻠﻲ (2001 ،ﻭﺇﺫﺍ ﻛﺎﻧﺖ ﺍﻟﺸﺒﻜﺔ ﺍﻟﻌﻨﻜﺒﻮﺗﻴﺔ ﺗﻤﺜّﻞ ﺛﻮﺭﺓ ﻓﺈﻧّﻬﺎ ﺛﻮﺭﺓ ﻟﻐﻮﻳﺔ ﺗﻬ ّﺪﺩ ﺍﻟﻠﻐﺎﺕ ﻏﻴﺮ ﺍﻹﻧﺠﻠﻴﺰﻳﺔّ ،
ﻷﻥ
ﺍﻟﻠﻐﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ) (Internet Languageﻫﻲ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،ﻭﻳُﻄﻠﻖ ﻋﻠﻰ ﻛﻼﻡ ﺍﻟﺸﺒﻜﺔ ﺍﺳﻢ ) ،(Netlishﻭﻫﺬﺍ ﺍﻟﻤﺼﻄﻠﺢ ﻣﺄﺧﻮﺫ ﻣﻦ
ﻛﻠﻤﺔ ) ،(Englishﻭﻳﺮﻯ ﺑﻌﺾ ﺍﻟﻤﻔ ّﻜﺮﻳﻦ ّ
ﺃﻥ "ﺍﻟﺸﺒﻜﺔ ﺁﻟﺔ ﺿﺨﻤﺔ ﻟﻨﺠﻠﺰﺓ ﺍﻟﻌﺎﻟﻢ" )ﺍﻟﻤﻨﺎﺻﺮﺓ .(2004 ،ﻭﻓﻲ ﻫﺬﺍ ﺍﻟﺼﺪﺩ ﻛﺘﺐ ﺩﻳﻔﻴﺪ
ﻛﺮﻳﺴﺘﺎﻝ" :ﺇﺫﺍ ﺃﺭﺩﺕ ْ
ﺃﻥ ﺗﺴﺘﻔﻴﺪ ﺃﻗﺼﻰ ﺍﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺍﻹﻧﺘﺮﻧﺖّ ،
ﻓﺈﻥ ﻫﻨﺎﻙ ﻁﺮﻳﻘﺔ ﻭﺍﺣﺪﺓ ﺣﻘﻴﻘﻴﺔ ﻟﻜﻲ ﺗﻔﻌﻞ ﺫﻟﻚ )ﺗﻌﻠّﻢ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ( ،ﻣﻊ
ﺍﻻﻋﺘﺮﺍﻑ ﺑﻮﺟﻮﺩ ﻣﺤﺪﻭﺩ ﻟﻠﻐﺎﺕ ﺃﺧﺮﻯ ،ﻭﻫﻲ ﺣﺴﺐ ﺍﻹﺣﺼﺎﺋﻴﺔ :ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،%82.3 :ﻭﻣﺎ ﺗﺒﻘّﻰ ﺗﻮ ّﺯﻉ ﻋﻠﻰ ﺍﻟﻠﻐﺎﺕ ﺍﻷﺧﺮﻯ ﻭﻫﻲ
ﻋﻠﻰ ﺍﻟﺘﻮﺍﻟﻲ :ﺍﻷﻟﻤﺎﻧﻴﺔ ،ﺍﻟﻴﺎﺑﺎﻧﻴﺔ ،ﺍﻟﻔﺮﻧﺴﻴﺔ ،ﺍﻹﺳﺒﺎﻧﻴﺔ ...ﺃ ّﻣﺎ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻓﺘﺄﺗﻲ ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻣﻨﺔ ﻋﺸﺮﺓ" )ﻛﺮﻳﺴﺘﺎﻝ.(2005 ،

ﺣﺎﻻﺕ ﺍﻟﺸﺒﻜﺔ ﺍﻟﻌﻨﻜﺒﻮﺗﻴﺔ ﺍﻟﺘﻲ ﻟﻬﺎ ﺃﺛﺮ ﻋﻠﻰ ﺍﻟﻠﻐﺔ
ﻷﻥ ﺍﻟﺸﺒﻜﺔ ﺍﻟﻌﺎﻟﻤﻴﺔ ﻫﻲ ﺣﺠﺮ ﺍﻷﺳﺎﺱ ﻓﻲ ﻋﺼﺮ ﺍﻟﻌﻮﻟﻤﺔ ﻭﺍﻟﺴﺮﻋﺔ ،ﻛﺎﻥ ﻻ ﺑ ّﺪ ﻟﻬﺬﻩ ﺍﻟﺸﺒﻜﺔ ْ
ّ
ﻲ
ﺃﻥ ﺗﻌﻜﺲ ﺑﺸﻜﻞ ﻭﺍﺿﺢ ﻭﺟﻠ ّ
ﺍﺳﻢ ﻫﺬﺍ ﺍﻟﻌﺼﺮ ،ﺍﻟﺬﻱ ﺍﻧﻌﻜﺲ ﺃﻳﻀﺎ ً ﻋﻠﻰ ﺍﻟﻠﻐﺔ ﺍﻟﻤﻜﺘﻮﺑﺔ ،ﻓﻈﻬﺮ ﻣﺎ ﻳُﺴ ّﻤﻰ ﺑﻌﻠﻢ ﻟﻐﺔ ﺍﻹﻧﺘﺮﻧﺖ ﺍﻟﺘﻄﺒﻴﻘﻲ ،ﺣﻴﺚ ﻳﺤﺎﻭﻝ ﻣﺴﺘﺨﺪﻣﻮ ﻫﺬﻩ
ﺍﻟﺸﺒﻜﺔ ﺍﻳﺼﺎﻝ ﺃﻓﻜﺎﺭﻫﻢ ﻭﻣﺸﺎﻋﺮﻫﻢ ﻭﺁﺭﺍﺋﻬﻢ ﺑﺸﻜﻞ ﺳﺮﻳﻊ ،ﻳﻌﺘﻤﺪ ﻋﻠﻰ ﻣﺒﺪﺃ :ﺃﻛﺘﺐُ ﻷﻓَﻬﻢ ﻭﺃُ ْﻓ ِﻬﻢ ،ﻭﻻ ﺃﻛﺘﺐ ﺣﺘﻰ ﺃﺗﻤﺎﺷﻰ ﻣﻊ ﻗﻮﺍﻋﺪ ﺍﻟﻠﻐﺔ
ﻭﺇﻣﻼﺋﻬﺎ ،ﻭﻳﺴﻬﻞ ﻋﻠﻰ ﺍﻟﺒﺎﺣﺚ ﻟﻤﺲ ﻫﺬﺍ ﺍﻷﺛﺮ ﺑﻤﺠﺮّﺩ ﺍﻟﺪﺧﻮﻝ ﺇﻟﻰ ﻭﺳﺎﺋﻂ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻣﺜﻞ ﺍﻟـ  ،Facebookﺃﻭ ﺇﻟﻰ ﺗﻄﺒﻴﻘﺎﺕ
ﺃﻥ ﻫﺬﻩ ﺍﻟﻮﺳﺎﺋﻂ ،ﺗﻮﻓّﺮ ﻟﻤﺴﺘﺨﺪﻣﻴﻬﺎ ﻗﺎﻣﻮﺳﺎ ً ﺇﻟﻜﺘﺮﻭﻧﻴﺎ ً ﺁﻟﻴﺎ ً ،ﻳﻀﻊ ﺧﻄّﺎ ً
ﺍﻟﺪﺭﺩﺷﺔ ﻣﺜﻞ  ،Chat Applicationsﻣﻊ ﺍﻷﺧﺬ ﺑﻌﻴﻦ ﺍﻻﻋﺘﺒﺎﺭ ّ
ﺃﺣﻤﺮ ﺗﺤﺖ ﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﻤﻜﺘﻮﺑﺔ ﺑﺼﻮﺭﺓ ﺧﺎﻁﺌﺔ ،ﻣﻊ ﺇﻣﻜﺎﻧﻴﺔ ﺗﺼﺤﻴﺢ ﺍﻟﺨﻄﺄ.
ﺇﻥ ﺍﻟﺘﻮﺍﺻﻞ ﺑﻴﻦ ﺍﻟﻨﺎﺱ ﻋﺒﺮ ﺍﻟﻮﺳﺎﺋﻂ ﺍﻟﺴﺎﺑﻖ ﺫﻛﺮﻫﺎ ﻗﻠﺐ ﻣﻔﻬﻮﻡ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻟﻠﻐﻮﻱ ﺭﺃﺳﺎ ً ﻋﻠﻰ ﻋﻘﺐ ،ﻭﺍﺳﺘﻄﺎﻉ ﺍﻟﻨﺎﺱ ْ
ّ
ﺃﻥ
ﻳُﻄﻮّﻋﻮﺍ ﻟﻐﺘﻬﻢ ﺑﺤﻴﺚ ﺗﻔﻲ ﺑﺎﻟﻤﺘﻄﻠﺒﺎﺕ ﺍﻟﺠﺪﻳﺪﺓ ،ﻭﺍﻟﺸﻌﺎﺭ ﺍﻟﺠﺪﻳﺪ ﻟﻠﻜﺘﺎﺑﺔ ﻫﻮ :ﻧﻜﺘﺐ ﻟﻨَ ْﻔﻬَﻢ ﻭﻧُ ْﻔ ِﻬﻢ ،ﻭﻣﻦ ﺍﻷﻣﺜﻠﺔ ﻋﻠﻴﻪ:
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" tb lsn mtzaker el "coming soon" page elle raf3tha la ramzi jewelry .. bde trf3le yaha kman marra..
"hall2 bb3tlk el cpanel el jdede
"ﺍﺕ ﻭﺍﺯ ﺍ ﻓﺎﺳﺖ ﺍﺭﺍﻧﺠﻤﺖ  ,ﺍﻳﻔﻴﻦ ﺍﺩ ﻟﻮﻓﺪ ﺍﻑ ﻳﻮ ﻭﻳﺮ ﺛﻴﺮ ,ﻳﺎﺍ ﻭﻱ ﺷﻮﺩ  ,ﻟﻴﺖ ﻣﻲ ﺍﺭﺍﻧﺞ ﻣﻲ ﻳﻮﻧﻴﻔﻴﺮﺳﻴﺘﻲ ﺳﺘﺎﺍﻑ ﺍﻧﺪ ﺫﻳﻦ ﺍﻱ ﻭﻳﻞ
ﻛﻮﻝ ﻳﻮ ﺟﺎﻳﺰ ﺗﻮ ﺩﻭ ﺳﻤﺜﻴﻨﺞ".
“ﻟﻜﻞ ﺍﺻﺪﻗﺎءﻧﺎ ﺍﻟﻠﻲ ﺑﺴﺄﻟﻮ ﻋﻦ ﻁﺮﻳﻘﺔ  Shareﻭﻛﻴﻒ ﺭﺡ ﻳﺘﻢ ﺍﺣﺘﺴﺎﺑﻬﺎ .ﺍﺗﻴﻊ ﺍﻟﺨﻄﻮﺍﺕ ﺍﻟﺜﻼﺙ ﻭﺑﺎﻟﺘﻮﻓﻴﻖ ﻟﻠﺠﻤﻴﻊ  ..ﺗﺬﻛﺮﻭﺍ ﻛﻞ ﻣﺎ
ﻋﻤﻠﺖ  Shareﺍﻛﺜﺮ ﻛﻞ ﻣﺎ ﺯﺍﺩﺕ ﻓﺮﺻﺘﻚ ﺑﺎﻟﺮﺑﺢ ".

ﻭﻗﺪ ﺍﻗﺘﺮﻧﺖ ﺍﻟﻜﺘﺎﺑﺔ ﻓﻲ ﻫﺬﺍ ﺍﻟﻤﻮﻗﻊ ﺑﺎﻟﺴﻤﺎﺕ ﺍﻟﻠﻐﻮﻳﺔ ﺍﻵﺗﻴﺔ
 .1ﻏﻴﺎﺏ ﻣﻘﺎﻳﻴﺲ ﺍﻟﻠﻐﺔ ﺍﻟﻨﻤﻮﺫﺟﻴﺔ ﻛﻤﺎ ﺣ ّﺪﺩﺗﻬﺎ ﻟﺴﺎﻧﻴﺎﺕ ﺍﻟﻠﻐﺔ  ،Linguisticsﺍﻟﺘﻲ ﺗﻬﺘﻢ ﺑﺎﻟﻠﻐﺔ ﺑﻤﺎ ﻫﻲ ﻧﻈﺎﻡ ﻭﻗﻮﺍﻋﺪ ﻋﺎﻣﺔ )ﺗﻠﺘﺰﻡ
ﺑﻬﺎ ﺍﻟﺠﻤﺎﻋﺔ ﺍﻟﻠﻐﻮﻳﺔ( ﻓﻠﻢ ﻳﻠﺘﺰﻡ ﻛﺎﺗﺒﻮ ﻫﺬﻩ ﺍﻟﺮﺳﺎﺋﻞ ﺑﺎﻟﻘﻮﺍﻋﺪ ﺍﻟﻌﺎﻣﺔ ﺍﻟﺘﻲ ﺗﺨﻀﻊ ﻟﻬﺎ ﺍﻟﻠﻐﺔ ،ﻓﻜﺜُﺮﺕ ﻓﻴﻬﺎ ﺍﻷﺧﻄﺎء ﺍﻟﻨﺤﻮﻳﺔ
ﻭﺍﻹﻣﻼﺋﻴﺔ ﻭﺍﻟﻄﺒﺎﻋﻴﺔ ،ﺍﻷﻣﺮ ﺍﻟﺬﻱ ﻳﺜﻴﺮ ﻏﻀﺐ ﺍﻟﻐﻴﻮﺭﻳﻦ ﻭﺍﻷﻛﺎﺩﻳﻤﻴﻴﻦ ،ﻓﻬﺬﻩ ﺍﻟﺮﺳﺎﺋﻞ ﻻ ﺗﺨﻀﻊ ﻟﺘﺪﻗﻴﻖ ﻟﻐﻮﻱ ،ﻭﻻ ﻳﻘﻮﻡ
ﺍﻟﻨﺎﺱ ﺑﻤﺮﺍﺟﻌﺔ ﺭﺳﺎﺋﻠﻬﻢ ﻟﻐﻴﺎﺏ ﺍﻟﺴﻤﺔ ﺍﻟﺮﺳﻤﻴﺔ ﻟﻤﻌﻈﻢ ﻫﺬﻩ ﺍﻟﻮﺳﺎﺋﻂ ﺍﻟﻠﻐﻮﻳﺔ ،ﻳﻀﺎﻑ ﺇﻟﻰ ﺫﻟﻚ ّ
ﺃﻥ ﺍﻟﺨﻠﻔﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻟﻤﻨﺸﺌﻴﻬﺎ
ﻣﺘﺒﺎﻳﻨﺔ ،ﻣﻤﺎ ﻳﺆ ّﺩﻱ ﺇﻟﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺃﻧﻤﺎﻁ ﻣﻌﻴّﻨﺔ ﻣﻦ ﺍﻟﺘﺮﺍﻛﻴﺐ ﺍﻟﻨﺤﻮﻳﺔ ﺍﻟﺨﺎﻁﺌﺔ .ﻭﺍﻟﺴﺆﺍﻝ ﺍﻟﺬﻱ ﻳﻄﺮﺡ ﻧﻔﺴﻪ :ﻫﻞ ﺗﺆ ّﺩﻱ ﺍﻟﻤﻌﺎﻳﻴﺮ
ﺍﻟﻤﺘﺴﺎﻫﻠﺔ ﻟﻬﺬﻩ ﺍﻟﻮﺳﺎﺋﻂ ﺇﻟﻰ ﻧﻬﺎﻳﺔ ﺍﻟﻜﺘﺎﺑﺔ ﻭﺍﻟﻬﺠﺎء ﻛﻤﺎ ﻧﻌﺮﻓﻬﻤﺎ؟
 .2ﺍﻻﺯﺩﻭﺍﺟﻴﺔ ﺍﻟﻠﻐﻮﻳﺔ ﺑﻴﻦ ﺍﻟﻌﺎﻣﻴﺔ ﻭﺍﻟﻔﺼﺤﻰ" :ﻭﻫﻲ ﺍﻟﻌﻼﻗﺔ ﺍﻟﺜﺎﺑﺘﺔ ﺑﻴﻦ ﺿﺮﺑﻴﻦ ﻟﻐﻮﻳﻦ ﺑﺪﻳﻠﻴﻦ ﻳﻨﺘﻤﻴﺎﻥ ﺇﻟﻰ ﺃﺻﻞ ﺟﻴﻨﻲ ﻭﺍﺣﺪ،
ْ
ﻭﻟﻜﻦ ﻻ ﺗﺘﺤ ّﺪﺙ ﺑﻪ ﺇﻻ
ﻕ ،ﻭﺍﻵﺧﺮ ﻭﺿﻴﻊ ،ﻭﺗﺮﺗﻔﻊ ﻣﻨﺰﻟﺔ ﺃﺣﺪﻫﻤﺎ ﻓﻴُﻌﺘﺒﺮ ﺍﻟﻤﻌﻴﺎﺭ ،ﻭﻳُﻜﺘﺐ ﺑﻪ ﺍﻷﺩﺏ ﺍﻟﻤﻌﺘﺮﻑ ﺑﻪ،
ﺃﺣﺪﻫﻤﺎ ﺭﺍ ٍ
ﺍﻷﻗﻠﻴﺔ ،ﻭﺗُﺤﻂّ ﻣﻨﺰﻟﺔ ﺍﻵﺧﺮ ﻭﺗﺘﺤ ّﺪﺙ ﺑﻪ ﺍﻷﻛﺜﺮﻳﺔ" )ﻛﺎﻟﻔﻲ .(2008 ،ﻭﺗﻤﺰﺝ ﺍﻟﺮﺳﺎﺋﻞ ﺍﻟﻤﺘﺒﺎﺩﻟﺔ ﺃﺣﻴﺎﻧﺎً ﺑﻴﻦ ﺍﻟﻌﺎﻣﻴﺔ ﻭﺍﻟﻔﺼﺤﻰ،
ﺃﻭ ﺑﻴﻦ ﻟﻐﺔ ﺍﻟﻘﺮﺍءﺓ ﻭﺍﻟﻜﺘﺎﺑﺔ ﻭﺍﻟﻠﻐﺔ ﺍﻟﻤﺤﻜﻴّﺔ ،ﻭﻳﻜﻤﻦُ ﺍﻟﺨﻄﺮ ﻓﻲ ﺍﺳﺘﻌﻤﺎﻝ ﺍﻟﻠﻬﺠﺎﺕ ﺍﻟﻌﺎﻣﻴﺔ ﻓﻲ ﺍﻟﻜﺘﺎﺑﺔ ﻓﻲ ﻛﻮﻧﻪ ﻳﺆ ّﺩﻱ ﺇﻟﻰ ﺧﻠﻖ
ﻋﺎﻣﻴّﺔ ﻣﻮﺛّﻘﺔ )ﺍﻟﺘﻄﺎﻭﻱْ ،(2005 ،
ﻭﺇﻥ ﻛﺎﻧﺖ ﻟﻪ ﺣﺴﻨﺔ ﻓﻲ ﺃﻧّﻪ ﻳﻘﺮّﺏ ﺍﻟﻠﻬﺠﺎﺕ ﺍﻟﻌﺮﺑﻴﺔ ﺑﻌﻀﻬﺎ ﻣﻦ ﺑﻌﺾ.
 .3ﻭﺿﻮﺡ ﺍﻟﺮﺳﺎﺋﻞ :ﻭﻳﺘﻀ ّﻤﻦ ﺍﻟﻮﺿﻮﺡ ﺳﻬﻮﻟﺔ ﺍﻟﻘﺮﺍءﺓ ،ﻭﺳﻬﻮﻟﺔ ﺍﻟﻔﻬﻢ ،ﻭﻫﺬﺍ ﻳﻌﻨﻲ ﺗﻨﺴﻴﻖ ﺍﻟﺮﺳﺎﻟﺔ ،ﻭﺗﻘﺴﻴﻤﻬﺎ ﺇﻟﻰ ﻓﻘﺮﺍﺕ،
ﻭﺗﺮﻙ ﻣﺴﺎﻓﺎﺕ ﺑﻴﻦ ﺍﻟﻔﻘﺮﺓ ﻭﺍﻷﺧﺮﻯ ﺣﺘﻰ ﻻ ﺗﺨﺘﻠﻂ ﺍﻷﻣﻮﺭ ،ﻭﻳﺸﻌﺮ ﺍﻟﻘﺎﺭﺉ )ﺍﻟﻤﺘﻠﻘّﻲ( ﺑﺎﻟﻤﻠﻞ ،ﻭﻳﺤﺘﺎﺝ ﺍﻟﺘﻨﺴﻴﻖ ﺍﻟﻰ ﺍﺳﺘﻌﻤﺎﻝ
ﻋﻼﻣﺎﺕ ﺍﻟﺘﺮﻗﻴﻢ ،ﺇﻻ ّ
ﺃﻥ ﺍﺳﺘﺨﺪﺍﻡ ﻫﺬﻩ ﺍﻟﻌﻼﻣﺎﺕ ﻻ ﻳﺠﺮﻱ ﺩﺍﺋﻤﺎ ً ﻋﻠﻰ ﺍﻟﻨﺤﻮ ﺍﻟﺼﺤﻴﺢ ﺍﻟﻤﺘﻌﺎﺭﻑ ﻋﻠﻴﻪ ،ﻓﻘﺪ ﺗﺴﺘﻌﻤﻞ
ﻋﻼﻣﺎﺕ )؟ (... ،! ،ﻓﻲ ﺃﻣﺎﻛﻦ ﻟﻴﺴﺖ ﻟﻬﺎ ،ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﺍﺧﺘﺼﺎﺭ ﻋﻼﻣﺎﺕ ﺍﻟﺘﺮﻗﻴﻢ ،ﺃﻱ ﺍﻟﺘﻘﻠﻴﻞ ﻣﻨﻬﺎ ﺗﺤﺖ ﺿﻐﻂ ﻋﺎﻣﻞ
ﺍﻟﺴﺮﻋﺔ ،ﻣﻤﺎ ﻳﺆﺛّﺮ ﻋﻠﻰ ﺍﻟﻤﻌﻨﻰ ،ﺃﻭ ﻳﺆ ّﺩﻱ ﺇﻟﻰ ﺳﻮء ﻓﻬﻢ .ﻭﻣﻦ ﻣﺴﺘﻠﺰﻣﺎﺕ ﺍﻟﻮﺿﻮﺡ ﺃﻳﻀﺎً :ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺠﻤﻞ ﺍﻟﻘﺼﻴﺮﺓ ّ
ﻷﻥ
ﺍﻟﺠﻤﻞ ﺍﻟﻄﻮﻳﻠﺔ ﺗﺒﻌﺚ ﺍﻟﻤﻠﻞ ،ﻭﺗﻌﻄﻲ ﺇﺣﺴﺎﺳﺎً ﻋﻨﺪ ﺍﻟ ُﻤﺴﺘﻘﺒِﻞ ﺑﺎﻟﺘﺸﺘﺖ ﻭﺻﻌﻮﺑﺔ ﺍﻟﻤﺘﺎﺑﻌﺔ.
 .4ﺍﻟﺜﻨﺎﺋﻴﺔ ﺍﻟﻠﻐﻮﻳﺔ :ﺃﻱ ﺍﻟﺠﻤﻊ ﺑﻴﻦ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﻓﻲ ﺍﻟﻜﺘﺎﺑﺔ ،ﺃﻭ ﻣﺎ ﺃُﻁﻠﻖ ﻋﻠﻴﻪ ﺍﺳﻢ )ﺍﻟﻌﺮﺑﻴﺰﻳﺔ( ،ﺇﺫ ﺭﺍﺡ ﻫﺆﻻء
ﺍﻟﻤﺴﺘﺨﺪﻣﻮﻥ ﻳﻜﺘﺒﻮﻥ ﺍﻟﺠﻤﻠﺔ ﺧﻠﻴﻄﺎً ﻋﺠﻴﺒﺎ ً ﻣﻦ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،ﺃﻭ ﻣﻦ ﺍﻟﻌﺮﺑﻴﺔ ﻭﻟﻐﺎﺕ ﺃﺧﺮﻯ ،ﻭﺑﺪﺕ ﻟﻠﻨﺎﺱ ﻭﻛﺄﻧّﻬﺎ ﻟﻐﺔ
ﺟﺪﻳﺪﺓ ،ﺣﺘﻰ ّ
ﺇﻥ ﺑﻌﻀﻬﻢ ﺗﺴﺎءﻝ ﺳﺎﺧﺮﺍً :ﻳﻮ ﺳﺒﻴﻚ ﻋﺮﺍﺑﻴﺰﻱ؟؟! ﻭﻳﺘﻔ ّﺮﻉ ﻣﻦ ﻫﺬﻩ ﺍﻟﺨﺎﺻﻴﺔ ﻅﺎﻫﺮﺓ ﺍﻟﺮﻭﻣﻨﺔ
) (Romanizationﻭﺗﻌﻨﻲ ﺍﺳﺘﻌﻤﺎﻝ ﺍﻟﺤﺮﻑ ﺍﻟﻼﺗﻴﻨﻲ ﻣﺤﻞ ﺍﻟﺤﺮﻑ ﺍﻟﻌﺮﺑﻲ ،ﻭﺍﺳﺘﻌﻤﺎﻝ ﺍﻷﺭﻗﺎﻡ ﺍﻟﺒﺪﺍﺋﻞ ﻣﻜﺎﻥ ﺍﻟﺤﺮﻭﻑ
ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺘﻲ ﻻ ﻣﻘﺎﺑﻞ ﻟﻬﺎ ﻓﻲ ﺍﻟﻼﺗﻴﻨﻴﺔ ،ﻭﺃﺻﺒﺤﺖ ﻫﺬﻩ ﺍﻟﻠﻐﺔ ﺍﻟﺠﺪﻳﺪﺓ ﻭﺭﻣﻮﺯﻫﺎ ﻣﻌﺮﻭﻓﺔ ﻋﻨﺪ ﺍﻟﻤﺴﺘﺨﺪﻣﻴﻦ ،ﻭﻣﻦ ﺃﻣﺜﻠﺘﻬﺎ :ﺃ:
 ،2ﺡ ،7 :ﻉ ،3 :ﻍ ،8 :ﻁ...6 :
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ﻭﻟﻘﻴﺖ ﻫﺬﻩ ﺍﻟﻈﺎﻫﺮﺓ ﺭﻭﺍﺟﺎ ً ﻋﻨﺪ ﺑﻌﺾ ﺍﻟﻨﺎﺱّ ،
ﻷﻥ ﺍﻟﺤﺮﻑ ﺍﻟﻌﺮﺑﻲ ﻳﻌﺎﻧﻲ ﻣﻦ ﺑﻌﺾ ﺍﻟﻤﺸﺎﻛﻞ ﻣﺜﻞ :ﻅﺎﻫﺮﺓ ﺍﻟ َﺸ ْﻜﻞ ﺃﻱ ﺍﻟﺤﺮﻛﺎﺕ ﺍﻟﻘﺼﺎﺭ،
ﻓﺎﻟﺨﻂ ﺍﻟﻌﺮﺑﻲ ﻳﺨﻠﻮ ﻣﻦ ﺍﻟﺤﺮﻭﻑ ﺍﻟﺘﻲ ﺗﻤﺜّﻞ ﺍﻟﺼﻮﺍﺋﺖ ﺍﻟﻘﺼﺎﺭ ،ﻭﻓﻲ ﺍﻟﻮﻗﺖ ﻧﻔﺴﻪ ﻗﻠّﻤﺎ ﻳﻬﺘﻢ ﺍﻟﻜﺘﺒﺔ ﺑﺎﺳﺘﻌﻤﺎﻝ ﺍﻟﺤﺮﻛﺎﺕ ،ﻛﻤﺎ ّ
ﺃﻥ ﺍﻟﻮﻗﻒ
ﻚ( ...ﻣﻤﺎ ﻳﺆ ّﺩﻱ ﺇﻟﻰ ﺍﻟﻠﺒﺲ
ﻋﻠﻰ ﺍﻟﻜﻠﻤﺎﺕ ﻳﻜﻮﻥ ﺑﺎﻟﺘﺴﻜﻴﻦ ،ﻭﺗﺘﺴﺎﻭﻯ ﻓﻲ ﺍﻟﺮﺳﻢ ﺍﻹﻣﻼﺋﻲ )ﻟ َ
ﻚ() ،ﺑﻚَ ،ﺑ ِ
ﺖ() ،ﻋﻠﻴﻚَ ،ﻋﻠﻴ ِ
ﻚ() ،ﺃﻧﺖَ  ،ﺃﻧ ِ
ﻚﻟ ِ
ﻓﻲ ﺍﻟﻘﺮﺍءﺓ ،ﻭﻋﺪﻡ ﺍﻟﺘﻤﻴﻴﺰ ﺃﺣﻴﺎﻧﺎ ً ﺑﻴﻦ ﻗﺼﺎﺭ ﺍﻟﺤﺮﻛﺎﺕ ﻭﻁﻮﺍﻟﻬﺎ ،ﻭﻟﻠﺨﺮﻭﺝ ﻣﻦ ﻫﺬﻩ ﺍﻟﻤﺸﻜﻠﺔ ﺷﺎﻋﺖ ﻅﺎﻫﺮﺓ ﺇﺿﺎﻓﺔ ﺍﻟﻴﺎء ﺇﻟﻰ ﺿﻤﻴﺮ
ﺍﻟﻤﺨﺎﻁﺒﺔ ،ﻟﻠﺘﻤﻴﻴﺰ ﺑﻴﻦ ﺍﻟﻤﺨﺎﻁﺐ ﺍﻟﻤﺬﻛﺮ ﻭﺍﻟﻤﺨﺎﻁﺐ ﺍﻟﻤﺆﻧّﺚ ،ﻭﺍﻧﺘﻘﻠﺖ ﻣﻦ ﺍﻟﻜﺘﺎﺑﺔ ﺑﺎﻟﻌﺎﻣﻴﺔ ﺇﻟﻰ ﺍﻟﻜﺘﺎﺑﺔ ﺑﺎﻟﻔﺼﺤﻰ .ﻭﺍﻟﺬﻱ ﻳﻬ ّﻢ ﺍﻟﻤﺴﺘﺨﺪﻡ
ﻫﻮ ﺍﻟﻤﻄﺎﺑﻘﺔ ﺑﻴﻦ ﺍﻟﻨﻄﻖ ﻭﺍﻟﺮﺳﻢ ﺍﻹﻣﻼﺋﻲ ﻟﺘﻴﺴﻴﺮ ﺍﻟﻘﺮﺍءﺓ ﻭﺇﺯﺍﻟﺔ ﺍﻟﻠﺒﺲ ،ﻭﻓﻲ ﺿﻮء ﺫﻟﻚ ﻻ ﻳﺸﻐﻞ ﺑﺎﻟﻪ ﺑﻘﻮﺍﻋﺪ ﺍﻟﻠﻐﺔ ،ﻓﺎﻟﺬﻱ ﻳﻬ ّﻤﻪ ﻫﻮ
ﺑﻴﺴﺮ ﻭﺳﻬﻮﻟﺔ ،ﻭﺍﻟﻠﻐﺔ ﻋﻨﺪﻩ ﻭﺳﻴﻠﺔ ﻟﺘﻠﺒﻴﺔ ﺣﺎﺟﺎﺗﻪ ﻭﻟﻴﺴﺖ ﻏﺎﻳﺔ ﻳﻠﻬﺚ ﻭﺭﺍءﻫﺎ.
ﺍﻟﺘﻌﺒﻴﺮ ﻋﻦ ﺃﻓﻜﺎﺭﻩ
ٍ
ﻭﻣﻦ ﺍﻟﻤﺸﺎﻛﻞ ﺍﻷﺧﺮﻯ ﺍﻟﺘﻲ ﻳﻌﺎﻧﻲ ﻣﻨﻬﺎ ﺍﻟﺤﺮﻑ ﺍﻟﻌﺮﺑﻲ ﻅﺎﻫﺮﺓ ﺍﻹﻋﺠﺎﻡ ،ﻭﺿﻊ ﺍﻟﻨﻘﺎﻁ ﻋﻠﻰ ﺍﻟﺤﺮﻭﻑ ،ﻭﻛﺜﺮﺓ ﺍﻟﻘﻮﺍﻋﺪ
ﺍﻹﻣﻼﺋﻴﺔ ﻭﺍﻟﻨﺤﻮﻳﺔ ،ﻭﻛﺜﺮﺓ ﺍﻻﺳﺘﺜﻨﺎءﺍﺕ ﻓﻴﻬﺎ ،ﻭﺍﺭﺗﺒﺎﻁ ﺑﻌﺾ ﻗﻮﺍﻋﺪ ﺍﻹﻣﻼء ﺑﺎﻟﻨﺤﻮ ﻭﺍﻟﺼﺮﻑ ،ﻭﻫﺬﺍ ﻭﺍﺿﺢ ﻓﻲ ﺍﻷﻓﻌﺎﻝ ﺍﻟﻤﻌﺘﻠﺔ ﺍﻵﺧﺮ،
ﻗﺎﺽ( ...ﺇﻟﻰ
ﺃﺣﻴﺎﻧﺎ ً ﻳُﺜﺒّﺖ ﺍﻟﺤﺮﻑ ﻭﺃﺣﻴﺎﻧﺎ ً ﻳُﺤﺬﻑ ﺃﻭ ﻳُﻘﺼﺮ) ،ﻳﺒﻘﻰ ،ﻟﻢ ﻳﺒﻖَ() ،ﻳﺪﻋﻮ ،ﻟﻢ ﻳﺪﻉُ( ،ﻭﺍﻻﺳﻢ ﺍﻟﻤﻨﻘﻮﺹ )ﻗﺎﺿﻲ ﺍﻟﻤﺤﻜﻤﺔ،
ٍ
ﺟﺎﻧﺐ ﻗﻀﻴّﺔ ﻭﺻﻞ ﺍﻟﺤﺮﻭﻑ ﻭﻓﺼﻠﻬﺎ ،ﻭﻣﺎ ﻳﺘﺮﺗّﺐ ﻋﻠﻴﻬﺎ ﻣﻦ ﺍﺧﺘﻼﻑ ﺻﻮﺭﺓ ﺍﻟﺤﺮﻑ ﺍﻟﻮﺍﺣﺪ ﻓﻲ ﺍﻟﻜﺘﺎﺑﺔ ﺑﺎﺧﺘﻼﻑ ﻣﻮﻗﻌﻪ ﻣﻦ ﺍﻟﻜﻠﻤﺔ )ﻉ
ﻋـ ـﻌـ( ...ﻣﻊ ﺍﻟﺘﺄﻛﻴﺪ ﻓﻲ ﺍﻟﻨﻬﺎﻳﺔ ﻋﻠﻰ ّ
ﺃﻥ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻜﺘﺎﺑﻲ ﻓﻲ ﺍﻟﻌﺮﺑﻴﺔ ﻗﻠﻴﻞ ﺍﻟﻤﺸﺎﻛﻞ ﺑﺎﻟﻤﻘﺎﺭﻧﺔ ﻣﻊ ﺍﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ﺃﻭ ﺍﻟﻔﺮﻧﺴﻴﺔ ،ﻓﺎﻟﻜﺘﺎﺑﺔ
ﻋﻨﺪﻧﺎ ﺷﺒﻪ ﺻﻮﺗﻴﺔ ،ﺃﻱ ﻫﻨﺎﻙ ﻣﻄﺎﺑﻘﺔ ﺑﻴﻦ ﺍﻟﻨﻄﻖ ﻭﺍﻟﺮﺳﻢ ﺍﻹﻣﻼﺋﻲ ،ﻭﺗُﻘ َﺮﺃ ﺍﻟﺤﺮﻭﻑ ﺣﺴﺐ ﺗﺘﺎﻟﻲ ﻭﺭﻭﺩﻫﺎ ﻓﻲ ﺍﻟﻜﻠﻤﺔ.

ﺍﻵﺛﺎﺭ ﺍﻹﻳﺠﺎﺑﻴﺔ ﻟﻠﺘﻌﻠﻴﻢ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ
ﻛﺎﻥ ﺗﺄﺛﻴﺮ ﺍﻹﻧﺘﺮﻧﺖ ﺇﻳﺠﺎﺑﻴﺎ ً ﻓﻲ ﺑﻌﺾ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻟﻠﻐﻮﻳﺔ ،ﻓﻌﻤﻞ ﻋﻠﻰ ﺇﺛﺮﺍء ﺍﻟﻠﻐﺔ ،ﻭﺃﺗﺎﺡ ﻣﺠﺎﻻً ﻟﻠﺘﻨﻮّﻉ ﺍﻟﻠﻐﻮﻱ ،ﻭﺍﺳﺘﺤﺪﺍﺙ ﺃﻟﻔﺎ ٍﻅ
ﻭﻣﺼﻄﻠﺤﺎﺕ ﻋﺮﺑﻴﺔ ﺟﺪﻳﺪﺓ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﺘﺮﺟﻤﺔ ﺍﻟﻤﺒﺮﻣﺠﺔ ،ﻭﻧﻌﻨﻲ ﺑﻬﺎ ﺗﻠﻚ ﺍﻷﻟﻔﺎﻅ ﺍﻟﺘﻲ ﺍﺑﺘﺪﻋﻬﺎ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﻋﻠﻤﺎء ﺍﻟﻠﻐﺔ ﻟﺘﺴﻤﻴﺔ ﻣﺎ ﻟﻢ
ﻳﻜﻦ ﻟﻪ ﺍﺳﻢ ،ﺃﻭ ﻣﺎ ﻛﺎﻥ ﻟﻪ ﺍﺳﻢ ﻣﻘﺘﺮﺽ ﻣﻦ ﻟﻐﺔ ﺃﺧﺮﻯ ،ﻭﻧﺬﻛﺮ ﻣﻨﻬﺎ ﻋﻠﻰ ﺍﻟﺼﻌﻴﺪ ﺍﻷﻛﺎﺩﻳﻤﻲ ﺍﻟﺤﺎﺳﻮﺏ ﺑﺪﻻً ﻣﻦ )،(Computer
ﻣﺴﺘﻌﺮﺽ ﺍﻟﻤﺴﺎﻗﺎﺕ ﺑﺪﻻً ﻣﻦ ) ،(Course Browserﻋﻼﻣﺔ ﻏﻴﺮ ﻣﻜﺘﻤﻞ ﺑﺪﻻً ﻣﻦ ) ،(Incompleteﺍﻣﺘﺤﺎﻥ ﺍﻟﺴﺎﻋﺔ ﺍﻷﻭﻟﻰ ﺑﺪﻻً ﻣﻦ
) ،(First Hour Examﺍﻟﺴﺎﻋﺎﺕ ﺍﻟﻤﻜﺘﺒﻴﺔ ﺑﺪﻻً ﻣﻦ ) ،(Office Hoursﺍﻧﺴﺤﺎﺏ ﻣﻦ ﺍﻟﻤﺴﺎﻕ ﺑﺪﻻً ﻣﻦ ) ،(Dropﻣﻊ ﺍﻟﺘﺬﻛﻴﺮ ّ
ﺑﺄﻥ ﻫﺬﻩ
ﺗﻠﻎ ﻧﻈﺎﺋﺮﻫﺎ ﻓﻲ ﺍﻟﻠﻐﺔ ﺍﻹﻧﺠﻠﻴﺰﻳﺔ ،ﻭﺑﻘﻲ ﺍﺳﺘﻌﻤﺎﻝ ﺍﻟﻄﻠﺒﺔ ﻟﻠﻤﻔﺮﺩﺓ ﺍﻷﺟﻨﺒﻴﺔ ﻫﻮ ﺍﻟﺸﺎﺋﻊ ،ﻭﻗﺎﻣﻮﺍ ﺑﺘﺸﻜﻴﻞ ﻫﺬﻩ ﺍﻟﻤﻔﺮﺩﺍﺕ ﺍﻟﻌﺮﺑﻴﺔ
ﺍﻟﻜﻠﻤﺎﺕ ﻟﻢ ِ

ﻓﻲ ﺻﻮﺭ ﺻﻮﺗﻴﺔ ﺗﺘﻤ ّﺸﻰ ﻓﻲ ﻗﻠﻴﻞ ﺃﻭ ﻛﺜﻴﺮ ﻣﻊ ﻗﻮﺍﻧﻴﻦ ﺍﻟﻌﺮﺑﻴﺔ .ﻓﻤﺜﻼً ﻛﻠﻤﺔ ُ Saveﺣﻮّﻟﺖ ﺇﻟﻰ ﻓﻌﻞ ﻋﺮﺑﻲ ﻣﺰﻳﺪ ﻭﻗﺎﻟﻮﺍ :ﺳﻴّﻒ ،ﻳﺴﻴّﻒ،

ﺗﺴﻴﻴﻒ .ﻛﻠﻤﺔ  Dropﺃﺻﺒﺤﺖ ﻣﺘﺪﺍﻭﻟﺔ :ﺩﺭﺑﻞ ،ﻳُﺪﺭﺑﻞ ،ﺩﺭﺑﻠﺔ )ﺣﺬﻑ ﺍﻟﻤﺴﺎﻕ( .ﻛﻠﻤﺔ  :Messageﺍﺷﺘ ّ
ﻖ ﻣﻨﻬﺎ ﺍﻟﻔﻌﻞ :ﻣﺴّﺞ ،ﻳُﻤﺴّﺞ،
ﺗﻤﺴﻴﺞ ،ﻭﺟُﻤﻌﺖ ﺑﺎﻷﻟﻒ ﻭﺍﻟﺘﺎء ﺍﻟﺰﺍﺋﺪﺗﻴﻦ )ﻣﺴﺠﺎﺕ( ...ﻭﻳﻄﻮﻝ ﺑﻨﺎ ﺍﻟﻜﻼﻡ ﻟﻮ ﻗ ّﺪﻣﻨﺎ ﺍﻟﻤﺰﻳﺪ ﻣﻦ ﻫﺬﻩ ﺍﻷﻣﺜﻠﺔ ﻭﺍﻟﺸﻮﺍﻫﺪ.
ﻭﻋﻠﻰ ﺻﻌﻴﺪ ﺁﺧﺮ ،ﺃﺛﺒﺘﺖ ﻣﻌﻈﻢ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﺘﺮﺑﻮﻳﺔ ﺍﻟﻤﻴﺪﺍﻧﻴﺔ ﺃﻥ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﻓﻲ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠّﻢ ﻳﻮﻟّﺪ ﺁﺛﺎﺭﺍً
ﺇﻳﺠﺎﺑﻴﺔ ﺟ ّﻤﺔ ،ﻭﺃﺻﺒﺢ ﻣﻦ ﻧﺎﻓﻞ ﺍﻟﻘﻮﻝ ﻓﻲ ﺿﻮء ﺍﻟﺘﻄﻮﺭﺍﺕ ﺍﻟﺴﺮﻳﻌﺔ ﻭﺍﻟﻬﺎﺋﻠﺔ ﺍﻟﺤﺪﻳﺚ ﻋﻦ ﺇﻳﺠﺎﺑﻴﺎﺕ ﺗﻄﺒﻴﻖ ﺍﻟﺘﻜﻨﻮﻟﻮﻳﺠﺎ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ،
ﻭﻳﻜﻤﻦ ﺃﻥ ﻧﻌﺪﺩ ﺃﺑﺮﺯﻫﺎ ﻗﺒﻞ ﺍﻟﺤﺪﻳﺚ ﻋﻦ ﺛﻤﺎﺭ ﺗﻄﺒﻴﻘﻬﺎ ﻓﻲ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ:

 .1ﺣﻘﻖ ﺍﻟﻄﻼﺏ ﺍﻟﺬﻳﻦ ﺍﺳﺘﺨﺪﻣﻮﺍ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ ﺍﻟﺤﺎﺳﻮﺏ ﺩﺭﺟﺎﺕ ﺃﻋﻠﻰ ﻓﻲ ﺍﺧﺘﺒﺎﺭ ﺍﻟﺘﺤﺼﻴﻞ ﻣﻘﺎﺭﻧﺔ ﺑﺎﻟﻄﻼﺏ ﺍﻟﺬﻳﻦ ﺗﻌﻠﻤﻮﺍ
ﺩﻭﻥ ﺣﻮﺍﺳﻴﺐ
 .2ﻳﺘﻌﻠّﻢ ﺍﻟﻄﻼﺏ ﺃﻛﺜﺮ ﻓﻲ ﻭﻗﺖ ﺃﻗﻞ ﻋﻨﺪﻣﺎ ﻳﺘﻠﻘﻮﻥ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ ﺍﻟﺤﺎﺳﻮﺏ.
 .3ﻳُﺤﺐ ﺍﻟﻄﻼﺏ ﺻﻔﻮﻓﻬﻢ ﺃﻛﺜﺮ ،ﻭﻳُﻈﻬﺮﻭﻥ ﻣﻮﺍﻗﻒ ﺃﻛﺜﺮ ﺇﻳﺠﺎﺑﻴﺔ ﻋﻨﺪﻣﺎ ﺗﺸﻤﻞ ﺻﻔﻮﻓﻬﻢ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ ﺍﻟﺤﺎﺳﻮﺏ.
 .4ﺩﻋﻢ ﺗﻄﻮﻳﺮ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺎﺕ ،ﻭﺩﻋﻢ ﺍﻟﺘﻌﻠّﻢ ﺍﻟﺬﺍﺗﻲ .Self-Learning
 .5ﺗﻮﻓﻴﺮ ﺍﻟﺠﻬﻮﺩ ﺍﻟﺒﺸﺮﻳﺔ ﻓﻲ ﺗﻘﺪﻳﻢ ﺍﻟﺪﺭﻭﺱ ﻭﺷﺮﺣﻬﺎ ﻭﺇﺟﺮﺍء ﺍﻻﺧﺘﺒﺎﺭﺍﺕ) .ﺍﻟﺮﺍﺟﺤﻲ.(2008 ،
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ﻭﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﻓﻲ ﻋﻤﻠﻴﺔ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻳﻤﻜﻦ ﺃﻥ ﻧﺬﻛﺮ ﺃﺑﺮﺯ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻹﻳﺠﺎﺑﻴﺔ ،ﻭﻫﻲ:

 .1ﺃﺳﻬﻤﺖ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﻣﻦ ﺧﻼﻝ ﺍﻹﻓﺎﺩﺓ ﻣﻦ ﺍﻹﻣﻜﺎﻧﺎﺕ ﺍﻟﺘﻲ ﺗﻘﺪﻣﻬﺎ ﻭﺳﺎﺋﻞ ﺍﻻﺗﺼﺎﻝ ﺍﻟﺠﻤﺎﻫﻴﺮﻱ ﻓﻲ ﺗﻘﺪﻳﻢ ﺣﻠﻮﻝ ﻟﻬﺬﻩ ﺍﻟﻤﺸﻜﻠﺔ
ﺑﺘﻌﻠﻴﻢ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ ﺍﻟﻜﺒﻴﺮﺓ.
 .2ﺃﻣﻜﻦ ﺍﻟﺘﻐﻠﺐ ﻋﻠﻰ ﻣﺸﻜﻠﺔ ﺍﻟﻨﻘﺺ ﻓﻲ ﺃﻋﺪﺍﺩ ﺍﻟﻤﺪﺭﺳﻴﻦ ﺍﻟﺨﺎﺻﻴﻦ ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺧﺎﺻﺔ ﺫﻭﻱ ﺍﻟﻜﻔﺎءﺓ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﺪﺍﺋﺮﺓ
ﺍﻟﺘﻠﻔﺎﺯﻳﺔ ﺍﻟﻤﻐﻠﻘﺔ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ.
 .3ﺗﻘ ّﺪﻡ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺧﺪﻣﺎﺕ ﻣﻬﻤﺔ ﻭﺃﺳﺎﺳﻴﺔ ﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻟﺘﺤﺴﻴﻦ ﺍﻟﺘﺪﺭﻳﺲ ،ﻣﻦ ﺍﺳﺘﺨﺪﺍﻡ ﺃﺳﻠﻮﺏ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻤﺼﻐﺮ ﻭﻣﻦ ﺧﻼﻝ
ﺍﻻﺳﺘﻌﺎﻧﺔ ﺑﺄﺷﺮﻁﺔ ﺍﻟﻔﻴﺪﻳﻮ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺤﺎﻛﺎﺓ ﻟﺘﺤﺴﻴﻦ ﺍﻷﺩﺍء ﺍﻟﻠﻐﻮﻱ ﻟﻠﻄﺎﻟﺐ.
 .4ﺗﻐﻴّﺮ ﺩﻭﺭ ﺍﻟﻤﻌﻠﻢ ﻭﺍﻟﻄﺎﻟﺐ ﻣﻦ ﺧﻼﻝ ﺗﻄﺒﻴﻖ ﺍﻟﻤﻨﺤﻰ ﺍﻟﻨﻈﺎﻣﻲ ﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ،ﺣﻴﺚ ﺃﺻﺒﺢ ﺍﻟﻄﺎﻟﺐ ﻣﺤﻮﺭ ﺍﻟﺘﺮﻛﻴﺰ ﻓﻲ ﻋﻤﻠﻴﺔ
ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﻭﻣﻔﺮﺩﺍﺗﻬﺎ ﻭﺁﺩﺍﺑﻬﺎ ،ﻭﻟﻢ ﻳﻌﺪ ﺩﻭﺭ ﺍﻟﻤﻌﻠﻢ ﻗﺎﺻﺮﺍً ﻋﻠﻰ ﻧﻘﻞ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﻭﺍﻟﺘﻠﻘﻴﻦ ،ﻭﺃﺻﺒﺤﺖ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻤﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ
ﺗﺸﺎﺭﻛﻴﺔ ﺑﻴﻦ ﺍﻟﻄﺎﻟﺐ ﻭﺍﻟﻤﻌﻠﻢ.
 .5ﻭﻓّﺮﺕ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺑﺪﺍﺋﻞ ﻭﺃﺳﺎﻟﻴﺐ ﺗﻌﻠﻴﻤﻴﺔ ﻣﺘﻌﺪﺩﺓ ﻛﺎﻟﺘﻌﻠﻴﻢ ﺍﻟﻤﺒﺮﻣﺞ ،ﻭﺍﻟﺤﺎﺳﻮﺏ ﺍﻟﺘﻌﻠﻴﻤﻲ ﻣﻤﺎ ﺃﺗﺎﺡ ﻟﻠﻤﺘﻌﻠﻢ ﻓﺮﺻﺔ ﺍﻟﺘﻌﻠﻴﻢ
ﺍﻟﺬﺍﺗﻲ ،ﻭﺍﻟﺘﻐﺬﻳﺔ ﺍﻟﺮﺍﺟﻌﺔ.
 .6ﻭﻓّﺮﺕ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺇﻣﻜﺎﻧﺎﺕ ﺟﻴﺪﺓ ﻟﺘﻄﻮﻳﺮ ﺍﻟﻤﻨﺎﻫﺞ ﻭﺍﻟﻜﺘﺐ ﻭﺃﺳﺎﻟﻴﺐ ﺍﻟﺘﻌﻠﻴﻢ.
 .7ﻟﻌﺒﺖ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺩﻭﺭﺍً ﻣﻤﻴﺰﺍً ﻓﻲ ﺍﺳﺘﻴﻌﺎﺏ ﻣﺎ ﻧﺠﻢ ﻋﻦ ﺍﻟﺜﻮﺭﺓ ﺍﻟﻤﻌﺮﻓﻴﺔ.
 .8ﻭﻓّﺮﺕ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺷﻜﻠﻴﺎﺕ ﻣﺼﻐﺮﺓ ﻭﺃﻭﻋﻴﺔ ﻣﺘﻌﺪﺩﺓ ﻟﺤﻔﻆ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ.
 .9ﺩﻳﻤﻘﺮﺍﻁﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﺃﻱ ﺃﻥ ﺍﻟﻄﺎﻟﺐ ﻟﺪﻳﻪ ﻣﺴﺎﺣﺔ ﻣﻦ ﺍﻟﺤﺮﻳﺔ ﻓﻲ ﺍﺧﺘﻴﺎﺭ ﺍﻟﺘﺨﺼﺺ ﻭﺍﻟﻤﺴﺎﻗﺎﺕ.
 .10ﺇﻥ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﺗﻌﻤﻞ ﻋﻠﻰ ﺇﺛﺎﺭﺓ ﺩﺍﻓﻌﻴﺔ ﺍﻟﻄﺎﻟﺐ ﻣﻦ ﺧﻼﻝ ﺍﻷﺳﺎﻟﻴﺐ ﻭﺗﺰﻳﺪ ﺗﻔﺎﻋﻠﻪ ﺩﺍﺧﻞ ﺍﻟﺼﻒ.
 .11ﺗﻨﻤﻴﺔ ﺍﻟﺘﻔﻜﻴﺮ ﺍﻹﻳﺠﺎﺑﻲ ﻟﺪﻳﻪ ﻣﻦ ﺧﻼﻝ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻭﺍﻟﻤﺘﻌﺪﺩﺓ ﻭﺍﻟﻤﺘﺠﺪﺩﺓ ﺍﻟﺘﻲ ﻳﺴﺘﻘﺒﻠﻬﺎ ﻣﻦ ﺧﻼﻝ ﺷﺒﻜﺔ ﺍﻹﻧﺘﺮﻧﺖ
 .12ﺗﻮﻓّﺮ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺤﺪﻳﺜﺔ ﻟﻠﻤﻌﻠﻢ ﺍﻟﻤﺰﻳﺪ ﻣﻦ ﺍﻟﻤﻌﺎﺭﻑ ﻭﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﻠﻐﻮﻳﺔ ﻭﻛﻞ ﻣﺎ ﺃﻧﺘﺠﻪ ﺍﻵﺧﺮﻭﻥ.
 .13ﻛﺬﻟﻚ ﻳﺴﺘﻘﻲ ﺍﻟﻤﻌﻠﻢ ﺍﻟﻜﺜﻴﺮ ﻣﻦ ﺃﺳﺎﻟﻴﺐ ﺍﻟﺤﺪﻳﺜﺔ ﻭﺍﻟﺘﻘﻮﻳﻢ ﻭﺍﻟﺘﻮﺟﻴﻪ.
 .14ﺗﻤﻜﻦ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﻤﻌﻠﻢ ﻣﻦ ﺍﻟﻤﺸﺎﺭﻛﺔ ﻓﻲ ﺇﻋﺪﺍﺩ ﻣﻮﺍﺩ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﺗﻌﻤﻞ ﻋﻠﻰ ﺭﻓﻊ ﺟﻮﺩﺗﻬﺎ ﺣﺘﻰ ﺗﺤﻘﻖ ﺍﻟﻬﺪﻑ
ﺍﻟﻤﻨﺸﻮﺩ.
 .15ﺗﺘﻴﺢ ﺍﻟﻤﺘﺎﺑﻌﺔ ﻟﻠﻮﺍﺟﺒﺎﺕ ﺍﻟﻼﺻﻔﻴﺔ ﺍﻟﺘﻲ ﻳﺴﻬﻞ ﺍﻻﻁﻼﻉ ﻋﻠﻴﻬﺎ ﻣﻦ ﺧﻼﻝ ﺃﻗﺮﺍﺹ ﺍﻟﺤﺎﺳﻮﺏ ﻟﻴﻄﻠﻊ ﻋﻠﻴﻬﺎ ﺍﻟﻤﻌﻠﻢ ﻓﻲ ﺃﻱ ﻭﻗﺖ.
 .16ﺍﻻﺳﺘﻐﻨﺎء ﻋﻦ ﺍﻟﻜﺘﺐ ﺑﺼﻮﺭﺗﻬﺎ ﺍﻟﺘﻘﻠﻴﺪﻳﺔ ،ﻭﺍﺳﺘﺒﺪﺍﻟﻬﺎ ﺑﻮﺳﺎﺋﻞ ﺇﻟﻜﺘﺮﻭﻧﻴﺔ ﻭﻅﻬﻮﺭ ﻣﻨﺎﻫﺞ ﺛﻤﻴﻨﺔ ﺑﺎﻟﻤﻌﺮﻓﺔ ﻭﺍﻟﻌﻠﻮﻡ ﺑﺴﺒﺐ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﺎﺭﻑ ﻭﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﻭﻳﻜﻮﻥ ﺇﻋﺪﺍﺩ ﺍﻟﻤﻨﺎﻫﺞ ﺫﺍ ﻁﺒﻴﻌﺔ ﺗﻔﺎﻋﻠﻴﺔ ﺗﻌﻤﻞ ﻋﻠﻰ ﺇﺛﺎﺭﺓ ﺩﺍﻓﻌﻴﺔ ﺍﻟﻄﺎﻟﺐ ﻭﺗﺰﻳﺪ ﻣﻦ ﺗﺮﻛﻴﺰﻩ.
 .17ﻟﻢ ﻳﻌﺪ ﺍﻟﺘﻌﻠﻴﻢ ﻣﺤﺘﻜﺮﺍً ﻋﻠﻰ ﺃﺑﻨﺎء ﻁﺒﻘﺔ ﺩﻭﻥ ﺃﺧﺮﻯ ﺃﻭ ﻋﻠﻰ ﻣﺆﺳﺴﺔ ﺩﻭﻥ ﻏﻴﺮﻫﺎ ،ﻓﺄﺻﺒﺢ ﺍﻟﺘﻌﻠﻴﻢ ﻣﻔﺘﻮﺣﺎ ً ﺃﻣﺎﻡ ﻓﺌﺎﺕ ﻣﻦ ﺍﻟﻨﺎﺱ
ﻻ ﺗﺘﻤﻜﻦ ﻣﻦ ﺍﻻﻟﺘﺤﺎﻕ ﺑﺎﻟﺪﺭﺍﺳﺔ ﺍﻟﻨﻈﺎﻣﻴﺔ ﻛﺬﻭﻱ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺨﺎﺻﺔ ﻭﺭﺑﺎﺕ ﺍﻟﺒﻴﻮﺕ ﻭﺃﺻﺤﺎﺏ ﺍﻟﻤﻬﻦ ﻭﻏﻴﺮ ﺍﻟﻤﺘﻔﺮﻏﻴﻦ ﻣﻦ
ﺍﻟﻄﻠﺒﺔ ﻭﺳﻜﺎﻥ ﺍﻟﻤﻨﺎﻁﻖ ﺍﻟﻨﺎﺋﻴﺔ ﻭﺍﻷﺭﻳﺎﻑ ،ﺇﺛﺮ ﺍﺳﺘﺨﺪﺍﻡ ﻭﺳﺎﺋﻞ ﺍﻻﺗﺼﺎﻝ ﻭﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻓﻲ ﺗﻄﻮﻳﺮ ﺑﺮﺍﻣﺞ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻤﺴﺘﻤﺮ
ﻭﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻤﻔﺘﻮﺡ.
ﻭﺑﻬﺬﺍ ﻳﻤﻜﻦ ﺍﻟﻘﻮﻝ ّ
ﺇﻥ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺗﻠﻌﺐ ﺩﻭﺭﺍً ﻛﺒﻴﺮﺍً ﻓﻲ:

.1

ﺗﺤﺴﻴﻦ ﻧﻮﻋﻴﺔ ﺗﻌﻠّﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻭﺍﻟﻮﺻﻮﻝ ﺑﻪ ﺇﻟﻰ ﺩﺭﺟﺔ ﺍﻹﺗﻘﺎﻥ.
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.2

ﺗﺤﻘﻴﻖ ﺍﻷﻫﺪﺍﻑ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻣﻦ ﺍﻟﻠﻐﺔ ﺑﻮﻗﺖ ﻭﺇﻣﻜﺎﻧﺎﺕ ﺃﻗﻞ.

.3

ﺯﻳﺎﺩﺓ ﺍﻟﻌﺎﺋﺪ ﻣﻦ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺑﻤﻔﺮﺩﺍﺗﻬﺎ .

 .4ﺧﻔﺾ ﺗﻜﺜﻴﻒ ﺍﻟﺘﻌﻠﻴﻢ ﺩﻭﻥ ﺗﺄﺛﻴﺮ ﻋﻠﻰ ﻧﻮﻋﻴﺘﻪ.
 .5ﺗﺴﺎﻋﺪ ﻣﻌﻠﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻠﻰ ﻣﻮﺍﻛﺒﺔ ﺍﻟﻨﻈﺮﺓ ﺍﻟﺘﺮﺑﻮﻳﺔ ﺍﻟﺤﺪﻳﺜﺔ ﺍﻟﺘﻲ ﺗُﻌ ّﺪ ﺍﻟﻤﺘﻌﻠﻢ ﻣﺤﻮﺭ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺍﻟﺘﻌﻠﻤﻴﺔ ،ﻭﺗﺴﻌﻰ
ﺇﻟﻰ ﺗﻨﻤﻴﺘﻪ ﻣﻦ ﻣﺨﺘﻠﻒ ﺟﻮﺍﻧﺒﻪ ﺍﻟﻔﺰﻳﻮﻟﻮﺟﻴﺔ ،ﻭﺍﻟﻤﻌﺮﻓﻴﺔ ﻭﺍﻟﻠﻐﻮﻳﺔ ،ﻭﺍﻻﻧﻔﻌﺎﻟﻴﺔ ،ﻭﺍﻟﺨﻠﻘﻴﺔ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ.
 .6ﺃﺳﻠﻮﺏ ﺣﻞ ﺍﻟﻤﺸﻜﻼﺕ :ﺣﻴﻨﻤﺎ ﻳﺸﺎﻫﺪ ﺍﻟﻄﺎﻟﺐ ﺗﻘﻨﻴﺔ ﺗﻌﻠﻴﻤﻴﺔ ﺗﺴﺎﻋﺪﻩ ﻋﻠﻰ ﺗﻌﻠﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺑﺸﻜﻞ ﺟﻴﺪ ﻭﺳﻠﺲ ﻭﺣﺮﻳﺺ ﻋﻠﻰ
ﺩﻋﻢ ﻓﻜﺮﻩ ﻛﻄﺎﻟﺐ ،ﻓﺈﻧﻬﺎ ﻓﻲ ﺍﻟﻐﺎﻟﺐ ﺗﺜﻴﺮ ﻓﻴﻪ ﺑﻌﺾ ﺍﻟﺘﺴﺎﺅﻻﺕ ﺍﻟﺘﻲ ﻗﺪ ﻻ ﺗﻜﻮﻥ ﻣﺮﺗﺒﻄﺔ ﻣﺒﺎﺷﺮﺓ ﺑﻤﻮﺿﻮﻉ ﺍﻟﺪﺭﺱ ﻓﻲ ﺍﻟﻠﻐﺔ
ﺍﻟﻌﺮﺑﻴﺔ .ﻭﻗﺪ ﺗﻨ ّﻤﻲ ﻫﺬﻩ ﺍﻟﺘﺴﺎﺅﻻﺕ ﺃﻭ ﺍﻟﺘﻲ ﺗﻨﺒﻊ ﻣﻦ ﺣﺐ ﺍﻻﺳﺘﻄﻼﻉ ،ﺃﺳﻠﻮﺏ ﺣﻞ ﺍﻟﻤﺸﻜﻼﺕ ﻟﺪﻯ ﻫﺬﺍ ﺍﻟﻄﺎﻟﺐ ﻭﺍﻟﺨﺎﺻﺔ
ﺑﺎﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺑﻜﺎﻣﻞ ﻓﺮﻭﻋﻬﺎ.
 .7ﺗﻨﻤﻴﺔ ﺍﻟﺤﺲ ﺍﻟﺠﻤﺎﻟﻲ ،ﻓﺎﻟﺘﻘﻨﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺗﻜﻮﻥ ﻓﻲ ﺍﻟﻌﺎﺩﺓ ﺫﺍﺕ ﺇﺧﺮﺍﺝ ﺟﻴﺪ ﻭﺗﻨﺎﺳﻖ ﻟﻮﻧﻲ ﺟﻤﻴﻞ.
ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﻭﺧﻠﻖ ﺍﻟﺘﻔﺎﻋﻞ ﺍﻹﻳﺠﺎﺑﻲ ﻓﻲ ﻋﻤﻠﻴﺘﻲ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠﻴﻢ ﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ
ﻳُﻌﺪ ﺍﻟﺘﻔﺎﻋﻞ ﺷﻜﻞ ﻣﻦ ﺃﺷﻜﺎﻝ ﺍﻟﺘﻐﺬﻳﺔ ﺍﻟﺮﺍﺟﻌﺔ ﻓﻲ ﻋﻤﻠﻴﺘﻲ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠﻢ ﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﻳُﻌﺪ ﻫﺬﺍ ﺍﻟﺘﻔﺎﻋﻞ ﺃﻳﻀﺎ ً ﻣﻦ ﺃﺳﺎﺳﻴﺎﺕ
ﺍﻟﺘﻌﻠﻢ ﺍﻟﻔﻌّﺎﻝ ﻟﻠﻐﺔ ،ﻭﻫﺬﺍ ﻣﺎ ﻳﻈﻬﺮ ﻓﻲ ﺍﻟﻜﺘﺎﺑﺎﺕ ﺍﻟﻤﻌﺎﺻﺮﺓ ﻟﻠﺘﺮﺑﻮﻳﻴﻦ ﻭﺍﻟﻤﺘﺨﺼﺼﻴﻦ ﻓﻲ ﻫﺬﺍ ﺍﻟﻤﺠﺎﻝ ،ﻭﻳﻌﻮﺩ ﻫﺬﺍ ﺍﻻﻫﺘﻤﺎﻡ ﺇﻟﻰ ﺃﻫﻤﻴﺔ
ﺍﻟﺪﻭﺭ ﺍﻟﺬﻱ ﻳﻤﺜﻠﻪ ﺍﻟﻤﺘﻌﻠﻢ ﻓﻲ ﻋﻤﻠﻴﺔ ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ .ﻫﺬﺍ ﺍﻟﺪﻭﺭ ﺍﻟﺬﻱ ﺗﺘﺒﻨﺎﻩ ﺍﻟﻤﺪﺍﺭﺱ ﻭﺍﻟﻨﻈﺮﻳﺎﺕ ﺍﻟﺘﺮﺑﻮﻳﺔ ﺍﻟﺤﺪﻳﺜﺔ ﻭﺍﻟﺬﻱ ﻳﺘﻤﺜﻞ ﻓﻲ
ﻭﺟﻮﺏ ﺃﻥ ﻳﻜﻮﻥ ﻟﻠﻤﺘﻌﻠﻢ ﺩﻭﺭﺍً ﻧﺸﻄﺎ ً ﻓﺎﻋﻼً ﻭﺇﻳﺠﺎﺑﻴﺎ ً ﻓﻲ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻢ ﻭﺃﻥ ﻻ ﻳﺒﻘﻰ ﺩﻭﺭﻩ ﺳﻠﺒﻴﺎً ﻳﺘﻤﺜﻞ ﻓﻲ ﺗﻠﻘﻲ ﺍﻟﻤﻌﻠﻮﻣﺔ ﺍﻟﻠﻐﻮﻳﺔ ﺩﻭﻥ ﻓﻬﻢ،
ﺑﺎﻟﺸﻜﻞ ﻭﺍﻟﻄﺮﻳﻘﺔ ﺍﻟﺘﻲ ﻳﺤﺪﺩﻫﺎ ﺍﻟﻤﻌﻠﻢ ﺍﻟﺬﻱ ﻳﻌﺘﻘﺪ ﻫﺬﺍ ﺍﻷﺧﻴﺮ ﺃﻧﻬﺎ ﺍﻟﻤﻨﺎﺳﺒﺔ ،ﻭﺑﺎﻟﺘﺎﻟﻲ ﻓﺈﻥ ﺍﻟﺘﻔﺎﻋﻞ ﻳﺴﺎﻋﺪ ﻓﻲ ﺧﻠﻖ ﺑﻴﺌﺔ ﺗﻌﻠﻢ ﻓﻌّﺎﻝ ﻟﻬﺬﺍ
ﺍﻟﻤﺘﻌﻠﻢ ﺗﻤﻜﻨﻪ ﻣﻦ ﺍﻛﺘﺴﺎﺏ ﺍﻟﻤﻬﺎﺭﺍﺕ ﻭﺍﻟﻤﻌﺎﺭﻑ ﻭﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﺑﺸﻜﻞ ﻓﺎﻋﻞ ﻓﻲ ﺃﻧﺸﻄﺘﻪ ﺍﻟﺤﻴﺎﺗﻴﺔ ﺍﻟﻤﺨﺘﻠﻔﺔ ﻣﻦ ﺧﻼﻝ ﺗﻌﺎﻣﻠﻪ ﻣﻊ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ
ﺍﻟﺘﻲ ﺗﺤﺘﻮﻳﻬﺎ ﺍﻟﻤﺎﺩﺓ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺍﻟﺘﻲ ﺗﻌﺮﺽ ﻋﻠﻴﻪ ﻭﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺧﺒﺮﺍﺗﻪ ﺍﻟﺴﺎﺑﻘﺔ ﻭﺗﻌﺰﻳﺰﻫﺎ ﺃﻭ ﺍﻻﻧﻄﻼﻕ ﻣﻨﻬﺎ ﻧﺤﻮ ﺗﻌﻠﻢ ﺧﺒﺮﺍﺕ ﺟﺪﻳﺪﺓ.
ﻭﻣﻤﺎ ﻻ ﺷﻚ ﻓﻴﻪ ﻓﺈﻥ ﺗﻮﻓﻴﺮ ﻣﺜﻞ ﻫﺬﻩ ﺍﻟﺒﻴﺌﺔ ﻟﻠﻤﺘﻌﻠﻢ ﺳﻴﺰﻳﺪ ﻣﻦ ﺍﺗﺠﺎﻫﻪ ﺍﻹﻳﺠﺎﺑﻲ ﻭﺭﺿﺎﻩ ﻧﺤﻮ ﺗﻌﻠﻤﻪ.
ﺗﺼﻞ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﺘﻲ ﺗﺤﺘﻮﻳﻬﺎ ﺍﻟﻤﺎﺩﺓ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺇﻟﻰ ﺍﻟﻤﺘﻌﻠﻢ ﺑﺄﺷﻜﺎﻝ ﻭﻗﻮﺍﻟﺐ ﻣﺨﺘﻠﻔﺔ ،ﻓﻤﻦ ﻫﺬﻩ ﺍﻷﺷﻜﺎﻝ ﻣﺎ ﻫﻮ ﺗﻘﻠﻴﺪﻱ ﻛﺎﻟﻜﺘﺎﺏ
ﻭﺷﺮﻳﻂ ﺍﻟﻔﻴﺪﻳﻮ ﺃﻭ ﺷﺮﻳﻂ ﺍﻟﻜﺎﺳﻴﺖ ﻭﻣﻨﻬﺎ ﻣﺎ ﻫﻮ ﺣﺪﻳﺚ ﻛﺎﻟﻜﺘﺎﺏ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﺍﻟﻮﺳﺎﺋﻂ ﺍﻟﻤﺘﻌﺪﺩﺓ ﻭﺻﻔﺤﺎﺕ ﺍﻟﺸﺒﻜﺔ ﺍﻟﻌﺎﻟﻤﻴﺔ ،ﻭﻳﺨﺘﻠﻒ
ﺍﻟﺘﻔﺎﻋﻞ ﺍﻟﺬﻱ ﻳﺤﺪﺙ ﺑﻴﻦ ﺍﻟﻤﺘﻌﻠﻢ ﻭﺍﻟﻤﺎﺩﺓ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺑﺎﺧﺘﻼﻑ ﻁﺮﻳﻘﺔ ﻋﺮﺽ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﺘﻲ ﺗﺤﺘﻮﻳﻬﺎ ﻫﺬﻩ ﺍﻟﻤﺎﺩﺓ ﻭﻣﺎ ﻳﺼﺎﺣﺒﻬﺎ ﻣﻦ ﺃﻧﺸﻄﺔ
ﻭﺗﻤﺎﺭﻳﻦ ﻭﻭﺍﺟﺒﺎﺕ ﻭﺍﻟﺬﻱ ﺗﺤﺪﺩﻩ ﻁﺮﺍﺋﻖ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻤﺘﺒﻌﺔ؛ ﻓﻘﺮﺍءﺓ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﻣﻦ ﺧﻼﻝ ﺍﻟﻜﺘﺎﺏ ﺍﻟﺘﻘﻠﻴﺪﻱ ﺃﻭ ﻣﺸﺎﻫﺪﺗﻬﺎ ﺑﻮﺍﺳﻄﺔ ﺍﻟﻔﻴﺪﻳﻮ ﺃﻭ
ﺳﻤﺎﻋﻬﺎ ﺗﺨﺘﻠﻒ ﻋﻦ ﻁﺮﻳﻖ ﺟﻬﺎﺯ ﺍﻟﺘﺴﺠﻴﻞ ﺃﻭ ﺣﺘﻰ ﺗﺼﻔﺤﻬﺎ ﻣﻦ ﺧﻼﻝ ﺷﺎﺷﺔ ﺍﻟﺤﺎﺳﻮﺏ ﻛﺼﻔﺤﺎﺕ ﻓﻲ ﺍﻟﺸﺒﻜﺔ ﺍﻟﻌﺎﻟﻤﻴﺔ ﺃﻭ ﻛﺘﺎﺏ
ﺇﻟﻜﺘﺮﻭﻧﻲ ﻣﺨﺰﻥ ﻋﻠﻰ ﻗﺮﺹ ﻣﻀﻐﻮﻁ ﻭﻣﻦ ﺛﻢ ﻗﻴﺎﻡ ﺍﻟﻤﺘﻌﻠﻢ ﺑﺈﺟﺮﺍء ﺍﺧﺘﺒﺎﺭ ﺃﻭ ﻛﺘﺎﺑﺔ ﺗﻘﺮﻳﺮ ﺃﻭ ﺇﺟﺎﺑﺔ ﻋﻦ ﺳﺆﺍﻝ ﻣﺮﺍﻓﻖ ﻻ ﻳﻮﻟﺪ ﺗﻔﺎﻋﻼً
ﻓﻌّﺎﻻً ﻳﺨﻠﻖ ﺧﺒﺮﺍﺕ ﺫﺍﺗﻴﺔ ﻟﺪﻯ ﺍﻟﻤﺘﻌﻠﻤﻴﻦ ﻭﺩﺍﻓﻌﻴﺔ ﻧﺤﻮ ﺍﻟﺘﻌﻠﻢ .
ّ
ﺇﻥ ﻣﺎ ﻧﺸﻬﺪﻩ ﺍﻟﻴﻮﻡ ﻣﻦ ﺗﻘ ّﺪﻡ ﻭﺗﻄﻮﺭ ﻓﻲ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺤﺪﻳﺜﺔ ﺍﻟﻤﺮﺗﺒﻄﺔ ﺑﺎﻟﺤﺎﺳﻮﺏ ﻭﺷﺒﻜﺎﺗﻪ ﻭﻣﺎ ﺗﺘﻤﻴﺰ ﺑﻪ ﻣﻦ ﺳﻬﻮﻟﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ
ﻭﺗﻜﻠﻔﺘﻬﺎ ﺍﻟﻤﻌﻘﻮﻟﺔ ﻭﻛﺬﻟﻚ ﺇﻣﻜﺎﻧﻴﺎﺗﻬﺎ ﺗﺸﺠﻌﻨﺎ ﻋﻠﻰ ﺍﻟﻮﻗﻮﻑ ﻣﻠﻴﺎ ً ﺃﻣﺎﻣﻬﺎ ﻭﺩﺭﺍﺳﺘﻬﺎ ﻣﻦ ﺃﺟﻞ ﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻨﻬﺎ ﻓﻲ ﻋﻤﻠﻴﺘﻲ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠﻢ ﺑﺸﻜﻞ
ﻋﺎﻡ ﻭﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺑﺸﻜﻞ ﺧﺎﺹ ﻭﻣﺤﺪﺩ ،ﻓﻠﻢ ﻳﻌﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﺐ ﻣﻘﺘﺼﺮﺍً ﻋﻠﻰ ﻓﺌﺔ ﻣﻌﻴﻨﺔ ﻣﻦ ﺍﻟﻤﺘﺨﺼﺼﻴﻦ ﻭﻟﻮ ﻛﺎﻥ ﻛﺬﻟﻚ ﻟﻤﺎ
ﻭﺟﺪﻧﺎﻩ ﺍﻟﻴﻮﻡ ﻳﻐﺰﻭ ﻣﺮﺍﻓﻖ ﺍﻟﺤﻴﺎﺓ ﺟﻤﻴﻌﻬﺎ ،ﻭﻋﻠﻰ ﺍﻟﺮﻏﻢ ﻣﻦ ﺃﻥ ﻗﺪﺭﺍﺕ ﺍﻟﺤﺎﺳﻮﺏ ﻣﻦ ﺣﻴﺚ ﺍﻟﺴﻌﺔ ﺍﻟﺘﺨﺰﻳﻨﻴﺔ ﻭﺳﺮﻋﺔ ﺍﻟﻤﻌﺎﻟﺠﺔ ﻓﻲ ﺍﺯﺩﻳﺎﺩ
ﻣﻀﻄﺮﺩ ﺣﻴﺚ ﻳﺪﻋﻲ ﺃﺣﺪﻫﻢ ﺃﻥ ﺳﻌﺔ ﺷﺮﺍﺋﺢ ﺍﻟﺤﺎﺳﻮﺏ ﺗﺘﻀﺎﻋﻒ ﻛﻞ ﺛﻤﺎﻧﻴﺔ ﻋﺸﺮ ﺷﻬﺮﺍ ﺇﻻ ﺃﻥ ﺃﺳﻌﺎﺭﻩ ﻓﻲ ﺍﻧﺨﻔﺎﺽ ،ﻭﻫﺬﺍ ﻳﻨﻄﺒﻖ ﻋﻠﻰ
ﺍﻟﺸﺒﻜﺎﺕ ﻓﻜﻞ ﻣﺎ ﻳﺘﻄﻠﺒﻪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻹﻧﺘﺮﻧﺖ ﻭﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﻣﻜﻮﻧﺎﺗﻪ ﺟﻬﺎﺯ ﺣﺎﺳﻮﺏ ﺑﻤﻮﺍﺻﻔﺎﺕ ﻣﻌﻘﻮﻟﺔ ﻭﺧﻂ ﻫﺎﺗﻒ ﻭﺍﺷﺘﺮﺍﻙ ﻣﻊ ﻣﺰﻭﺩ
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ﺧﺪﻣﺎﺕ ﺍﻹﻧﺘﺮﻧﺖ ،ﻓﺒﺮﺍﻣﺞ ﺍﻟﺘﺼﻔﺢ ﺍﻟﺨﺎﺻﺔ ﺑﺎﻟﺸﺒﻜﺔ ﺍﻟﻌﺎﻟﻤﻴﺔ ﻣﺘﻮﻓﺮﺓ ﺑﺎﻟﻤﺠﺎﻥ ﻭﻛﺬﻟﻚ ﺧﺪﻣﺎﺕ ﺍﻟﺒﺮﻳﺪ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻧﺎﻫﻴﻚ ﻋﻦ ﺍﻟﺒﺮﺍﻣﺞ
ﺍﻟﺨﺎﺻﺔ ﺑﻌﻤﻠﻴﺎﺕ ﺍﻻﺗﺼﺎﻝ ﺍﻟﻤﻜﺘﻮﺏ ﺃﻭﺍﻟﻤﺴﻤﻮﻉ ﺃﻭ ﺍﻟﻤﺮﺋﻲ .ﻭﻫﺬﺍ ﻛﻠﻪ ﻣﻦ ﺷﺄﻧﻪ ﺗﻮﻓﻴﺮ ﺇﻣﻜﺎﻧﻴﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺑﻴﻦ ﺍﻟﻤﺘﻌﻠﻢ ﻭﻛﻞ ﻣﻦ ﻣﺼﺎﺩﺭ
ﺍﻟﺘﻌﻠﻢ ﻭﺍﻟﻤﻌﻠﻢ ﻭ ﺍﻟﻤﺆﺳﺴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ،ﻫﺬﺍ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻟﺬﻱ ﻳﺆﺳﺲ ﺍﻟﺘﻔﺎﻋﻞ ﻓﻲ ﻋﻤﻠﻴﺘﻲ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠﻢ.

ﺧﺎﺗﻤﺔ
ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﻤﻄﺎﻑ ﻳﺠﺐ ْ
ﺃﻥ ﻧﻌﺘﺮﻑ ﺑﻤﻮﺿﻮﻋﻴﺔ ﻭﺣﻴﺎﺩﻳﺔّ ،
ﺑﺄﻥ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺗﻮﺍﺟﻪ ﻓﻲ ﻋﺼﺮ ﺍﻟﻌﻮﻟﻤﺔ ﻣﺨﺎﻁﺮ ﻛﺜﻴﺮﺓ ،ﻭﻫﻲ
ﺑﺤﺎﺟﺔ ﺇﻟﻰ ﺣﻤﺎﻳﺔ ،ﻭﺗﻌﺰﻳﺰ ﺻﻮﺭﺗﻬﺎ ﻓﻲ ﻧﻔﻮﺱ ﺃﺑﻨﺎﺋﻬﺎ ،ﻭﻋﺪﻡ ﻣﻨﺢ ﺃ ّ
ﻱ ﻟﻐﺔ ﺃﺟﻨﺒﻴﺔ ﺍﻣﺘﻴﺎﺯﺍﺕ ﺧﺎﺻﺔ ﻋﻠﻰ ﺣﺴﺎﺑﻬﺎ ،ﻭﺃﻧّﻪ ﺣﺎﻥ ﺍﻟﻮﻗﺖ ﻟﻘﻴﺎﻡ
ﺑﺪﻭﺭ ﻓﻌّﺎﻝ ﻳﻌﻴﺪ ﻟﻬﺬﻩ ﺍﻟﻠﻐﺔ ﺑﺮﻳﻘﻬﺎ ﻭﺗﺄﻟّﻘﻬﺎ ،ﻳُﻀﺎﻑ ﺇﻟﻰ ﺫﻟﻚ ﺗﺤﺪﻳﺚ ﺃﺳﺎﻟﻴﺐ ﺗﺪﺭﻳﺲ ﺍﻟﻠﻐﺔ
ﻭﺯﺍﺭﺍﺕ ﺍﻟﺘﺮﺑﻴﺔ ﻭﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﺍﻟﻮﻁﻦ ﺍﻟﻌﺮﺑﻲ
ٍ
ﺍﻟﻌﺮﺑﻴﺔ ،ﻭﺍﻻﺑﺘﻌﺎﺩ ﻋﻦ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻘﻠﻴﺪﻱ ﺍﻟﻤﺘﻮﺍﺭﺙ ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺮﺑﻮﻳﺔ ،ﻭﺫﻟﻚ ﺑﺎﻟﺘﺮﻛﻴﺰ ﻋﻠﻰ ﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺟﻤﻴﻊ ﺗﻄﺒﻴﻘﺎﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ
ﺍﻟﺤﺪﻳﺜﺔ ﻭﻣﺰﺍﻳﺎﻫﺎ ﺍﻟﻜﺜﻴﺮﺓ.
ﺃﻥ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻫﻲ ﺍﻟﻤﻌﻠﻢ ﻋﻠﻰ ﻣﺪﻯ ﺍﻟﻌﺼﻮﺭّ ،
ﻭﻣﻦ ﻣﺒﺪﺃ ّ
ﻭﺃﻥ ﻫﻨﺎﻙ ﻭﺍﻗﻌﺎ ً ﻳﺠﺐ ﻋﻠﻴﻨﺎ ﺃﻥ ﻧﻌﻴﺶ ﻭﻧﺘﻌﺎﻳﺶ ﻣﻌﻪ ﺑﺎﻟﻀﺮﻭﺭﺓ،
ﻭﻫﻮ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺤﺪﻳﺜﺔ ﺑﻜﺎﻣﻞ ﻣﻔﺮﺍﺩﺗﻬﺎ ،ﻭﺑﻜﺎﻣﻞ ﺇﻳﺠﺎﺑﻴﺎﺗﻬﺎ ﻭﺳﻠﺒﻴﺎﺗﻬﺎ ،ﻧﺨﺘﻢ ﺣﺪﻳﺜﻨﺎ ﻣﺮ ّﺩﺩﻳﻦ ﺻﺮﺧﺔ ﺟﺒﺮﺍﻥ ﺧﻠﻴﻞ ﺟﺒﺮﺍﻥ ﺣﻴﻦ ﻗﺎﻝ
ﻣﺴﺘﺸﺮﻓﺎ ً ُﻣﺴﺘﻘﺒﻞ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ" :ﻣﺴﺘﻘﺒﻞ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻳﺘﻮﻗّﻒ ﻋﻠﻰ ﻣﺴﺘﻘﺒﻞ ﺍﻟﻔﻜﺮ ﺍﻟﻤﺒﺪﻉ ﺍﻟﻜﺎﺋﻦ ﻓﻲ ﻣﺠﻤﻮﻉ ﺍﻷﻣﻢ ﺍﻟﺘﻲ ﺗﺘﻜﻠّﻢ ﺍﻟﻠﻐﺔ
ﺍﻟﻌﺮﺑﻴﺔ ،ﻓﺈﺫﺍ ﻛﺎﻥ ﺫﻟﻚ ﺍﻟﻔﻜﺮ ﻣﻮﺟﻮﺩﺍً ،ﻛﺎﻥ ُﻣﺴﺘﻘﺒﻞ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻋﻈﻴﻤﺎ ً ﻛﻤﺎﺿﻴﻬﺎ ،ﻭﺇﻻ ﻓﻼ."...

ﺍﻟﻤﺮﺍﺟﻊ
ﺩﻳﻔﻴﺪ ﻛﺮﻳﺴﺘﺎﻝ ) :(2005ﺍﻟﻠﻐﺔ ﻭﺍﻹﻧﺘﺮﻧﺖ ،ﺗﺮﺟﻤﺔ ﺃﺣﻤﺪ ﺷﻔﻴﻖ ﺍﻟﺨﻄﻴﺐ ،ﺍﻟﻤﺠﻠﺲ ﺍﻷﻋﻠﻰ ﻟﻠﺜﻘﺎﻓﺔ ،ﺍﻟﻘﺎﻫﺮﺓ
ﺟﻤﻴﻞ ﺣﺴﻴﻦ ﻣﺤﻤﺪ ) :(2006ﺗﻌﻠﻴﻢ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻷﻏﺮﺍﺽ ﺃﻛﺎﺩﻳﻤﻴﺔ ،ﺭﺳﺎﻟﺔ ﺩﻛﺘﻮﺭﺍﻩ ﻏﻴﺮ ﻣﻨﺸﻮﺭﺓ ،ﺟﺎﻣﻌﺔ ﺍﻟﻨﻴﻠﻴﻦ ،ﺍﻟﺨﺮﻁﻮﻡ،
ﻋﺒﺪ ﷲ ﺍﻟﺘﻄﺎﻭﻱ ) :(2005ﺍﻟﻠﻐﺔ ﻭﺍﻟﻤﺘﻐﻴﺮ ﺍﻟﺜﻘﺎﻓﻲ ،ﺍﻟﺪﺍﺭ ﺍﻟﻤﺼﺮﻳﺔ ﺍﻟﻠﺒﻨﺎﻧﻴﺔ ،ﺍﻟﻘﺎﻫﺮﺓ
ﻋﺒﺪﻩ ﺍﻟﺮﺍﺟﺤﻲ ) :(2008ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺠﺎﻣﻌﻴﺔ ﻭﺍﻟﻜﺘﺎﺑﺔ ،ﺩﺍﺭ ﺍﻟﻤﻌﺮﻓﺔ ﺍﻟﺠﺎﻣﻌﻴﺔ ،ﺍﻻﺳﻜﻨﺪﺭﻳﺔ
ﻋﺰ ﺍﻟﺪﻳﻦ ﺍﻟﻤﻨﺎﺻﺮﺓ ) :(2004ﺍﻟﻬﻮﻳﺎﺕ ﻭﺍﻟﺘﻌﺪﺩﻳﺔ ﺍﻟﻠﻐﻮﻳﺔ ،ﺩﺍﺭ ﻣﺠﺪﻻﻭﻱ ،ﻋﻤﺎﻥ
ﻟﻮﻳﺲ ﻛﺎﻟﻔﻲ ) :(2008ﺣﺮﺏ ﺍﻟﻠﻐﺎﺕ ،ﻭﺍﻟﺴﻴﺎﺳﺎﺕ ﺍﻟﻠﻐﻮﻳﺔ ،ﺗﺮﺟﻤﺔ ﺍﻟﻤﻨﻈﻤﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻟﻠﺘﺮﺟﻤﺔ ،ﺑﻴﺮﻭﺕ
ﻧﺒﻴﻞ ﻋﻠﻲ ) :(2001ﺍﻟﻌﺮﺑﻴﺔ ﻭﺗﺤﺪﻳﺎﺕ ﺍﻟﻌﻮﻟﻤﺔ ،ﻣﺠﻤﻊ ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻷﺭﺩﻧﻲ ،ﻋﻤﺎﻥ
ﻭﻟﻴﺪ ﺇﺑﺮﺍﻫﻴﻢ ﺍﻟﺤﺎﺝ ) :(2007ﺍﻟﻠﻐﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻭﻭﺳﺎﺋﻞ ﺍﻻﺗﺼﺎﻝ ﺍﻟﺤﺪﻳﺜﺔ ،ﺩﺍﺭ ﺍﻟﺒﺪﺍﻳﺔ ،ﻋﻤﺎﻥ
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ﺃﺛﺮ ﺑﻌﺾ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﻤﺨﺘﺎﺭﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺩﺭﻭﺱ
ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء
ﺃﻣﻴﺮﺓ ﺑﻨﺖ ﺯﻳﺪ ﺍﻟﺪﺭﻳﻬﻢ
ﻛﻠﻴﺔ ﺍﻟﺸﺮﻕ ﺍﻟﻌﺮﺑﻲ – ﺍﻟﺮﻳﺎﺽ
ﻣﺤﻤﺪ ﺑﻦ ﺟﺎﺑﺮ ﻋﺴﻴﺮﻱ
ﻛﻠﻴﺔ ﺍﻟﺸﺮﻕ ﺍﻟﻌﺮﺑﻲ – ﺍﻟﺮﻳﺎﺽ
ﻣﻠﺨﺺ ﺍﻟﺪﺭﺍﺳﺔ
ﺗﻬﺪﻑ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺍﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﻣﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻣﻬﻦ
ﻟﻪ ،ﻭﺍﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻭﻣﺘﻐﻴﺮﺍﺕ ﻣﺜﻞ ﺍﻟﺨﺒﺮﺓ ﺍﻟﺤﺎﺳﻮﺑﻴﺔ ﻭﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﺘﻲ
ﺗﻠﻘﺘﻬﺎ ﺍﻟﻤﻌﻠﻤﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻛﻤﺎ ﻫﺪﻓﺖ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﻣﻌﺮﻓﺔ ﻗﺪﺭﺓ ﺑﻌﺾ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﻓﻲ ﺍﻟﺘﻨﺒﺆ ﺑﺎﺳﺘﺨﺪﺍﻡ
ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ .ﻭﻟﺘﺤﻘﻴﻖ ﺃﻫﺪﺍﻑ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﺒﺎﺣﺜﺔ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻻﺭﺗﺒﺎﻁﻲ Descriptive
 ،Correlational Designﻭﻟﺠﻤﻊ ﺑﻴﺎﻧﺎﺕ ﺍﻟﺪﺭﺍﺳﺔ ﻁﻮﺭﺕ ﺍﻟﺒﺎﺣﺜﺔ ﺍﺳﺘﺒﺎﻧﺔ ﻣﻦ ﺃﺭﺑﻌﺔ ﻣﺠﺎﻻﺕ ﻫﻲ :ﺍﻟﺨﺼﺎﺋﺺ
ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ ،ﺣﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺗﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﺗﺤﺪ ﻣﻦ ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﻗﺪ ﺗﻢ ﺍﻟﺘﺤﻘﻖ ﻣﻦ ﺻﺪﻕ ﺍﻷﺩﺍﺓ ﻋﻦ ﻁﺮﻳﻖ ﺻﺪﻕ ﺍﻟﻤﺤﻜﻤﻴﻦ ﻭﺻﺪﻕ ﺍﻻﺗﺴﺎﻕ ﺍﻟﺪﺍﺧﻠﻲ ﻟﻠﻔﻘﺮﺍﺕ ﻣﻊ
ﻣﺠﺎﻻﺗﻬﺎ ،ﻭﺣﻘﻘﺖ ﺍﻷﺩﺍﺓ ﻣﻌﺎﻣﻞ ﺛﺒﺎﺕ ﺗﺮﺍﻭﺡ ﺑﻴﻦ ) ،(0.99 – 0.65ﻭﺗﻢ ﺟﻤﻊ ﺍﻟﺒﻴﺎﻧﺎﺕ ﺑﺄﺳﻠﻮﺏ ﺍﻟﻌﻴﻨﺔ ﺍﻟﻌﺸﻮﺍﺋﻴﺔ ﺍﻟﺒﺴﻴﻄﺔ،
ﺣﻴﺚ ﻭﺯﻋﺖ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺑﺼﻴﻐﺘﻬﺎ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﻋﻠﻰ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺒﺎﻟﻎ ﻋﺪﺩﻫﺎ ) (45ﻣﻌﻠﻤﺔ .ﻭﺃﻅﻬﺮﺕ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ﻭﺟﻮﺩ
ﺍﺭﺗﺒﺎﻁ ﺍﻳﺠﺎﺑﻲ ﺑﻴﻦ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻜﻠﻲ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭ ﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ ﻓﻲ ﻣﻘﻴﺎﺱ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻭﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻛﻤﺎ ﻛﺸﻔﺖ ﺍﻟﻨﺘﺎﺋﺞ ﻋﻦ ﺃﻥ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﺍﻻﺗﺠﺎﻫﺎﺕ
ﺍﻟﻤﻌﺮﻓﻴﺔ ﻳﻤﻜﻦ ﺃﻥ ﺗﺘﻨﺒﺄ ﺑﺎﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ.

ﻣﻘﺪﻣﺔ
ﺗﻬﺘﻢ ﻣﻌﻈﻢ ﺍﻟﻨﻈﻢ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺑﺘﺪﺭﻳﺲ ﺍﻟﻌﻠﻮﻡ ﺍﻟﻄﺒﻴﻌﻴﺔ ﻭﺗﻮﻓﻴﺮ ﻛﺎﻓﺔ ﺍﻹﻣﻜﺎﻧﻴﺎﺕ ﻭﺍﻟﺘﻘﻨﻴﺎﺕ ﻭﺍﻟﺘﺠﻬﻴﺰﺍﺕ ﻓﻲ ﻣﻌﺎﻣﻞ ﺍﻟﻌﻠﻮﻡ ﺍﻟﻤﺪﺭﺳﻴﺔ ﻟﻤﺎ ﻟﻬﺎ
ﻣﻦ ﺩﻭﺭ ﻓﻲ ﺗﻨﻤﻴﺔ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻄﻼﺏ ﻭﺍﻛﺴﺎﺑﻬﻢ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻔﻜﻴﺮ ﺍﻟﻌﻠﻤﻲ ﺍﻟﺴﻠﻴﻢ ﻭﺗﺤﻘﻴﻖ ﺍﻷﻫﺪﺍﻑ ﺍﻟﻤﻨﺸﻮﺩﺓ ﺳﻮﺍء ﺍﻟﻤﻌﺮﻓﻴﺔ ﺃﻭ ﺍﻟﻨﻔﺲ ﺣﺮﻛﻴﺔ
ﺃﻭ ﺍﻟﻮﺟﺪﺍﻧﻴﺔ ،ﻭﻧﺘﻴﺠﺔ ﻟﺪﻣﺞ ﺍﻟﺤﺎﺳﺐ ﺍﻻﻟﻲ ﻓﻲ ﻣﻌﻈﻢ ﻋﻤﻠﻴﺎﺕ ﺍﻟﺘﺪﺭﻳﺲ ﺩﺍﺧﻞ ﺍﻟﺤﺠﺮﺓ ﺍﻟﺪﺭﺍﺳﻴﺔ ﻭﺧﺎﺭﺟﻬﺎ ،ﻓﻘﺪ ﻓﻈﻬﺮﺕ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ
ﺍﻟﻤﺤﻮﺳﺒﺔ ﺍﻟﻤﻄﻮﺭﺓ ﻭﺍﻟﺘﻲ ﺗﻌﺘﺒﺮ ﺍﺳﻠﻮﺏ ﺟﺪﻳﺪ ﻟﺘﻄﻮﻳﺮ ﻣﺨﺘﺒﺮﺍﺕ ﺍﻟﻌﻠﻮﻡ ﻭﻋﺮﺽ ﻧﺘﺎﺋﺞ ﺍﻟﺘﺠﺎﺭﺏ ﺍﻟﻤﻌﻘﺪﺓ ﻭﺍﻟﺘﻲ ﻛﺎﻧﺖ ﺗﺴﺘﻠﺰﻡ ﻓﻴﻤﺎ ﻣﻀﻰ
ﻭﻗﺘﺎ ً ﻭﺟﻬﺪﺍً ﻛﺒﻴﺮﻳﻦ ,ﺣﻴﺚ ﺗﻀﻤﻦ ﻫﺬﻩ ﺍﻟﻄﺮﻳﻘﺔ ﺣﺼﻮﻝ ﺍﻟﻄﻼﺏ ﻋﻠﻰ ﺍﻟﺨﺒﺮﺓ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ﺍﻟﻼﺯﻣﺔ ﻭﺫﻟﻚ ﺑﺎﺳﺘﺨﺪﺍﻣﻬﻢ ﻟﻬﺬﺍ ﺍﻟﻨﻮﻉ
ﻣﻦ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺑﺸﻜﻞ ﺩﺍﺋﻢ ﻓﻲ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺪﺭﺳﻲ ،ﻭﺍﺟﺮﺍء ﺍﻟﺘﺠﺎﺭﺏ ﺍﻟﻌﻠﻤﻴﺔ ﺍﻵﻣﻨﺔ ﻭﻋﺮﺽ ﺍﻟﻨﺘﺎﺋﺞ ﺑﺄﺳﻠﻮﺏ ﻋﻠﻤﻲ ﻭﻣﻨﺎﻗﺸﺘﻬﺎ ﻣﻊ ﺃﻗﺮﺍﻧﻬﻢ
ﻭﻣﻌﻠﻤﻴﻬﻢ ،ﻛﻤﺎ ﺗﻀﻤﻦ ﻫﺬﻩ ﺍﻟﺘﻘﻨﻴﺔ ﺍﺧﺘﺼﺎﺭﺍً ﻟﻮﻗﺖ ﻭﺟﻬﺪ ﺍﻟﻤﻌﻠﻢ ﻓﻲ ﺍﻋﺪﺍﺩ ﻭﺗﻨﻔﻴﺬ ﺍﻟﺘﺠﺎﺭﺏ ﺍﻟﻌﻠﻤﻴﺔ ﺩﺍﺧﻞ ﺍﻟﻤﺨﺘﺒﺮ.
ﻭﻳﺸﻴﺮ ﻛﻼ ﻣﻦ ﺗﺮﻭﻣﺒﻴﺮ ﻭ ﻗﻴﻠﺒﻤﺎﻥ ) (Trumper and Gelbman ,2001ﺇﻟﻰ ﺃﻥ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺗﺪﺭﻳﺲ
ﺍﻟﻔﻴﺰﻳﺎء ﺗﺴﺎﻋﺪ ﺍﻟﻄﻼﺏ ﻓﻲ ﺟﻤﻊ ﻭﻣﻌﺎﻟﺠﺔ ﺍﻟﺒﻴﺎﻧﺎﺕ ﺍﻟﻤﺘﻨﻮﻋﺔ ﻭﺍﻟﻤﺨﺘﻠﻔﺔ ﺑﻜﻞ ﻳﺴﺮ ﻭﺳﺮﻋﺔ ﻭﺗﺘﻴﺢ ﻟﻬﻢ ﺍﻟﻤﺸﺎﺭﻛﺔ ﺍﻟﻨﺸﻄﺔ ﻓﻲ ﺍﻟﺘﻌﻠﻢ ﻭﻛﺬﻟﻚ
ﺗﺴﺎﻋﺪﻫﻢ ﻋﻠﻰ ﺍﻟﺮﺑﻂ ﺑﻴﻦ ﺍﻟﻨﻈﺮﻳﺔ ﻭﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﻮﺍﻗﻌﻲ ﻣﻤﺎ ﻳﺴﻬﻢ ﻓﻲ ﻓﻬﻢ ﺍﻟﻤﻔﺎﻫﻴﻢ ﺍﻟﻔﻴﺰﻳﺎﺋﻴﺔ ﻭ ﺗﻄﻮﻳﺮ ﻓﻬﻤﻬﻢ ﻟﻠﻌﻼﻗﺎﺕ ﺑﻴﻦ ﺍﻟﻌﻠﻢ
ﻭﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ  ,ﻣﻤﺎ ﻳﺠﻌﻞ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻛﺜﺮ ﻭﺿﻮﺣﺎ ً ﻭﺍﻛﺜﺮ ﺟﺎﺫﺑﻴﺔ ﻷﻋﺪﺍﺩ ﻛﺒﻴﺮﺓ ﻣﻦ ﺍﻟﻄﻼﺏ .ﻭﺗﺆﻛﺪ ﺁﻛﺴﻼ ) (Aksela,2011ﺃﻥ ﺑﻴﺌﺔ
ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻫﻲ ﻣﺜﺎﻝ ﻟﻠﺒﻴﺌﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺍﻟﻘﺎﺋﻤﺔ ﻋﻠﻰ ﺍﻟﻤﺘﻌﻠﻢ ﻭﺍﻟﺘﻲ ﺗﻮﻓﺮ ﻓﺮﺹ ﺗﻌﻠﻢ ﺫﻱ ﺍﻟﻤﻌﻨﻰ ،ﻭﻣﻬﺎﺭﺍﺕ ﺗﻔﻜﻴﺮ ﻋﻠﻴﺎ ﻣﻦ ﺧﻼﻝ
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ﺍﻻﺳﺘﻜﺸﺎﻑ ،ﻛﻤﺎ ﺗﺴﺎﻋﺪ ﺍﻟﻄﻼﺏ ﻟﻤﻨﺎﻗﺸﺔ ﻭﺗﺨﻄﻴﻂ ﻭﻗﻴﺎﺱ ﻭﺗﺤﻤﻞ ﻣﺴﺆﻭﻟﻴﺔ ﻋﻤﻠﻴﺔ ﺗﻌﻠﻤﻬﻢ ،ﻛﻤﺎ ﺃﻧﻬﺎ ﺗﻌﺘﺒﺮ ﺑﻴﺌﺔ ﺧﻀﺮﺍء ﻣﺜﺎﻟﻴﺔ ﺗﺴﺎﻫﻢ ﻓﻲ
ﺗﻘﻠﻴﻞ ﺧﻄﺮ ﺍﻟﻤﻮﺍﺩ ﺍﻟﻜﻴﻤﻴﺎﺋﻴﺔ ﻋﻠﻰ ﺍﻟﺒﻴﺌﺔ ﻭﻋﻠﻰ ﺍﻟﻄﻼﺏ ﺑﺤﺪ ﺳﻮﺍء .ﻭﻓﻲ ﻣﻌﺮﺽ ﺣﺪﻳﺚ ﺟﺴﻜﻮﻓﺎ ) (JeSkova,2003ﻋﻦ ﺃﻫﻤﻴﺔ ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺗﺪﺭﻳﺲ ﺍﻟﻔﻴﺰﻳﺎء ﺃﺷﺎﺭﺕ ﺇﻟﻰ ﺃﻥ ﺍﻟﻌﻤﻠﻴﺎﺕ ﺍﻟﺬﻫﻨﻴﺔ ﺍﻟﺘﻲ ﻳﻘﻮﻡ ﺑﻬﺎ ﺍﻟﻤﺘﻌﻠﻢ ﺍﺛﻨﺎء ﺗﻔﺴﻴﺮ ﻧﺘﺎﺋﺞ ﺍﻟﺘﺠﺎﺭﺏ ﺍﻟﻌﻠﻤﻴﺔ ﺍﻟﺘﻲ
ﻳﻌﺮﺿﻬﺎ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﺗﺴﺎﻋﺪﻩ ﻓﻲ ﺍﻟﺤﺼﻮﻝ ﻋﻠﻰ ﻓﻬﻢ ﺃﻋﻤﻖ ﺣﻮﻝ ﺑﻌﺾ ﺍﻟﻈﻮﺍﻫﺮ ﺍﻟﻔﻴﺰﻳﺎﺋﻴﺔ ﻭﺍﻟﻜﻮﻧﻴﺔ .ﻭﺗﻌﺮﻑ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ
ﺍﻟﻤﺤﻮﺳﺒﺔ  Computerized Laboratoriesﺑﺄﻧﻬﺎ ﺑﺮﻣﺠﻴﺎﺕ ﺗﻔﺎﻋﻠﻴﺔ ﻗﺎﺋﻤﺔ ﻋﻠﻰ ﺍﺟﻬﺰﺓ ﺍﻟﺤﺎﺳﺐ ﺍﻵﻟﻲ ﻣﻮﺻﻞ ﺑﻨﻬﺎﻳﺎﺕ ﻁﺮﻓﻴﺔ ﺣﺴﺎﺳﺔ
ﺗﺴﻤﻰ ﺍﻟﻤﺴﺘﺸﻌﺮﺍﺕ ﺣﻴﺚ ﻳﺘﻢ ﺗﻜﺎﻣﻞ ﻣﻜﻮﻧﺎﺕ ﺍﻟﺘﺠﺎﺭﺏ ﺍﻟﻌﻠﻤﻴﺔ ﻣﻊ ﺍﻟﺤﺎﺳﺐ ﺍﻵﻟﻲ ﻛﻮﺳﻴﻠﺔ ﻗﻴﺎﺱ ﻟﺘﺠﻤﻴﻊ ﺍﻟﺒﻴﺎﻧﺎﺕ ﻭﺗﺤﻠﻴﻠﻬﺎ ،ﺣﻴﺚ ﺗﺘﻤﻴﺰ
ﺑﻘﺪﺭﺗﻬﺎ ﻋﻠﻰ ﺭﺳﻢ ﺍﻟﺮﺳﻮﻡ ﺍﻟﺒﻴﺎﻧﻴﺔ ﺃﺛﻨﺎء ﺗﺠﻤﻴﻊ ﺑﻴﺎﻧﺎﺕ ﺍﻟﻈﺎﻫﺮﺓ ﺍﻟﻤﺮﺍﺩ ﺩﺭﺍﺳﺘﻬﺎ ﻭﺭﺑﻂ ﺍﻟﺤﺪﺙ ﺃﻭ ﺍﻟﻈﺎﻫﺮﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻣﻊ ﺍﻟﺮﺳﻢ ﺍﻟﺒﻴﺎﻧﻲ ﻟﻪ ﻓﻲ
ﺁﻥ ﻭﺍﺣﺪ ،ﻭﺗﺘﻨﻮﻉ ﻁﺮﻕ ﺍﻟﻌﺮﺽ ﻣﻦ ﺭﺳﻮﻡ ﺑﻴﺎﻧﻴﺔ ﻭﺟﺪﺍﻭﻝ ﻭﻋﺪﺍﺩ ﻋﻠﻰ ﻫﻴﺌﺔ ﺳﺎﻋﺔ )ﺍﻟﺸﺎﻳﻊ .(2006
ﻭﺍﺩﺭﺍﻛﺎ ً ﻣﻦ ﻭﺯﺍﺭﺓ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺴﻌﻮﺩﻳﺔ ﻧﺤﻮ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﺘﺮﺑﻮﻳﺔ ﺍﻟﺤﺪﻳﺜﺔ ﻭﺳﻌﻴﺎ ً ﻟﻠﺘﻄﻮﻳﺮ ﺍﻟﻤﻌﺮﻓﻲ ﻭﺍﻟﺘﻘﻨﻲ ﻣﻊ
ﺇﺛﺮﺍﺋﻪ ﺑﺎﻟﺨﺼﻮﺻﻴﺔ ﺍﻟﻤﺘﻤﻴﺰﺓ ﻟﺴﻴﺎﺳﺘﻬﺎ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻓﻘﺪ ﻭﺿﻌﺖ ﺧﻄﺔ ﺷﺎﻣﻠﺔ ﻟﺪﻣﺞ ﺗﻘﻨﻴﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﺜﺎﻧﻮﻱ ،ﺣﻴﺚ
ﻗﺎﻣﺖ ﺑﺘﺄﻣﻴﻦ ﻋﺪﺩ ) (1161ﻣﺨﺘﺒﺮ ﻣﺤﻮﺳﺐ ﻟﻤﺪﺍﺭﺱ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻡ ﻟﻠﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﻨﻴﻦ ﻭﺑﻨﺎﺕ ﻋﺎﻡ  1434 -1433ﻫـ ،ﻭﻛﺎﻥ ﻧﺼﻴﺐ
ﻣﺪﺍﺭﺱ ﺍﻟﺮﻳﺎﺽ ﻓﻲ ﻫﺬﻩ ﺍﻟﻤﺮﺣﻠﺔ ) (50ﻣﺨﺘﺒﺮ ﻣﺤﻮﺳﺐ ،ﻭﺯﻉ ) (25ﺟﻬﺎﺯ ﻋﻠﻰ ﻣﺪﺭﺱ ﺍﻟﺒﻨﻴﻦ ،ﺑﻴﻨﻤﺎ ﺍﺳﺘﺤﻮﺫﺕ ﻣﺪﺍﺭﺱ ﺍﻟﺒﻨﺎﺕ ﺍﻟﺜﺎﻧﻮﻳﺔ
ﺑﻤﺪﻳﻨﺔ ﺍﻟﺮﻳﺎﺽ ﻋﻠﻰ ) (35ﻣﺨﺘﺒﺮﺍً ﻣﺤﻮﺳﺒﺎً.
ﻭﻏﺎﻟﺒﺎ ً ﻣﺎ ﻳﺘﻮﻗﻊ ﺍﻟﻤﺨﻄﻄﻮﻥ ﻟﺴﻴﺎﺳﺔ ﺩﻣﺞ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺃﻧﻪ ﺑﻤﺠﺮﺩ ﺗﻮﻓﻴﺮ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ﻓﻲ ﺍﻟﺒﻴﺌﺔ
ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻓﺴﺘﻘﻮﺩ ﻟﻼﺳﺘﺨﺪﺍﻡ ﺍﻟﻔﻌﺎﻝ ﻟﻬﺎ ،ﺩﻭﻥ ﺩﺭﺍﺳﺔ ﺟﻴﺪﻩ ﻟﻠﻌﻮﺍﺋﻖ ﺍﻟﺒﻴﺌﻴﺔ ﺍﻟﺘﻲ ﻳﻤﻜﻦ ﺃﻥ ﺗﻮﺍﺟﻪ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺍﺛﻨﺎء ﺍﺳﺘﺨﺪﺍﻣﻬﻢ ﻟﻠﺘﻘﻨﻴﺔ ،ﻭﻻ ﻣﺎ
ﻫﻲ ﺍﺗﺠﺎﻫﺎﺗﻬﻢ ﻭﺍﺳﺘﻌﺪﺍﺩﺍﺗﻬﻢ ﻧﺤﻮ ﻫﺬﻩ ﺍﻟﺘﻘﻨﻴﺔ ،ﻭﻻ ﻣﺎﻫﻲ ﺍﻟﺒﺮﺍﻣﺞ ﻭﺣﺎﺟﺎﺗﻬﻢ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻟﻠﻌﻤﻞ ﻓﻲ ﻫﺬﻩ ﺍﻟﺒﻴﺌﺎﺕ ،ﻭﺗﺄﺗﻲ ﺩﺭﺍﺳﺔ ﻋﻮﺍﻣﻞ ﻣﺜﻞ
ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﺤﻮ ﺍﻟﺘﻘﻨﻴﺔ ﻭ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺍﺛﻨﺎء ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻭﻣﻌﺮﻓﺔ ﻣﺪﻯ ﺍﺳﺘﻌﺪﺍﺩ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻗﺒﻞ ﺍﻟﺘﻨﻔﻴﺬ
ﺍﻟﻨﻬﺎﺋﻲ ﻟﻬﺎ ﻛﺄﺣﺪ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﻤﻬﻤﺔ ﻟﻨﺠﺎﺡ ﻋﻤﻠﻴﺔ ﺗﻄﺒﻴﻘﻬﺎ ﻓﻲ ﺍﻟﻤﺠﺎﻝ ﺍﻟﺘﻌﻠﻴﻤﻲ ،ﻭﺑﻬﺬﺍ ﺍﻟﺼﺪﺩ ﻳﺸﻴﺮ ﺍﻟﺒﻴﺮﻳﻨﻲ ) (Albirini,2006ﺇﻟﻰ ﺃﻥ
ﻣﻌﻈﻢ ﺍﻟﻤﺸﺎﺭﻳﻊ ﺍﻟﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﺤﻘﻞ ﺍﻟﺘﻌﻠﻴﻤﻲ ﺍﻟﻨﺎﺟﺤﺔ ﻫﻲ ﺍﻟﺘﻲ ﺗﺮﺍﻋﻲ ﻣﺪﻯ ﺍﺳﺘﻌﺪﺍﺩ ﺍﻟﻤﺴﺘﺨﺪﻡ ﺍﻟﻨﻬﺎﺋﻲ ﻭﻭﻋﻴﻪ ﺑﺄﻫﻤﻴﺔ ﻫﺬﻩ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺍﺗﺠﺎﻫﺎﺗﻪ
ﻧﺤﻮﻫﺎ ﻗﺒﻞ ﺍﻟﺸﺮﻭﻉ ﻓﻲ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻔﻌﻠﻲ ﻟﻬﺎ ،ﺣﻴﺚ ﺧﻠﺺ ﺇﻟﻰ ﺃﻥ ﺍﻟﺘﻨﻔﻴﺬ ﺍﻟﻨﺎﺟﺢ ﻟﻠﺘﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻳﻌﺘﻤﺪ ﺇﻟﻰ ﺣﺪ ﻛﺒﻴﺮ ﻋﻠﻰ ﺍﺗﺠﺎﻫﺎﺕ
ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﺍﻟﺬﻳﻦ ﻳﺤﺪﺩﻭﻥ ﻓﻲ ﺍﻟﻨﻬﺎﻳﺔ ﻛﻴﻒ ﻳﺘﻢ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻓﻲ ﺍﻟﻔﺼﻮﻝ ﺍﻟﺪﺭﺍﺳﻴﺔ .ﻭﺇﻟﻰ ﺟﺎﻧﺐ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﺤﻮ ﺍﻟﺘﻘﻨﻴﺔ ﻳﻠﻌﺐ ﺍﻻﺳﺘﻌﺪﺍﺩ ﺍﻟﺒﻴﺌﻲ
ﻭﺍﻟﺘﺠﻬﻴﺰﺍﺕ ﺍﻟﻤﺘﻮﻓﺮﺓ ﻭﺳﻴﺎﺳﺎﺕ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻔﻌﺎﻝ ﺩﻭﺭﺍ ﻣﻬﻤﺎ ﻓﻲ ﻧﺠﺎﺡ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻄﺒﻴﻖ ،ﻓﺴﻴﺎﻕ ﺍﻟﺒﻴﺌﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻭﻣﺎ ﺗﺸﺘﻤﻞ ﻋﻠﻴﻪ ﻣﻦ
ﻋﻮﺍﻣﻞ ﺇﺩﺍﺭﻳﺔ ﻭﺗﻜﻨﻮﻟﻮﺟﻴﺔ ﻭﺷﺨﺼﻴﺔ ﻭﻣﺠﺘﻤﻌﻴﺔ ﺟﻤﻴﻌﻬﺎ ﺗﺄﺛﺮ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺴﺘﺨﺪﻡ ﺍﻟﻨﻬﺎﺋﻲ )ﺍﻟﻤﻌﻠﻢ( ﻟﻠﺘﻘﻨﻴﺔ ،ﺣﻴﺚ ﺃﻥ ﺗﻘﻠﻴﺺ ﺍﺣﺘﻤﺎﻟﻴﺔ
ﺗﺄﺛﻴﺮ ﺗﻠﻚ ﺍﻟﻌﻮﺍﻣﻞ ﻭﺧﻔﻀﻬﺎ ﻷﺩﻧﻰ ﻣﺴﺘﻮﻯ ﻳﻠﻌﺐ ﺩﻭﺭﺍً ﻓﻲ ﻧﺠﺎﺡ ﺗﻄﺒﻴﻖ ﺍﻟﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺍﻟﺘﻌﻠﻤﻴﺔ ) (Asiri, , Mahmud,
.Abu-Bakar & Ayub, 2012a
ﻭﻧﻈﺮﺍً ﻟﺤﺪﺍﺛﺔ ﺩﻣﺞ ﺗﻘﻨﻴﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﺜﺎﻧﻮﻱ ﺍﻟﺴﻌﻮﺩﻱ ،ﻓﺎﻟﻤﻌﻠﻮﻣﺎﺕ ﻭﺍﻹﺣﺼﺎءﺍﺕ ﺍﻟﺪﻗﻴﻘﺔ ﺣﻮﻝ ﻣﺪﻯ
ﺍﺳﺘﺨﺪﺍﻡ ﻫﺬﻩ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ،ﻭﻋﻼﻗﺔ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﺑﺒﻌﺾ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺪﺍﺧﻠﻴﺔ )ﻣﺜﻞ :ﺍﻻﺗﺠﺎﻫﺎﺕ( ﻭﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺨﺎﺭﺟﻴﺔ )ﻣﺜﻞ :ﺍﻟﻌﻮﺍﺋﻖ ﺍﻹﺩﺍﺭﻳﺔ،
ﻭﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ،ﻭﺍﻟﺸﺨﺼﻴﺔ ،ﻭﺍﻟﻤﺠﺘﻤﻌﻴﺔ( ﺑﺎﻹﺿﺎﻓﺔ ﻟﺒﻌﺾ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ ﻏﻴﺮ ﻣﺘﻮﻓﺮﺓ ،ﻣﻤﺎ ﻛﻮﻥ ﻗﻨﺎﻋﺔ ﻟﺪﻯ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﻀﺮﻭﺭﺓ
ﺍﺟﺮﺍء ﻣﺜﻞ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ.

ﺍﻹﻁﺎﺭ ﺍﻟﻨﻈﺮﻱ ﻟﻠﺪﺭﺍﺳﺔ ﻭﻧﻤﻮﺫﺟﻬﺎ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ Utilization of Technology
ﻳﻌﺮﻑ ﺳﻴﻠﺰ ﻭﺭﻳﺘﺸﻲ ) (Seels, and Richey, 1994ﺍﻻﺳﺘﺨﺪﺍﻡ ﺑﺄﻧﻪ ﻓﻌﻞ ﻳﻨﻄﻮﻱ ﻋﻠﻰ ﺍﻟﺘﻌﺎﻣﻞ ﺍﻟﻤﺒﺎﺷﺮ ﻣﻊ ﺍﻷﺟﻬﺰﺓ
ﻭﺍﻷﺩﻭﺍﺕ ﻭﺗﻄﻮﻳﻊ ﺍﻟﻤﺼﺎﺩﺭ ﺍﻟﻤﺨﺘﻠﻔﺔ ﻭﺍﻟﻌﻤﻠﻴﺎﺕ ﻣﻦ ﺃﺟﻞ ﺍﻟﺘﻌﻠﻢ .ﻛﻤﺎ ﻳﺮﻯ ﺭﻭﺟﺮﺯ ) (Rogers, 1999ﺑﺄﻥ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻳﻘﻊ ﻋﻨﺪﻣﺎ ﻳﺤﺎﻭﻝ

515

ISSN 2414-6099

ﺍﻟﻤﻌﻠﻢ ﺃﻭ ﺍﻟﻤﻌﻠﻤﺔ ﺗﺠﺮﻳﺐ ﺍﻟﻤﺴﺘﺤﺪﺛﺎﺕ ﺍﻟﺘﻘﻨﻴﺔ ﻣﻦ ﺃﺟﻞ ﺍﻟﺘﻌﻠﻢ ﺃﻭ ﺍﻟﺘﻌﻠﻴﻢ .ﻭﻳﻘﺴﻢ ﺑﻮﺭﺗﻮﻥ ﻭﻫﻴﻮﺑﻮﻧﺎ ) Burton-Jones, and Hubona,
 (2006ﻋﻤﻠﻴﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺇﻟﻰ ﻣﺠﺎﻟﻴﻦ ﺭﺋﻴﺴﻴﻴﻦ ﻫﻤﺎ ﺣﺠﻢ ﻭﺗﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻟﻠﻨﻈﺎﻡ ﺍﻟﺘﻘﻨﻲ ،ﻓﺘﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ :ﻫﻮ ﻋﺪﺩ ﻣﺮﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﻨﻈﺎﻡ ﻓﻲ ﻓﺘﺮﺓ ﻣﺤﺪﺩﺓ ،ﺃﻣﺎ ﺣﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻓﻬﻮ ﺍﻟﻮﻗﺖ ﺍﻟﻤﺴﺘﻐﺮﻕ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻨﻈﺎﻡ ﻓﻲ ﺍﻟﻔﺘﺮﺓ ﺍﻟﻮﺍﺣﺪﺓ ﻧﻔﺴﻬﺎ ) Burton-Jones, and
.(Hubona, 2006
ﻭﻳﺸﻴﺮ ﺭﻳﺘﺸﻲ ﻭ ﺳﻴﻠﺰ ) (Richey& Seels ,1998ﺇﻟﻰ ﺃﻥ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻳﺘﺄﺛﺮ ﺑﻌﺪﺓ ﻋﻮﺍﻣﻞ ﻣﻨﻬﺎ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﺘﻲ ﻳﺘﺒﻨﺎﻫﺎ
ﺍﻟﻤﺴﺘﺨﺪﻡ ﻧﺤﻮ ﺍﻟﻨﻈﺎﻡ ﺃﻭ ﺍﻷﺩﺍﺓ ﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ،ﻣﺴﺘﻮﻯ ﺍﺳﺘﻘﻼﻟﻴﺔ ﺍﻟﻤﺴﺘﺨﺪﻡ ﺍﺛﻨﺎء ﺍﺳﺘﺨﺪﺍﻣﻪ ﻟﻠﺘﻘﻨﻴﺔ ،ﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺍﻟﻤﺴﺘﺨﺪﻡ
ﺍﺛﻨﺎء ﺗﺠﺮﻳﺒﻪ ﻟﻠﺘﻘﻨﻴﺔ ،ﻭﺍﻟﺘﺴﻬﻴﻼﺕ ﺍﻟﻤﺘﻮﻓﺮﺓ ﻟﻪ ﻣﻦ ﻭﺳﺎﺋﻂ ﻭﺃﺟﻬﺰﺓ ﻭﺃﺩﻭﺍﺕ ﺗﻘﻨﻴﺔ ﻭﺍﻟﺘﻲ ﺗﺴﺘﺨﺪﻡ ﻓﻲ ﺣﺪﻭﺩ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻘﻨﻲ .ﻛﻤﺎ ﺃﺷﺮ ﻋﺴﻴﺮﻱ
ﻭﺁﺧﺮﻭﻥ ) (Asiri, et al. 2012bﺇﻟﻰ ﺃﻥ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺑﺸﻘﻴﻪ )ﺍﻟﺘﻜﺮﺍﺭ ﻭﺣﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ( ﻳﺘﺄﺛﺮ ﺑﻌﻮﺍﻣﻞ ﻟﺨﺼﺖ ﺑﺎﻟﻌﻮﺍﻣﻞ ﺍﻟﺪﺍﺧﻠﻴﺔ ﻭﺗﺸﻤﻞ
ﺍﻻﺗﺠﺎﻫﺎﺕ ﻭﺍﻟﻤﻌﺘﻘﺪﺍﺕ ﻧﺤﻮ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ،ﻭﻛﻔﺎءﺓ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﻭﻋﻮﺍﻣﻞ ﺧﺎﺭﺟﻴﺔ ﺗﻤﺤﻮﺭﺕ ﺣﻮﻝ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﻣﺴﺘﺨﺪﻣﻲ
ﺍﻟﺘﻘﻨﻴﺔ ،ﻭﺑﻌﺾ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﻭﺍﻟﺨﺼﺎﺋﺺ ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ.

ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﻤﺆﺛﺮﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ
ﺍﻻﺗﺠﺎﻫﺎﺕ Attitude
ﺗﻠﻌﺐ ﺍﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺩﻭﺭﺍً ﻣﻬﻤﺎ ً ﻓﻲ ﺗﺤﺪﻳﺪ ﻧﻴﺘﻬﻢ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻨﻈﻢ ﺍﻟﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ،ﺣﻴﺚ ﻳﺸﻴﺮ ﻧﻤﻮﺫﺝ ﺗﻘﺒﻞ
ﺍﻟﺘﻘﻨﻴﺔ )) (Technology Acceptance Model TAMﺍﻟﺸﻜﻞ  (1ﺇﻟﻰ ﺍﻟﺪﻭﺭ ﺍﻟﻤﺤﻮﺭﻱ ﺍﻟﺬﻱ ﺗﻠﻌﺒﻪ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻹﻳﺠﺎﺑﻴﺔ
) (Attitude Toward Useﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﺑﻴﻨﻤﺎ ﻳﺄﺗﻲ ﺍﻟﻌﺎﻣﻼﻥ ﺗﻮﻗﻊ ﺍﻟﻔﺎﺋﺪﺓ ) ،(Perceived Usefulnessﻭﺳﻬﻮﻟﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ
) (Ease of Useﻛﻌﻮﺍﻣﻞ ﺗﺮﺗﺒﻂ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﻨﻈﺎﻡ ﺑﻄﺮﻳﻘﺔ ﻏﻴﺮ ﻣﺒﺎﺷﺮﺓ )ﺍﻟﻄﻮﻳﻞ 2010،؛ .(Davis, 1989
ﺷﻛﻝ ) (1ﻧﻣﻭﺫﺝ ﻗﺑﻭﻝ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ (Davis ,1989) TAM

ﻭﺗﻌﺮﻑ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻋﻠﻰ ﺃﻧﻬﺎ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻤﺸﺎﻋﺮ ﻭﺍﻟﻤﻴﻮﻝ ﺍﻟﺘﻲ ﺗﺆﺛﺮ ﻋﻠﻰ ﻗﺮﺍﺭ ﺍﻟﻔﺮﺩ ﺗﺠﺎﻩ ﻗﻀﻴﺔ ﺃﻭ ﺃﺷﺨﺎﺹ ﺃﻭ ﺍﻷﻓﻜﺎﺭ
ﻭﺍﻻﺷﻴﺎء ﻣﻦ ﺣﻮﻟﻪ ،ﻫﺬﻩ ﺍﻟﻤﺸﺎﻋﺮ ﻳﻤﻜﻦ ﺃﻥ ﺗﻜﻮﻥ ﺇﻣﺎ ﺍﻳﺠﺎﺑﻴﺔ ﺃﻭ ﺳﻠﺒﻴﺔ ) .(Schafer and Tait, 1986ﻭﺗﺘﺄﻟﻒ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻣﻦ ﺛﻼﺙ
ﺍﻟﻌﺎﻁﻔﻲ ،Affective Domainﻭﺍﻟﻤﻜﻮﻥ ﺍﻟﻤﻌﺮﻓﻲ  ، Cognitive Domainﻭﺍﻟﻤﻜﻮﻥ
ﻣﻜﻮﻧﺎﺕ ﺃﺳﺎﺳﻴﺔ ﻫﻲ :ﺍﻟﻤﻜﻮﻥ
ِ
ﺍﻟﺴﻠﻮﻛﻲ ، Behavioral Domainﻓﺎﻟﻤﻜﻮﻥ ﺍﻟﻌﺎﻁﻔﻲ ﻳﻌﻜﺲ ﺍﻟﻤﺸﺎﻋﺮ ﺍﻟﻌﺎﻁﻔﻴﺔ ﺍﻟﺘﻲ ﻟﺪﻯ ﺍﻟﺸﺨﺺ ﺗﺠﺎﻩ ﺷﻲء ﻣﻌﻴﻦ ،ﺑﻴﻨﻤﺎ ﺍﻟﻤﻌﺎﺭﻑ
ﺍﻟﻮﺍﻗﻌﻴﺔ ﺍﻟﺘﻲ ﻳﻤﻠﻜﻬﺎ ﺍﻟﺸﺨﺺ ﻋﻦ ﺍﻻﺷﻴﺎء ﻣﻦ ﺣﻮﻟﻪ ﺗﻤﺜﻞ ﺍﻟﻤﻜﻮﻥ ﺍﻟﻤﻌﺮﻓﻲ ﻓﻲ ﺍﺗﺠﺎﻫﺎﺗﻪ ،ﺃﻣﺎ ﺍﻟﻤﻜﻮﻥ ﺍﻟﺴﻠﻮﻛﻲ ﻓﻴﻌﻜﺲ ﺗﻮﺟﻪ ﺍﻟﺸﺨﺺ
ﻭﻧﻴﺘﻪ ﺍﻟﻌﻠﻨﻴﺔ ﺗﺠﺎﻩ ﺍﻷﺷﻴﺎء ﻣﻦ ﺣﻮﻟﻪ ).(Zimbardo, Ebbesen, and Maslach, 1977
ﻭﺗﺸﻴﺮ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﺴﺎﺑﻘﺔ ﺇﻟﻰ ﺃﻥ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻹﻳﺠﺎﺑﻴﺔ ﻟﺪﻯ ﻣﺴﺘﺨﺪﻣﻲ ﺍﻟﻨﻈﻢ ﺍﻟﺘﻘﻨﻴﺔ ﺗﻘﻮﺩﻫﻢ ﻻﺳﺘﺨﺪﺍﻡ ﺗﻠﻚ ﺍﻷﻧﻈﻤﺔ ﺑﻔﻌﺎﻟﻴﺔ ،ﻓﻔﻲ
ﻫﺬﺍ ﺍﻟﺼﺪﺩ ﻳﺸﻴﺮ ﺑﺎﻙ ) (Pac, 2008ﺇﻟﻰ ﺃﻥ ﺍﺩﺭﺍﻙ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻷﻫﻤﻴﺔ ﺍﻟﺘﻘﻨﻴﺔ ﻭﻣﺪﻯ ﺗﻠﺒﻴﺘﻬﺎ ﻟﺤﺎﺟﺎﺗﻬﻢ ﻭﺣﺎﺟﺎﺕ ﻁﻼﺑﻬﻢ ﻳﺴﻬﻢ ﺑﺸﻜﻞ ﻣﺒﺎﺷﺮ
ﻓﻲ ﺯﻳﺎﺩﺓ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ،ﻭﻋﻠﻰ ﺍﻟﻌﻜﺲ ﻣﻦ ﺫﻟﻚ ﺗﻤﺎﻣﺎ ً ﻓﺈﻥ ﺍﻣﺘﻼﻙ ﺍﺗﺠﺎﻫﺎﺕ ﺳﻠﺒﻴﺔ ﺗﺠﺎﻩ ﺍﻟﺘﻘﻨﻴﺔ ﻗﺪ ﻻ ﻳﺸﺠﻊ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻭﺍﻟﻤﻌﻠﻤﺎﺕ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ
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ﺍﻟﺘﻘﻨﻴﺔ ﺩﺍﺧﻞ ﻓﺼﻮﻟﻬﻢ ﺍﻟﺪﺭﺍﺳﻴﺔ ﺃﻭ ﻷﻫﺪﺍﻓﻬﻢ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ، .ﻭﺗﺰﻳﺪ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻻﻳﺠﺎﺑﻴﺔ ﻧﺤﻮ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﻣﻦ ﻣﻌﺪﻝ ﺗﻜﺮﺍﺭ ﻭﺣﺠﻢ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺴﺘﺨﺪﻡ ﻟﻠﺘﻘﻨﻴﺔ ،ﺇﻻ ﺃﻥ ﺗﺄﺛﻴﺮﻫﺎ ﻋﻠﻰ ﺗﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺃﻛﺜﺮ ﻣﻦ ﺗﺄﺛﻴﺮﻫﺎ ﻋﻠﻰ ﺣﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺣﻴﺚ ﺗﻠﻌﺐ ﻋﻮﺍﻣﻞ ﺃﺧﺮﻯ ﺟﻨﺒﺎ ً
ﺇﻟﻰ ﺟﻨﺐ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻓﻲ ﺗﺤﺪﻳﺪ ﺣﺠﻢ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻘﻨﻲ ).(Asiri, et al. 2012a
ﻭﻳﺸﻴﺮ ﻳﺎﻧﻖ ﻭ ﻳﻮ ) - ( Yang & Yoo, 2004ﺍﻟﻠﺬﺍﻥ ﺍﺧﺘﺒﺮﺍ ﺍﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻻﻧﻔﻌﺎﻟﻴﺔ ،ﻭﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻴﺔ
ﻭﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ -ﺇﻟﻰ ﺍﻟﻌﻼﻗﺔ ﺍﻹﻳﺠﺎﺑﻴﺔ ﺑﻴﻦ ﺍﻣﺘﻼﻙ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﺮﻓﻴﺔ ﻭﺍﻧﻔﻌﺎﻟﻴﺔ ﻧﺤﻮ ﺍﻟﺘﻘﻨﻴﺔ ﻭﻣﻌﺪﻝ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﺣﻴﺚ ﺃﻥ ﻣﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﺘﻘﻨﻴﺔ ﻳﺰﺩﺍﺩ ﻋﻨﺪﻣﺎ ﻳﻤﺘﻠﻚ ﺍﻟﻤﺴﺘﺨﺪﻡ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﺮﻓﻴﺔ ﺇﻳﺠﺎﺑﻴﺔ ﺑﺎﻹﺿﺎﻓﺔ ﻟﻤﺸﺎﻋﺮ ﺍﻟﺮﺿﺎ ﺗﺠﺎﻩ ﻫﺬﻩ ﺗﻄﺒﻴﻖ ﻫﺬﻩ ﺍﻟﺘﻘﻨﻴﺔ .ﻭﻳﻀﻴﻒ ﺍﻟﺒﻴﺮﻳﻨﻲ
) (Albirini,2006ﺇﻟﻰ ﺃﻥ ﺍﻟﻤﺴﺘﺨﺪﻣﻴﻦ ﺍﻟﺬﻳﻦ ﻳﻤﺘﻠﻜﻮﻥ ﺍﺗﺠﺎﻫﺎﺕ ﺇﻳﺠﺎﺑﻴﺔ ﻳﺸﻌﺮﻭﻥ ﺑﺎﻟﺮﺍﺣﺔ ﻭﻛﺜﻴﺮ ﻣﻦ ﺍﻟﻤﺮﻭﻧﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻨﻈﺎﻡ
ﺍﻟﺘﻘﻨﻲ ،ﻛﻤﺎ ﺍﻧﻬﻢ ﻳﺒﺪﻭﻥ ﺃﻛﺜﺮ ﻓﺎﻋﻠﻴﺔ ﻓﻲ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻲ ﺗﻨﺸﺄ ﺍﺛﻨﺎء ﺍﻻﺳﺘﺨﺪﺍﻡ.
ﻭﺍﺳﺘﻨﺎﺩﺍً ﻟﻨﺘﺎﺋﺞ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﺴﺎﺑﻘﺔ ﻓﻴﻤﻜﻦ ﺗﺒﻨﻲ ﺍﻻﻓﺘﺮﺍﺽ ﺍﻟﺘﺎﻟﻲ :ﺃﻥ ﺍﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺍﻹﻳﺠﺎﺑﻴﺔ ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ
ﺍﻟﻤﺤﻮﺳﺒﺔ ﺳﺘﺆﺛﺮ ﻓﻲ ﻣﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻣﻬﻦ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺗﺪﺭﻳﺲ ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء.

ﻋﻮﺍﺋﻖ ﺍﻻﺳﺘﺨﺪﺍﻡ Barriers of use
ﺗﻠﻌﺐ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﻤﺎﺩﻳﺔ ﻭﺍﻟﺒﻴﺌﻴﺔ ﻭﺍﻹﺩﺍﺭﻳﺔ ﺩﻭﺭﺍً ﻣﻬﻢ ﻓﻲ ﺯﻳﺎﺩﺓ ﺃﻭ ﺧﻔﺾ ﺍﺣﺘﻤﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﺣﻴﺚ ﺗﻌﺮﻑ ﻋﻠﻰ ﺍﻧﻬﺎ
ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺘﻲ ﺗﺤﺪ ﺃﻭ ﺗﻤﻨﻊ ﺍﻟﻤﺴﺘﺨﺪﻡ ﻣﻦ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻣﻦ ﺃﺟﻞ ﺃﻏﺮﺍﺽ ﺍﻟﺘﻌﻠﻢ ) .(AL-Balawi, 2007ﻭﺗﺼﻨّﻒ
ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﺩﺍﺧﻞ ﺑﻴﺌﺎﺕ ﺍﻟﺘﻌﻠﻢ ﺇﻟﻰ ﻋﻮﺍﺋﻖ ﺇﺩﺍﺭﻳﺔ ﻭﻫﻲ ﺗﻠﻚ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻲ ﺗﻠﻌﺐ ﻓﻴﻬﺎ ﺍﻟﻤﻨﺸﺄﺓ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ
ﺩﻭﺭﺍً ﺭﻳﺎﺩﻳﺎ ً ﻓﻲ ﺗﺴﻬﻴﻞ ﺍﻟﻮﺻﻮﻝ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻣﺜﻞ ﻭﺟﻮﺩ ﺣﻮﺍﻓﺰ ﻭﺩﻋﻢ ﺍﺩﺍﺭﻱ ﻭﺩﻋﻢ ﻓﻨﻲ ﻭﻏﻴﺮﻫﺎ ﻣﻦ ﺍﻟﺘﺴﻬﻴﻼﺕ ﺍﻟﻀﺮﻭﺭﻳﺔ
ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﺃﻣﺎ ﺍﻟﻨﻮﻉ ﺍﻟﺜﺎﻧﻲ ﻣﻦ ﺍﻟﻌﻮﺍﺋﻖ ﻓﻬﻮ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺗﺸﻴﺮ ﻫﺬﻩ ﺍﻟﻌﻮﺍﺋﻖ ﺇﻟﻰ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻤﺴﺘﻠﺰﻣﺎﺕ ﺍﻟﺘﻘﻨﻴﺔ ﺑﺸﻘﻴﻬﺎ
ﺍﻟﻤﺎﺩﻱ ﻭﺍﻟﺒﺮﻣﺠﻲ ﻭﺍﻟﻮﺍﺟﺐ ﺗﻮﻓﺮﻫﺎ ﻟﻌﻤﻞ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻘﻨﻲ ﺩﺍﺧﻞ ﺍﻟﺒﻴﺌﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ) .(Rogers, 1999ﻭﺍﻟﻨﻮﻉ ﺍﻟﺜﺎﻟﺚ ﻳﻨﻈﺮ ﻟﻪ ﻋﻠﻰ ﺃﻧﻪ ﻋﺎﺋﻖ
ﺷﺨﺼﻲ ﻳﺘﻌﻠﻖ ﺑﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﺴﺘﺨﺪﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺗﻮﻓﺮ ﺍﻟﻮﻗﺖ ﻟﺪﻳﻪ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻘﻨﻲ ،ﻭﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺬﻱ ﺗﻼﻗﻪ ﻋﻠﻰ ﺍﻟﻨﻈﺎﻡ ،ﻭﺃﺧﻴﺮﺍً ﻳﺄﺗﻲ
ﺍﻟﻌﺎﺋﻖ ﺍﻟﻤﺠﺘﻤﻌﻲ ،ﺣﻴﺚ ﻳﻠﻌﺐ ﺍﻟﻤﺠﺘﻤﻊ ﻭﺗﺼﻮﺭﺍﺗﻪ ﺩﻭﺭﺍً ﻣﻬﻤﺎ ً ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﺣﻴﺚ ﺗﻌﺮﻑ ﻋﻠﻰ ﺃﻧﻬﺎ ﺩﺭﺟﺔ ﺍﻟﺪﻋﻢ ﺍﻟﺬﻱ ﻳﺘﻠﻘﺎﻩ
ﺍﻟﻤﺴﺘﺨﺪﻡ ﻣﻦ ﺍﻗﺮﺍﻧﻪ ﺩﺍﺧﻞ ﺍﻟﻨﻈﺎﻡ ﺍﻟﺘﻌﻠﻴﻤﻲ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﻓﺎﻟﺸﻜﻮﻙ ﺍﻟﺘﻲ ﻳﺒﺪﻳﻬﺎ ﺍﻻﻗﺮﺍﻥ ﻓﻲ ﺍﻟﻌﻤﻞ ﻗﺪ ﺗﺆﺛﺮ ﻓﻲ ﻗﺮﺍﺭ ﺍﻟﻤﻌﻠﻢ ﺃﻭ
ﺍﻟﻤﻌﻠﻤﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻣﻦ ﻋﺪﻣﻪ ).(Asiri, et al. 2012a; Zaho, Pugh, Sheldon & Byers, 2002
ﻭﻓﻲ ﺇﺷﺎﺭﺓ ﻟﻠﻤﺴﺢ ﺍﻟﺬﻱ ﺍﺟﺮﺍﻩ ﺗﺎﻥ ﻭﺯﻣﻼﺅﻩ ) (Tan et. At., 2006ﻟﻠﻤﺪﺍﺭﺱ ﺍﻟﺴﻨﻐﺎﻓﻮﺭﻳﺔ ﻟﺘﻘﺼﻲ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﻭﺍﺟﻬﻬﺎ
ﺍﻟﻤﻌﻠﻤﻮﻥ ﺃﺛﻨﺎء ﺗﻨﻔﻴﺬ ﺍﻷﻧﺸﻄﺔ ﺍﻟﻤﺤﻮﺳﺒﺔ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺴﺘﺸﻌﺮﺍﺕ ،ﻭﺃﻅﻬﺮﺕ ﺍﻟﻨﺘﺎﺋﺞ ﺃﻥ ﻧﺴﺒﺔ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻟﻠﻤﺴﺘﺸﻌﺮﺍﺕ ﻗﺪ ﺑﻠﻐﺖ
 ، %76ﻭﺑﻴﻨﺖ ﺍﻳﻀﺎ ً ﺃﻥ ﺃﻫﻢ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﻭﺍﺟﻬﺖ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺃﺛﻨﺎء ﺗﻨﻔﻴﺬ ﺍﻟﻤﻨﻬﺞ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻫﻲ ﻗﻠﺔ ﺍﻟﺪﻋﻢ ﺍﻟﻔﻨﻲ
ﻭﺳﻮء ﺍﺳﺘﺨﺪﺍﻡ ﺍﻷﺟﻬﺰﺓ ﻣﻦ ﻗﺒﻞ ﺍﻟﻄﻠﺒﺔ ﻣﻤﺎ ﻳﺆﺩﻱ ﺇﻟﻰ ﻅﻬﻮﺭ ﺍﻷﻋﻄﺎﻝ ﺍﻟﻔﻨﻴﺔ ،ﻭﺿﻌﻒ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ ﺩﻣﺞ ﺗﻠﻚ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﻣﻊ
ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺲ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ ﺍﻻﺳﺘﻘﺼﺎء .ﻭﻓﻲ ﺍﻟﺴﻴﺎﻕ ﻧﻔﺴﻪ ﺃﻛﺪ ﺗﻮﻣﺎﺱ ﻭﻣﺎﻥ-ﻭﻱ ﻭ ﺑﻮ-ﻛﻴﻮﻧﻖ ) Thomas , Man-wai,&Po-keung
 (,2004ﻋﻠﻰ ﺃﻥ ﻟﻌﻮﺍﺋﻖ ﺍﻟﺘﻘﻨﻴﺔ ﺗﻌﻤﻞ ﻋﻠﻰ ﺗﻘﻠﻴﺺ ﻓﺮﺹ ﺍﺣﺘﻤﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ.
ﻭﺗﺆﻛﺪ ﺍﻟﺪﺭﺍﺳﺎﺕ ﻋﻠﻰ ﺃﻥ ﻟﻠﺘﺴﻬﻴﻼﺕ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺍﻟﺒﺸﺮﻳﺔ ﺗﺄﺛﻴﺮ ﻣﺒﺎﺷﺮ ﻋﻠﻰ ﺯﻳﺎﺩﺓ ﺍﻫﺘﻤﺎﻡ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺑﺎﻟﺘﻘﻨﻴﺔ ﻭﺭﻓﻊ ﻣﻌﺪﻝ ﺗﻮﻅﻴﻔﻬﺎ
ﻓﻲ ﻋﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺲ ) ،(Zhao, et al., 2002ﻛﻤﺎ ﺃﻥ ﺍﺭﺗﻔﺎﻉ ﻣﻌﺪﻝ ﺗﻠﻚ ﺍﻟﻌﻮﺍﺋﻖ ﻳﻨﻌﻜﺲ ﺳﻠﺒﺎ ً ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺗﻮﻅﻴﻔﻬﺎ ﺍﻟﺘﻮﻅﻴﻒ
ﺍﻷﻣﺜﻞ ﻓﻲ ﻋﻤﻠﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠﻢ ،ﻓﻀﻌﻒ ﺍﻟﺪﻋﻢ ﺍﻹﺩﺍﺭﻱ ﻭﺍﻟﺘﻘﻨﻲ ﻭﻏﻴﺎﺏ ﺍﻟﺤﻮﺍﻓﺰ ﺍﻟﻤﺎﺩﻳﺔ ﻭﺗﻘﺎﺩﻡ ﺍﻷﺟﻬﺰﺓ ﻭﺍﻟﻤﻌﺪﺍﺕ ﻭﻋﺪﻡ ﺗﺤﺪﻳﺚ
ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺨﺎﺻﺔ ﺑﺘﺸﻐﻴﻞ ﺗﻠﻚ ﺍﻷﺟﻬﺰﺓ ﺟﻤﻴﻌﻬﺎ ﺗﻘﻮﺩ ﻟﺘﻀﺎﺅﻝ ﺍﺣﺘﻤﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﺣﻴﺚ ﺗﺆﻛﺪ ﺍﻟﺪﺭﺍﺳﺎﺕ ﻋﻠﻰ ﺃﻥ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻔﻌﺎﻝ
ﻟﻠﺘﻘﻨﻴﺔ ﻳﺮﺗﺒﻂ ﺍﺭﺗﺒﺎﻁﺎ ً ﺳﻠﺒﻴﺎ َ ﺑﺎﻟﻌﻮﺍﺋﻖ ﺍﻟﻤﻮﺟﻮﺩﺓ ﻓﻲ ﺍﻟﻮﺍﻗﻊ ،ﻓﻜﻠﻤﺎ ﻗﻠﺖ ﺗﻠﻚ ﺍﻟﻌﻮﺍﺋﻖ ﺯﺍﺩ ﻣﻌﻬﺎ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻔﻌﻠﻲ ﻟﻠﻨﻈﺎﻡ ،ﻭﺍﻟﻌﻜﺲ ﺍﻳﻀﺎ ً
ﺻﺤﻴﺢ ).(Asiri, et al. 2012a; Curbelo-Ruiz,2003
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ﻭﺍﺳﺘﻨﺎﺩﺍً ﻟﻨﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺁﻧﻔﺔ ﺍﻟﺬﻛﺮ ،ﻳﻔﺘﺮﺽ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺃﻥ ﺍﻟﻌﻮﺍﺋﻖ ﺍﻹﺩﺍﺭﻳﺔ ﻭﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ﻭﺍﻟﺸﺨﺼﻴﺔ ﻭﺍﻟﻤﺠﺘﻤﻌﻴﺔ ﺍﻟﻤﻮﺟﻮﺩﺓ
ﻓﻲ ﺍﻟﺒﻴﺌﺔ ﺍﻟﻤﺪﺭﺳﻴﺔ ﺗﺮﺗﺒﻂ ﺳﻠﺒﻴﺎ ً ﺑﻤﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺩﺭﻭﺱ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ.

ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ Demographic factors
ﺗﺸﻴﺮ ﺑﻌﺾ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺇﻟﻰ ﺃﻥ ﺍﺧﺘﻼﻑ ﺧﺼﺎﺋﺺ ﺍﻟﻤﺴﺘﻔﻴﺪﻳﻦ ﺍﻟﻨﻬﺎﺋﻴﻴﻦ ﻣﻦ ﺍﻟﺘﻘﻨﻴﺔ ﻳﻠﻌﺐ ﺩﻭﺭﺍً ﺣﺎﺳﻤﺎ ً ﻓﻲ ﺗﺒﻨﻴﻬﺎ ﻭﺍﺳﺘﺨﺪﺍﻣﻬﺎ
ﻻﺣﻘﺎً .ﻭﺭﻏﻢ ﺃﻥ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ ﺗﺮﺗﺒﻂ ﺍﺭﺗﺒﺎﻁ ﻏﻴﺮ ﻣﺒﺎﺷﺮ ﺑﻨﻴﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻛﻤﺎ ﻳﻮﺿﺤﻬﺎ ﻧﻤﻮﺫﺝ ﺗﺎﻡ ) (TAMﺇﻻ ﺃﻥ ﺑﻌﺾ
ﺍﻟﺪﺭﺍﺳﺎﺕ ﺃﺷﺎﺭﺕ ﺇﻟﻰ ﺍﺭﺗﺒﺎﻁﻬﺎ ﺍﻟﻤﺒﺎﺷﺮ ﺑﺤﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻭﺗﻜﺮﺍﺭﻩ ،ﻓﻌﻮﺍﻣﻞ ﻣﺜﻞ ﻋﺪﺩ ﺳﻨﻮﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ ،ﻭﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ
ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺟﺪ ﺃﻧﻬﺎ ﺗﺮﺗﺒﻂ ﺍﺭﺗﺒﺎﻁ ﺇﻳﺠﺎﺑﻲ ﺑﻤﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ). (Asiri, et al. 2012b
ﻛﻤﺎ ﺗﺮﺑﻂ ﻋﺪﺩ ﻣﻦ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺑﻴﻦ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻻﻳﺠﺎﺑﻴﺔ ﻧﺤﻮ ﺍﻟﺘﻘﻨﻴﺔ ﻭﺍﻟﺨﺒﺮﺓ ﺍﻟﺤﺎﺳﻮﺑﻴﺔ ﻭﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺍﻟﺘﻲ ﻳﻤﺘﻠﻜﻮﻧﻬﺎ .ﻓﻔﻲ ﺩﺭﺍﺳﺔ
ﻟﻠﺨﺎﻟﺪﻱ ﻭﺍﻟﺠﺎﺑﺮﻱ ) (Al-Khaldi & Al-Jabri, 1998ﻋﻦ ﻋﻼﻗﺔ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﺑﺎﻟﺨﺒﺮﺓ ﺍﻟﺤﺎﺳﻮﺑﻴﺔ ،ﻭﺍﻟﺘﻲ ﺧﻠﺼﺖ ﺇﻟﻰ ﺃﻥ ﺍﻟﺨﺒﺮﺓ
ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ ﺗﺆﺛﺮ ﺑﺸﻜﻞ ﻣﺒﺎﺷﺮ ﻋﻠﻰ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻔﻌﻠﻲ ﻟﻠﺘﻘﻨﻴﺔ ،ﻓﺎﻟﻤﻌﻠﻤﻴﻦ ﻗﻠﻴﻠﻲ ﺍﻟﺨﺒﺮﺓ ﺍﻟﺤﺎﺳﻮﺑﻴﺔ ﻟﺪﻳﻬﻢ ﺗﻮﺟﻬﺎﺕ ﺳﻠﺒﻴﺔ ﻧﺤﻮ
ﺍﻟﺘﻘﻨﻴﺔ ﺑﺸﻜﻞ ﻋﺎﻡ .ﻭﺃﺷﺎﺭ ﺗﺴﺎﻱ ﻭ ﺗﺴﺎﻱ ) (Tsai & Tsai, 2010ﺇﻟﻰ ﺃﻥ ﺍﻷﺷﺨﺎﺹ ﺍﻟﺬﻳﻦ ﻳﺴﺘﺨﺪﻣﻮﻥ ﺍﻟﻜﻤﺒﻴﻮﺗﺮ ﺃﻛﺜﺮ ﻣﻦ ﺳﺎﻋﺘﻴﻦ ﻓﻲ
ﺍﻟﻴﻮﻡ ﺍﻟﻮﺍﺣﺪ ﺗﻤﻴﻞ ﺇﻟﻰ ﺍﻣﺘﻼﻙ ﺍﺗﺠﺎﻫﺎﺕ ﺍﻳﺠﺎﺑﻴﺔ ﻧﺤﻮ ﺃﻱ ﺗﻘﻨﻴﺔ ﺟﺪﻳﺪﺓ ﺃﻛﺜﺮ ﻣﻦ ﺃﻭﻟﺌﻚ ﺍﻟﺬﻳﻦ ﻳﺴﺘﺨﺪﻣﻮﻧﻪ ﻟﻔﺘﺮﺍﺕ ﺃﻗﻞ ،ﻣﻤﺎ ﺳﻴﺆﺛﺮ ﻋﻠﻰ
ﻣﺴﺘﻮﻯ ﺍﺳﺘﺨﺪﺍﻣﻬﻢ ﻟﻠﺘﻘﻨﻴﺔ ﺑﺸﻜﻞ ﻋﺎﻡ.
ﻋﻠﻰ ﺍﻟﺠﺎﻧﺐ ﺍﻵﺧﺮ ،ﺗﺸﻴﺮ ﻋﺪﺩ ﻣﻦ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺇﻟﻰ ﺃﻫﻤﻴﺔ ﺑﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﻭﺍﻟﺘﻄﻮﻳﺮ ﺍﻟﻤﻬﻨﻲ ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﺣﻴﺚ
ﺗﺴﻬﻢ ﻫﺬﻩ ﺍﻟﺒﺮﺍﻣﺞ ﺑﺸﻜﻞ ﻛﺒﻴﺮ ﻓﻲ ﻧﺠﺎﺡ ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﻔﻌﻠﻲ ﻟﻠﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﻤﺠﺎﻝ ﺍﻟﺘﻌﻠﻴﻤﻲ ،ﻓﻤﺠﺮﺩ ﻭﺟﻮﺩ ﺍﻟﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﺒﻴﺌﺔ ﺍﻟﻤﺪﺭﺳﻴﺔ ﻟﻴﺲ ﻣﺪﻋﺎﺓ
ﻻﺳﺘﺨﺪﺍﻣﻬﺎ ﺑﺸﻜﻞ ﺗﻠﻘﺎﺋﻲ ﻭﺇﻧﻤﺎ ﺑﻤﺼﺎﺣﺒﺔ ﺑﺮﺍﻣﺞ ﺗﺪﺭﻳﺒﻴﺔ ﺗﺄﺧﺬ ﻋﻠﻰ ﻋﺎﺗﻘﻬﺎ ﺍﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺗﻨﻤﻴﺔ ﻣﻬﺎﺭﺍﺗﻬﻢ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﺘﻘﻨﻴﺔ ﺳﻴﻘﻮﺩ ﻟﺘﻄﺒﻴﻖ ﻧﺎﺟﺢ ) .(Pajo & Wallace, 2001ﻭﻳﺸﻴﺮ ﺭﻭﺟﺮﺯ ) (Rogers, 1999ﺇﻟﻰ ﺃﻥ ﺿﻌﻒ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺘﻘﻨﻴﺔ
ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻳﻌﺪ ﺃﻛﺒﺮ ﻋﺎﺋﻖ ﻓﻲ ﺩﻣﺞ ﺍﻟﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ .ﻛﻤﺎ ﺃﻥ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺘﻘﻨﻴﺔ ﻳﺮﺗﺒﻂ ﻣﺒﺎﺷﺮﺓ ﺑﻤﻌﺪﻝ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﻓﻜﻠﻤﺎ ﺯﺍﺩ
ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺘﻘﻨﻴﺔ ﻛﻠﻤﺎ ﻗﺎﺩ ﻟﺘﻮﻅﻴﻒ ﺃﻛﺜﺮ ﻟﻠﺘﻘﻨﻴﺔ ﻓﻲ ﺍﻟﺘﺪﺭﻳﺲ ).(Asiri, et al. 2012b
ﻭﺍﺳﺘﻨﺎﺩﺍً ﻟﻨﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺁﻧﻔﺔ ﺍﻟﺬﻛﺮ ،ﻳﻔﺘﺮﺽ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺃﻥ ﻋﺪﺩ ﺳﻨﻮﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ ،ﻭﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ
ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻳﺮﺗﺒﻂ ﺍﺭﺗﺒﺎﻁ ﺇﻳﺠﺎﺑﻲ ﺑﻤﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺗﺪﺭﻳﺲ ﺗﺠﺎﺭﺏ ﻣﻘﺮﺭ
ﺍﻟﻔﻴﺰﻳﺎء.

ﻧﻤﻮﺫﺝ ﺍﻟﺪﺭﺍﺳﺔ
ﺗﻘﻴﺲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻣﻦ ﺑﻌﺪﻳﻦ ﺭﺋﻴﺴﻴﻴﻦ ﻫﻤﺎ ﺣﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﻭﺗﻜﺮﺍﺭ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﺗﺘﺒﻨﻰ
ﻋﺎﻣﻠﻴﻦ ﻓﻘﻂ ﻣﻦ ﻧﻤﻮﺫﺝ ﺗﻘﺒﻞ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ) (TAMﻫﻤﺎ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﺤﻮ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺨﺎﺭﺟﻴﺔ )ﺍﻟﺨﺒﺮﺓ
ﺍﻟﺤﺎﺳﻮﺑﻴﺔ ،ﻭﺍﻟﺘﺪﺭﻳﺐ ،ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﻳﻮﺍﺟﻬﻨﻬﺎ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء( )ﺷﻜﻞ .(2
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ﺷﻛﻝ ) (2ﻧﻣﻭﺫﺝ ﺍﻟﺩﺭﺍﺳﺔ
ﺍﻟﺧﺻﺎﺋﺹ ﺍﻟﺩﻣﻭﻏﺭﺍﻓﻳﺔ
 ﺍﻟﺩﻭﺭﺍﺕ ﺍﻟﺗﺩﺭﻳﺑﻳﺔ -ﺍﻟﺧﺑﺭﺓ ﻓﻲ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﺣﺎﺳﻭﺏ

ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﺧﺗﺑﺭﺍﺕ ﺍﻟﻣﺣﻭﺳﺑﺔ
ﺗﻛﺭﺍﺭ ﺍﻻﺳﺗﺧﺩﺍﻡ

ﺣﺟﻡ ﺍﻻﺳﺗﺧﺩﺍﻡ

ﺍﻟﺻﻌﻭﺑﺎﺕ ﺍﻟﺗﻲ ﺗﻭﺍﺟﻪ ﺍﻟﻣﻌﻠﻣﺎﺕ
 ﺇﺩﺍﺭﻳﺔ ﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﺷﺧﺻﻳﺔ -ﺍﺟﺗﻣﺎﻋﻳﺔ

ﺍﻻﺗﺟﺎﻫﺎﺕ ﻧﺣﻭ ﺍﻻﺳﺗﺧﺩﺍﻡ
 ﺍﻧﻔﻌﺎﻟﻳﺔ ﻣﻌﺭﻓﻳﺔ -ﺳﻠﻭﻛﻳﺔ

ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﻌﺪﻳﺪ ﻣﻦ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺃﺟﺮﻳﺖ ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﺑﺸﻜﻞ ﻋﺎﻡ ﻓﻲ ﺃﻣﺎﻛﻦ ﻣﺨﺘﻠﻔﺔ ﻓﻲ ﺃﻧﺤﺎء ﺍﻟﻌﺎﻟﻢ ﻭﺍﻋﺘﻤﺪﺕ ﺗﻠﻚ ﺍﻟﺪﺭﺍﺳﺎﺕ
ﻋﻠﻰ ﻣﺘﻐﻴﺮﺍﺕ ﻣﺨﺘﻠﻔﺔ ﻛﻤﺎ ﺗﻨﺎﻭﻟﺖ ﺗﻘﻨﻴﺎﺕ ﻭﻣﺴﺘﺤﺪﺛﺎﺕ ﺗﻘﻨﻴﺔ ﺃﻳﻀﺎ ﻣﺨﺘﻠﻔﺔ ،ﺇﻻ ﺃﻥ ﺍﻟﺘﺠﺮﺑﺔ ﺍﻟﺴﻌﻮﺩﻳﺔ ﻭﺗﺤﺪﻳﺪﺍً ﺩﻣﺞ ﺗﻘﻨﻴﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ
ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺗﺪﺭﻳﺲ ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء ﻭﺍﻟﺘﻲ ﺗﻢ ﺗﻮﺯﻳﻌﻬﺎ ﻣﺆﺧﺮﺍً ﻋﻠﻰ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻟﻢ ﻳﺘﻢ ﺩﺭﺍﺳﺔ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﻤﺆﺛﺮﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ
ﺍﻟﻔﻴﺰﻳﺎء ﻟﻬﺬﻩ ﺍﻟﺘﻘﻨﻴﺔ ﻛﻤﺎ ﺃﻧﻪ ﻟﻢ ﻳﻌﺮﻑ ﺍﺗﺠﺎﻫﺎﺗﻬﻦ ﻧﺤﻮﻫﺎ ﻭﻻ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﻌﻴﻘﻬﻦ ﺍﺛﻨﺎء ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ،ﻭﻣﻦ ﻫﻨﺎ ﺟﺎءﺕ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻟﺘﺤﻘﻴﻖ
ﺍﻷﻫﺪﺍﻑ ﺍﻟﺘﺎﻟﻴﺔ :ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻣﺪﻯ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻓﻲ ﺗﺠﺎﺭﺏ ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﺑﺎﻟﻤﺮﺣﻠﺔ
ﺍﻟﺜﺎﻧﻮﻳﺔ ،ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻧﺤﻮ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ،ﻣﻌﺮﻓﺔ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﺤﺪ ﻣﻦ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﻣﻌﻠﻤﻲ ﺍﻟﻔﻴﺰﻳﺎء ،ﺗﺤﺪﻳﺪ ﺍﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ
ﻭﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﻳﻮﺟﻬﻨﻬﺎ ﻭﻣﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻣﻬﻦ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﺗﺤﺪﻳﺪ ﻣﺎ ﺇﺫﺍ ﻛﺎﻧﺖ ﻣﺘﻐﻴﺮﺍﺕ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻭﻣﺠﺎﻻﺕ ﺍﻟﺼﻌﻮﺑﺎﺕ
ﻭﺑﻌﺾ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ ﻳﻤﻜﻦ ﺃﻥ ﺗﺘﻨﺒﺄ ﺑﺎﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﺑﻨﺎ ًء ﻋﻠﻴﻪ ﻓﻘﺪ ﺟﺎءﺕ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ
ﻟﻺﺟﺎﺑﺔ ﻋﻦ ﺍﻟﺘﺴﺎﺅﻻﺕ ﺍﻟﺘﺎﻟﻴﺔ:

.1

ﻣﺎ ﻣﺪﻯ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻓﻲ ﺗﺠﺎﺭﺏ ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء ﻟﺪﻯ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﺑﺎﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ؟

.2

ﻣﺎ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻧﺤﻮ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ؟

.3

ﻣﺎ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﺤﺪ ﻣﻦ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء؟

.4

ﻫﻞ ﻫﻨﺎﻙ ﻋﻼﻗﺔ ﺑﻴﻦ ﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﻣﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻣﻬﻦ ﻟﻬﺎ؟

.5

ﻫﻞ ﻫﻨﺎﻙ ﻋﻼﻗﺔ ﺑﻴﻦ ﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﻳﻮﺍﺟﻬﻨﻬﺎ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻋﻨﺪ ﺍﺳﺘﺨﺪﺍﻣﻬﻦ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ؟

.6

ﻫﻞ ﻫﻨﺎﻙ ﻋﻼﻗﺔ ﺑﻴﻦ ﺑﻌﺾ ﺍﻟﺨﺼﺎﺋﺺ ﺍﻟﺪﻳﻤﻐﺮﺍﻓﻴﺔ )ﻋﺪﺩ ﺳﻨﻮﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ ،ﻭﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ

ﻣﺠﺎﻝ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ( ﻭﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء؟
.7

ﻫﻞ ﻳﻤﻜﻦ ﺍﻟﺘﻨﺒﺆ ﺑﺎﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻣﻦ ﺧﻼﻝ ﺍﺗﺠﺎﻫﺎﺗﻬﻦ ﻧﺤﻮﻩ ﻭﻣﺠﺎﻻﺕ ﺍﻟﺼﻌﻮﺑﺎﺕ
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ﻣﻨﻬﺞ ﺍﻟﺪﺭﺍﺳﺔ ﻭﻣﺠﺘﻤﻌﻬﺎ
ﻓﻲ ﺿﻮء ﻁﺒﻴﻌﺔ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺍﺳﺘﺨﺪﻡ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻟﻜﻤﻲ ﻟﺘﺤﻘﻴﻖ ﺃﻫﺪﺍﻓﻬﺎ ،ﻭﺗﺤﺪﻳﺪﺍً ﺗﻢ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻻﺭﺗﺒﺎﻁﻲ
 Descriptive Correlational Designﺣﻴﺚ ﻳﻌﺪ ﻣﻦ ﺃﻧﺴﺐ ﺍﻟﻤﻨﺎﻫﺞ ﺍﻟﺒﺤﺜﻴﺔ ﻟﺘﺤﻘﻴﻖ ﺃﻫﺪﺍﻑ ﺍﻟﺪﺭﺍﺳﺔ ﻭﺍﻹﺟﺎﺑﺔ ﻋﻦ ﺗﺴﺎﺅﻻﺗﻬﺎ ،ﺑﻴﻨﻤﺎ
ﺗﻜﻮﻥ ﻣﺠﺘﻤﻊ ﺍﻟﺪﺭﺍﺳﺔ ﻣﻦ ﺟﻤﻴﻊ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻓﻲ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺍﻟﺘﻲ ﻁﺒﻖ ﻓﻴﻬﺎ ﻣﺸﺮﻭﻉ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﺍﻟﺒﺎﻟﻎ ﻋﺪﺩﻫﻦ
) (72ﻣﻌﻠﻤﺔ ﺑﻤﺪﻳﻨﺔ ﺍﻟﺮﻳﺎﺽ.

ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﺷﺘﻤﻠﺖ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ  45ﻣﻌﻠﻤﺔ ﻓﻴﺰﻳﺎء ﻓﻲ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺤﻜﻮﻣﻴﺔ ﺑﻤﺪﻳﻨﺔ ﺍﻟﺮﻳﺎﺽ ﻳﻘﻤﻦ ﺑﺎﻟﺘﺪﺭﻳﺲ ﺍﻟﻔﻌﻠﻲ ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ
ﺍﻟﺜﺎﻧﻮﻳﺔ ﻓﻲ ﻣﺪﺍﺭﺱ ﺍﻟﺒﻨﺎﺕ ﺍﻟﺘﺎﺑﻌﺔ ﻹﺩﺍﺭﺓ ﺍﻟﺘﺮﺑﻴﺔ ﻭﺍﻟﺘﻌﻠﻴﻢ ﺑﻤﻨﻄﻘﺔ ﺍﻟﺮﻳﺎﺽ ،ﻭﻗﺪ ﺗﻢ ﺍﺧﺘﻴﺎﺭﻫﻦ ﺑﻄﺮﻳﻘﺔ ﺍﻟﻌﻴﻨﺔ ﺍﻟﻌﺸﻮﺍﺋﻴﺔ ﺍﻟﺒﺴﻴﻄﺔ ،ﺣﻴﺚ
ﻗﺎﻣﺎ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﺎﻟﺤﺼﻮﻝ ﻋﻠﻰ ﻗﻮﺍﺋﻢ ﺑﺄﺳﻤﺎء ﺍﻟﻤﻌﻠﻤﺎﺕ ﻭﺍﺳﻤﺎء ﻣﺪﺍﺭﺳﻬﻦ ﻣﻦ ﺇﺩﺍﺭﺓ ﺍﻟﺘﺠﻬﻴﺰﺍﺕ ﺍﻟﻤﺪﺭﺳﻴﺔ – ﺷﻌﺒﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺪﺭﺳﻴﺔ
ﺑﻤﻨﻄﻘﺔ ﺍﻟﺮﻳﺎﺽ  ،ﺑﺎﻹﺿﺎﻓﺔ ﻷﺭﻗﺎﻡ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻟﻬﺎﺗﻔﻲ ﻣﻌﻬﻦ ﻭﺍﻟﺒﺮﻳﺪ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ،ﺛﻢ ﺗﻢ ﺍﺧﺘﻴﺎﺭ  45ﺍﺳﻤﺎ ً ﻋﺸﻮﺍﺋﻴﺎ ً ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﻘﺮﻋﺔ،
ﻭﺑﻌﺪ ﺗﺼﻤﻴﻢ ﺍﺳﺘﺒﺎﻧﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﻜﺘﺮﻭﻧﻴﺎ ً ﺑﺎﺳﺘﺨﺪﺍﻡ ﺃﺩﻭﺍﺕ ﺑﻨﺎء ﺍﻻﺳﺘﺒﺎﻧﺎﺕ ﺍﻟﺘﻲ ﺗﻮﻓﺮﻫﺎ ﺷﺮﻛﺔ ﺟﻮﺟﻞ  ،Googleﻭﺗﺠﺮﻳﺒﻬﺎ ﻋﺪﺕ ﻣﺮﺍﺕ،
ﺗﻢ ﺇﺭﺳﺎﻝ ﺭﺍﺑﻂ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺑﺼﻴﻐﺘﻬﺎ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﻋﺒﺮ ﺗﻄﺒﻴﻖ ﺍﻟﻮﺍﺗﺴﺎﺏ  WhatsAppﺇﻟﻰ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﺑﺎﻟﻔﺼﻞ ﺍﻟﺪﺭﺍﺳﻲ ﺍﻟﺜﺎﻧﻲ ﻣﻦ ﺍﻟﻌﺎﻡ
ﺍﻟﺪﺭﺍﺳﻲ)1436-1435ﻫـ( ،ﻭﻗﺪ ﺗﻢ ﺟﻤﻊ ﺍﻟﺮﺩﻭﺩ ﻋﻠﻰ ﺛﻼﺙ ﻣﺮﺍﺣﻞ ﻓﺒﻌﺪ ﻧﺸﺮ ﺍﻟﺮﺍﺑﻂ ﻋﻠﻰ ﻫﻮﺍﺗﻒ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻣﺤﻞ ﺍﻟﺪﺭﺍﺳﺔ ،ﺗﻢ ﺗﺘﺒﻊ
ﺍﻟﺮﺩﻭﺩ ﻋﻠﻰ ﺍﻻﺳﺘﺒﺎﻧﺔ ﻭﻗﺪ ﺳﺠﻞ  31ﺭﺩﺍً ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻷﻭﻟﻰ ،ﺑﻌﺪ ﺫﻟﻚ ﺗﻢ ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻴﺔ ﺗﻮﺯﻳﻊ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺑﺼﻴﻐﺘﻬﺎ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﻋﺒﺮ
ﺍﻟﺒﺮﻳﺪ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﻠﻤﻌﻠﻤﺎﺕ ﺍﻵﺗﻲ ﺃﻅﻬﺮ ﺗﻄﺒﻴﻖ ﺍﻟﻮﺍﺗﺴﺎﺏ ﻋﺪﻡ ﻓﺘﺤﻬﻦ ﻟﻠﺮﺍﺑﻂ ﺃﻭ ﺗﻔﻌﻴﻠﻪ ،ﺣﻴﺚ ﺗﻢ ﺣﺜﻬﻦ ﻋﻠﻰ ﺗﻌﺒﺌﺔ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺑﺎﻟﻀﻐﻂ
ﻋﻠﻰ ﺍﻟﺮﺍﺑﻂ ﺍﻟﻤﺮﻓﻖ ﻓﻲ ﺍﻟﺮﺳﺎﻟﺔ ،ﻭﻗﺪ ﻁﻠﺐ ﻣﻦ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺇﻋﺎﺩﺓ ﺗﻮﺟﻴﻪ ﺍﻟﺮﺳﺎﻟﺔ ﺍﻻﻟﻜﺘﺮﻭﻧﻴﺔ ﻟﻠﻤﺮﺳﻞ ﻓﻲ ﺣﺎﻟﺔ ﺗﻌﺒﺌﺔ ﺍﻻﺳﺘﺒﺎﻧﺔ ،ﻭﺗﻢ ﺭﻓﻊ
ﻋﺪﺩ ﺍﻻﺳﺘﺠﺎﺑﺎﺕ ﺇﻟﻰ  10ﺍﺳﺘﺠﺎﺑﺎﺕ ﻣﻜﺘﻤﻠﺔ ﻓﻲ ﻫﺬﻩ ﺍﻟﻤﺮﺣﻠﺔ ،ﻭﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻟﺜﺔ ﺗﻢ ﺯﻳﺎﺭﺓ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻠﻮﺍﺗﻲ ﻟﻢ ﻳﺘﻔﺎﻋﻠﻦ ﻣﻊ ﺍﻟﺒﺮﻳﺪ
ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﺍﻟﻤﺮﺳﻞ ﻟﻬﻦ ﻭﺫﻟﻚ ﺑﺰﻳﺎﺭﺓ ﻣﻴﺪﺍﻧﻴﺔ ﻟﻠﻤﺪﺍﺭﺳﻬﻦ ﺍﻻﺗﻲ ﻳﻌﻤﻠﻦ ﺑﻬﺎ ،ﻭﻗﺪ ﺗﻢ ﺗﺤﻘﻴﻖ ﺍﻟﻬﺪﻑ ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻟﺜﺔ ﺣﻴﺚ ﺟﻤﻌﺖ )(45
ﺭﺩﺍً ﻣﻜﺘﻤﻼ ﻋﻠﻰ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ.
ﻭﻗﺪ ﺭُﻋﻲ ﻓﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺤﺪ ﺍﻷﺩﻧﻰ ﻟﺤﺠﻢ ﺍﻟﻌﻴﻨﺔ ﺣﻴﺚ ﺗﺘﺄﺛﺮ ﺍﺧﺘﺒﺎﺭﺍﺕ ﻓﺤﺺ ﺍﻟﻔﺮﺿﻴﺎﺕ ﻓﻲ ﺍﻻﺣﺼﺎء ﺍﻻﺳﺘﺪﻻﻟﻲ ﺑﺤﺠﻢ
ﺍﻟﻌﻴﻨﺔ ،ﺣﻴﺚ ﺃﺷﺎﺭ ﻛﻮﻫﻦ ) (Cohen, 1992ﺇﻟﻰ ﺃﻥ ﺍﻟﺒﺎﺣﺚ ﺍﻟﺬﻱ ﻳﻨﻮﻱ ﺍﺳﺘﺨﺪﺍﻡ ﺗﺤﻠﻴﻞ ﺍﻻﻧﺤﺪﺍﺭ ﺃﻭ ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ ،ﻟﻔﺤﺺ ﺍﻟﻌﻼﻗﺔ
ﺑﻴﻦ ﺃﺭﺑﻊ ﻣﺘﻐﻴﺮﺍﺕ ﻭﻳﻨﻮﻱ ﻓﺤﺺ ﻓﺮﺿﻴﺎﺗﻪ ﻋﻨﺪ ﻣﺴﺘﻮﻯ ﺩﻻﻟﺔ  0.05ﻭﺣﺠﻢ ﺗﺄﺛﻴﺮ ﻋﺎﻟﻲ ﻋﻨﺪ  ،0.35= 2 fﻓﺈﻥ ﺍﻟﺤﺪ ﺍﻷﺩﻧﻰ ﻟﻌﻴﻨﺘﻪ ﻳﺠﺐ
ﺃﻻ ﻳﻘﻞ ﻋﻦ  38ﻣﻔﺤﻮﺻﺎً ،ﻭﺣﻴﺚ ﺃﻥ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺃﻛﺜﺮ ﻣﻦ ﺍﻟﺤﺪ ﺍﻷﺩﻧﻰ ﺍﻟﻤﻄﻠﻮﺏ ﻟﻔﺤﺺ ﺍﻟﻔﺮﺿﻴﺎﺕ ،ﻓﺈﻥ ﺣﺠﻢ ﺍﻟﻌﻴﻨﺔ ﻗﺪ ﺗﻢ ﺍﺳﺘﻴﻔﺎﺅﻩ.

ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﺷﺘﻤﻠﺖ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﺃﺭﺑﻌﺔ ﻣﺤﺎﻭﺭ ﺭﺋﻴﺴﻴﺔ ،ﺍﻟﻤﺤﻮﺭ ﺍﻷﻭﻝ ﺷﻤﻞ ﺍﻟﺨﺼﺎﺋﺺ ﺍﻟﺪﻳﻤﻮﻏﺮﺍﻓﻴﺔ ﻟﻌﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺣﻴﺚ ﺗﻜﻮﻥ
ﻣﻦ ﻓﻘﺮﺗﻴﻦ )ﻋﺪﺩ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ ،ﻭﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ( ،ﺃﻣﺎ ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻧﻲ
ﻓﻘﺪ ﺍﺷﺘﻤﻞ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﺑﻤﺠﺎﻟﻴﻦ ﻫﻤﺎ :ﺣﺠﻢ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ) 4ﻓﻘﺮﺍﺕ( ﻭﺧﻤﺴﺔ ﺑﺪﺍﺋﻞ ] ﻻ
ﺍﺳﺘﺨﺪﻣﻪ ﻋﻠﻰ ﺍﻻﻁﻼﻕ ،ﺃﻗﻞ ﻣﻦ  10ﺩﻗﺎﺋﻖ ﻟﻠﺠﻠﺴﺔ ﺍﻟﻮﺍﺣﺪﺓ ،ﻣﻦ  -2 -11ﺩﻗﻴﻘﺔ /ﺟﻠﺴﺔ ،ﻣﻦ  30-21ﺩﻗﻴﻘﺔ /ﺟﻠﺴﺔ ،ﺃﻛﺜﺮ ﻣﻦ 30
ﺩﻗﻴﻘﺔ/ﻟﻠﺠﻠﺴﺔ ﺍﻟﻮﺍﺣﺪﺓ[ ،ﺑﻴﻨﻤﺎ ﺗﻜﻮﻥ ﺍﻟﻤﺠﺎﻝ ﺍﻟﺜﺎﻧﻲ ﻣﻦ ﺗﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ ) 10ﻓﻘﺮﺍﺕ( ﺑﺨﻤﺴﺔ ﺑﺪﺍﺋﻞ ﺃﻳﻀﺎ ً ﻫﻲ ]ﺩﺍﺋﻤﺎً= , 5ﻏﺎﻟﺒﺎً=, 4
ﻣﺘﻮﺳﻂ= , 3ﻧﺎﺩﺭﺍً= , 2ﻋﻠﻰ ﺍﻹﻁﻼﻕ= ،[ 1ﺑﻴﻨﻤﺎ ﺗﻜﻮﻥ ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻟﺚ ﻣﻦ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ) 20ﻓﻘﺮﺓ(5-1 ،
ﺍﻟﻤﺠﺎﻝ ﺍﻻﻧﻔﻌﺎﻟﻲ 13-6 ،ﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ 20-14 ،ﺍﻟﻤﺠﺎﻝ ﺍﻟﺴﻠﻮﻛﻲ ،ﻭﻛﺎﻧﺖ ﺑﺪﺍﺋﻞ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ ﺧﻤﺴﺔ ]ﻣﻮﺍﻓﻖ ﺑﺸﺪﺓ= , 5ﻣﻮﺍﻓﻖ=, 4
ﺣﻴﺎﺩﻱ= , 3ﻏﻴﺮ ﻣﻮﺍﻓﻖ= , 2ﻏﻴﺮ ﻣﻮﺍﻓﻖ ﺑﺸﺪﺓ= ،[ 1ﺑﻴﻨﻤﺎ ﺗﻜﻮﻥ ﺍﻟﺠﺰء ﺍﻷﺧﻴﺮ ﻣﻦ ﻣﺤﺎﻭﺭ ﺍﻷﺩﺍﺓ ﻣﻦ ﻣﻌﻴﻘﺎﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ
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ﺍﻟﻤﺤﻮﺳﺒﺔ ) 29ﻓﻘﺮﺓ( 8-1 ،ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻹﺩﺍﺭﻳﺔ 17-9 ،ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ 23 -18 ،ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺸﺨﺼﻴﺔ 29 -24 ،ﺍﻟﻤﻌﻴﻘﺎﺕ
ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ،ﻭﻛﺎﻧﺖ ﺑﺪﺍﺋﻞ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ ﺧﻤﺴﺔ ]ﻣﻮﺍﻓﻖ ﺑﺸﺪﺓ= , 5ﻣﻮﺍﻓﻖ= , 4ﺣﻴﺎﺩﻱ= , 3ﻏﻴﺮ ﻣﻮﺍﻓﻖ= , 2ﻏﻴﺮ ﻣﻮﺍﻓﻖ ﺑﺸﺪﺓ=.[ 1
ﺗﻢ ﺍﻟﺘﺤﻘﻖ ﻣﻦ ﺻﺪﻕ ﺍﻻﺩﺍﺓ ﺑﻮﺍﺳﻄﺔ ﺍﻟﺼﺪﻕ ﺍﻟﻈﺎﻫﺮﻱ ،ﺣﻴﺚ ﺗﻢ ﻋﺮﺿﻬﺎ ﻋﻠﻰ ) (10ﻣﺤﻜﻤﻴﻦ ﻣﻦ ﺍﻟﻤﺘﺨﺼﺼﻴﻦ ﻓﻲ ﻣﺠﺎﻝ
ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﻭﻋﺪﺩ ﻣﻦ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻭﺫﻟﻚ ﻟﺘﺤﺪﻳﺪ ﻣﺪﻯ ﻭﺿﻮﺡ ﺍﻟﻌﺒﺎﺭﺍﺕ ﻭﻣﻼﺋﻤﺘﻬﺎ ﻟﻸﺑﻌﺎﺩ ﺍﻟﺘﻲ ﺗﻘﻴﺴﻬﺎ ،ﻛﻤﺎ ﺗﻢ ﺗﻄﺒﻴﻖ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﻋﻠﻰ ﻋﻴﻨﺔ ﺍﺳﺘﻄﻼﻋﻴﺔ ﺗﻜﻮﻧﺖ ﻣﻦ  31ﻣﻌﻠﻤﺔ ﻣﻦ ﺧﺎﺭﺝ ﻣﻨﻄﻘﺔ ﺍﻟﺮﻳﺎﺽ ﺗﺘﺸﺎﺑﻪ ﺧﺼﺎﺋﺼﻬﻢ ﻣﻊ ﺧﺼﺎﺋﺺ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ،ﻭﺫﻟﻚ ﻟﺤﺴﺎﺏ
ﻣﻌﺎﻣﻼﺕ ﺍﻻﺗﺴﺎﻕ ﺍﻟﺪﺍﺧﻠﻲ ﻭﻣﻌﺎﻣﻼﺕ ﺍﻟﺜﺒﺎﺕ ،ﺣﻴﺚ ﺗﺮﺍﻭﺣﺖ ﻣﻌﺎﻣﻼﺕ ﺍﻻﺭﺗﺒﺎﻁ ﻓﻲ ﺻﺪﻕ ﺍﻻﺗﺴﺎﻕ ﺍﻟﺪﺍﺧﻠﻲ ﻟﻠﻔﻘﺮﺍﺕ ﻣﻊ ﻣﺤﺎﻭﺭﻫﺎ ﺑﻴﻦ -
 ،0.982 – 0.544ﻭﻗﺪ ﺗﻢ ﺍﺳﺘﺒﻌﺎﺩ ﻓﻘﺮﺗﻴﻦ ﻣﻦ ﺍﻟﻤﺠﺎﻝ ﺍﻟﺴﻠﻮﻛﻲ ﻓﻲ ﻣﻘﻴﺎﺱ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﻈﺮﺍً ﻟﺘﺪﻧﻲ ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ ) (0.055ﻭﻟﻮﺟﻮﺩ
ﺍﺭﺗﺒﺎﻁ ﺳﻠﺒﻲ ﺑﻴﻦ ﺍﻟﻔﻘﺮﺓ ﻭﻣﺠﺎﻟﻬﺎ ) ،(0.544-ﻭﻗﺪ ﺗﻜﻮﻥ ﺍﻟﻤﺠﺎﻝ ﺍﻟﺴﻠﻮﻛﻲ ﻓﻲ ﺻﻮﺭﺗﻪ ﺍﻟﻨﻬﺎﺋﻴﺔ ﺑﻌﺪ ﺣﺬﻑ ﺍﻟﻔﻘﺮﺗﻴﻦ ﻣﻦ ) 5ﻓﻘﺮﺍﺕ( ﻓﻘﻂ.
ﻭﻟﻠﺘﺤﻘﻖ ﻣﻦ ﺛﺒﺎﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ،ﺗﻢ ﺗﻮﻅﻴﻒ ﻣﻌﺎﻣﻞ ﺍﻟﻔﺎ ﻛﺮﻭﻧﺒﺎﺥ ﺃﻟﻔﺎ  Cronbach's Alphaﻟﻠﺘﺄﻛﺪ ﻣﻦ ﺍﻟﺜﺒﺎﺕ ،ﺣﻴﺚ
ﺑﻠﻐﺖ ﻗﻴﻤﺔ  Alphaﻟﻤﺠﺎﻝ ﺗﻜﺮﺍﺭ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ) ،(0.990ﻭﻟﻤﺠﺎﻝ ﺣﺠﻢ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ) ،(0.950ﻭﻟﻠﻤﺠﺎﻝ
ﺍﻟﻜﻠﻲ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ) ،(0.971ﻭﻟﻠﻤﺠﺎﻝ ﺍﻟﻌﺎﻁﻔﻲ ) ،(0.647ﻭﻟﻠﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ ) ،(0.859ﻭﻟﻠﻤﺠﺎﻝ ﺍﻟﺴﻠﻮﻛﻲ
) ،(0.847ﻭﻟﻤﺠﺎﻝ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻜﻠﻲ ) ،(0.878ﻭﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﻴﻖ ﺍﻹﺩﺍﺭﻱ ) ،(0.927ﻭﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﻴﻖ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻲ ) ،(0.970ﻭﻟﻤﺠﺎﻝ
ﺍﻟﻤﻌﻴﻖ ﺍﻟﺸﺨﺼﻲ ) ،(0.946ﻭﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﻴﻖ ﺍﻻﺟﺘﻤﺎﻋﻲ ) ،(0.958ﻭﻟﻤﺠﺎﻝ ﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﻜﻠﻲ ) .(0.980ﻭﺗﻌﺪ ﺟﻤﻴﻊ ﻫﺬﻩ ﺍﻟﻘﻴﻢ ﻣﻘﺒﻮﻟﺔ
ﺑﺪﺭﺟﺔ ﻛﺎﻓﻴﺔ ﻭﻣﻨﺎﺳﺒﺔ ﻷﻏﺮﺍﺽ ﺍﻟﺪﺭﺍﺳﺔ.

ﺃﺳﺎﻟﻴﺐ ﺍﻟﻤﻌﺎﻟﺠﺔ ﺍﻹﺣﺼﺎﺋﻴﺔ
ﺍﺳﺘﺨﺪﻣﺖ ﺍﻷﺳﺎﻟﻴﺐ ﺍﻹﺣﺼﺎﺋﻴﺔ ﺍﻟﻮﺻﻔﻴﺔ ﻛﺎﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻟﺤﺴﺎﺑﻴﺔ ﻭﺍﻻﻧﺤﺮﺍﻓﺎﺕ ﺍﻟﻤﻌﻴﺎﺭﻳﺔ ﻭﺫﻟﻚ ﻓﻲ ﺍﻟﺘﺤﻠﻴﻞ ﺍﻟﻮﺻﻔﻲ ﻟﻤﻘﻴﺎﺱ
ﺣﺠﻢ ﻭﺗﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﻭﺍﻻﺗﺠﺎﻫﺎﺕ ،ﻭﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻓﻲ ﺍﻟﺘﺪﺭﻳﺲ ،ﻭﻛﻤﺎ
ﺍﺳﺘﺨﺪﻡ ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﻭﺍﻻﻧﺤﺮﺍﻓﺎﺕ ﺍﻟﻤﻌﻴﺎﺭﻳﺔ ﻭﺍﺧﺘﺒﺎﺭ ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ ﺑﻴﺮﺳﻮﻥ ﻭﺫﻟﻚ ﻟﻤﻌﺮﻓﺔ ﺍﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﻤﺴﺘﻘﻠﺔ ﻭﺍﻟﻤﺘﻐﻴﺮ
ﺍﻟﺘﺎﺑﻊ ﻓﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ،ﻛﻤﺎ ﺗﻢ ﺗﻮﻅﻴﻒ ﺗﺤﻠﻴﻞ ﺍﻻﻧﺤﺪﺍﺭ ﺍﻟﻤﺘﻌﺪﺩ ﻟﻔﺤﺺ ﻧﻤﻮﺫﺝ ﺍﻟﺪﺭﺍﺳﺔ ،ﻭﺍﻟﻔﺎ ﻛﺮﻭﻧﺒﺎﺥ ﻻﺳﺘﺨﺮﺍﺝ ﻣﻌﺎﻣﻞ ﺍﻟﺜﺒﺎﺕ ﻷﺩﺍﺓ
ﺍﻟﺪﺭﺍﺳﺔ.

ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ
ﺗﻜﻮﻥ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ ﻣﻦ ﻣﺠﺎﻟﻴﻦ ﻫﻤﺎ ﺣﺠﻢ ﻭﺗﻜﺮﺍﺭ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﻗﺪ ﺗﻢ ﺗﺼﻨﻴﻒ ﻫﺬﻳﻦ ﺍﻟﻤﺠﺎﻟﻴﻦ ﻋﻠﻰ ﺃﺳﺎﺱ
ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻟﺤﺴﺎﺑﻴﺔ ﺇﻟﻰ ﺛﻼﺙ ﻣﺴﺘﻮﻳﺎﺕ ﻫﻲ :ﻣﺴﺘﻮﻯ ﻣﻨﺨﻔﺾ ،ﻭﻣﺘﻮﺳﻂ ،ﻭﻋﺎﻟﻲ ،ﺣﻴﺚ ﻳﻘﻊ ﻣﺪﻱ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻤﺘﻮﺳﻂ ﺑﻴﻦ ]- 2.34
 ،[3.67ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻷﻗﻞ ﻣﻦ  2.34ﺳﺘﺸﻐﻞ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻤﻨﺨﻔﺾ ،ﻭﺍﻷﻋﻠﻰ ﻣﻦ  3.67ﺳﺘﻜﻮﻥ ﻓﻲ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻌﺎﻟﻲ ،ﻭﺑﺎﻟﻨﻈﺮ ﻟﻠﺠﺪﻭﻝ
) (1ﻧﺠﺪ ﺃﻥ ﻣﺘﻮﺳﻂ ﺣﺠﻢ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﺑﻠﻎ  2.13ﻭﺍﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ  ،1.05ﺑﻴﻨﻤﺎ ﺳﺠﻞ ﻣﺘﻮﺳﻂ ﺑﻠﻎ
 2.17ﻭﺍﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ  1.26ﻋﻠﻰ ﻣﻘﻴﺎﺱ ﺗﻜﺮﺍﺭ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﻳﺸﻴﺮ ﻫﺬﺍ ﺍﻟﻤﺘﻮﺳﻄﺎﻥ ﺇﻟﻰ ﺃﻥ ﻣﺴﺘﻮﻯ ﺣﺠﻢ ﻭﺗﻜﺮﺍﺭ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻣﻨﺨﻔﺾ ،ﺃﻱ ﺃﻥ ﻧﺴﺒﻪ ﻣﻨﻬﻦ ﻻ ﻳﺴﺘﺨﺪﻣﻮﻧﻪ ﻋﻠﻰ ﺍﻻﻁﻼﻕ ﺃﻭ ﻳﻘﻀﻮﻥ ﺃﻗﻞ ﻣﻦ ﻋﺸﺮ ﺩﻗﺎﺋﻖ ﻓﻲ ﺣﺎﻟﺔ
ﺍﺳﺘﺨﺪﺍﻣﻪ ،ﻭﻛﺬﻟﻚ ﻣﻊ ﺗﻜﺮﺍﺭ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻓﻨﺴﺒﻪ ﻣﻨﻬﻦ ﻻ ﻳﺴﺘﺨﺪﻣﻦ ﺃﺩﻭﺍﺕ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻋﻠﻰ ﺍﻻﻁﻼﻕ ،ﻭﺇﻥ ﺍﺳﺘﺨﺪﻣﻨﻬﺎ ﻓﻠﻤﺮﺓ ﻭﺍﺣﺪﺓ
ﻓﻲ ﺍﻟﻔﺼﻞ ﺍﻟﺪﺭﺍﺳﻲ ﺍﻟﻮﺍﺣﺪ.
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ﺟﺩﻭﻝ ) (1ﺍﻟﺗﺣﻠﻳﻝ ﺍﻟﻭﺻﻔﻲ ﻟﺣﺟﻡ ﻭﺗﻛﺭﺍﺭ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﺧﺗﺑﺭﺍﺕ ﺍﻟﻣﺣﻭﺳﺑﺔ

ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ
ﺍﻟﻤﺨﺘﺒﺮ
ﺍﻟﻤﺤﻮﺳﺐ

ﺣﺠﻢ

ﺍﺳﺘﺨﺪﺍﻡ

ﺗﻜﺮﺍﺭ

ﺍﻟﻤﺨﺘﺒﺮ
ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﻤﺤﻮﺳﺐ

%
< 30ﺩ.

 30 -21ﺩ.

 20-11ﺩ.

> 10ﺩ.

4.97

8.32

21.67

25.00

ﻋﻠﻰ
ﺍﻻﻁﻼﻕ
40.00

ﺩﺍﺋﻤﺎً

ﻏﺎﻟﺒﺎ

ﺍﺣﻴﺎﻧﺎ

ﻧﺎﺩﺭﺍً

ﻋﻠﻰ
ﺍﻻﻁﻼﻕ

7.11

12.45

18.66

15.54

47.56

ﺍﻟﻤﺘﻮﺳﻂ
ﺍﻟﺤﺴﺎﺑﻲ

ﺍﻻﻧﺤﺮﺍﻑ
ﺍﻟﻤﻌﻴﺎﺭﻱ

2.13

1.05

2.17

1.26

ﺍﻻﺗﺠﺎﻫﺎﺕ ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ
ﺗﻜﻮﻥ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ ﻣﻦ ﺛﻼﺛﺔ ﻣﻜﻮﻧﺎﺕ ﻫﻲ ﺍﻟﻤﻜﻮﻥ ﺍﻻﻧﻔﻌﺎﻟﻲ ،ﻭﺍﻟﻤﻌﺮﻓﻲ ،ﻭﺍﻟﺴﻠﻮﻛﻲ ،ﻭﻗﺪ ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻨﻘﻄﺔ  3ﻋﻠﻰ ﻫﺬﺍ
ﺍﻟﻤﻘﻴﺎﺱ ﻛﺤﺪ ﻳﻔﺼﻞ ﺑﻴﻦ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻹﻳﺠﺎﺑﻴﺔ ﻭﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﺴﻠﺒﻴﺔ ،ﺑﺤﻴﺚ ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻟﺘﻲ ﺗﻘﻊ ﺃﻋﻠﻰ ﻣﻨﻬﺎ ﺗﻜﻮﻥ ﺍﺗﺠﺎﻫﺎﺕ ﺇﻳﺠﺎﺑﻴﺔ،
ﻭﺍﻷﺩﻧﻰ ﻣﻦ ﻫﺬﻩ ﺍﻟﻨﻘﻄﺔ ﺗﻜﻮﻥ ﺍﺗﺠﺎﻫﺎﺕ ﺳﻠﺒﻴﺔ ،ﻭﻳﻼﺣﻆ ﺃﻥ ﺟﻤﻴﻊ ﻣﻜﻮﻧﺎﺕ ﻣﻘﻴﺎﺱ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻻﻧﻔﻌﺎﻟﻴﺔ ،ﻭﺍﻟﻤﻌﺮﻓﻴﺔ ،ﻭﺍﻟﺴﻠﻮﻛﻴﺔ ﺣﻘﻘﺖ
ﻣﺘﻮﺳﻄﺎﺕ  3.33 ،3.62 ، 3.40ﻭﺍﻧﺤﺮﺍﻓﺎﺕ ﻣﻌﻴﺎﺭﻳﺔ  0.37 ،0.57 ،0.48ﻋﻠﻰ ﺍﻟﺘﻮﺍﻟﻲ ،ﺑﻴﻨﻤﺎ ﻛﺎﻥ ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﻜﻠﻲ ﻟﻼﺗﺠﺎﻫﺎﺕ ﻫﻮ
 ،3.45ﻭﺍﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ  ،0.47ﺣﻴﺚ ﺗﻘﻊ ﻫﺬﻩ ﺍﻟﻘﻴﻤﺔ ﺃﻋﻠﻰ ﻣﻦ  3ﺑﻤﻌﻨﻰ ﺃﻥ ﻣﻌﻠﻤﺎﺕ ﻣﺎﺩﺓ ﺍﻟﻔﻴﺰﻳﺎء ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻳﻤﺘﻠﻜﻦ
ﺍﺗﺠﺎﻫﺎﺕ ﺇﻳﺠﺎﺑﻴﺔ ﻧﺤﻮ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻛﻤﺎ ﺑﻠﻎ ﺍﻻﻧﺤﺮﺍﻑ ﺍﻟﻤﻌﻴﺎﺭﻱ ﻟﻠﻤﻘﻴﺎﺱ ﺍﻟﻜﻠﻲ  0.47ﻭﻫﺬﺍ ﻣﺆﺷﺮ ﻋﻠﻰ ﺃﻥ ﺗﺸﺘﺖ ﺍﺳﺘﺠﺎﺑﺎﺕ
ﺍﻟﻤﻌﻠﻤﺎﺕ ﻭﻣﺸﺎﻋﺮﻫﻢ ﻟﻢ ﺗﻜﻦ ﺑﻌﻴﺪﺓ ﻋﻦ ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﻤﺴﺠﻞ ) (3.45ﺑﺪﺭﺟﺎﺕ ﻛﺒﻴﺮﺓ.
ﺟﺩﻭﻝ ) (2ﺍﻟﺗﺣﻠﻳﻝ ﺍﻟﻭﺻﻔﻲ ﻻﺗﺟﺎﻫﺎﺕ ﻣﻌﻠﻣﺎﺕ ﺍﻟﻔﻳﺯﻳﺎء ﻧﺣﻭ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﺧﺗﺑﺭﺍﺕ ﺍﻟﻣﺣﻭﺳﺑﺔ

ﺍﻻﺗﺠﺎﻫﺎﺕ

ﺍﻟﻤﺨﺘﺒﺮ
ﻧﺤﻮ
ﺍﻟﻤﺤﻮﺳﺐ
ﺍﻟﻤﻜﻮﻥ ﺍﻻﻧﻔﻌﺎﻟﻲ
ﺍﻟﻤﻜﻮﻥ ﺍﻟﻤﻌﺮﻓﻲ
ﺍﻟﻤﻜﻮﻥ ﺍﻟﺴﻠﻮﻛﻲ
ﺍﻟﻜﻠﻲ

%
ﻣﻮﺍﻓﻖ ﺑﺸﺪﺓ

ﻣﻮﺍﻓﻖ

ﻣﺤﺎﻳﺪ

ﻏﻴﺮ ﻣﻮﺍﻓﻖ

ﻏﻴﺮ ﻣﻮﺍﻓﻖ ﺑﺸﺪﺓ

ﺍﻟﻤﺘﻮﺳﻂ
ﺍﻟﺤﺴﺎﺑﻲ

ﺍﻻﻧﺤﺮﺍﻑ
ﺍﻟﻤﻌﻴﺎﺭﻱ

2.2

9.34

40.88

40.46

7.1

2.68

6.16

30.86

46.42

13.83

4.44

15.55

32.70

37.16

10.16

3.11

10.35

34.81

41.34

10.36

3.40
3.62
3.33
3.45

0.48
0.57
0.37
0.47

ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﺤﺪ ﻣﻦ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ
ﺗﻜﻮﻥ ﻣﻘﻴﺎﺱ ﺍﻟﻤﻌﻴﻘﺎﺕ ﻣﻦ ﺃﺭﺑﻊ ﻣﺠﺎﻻﺕ ﻫﻲ ﺍﻟﻤﻌﻴﻖ ﺍﻹﺩﺍﺭﻱ ،ﻭﺍﻟﺘﻜﻨﻮﻟﻮﺟﻲ ،ﻭﺍﻟﺸﺨﺼﻲ ،ﻭﺍﻻﺟﺘﻤﺎﻋﻲ ،ﻭﻗﺪ ﺍﺳﺘﺨﺪﻡ ﻣﻘﻴﺎﺱ
ﻟﻴﻜﺮﺕ ﺍﻟﺨﻤﺎﺳﻲ ﻟﺘﺴﺠﻴﻞ ﺍﺳﺘﺠﺎﺑﺎﺕ ﺍﻟﻤﻔﺤﻮﺻﺎﺕ ﻋﻠﻰ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ ،ﻭﻗﺪ ﺗﻢ ﺗﺼﻨﻴﻒ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ ﻋﻠﻰ ﺃﺳﺎﺱ ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻟﺤﺴﺎﺑﻴﺔ ﺇﻟﻰ
ﺛﻼﺙ ﻣﺴﺘﻮﻳﺎﺕ ﻫﻲ :ﻣﺴﺘﻮﻯ ﻣﻌﻮﻗﺎﺕ ﻣﻨﺨﻔﺾ ،ﻭﻣﺘﻮﺳﻂ ،ﻭﻋﺎﻟﻲ ،ﺣﻴﺚ ﻳﻘﻊ ﻣﺪﻱ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻤﺘﻮﺳﻂ ﺑﻴﻦ ]،[3.67 - 2.34
ﻭﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻷﻗﻞ ﻣﻦ  2.34ﺳﺘﺸﻐﻞ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻤﻨﺨﻔﺾ ،ﻭﺍﻷﻋﻠﻰ ﻣﻦ  3.67ﺳﺘﻜﻮﻥ ﻓﻲ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻌﺎﻟﻲ ،ﻭﺑﺎﻟﻨﻈﺮ ﻟﻠﺠﺪﻭﻝ ) (3ﺍﻟﺬﻱ
ﻳﻮﺿﺢ ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺍﻟﺤﺴﺎﺑﻴﺔ ﻟﻜﻞ ﻣﺠﺎﻝ ﻭﻋﻠﻰ ﺍﻟﻤﺠﺎﻝ ﺍﻟﻜﻠﻲ ،ﻭﻳﺘﻀﺢ ﻣﻦ ﻗﻴﻢ ﺍﻟﻤﺘﻮﺳﻄﺎﺕ ﺃﻥ ﺍﻟﻤﻌﻴﻖ ﺍﻹﺩﺍﺭﻱ ﻳﺄﺗﻲ ﻓﻲ ﺍﻟﺪﺭﺟﺔ ﺍﻷﻭﻟﻰ
ﺑﻤﺘﻮﺳﻂ  3.51ﻭﺍﻧﺤﺮﺍﻑ  ،0.83ﻳﻠﻴﻪ ﺍﻟﻤﻌﻴﻖ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻲ ﺑﻤﺘﻮﺳﻂ  3.44ﻭﺍﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ  ،1.02ﺑﻴﻨﻤﺎ ﻛﺎﻥ ﺍﻟﻤﻌﻴﻖ ﺍﻟﺸﺨﺼﻲ ﺃﻗﻞ
ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﻌﻴﻖ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻣﻦ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ،ﻭﺑﺸﻜﻞ ﻋﺎﻡ ﺳﺠﻠﺖ ﺍﻟﻤﻌﻴﻘﺎﺕ ﻣﺴﺘﻮﻯ ﻣﺘﻮﺳﻂ ﺣﻴﺚ ﺑﻠﻎ ﺍﻟﻤﺘﻮﺳﻂ
ﺍﻟﻜﻠﻲ ﻟﻠﻤﻘﻴﺎﺱ  ،3.42ﻭﺍﻧﺤﺮﺍﻑ  ،0.91ﻭﻫﺬﺍ ﻳﺸﻴﺮ ﺇﻟﻰ ﺃﻥ ﺍﺳﺘﺠﺎﺑﺔ ﺍﻟﻤﻔﺤﻮﺻﺎﺕ ﻛﺎﻧﺖ ﺗﺘﺮﺍﻭﺡ ﺑﻴﻦ ﺍﻟﻤﻮﺍﻓﻘﺔ ﻭﺍﻟﺤﻴﺎﺩﻳﺔ ﻋﻠﻰ ﻣﻌﻈﻢ
ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﻭﺭﺩﺕ ﻓﻲ ﻫﺬﺍ ﺍﻟﻤﻘﻴﺎﺱ.
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ﺟﺩﻭﻝ ) (3ﺍﻟﺗﺣﻠﻳﻝ ﺍﻟﻭﺻﻔﻲ ﻟﻠﻣﻌﻳﻘﺎﺕ ﺍﻟﺕ ﺗﻭﺍﺟﻪ ﻣﻌﻠﻣﺎﺕ ﺍﻟﻔﻳﺯﻳﺎء ﻋﻧﺩ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﺧﺗﺑﺭﺍﺕ

ﺍﻟﻤﺠﺎﻝ
ﺍﻟﻤﻌﻴﻖ ﺍﻹﺩﺍﺭﻱ
ﺍﻟﻤﻌﻴﻖ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻲ
ﺍﻟﻤﻌﻴﻖ ﺍﻟﺸﺨﺼﻲ
ﺍﻟﻤﻌﻴﻖ ﺍﻻﺟﺘﻤﺎﻋﻲ
ﺍﻟﻜﻠﻲ

ﺍﻟﻤﺘﻮﺳﻂ
ﺍﻟﺤﺴﺎﺑﻲ
3.51
3.44
3.30
3.39
3.42

ﺍﻻﻧﺤﺮﺍﻑ
ﺍﻟﻤﻌﻴﺎﺭﻱ
0.83
1.02
1.01
0.99
0.91

ﺍﻟﻤﺴﺘﻮﻯ
ﻣﺘﻮﺳﻄﺔ
ﻣﺘﻮﺳﻄﺔ
ﻣﺘﻮﺳﻄﺔ
ﻣﺘﻮﺳﻄﺔ
ﻣﺘﻮﺳﻄﺔ

ﺍﻻﺭﺗﺒﺎﻁ
ﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺆﺍﻝ ﺍﻟﺮﺍﺑﻊ ﻭﺍﻟﺨﺎﻣﺲ ﻭﺍﻟﺴﺎﺩﺱ ﻓﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ،ﺗﻢ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ ﺑﻴﺮﺳﻮﻥ ،ﻭﺍﻟﺠﺪﻭﻝ ) (4ﻳﻮﺿﺢ
ﻣﻌﺎﻣﻼﺕ ﺍﻻﺭﺗﺒﺎﻁ ﻟﻠﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﻤﺴﺘﻘﻠﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ﻓﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻭﻣﺘﻐﻴﺮ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻭﻳﻼﺣﻆ ﺃﻥ ﺍﻻﺗﺠﺎﻫﺎﺕ
ﺍﻟﻤﻌﺮﻓﻴﺔ ﺗﺮﺗﺒﻂ ﺍﺭﺗﺒﺎﻁ ﺇﻳﺠﺎﺑﻲ ﻣﻊ ﻣﺴﺘﻮﻯ ﺍﻻﺳﺘﺨﺪﺍﻡ ) ،(r=0.11, p= 0.05ﻓﻜﻠﻤﺎ ﺯﺍﺩﺓ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻴﺔ ﻟﺪﻯ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺯﺍﺩ ﻣﻌﻬﺎ
ﺍﺳﺘﺨﺪﺍﻣﻬﻢ ﻟﺘﻘﻨﻴﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻛﻤﺎ ﻭﺟﺪ ﺃﻳﻀﺎ ً ﺃﻥ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﻲ ﺗﻠﻘﻴﻨﻬﺎ ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻳﺮﺗﺒﻂ
ﺍﺭﺗﺒﺎﻁ ﺇﻳﺠﺎﺑﻲ ﻣﻊ ﻣﺴﺘﻮﻯ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ )  ،(r= 0.676, p= 0.01ﻭﺑﺎﻟﺘﺎﻟﻲ ﻓﻜﻠﻤﺎ ﺯﺍﺩﺕ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺨﺼﺼﻴﺔ ﻓﻲ
ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﻮﺳﺒﺔ ﺯﺍﺩﺕ ﻣﻌﻬﺎ ﻓﺮﺹ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﺑﻴﻨﻤﺎ ﻟﻢ ﺗﺴﺠﻞ ﺑﻘﻴﺔ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺃﻱ ﺩﻻﻟﺔ ﻣﻬﻤﺔ.
ﺟﺩﻭﻝ ) (4ﻣﻌﺎﻣﻝ ﺍﺭﺗﺑﺎﻁ ﺑﻳﺭﺳﻭﻥ ﺑﻳﻥ ﺍﻟﻣﺗﻐﻳﺭﺍﺕ ﺍﻟﻣﺳﺗﻘﻠﺔ ﻭﻣﺗﻐﻳﺭ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﺧﺗﺑﺭﺍﺕ ﺍﻟﻣﺣﻭﺳﺑﺔ

ﺍﻟﻤﺠﺎﻝ
ﺍﻟﻤﺠﺎﻝ ﺍﻟﻌﺎﻁﻔﻲ
ﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ
ﺍﻟﻤﺠﺎﻝ ﺍﻟﺴﻠﻮﻛﻲ
ﺍﻟﻤﺠﺎﻝ ﺍﻹﺩﺍﺭﻱ
ﺍﻟﻤﺠﺎﻝ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻲ
ﺍﻟﻤﺠﺎﻝ ﺍﻟﺸﺨﺼﻲ
ﺍﻟﻤﻌﻴﻖ ﺍﻻﺟﺘﻤﺎﻋﻲ
ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﺍﻟﺨﺒﺮﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺤﺎﺳﻮﺏ

ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ
0.110
0.366
0.108
-0.160
-0.238
-0.196
-0.123
0.676
0.037

ﻣﺴﺘﻮﻯ ﺍﻟﺪﻻﻟﺔ
0.472
**0.013
0.479
0.292
0.116
0.196
0.420
** 0.0001
0.461

ﺗﺤﻠﻴﻞ ﺍﻻﻧﺤﺪﺍﺭ
ﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺆﺍﻝ ﺍﻟﺴﺎﺑﻊ ﻓﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺗﻢ ﺍﺳﺘﺨﺪﺍﻡ ﺗﺤﻠﻴﻞ ﺍﻻﻧﺤﺪﺍﺭ ﺍﻟﻤﺘﻌﺪﺩ ،ﻭﻳﻮﺿﺢ ﺍﻟﺠﺪﻭﻝ ) (5ﺑﺄﻥ ﻗﻴﻢ ﻣﻌﺎﻣﻞ
ﺍﻻﺭﺗﺒﺎﻁ ﺍﻟﻤﺘﻌﺪﺩ ﻟﻠﻤﺘﻐﻴﺮﻳﻦ ﺍﻟﻤﺴﺘﻘﻠﻴﻦ  Rﻗﺪ ﺑﻠﻎ ) ،(0.760ﻭﻣﻦ ﻫﺬﻩ ﺍﻟﻘﻴﻤﺔ ﻳﻤﻜﻦ ﺍﻟﻘﻮﻝ ﺑﺄﻥ ﻣﺠﻤﻮﻋﺔ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ )ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﻭ
ﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ( ﻳﻤﻜﻦ ﺃﻥ ﺗﺘﻨﺒﺄ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻣﻦ ﻗﺒﻞ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ،ﺑﻴﻨﻤﺎ ﺑﻠﻎ ﻣﻌﺎﻣﻞ ﺍﻟﺘﺤﺪﻳﺪ ، R2 = 0.578
P

P

ﻭﻫﺬﻩ ﺍﻟﻘﻴﻤﺔ ﺗﺸﻴﺮ ﺇﻟﻰ ﺃﻥ  %57ﻣﻦ ﺍﻟﺘﺒﺎﻳﻦ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻳﻤﻜﻦ ﺗﻔﺴﻴﺮﻩ ﻋﻦ ﻁﺮﻳﻖ ﻣﺠﻤﻮﻋﺔ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﻤﺪﺧﻠﺔ ﻓﻲ
ﺍﻟﻨﻤﻮﺫﺝ ﻭﻫﻲ ﻫﻨﺎ ﻣﺘﻐﻴﺮﻳﻦ )ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ( ،ﻓﻲ ﺣﻴﻦ ﺃﻥ ﺍﻟﻘﻴﻤﺔ ﺍﻟﻤﺘﺒﻘﻴﺔ ﻭﻫﻲ ) (0.43ﻳﻌﺰﻯ ﺇﻟﻰ ﻋﻮﺍﻣﻞ
ﺃﺧﺮﻯ ،ﻛﻤﺎ ﻳﻼﺣﻆ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ) (5ﺍﻳﻀﺎ ً ﺑﺄﻧﻪ ﺗﻀﻤﻦ ﻗﻴﻢ ﺗﺤﻠﻴﻞ ﺍﻟﺘﺒﺎﻳﻦ ﻭﺍﻟﺬﻱ ﻳﺸﻴﺮ ﻟﻠﻘﻮﺓ ﺍﻟﺘﻔﺴﻴﺮﻳﺔ ﻟﻠﻨﻤﻮﺫﺝ ﻛﻜﻞ ﻋﻦ ﻁﺮﻳﻖ ﺇﺣﺼﺎﺋﻴﺔ
 Fﻭﻛﻤﺎ ﻳﻼﺣﻆ ﻣﻦ ﺟﺪﻭﻝ ﺗﺤﻠﻴﻞ ﺍﻟﺘﺒﺎﻳﻦ ﺍﻟﻤﻌﻨﻮﻳﺔ ﺍﻟﻌﺎﻟﻴﺔ ﻻﺧﺘﺒﺎﺭ )  F (28.755)= (P < 0.0001ﻣﻤﺎ ﻳﺆﻛﺪ ﺍﻟﻘﻮﺓ ﺍﻟﺘﻔﺴﻴﺮﻳﺔ ﺍﻟﻌﺎﻟﻴﺔ
ﻟﻨﻤﻮﺫﺝ ﺍﻻﻧﺤﺪﺍﺭ ﺍﻟﺨﻄﻲ ﺍﻟﻤﺘﻌﺪﺩ ﻣﻦ ﺍﻟﻨﺎﺣﻴﺔ ﺍﻹﺣﺼﺎﺋﻴﺔ .
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ﺟﺪﻭﻝ ) (5ﺗﺤﻠﻴﻞ ﺍﻻﻧﺤﺪﺍﺭ ﺍﻟﺨﻄﻲ ﺍﻟﻤﺘﻌﺪﺩ ﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء
ﺍﻟﻤﺘﻐﻴﺮ
ﻣﺴﺘﻮﻯ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ،
ﻭﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ

R
0.760

R2
0.578
P

ΔR 2
0.558
P

F Sig
F(2.42)=28.755=0.0001

ﻭﻳﻮﺿﺢ ﺍﻟﺠﺪﻭﻝ ) (6ﺑﺄﻥ ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﻤﺴﺘﻘﻠﺔ )ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ( ﻛﺎﻧﺖ ﻣﻌﻨﻮﻳﺎ ً ﻣﻦ ﺍﻟﻨﺎﺣﻴﺔ
ﺍﻹﺣﺼﺎﺋﻴﺔ ﻭﺣﺴﺐ ﺍﺧﺘﺒﺎﺭ  tﻋﻨﺪ ﻣﺴﺘﻮﻯ ﻣﻌﻨﻮﻳﺔ ) ،(P ≤ 0.05ﻭﻳﻼﺣﻆ ﺃﻥ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﺔ ﻭﻣﺠﺎﻝ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻲ ﻛﺎﻧﺎ
ﺍﻟﻤﺘﻐﻴﺮﺍﻥ ﺍﻷﻛﺜﺮ ﺗﺄﺛﻴﺮﺍً ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﺫﻭ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ) ( βﻟﻌﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ
ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ) (0.681ﻭﻋﻨﺪ ﻣﺴﺘﻮﻯ ﺍﻟﺪﻻﻟﺔ ) (0.0001ﻭﻫﺬﺍ ﻳﻌﻨﻲ ﺃﻥ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺗﺴﺎﻫﻢ ﺑﺪﺭﺟﺔ ﺫﺍﺕ ﺩﻻﻟﺔ ﺍﺣﺼﺎﺋﻴﺔ ﻓﻲ
ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻠﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ،ﻭﻛﺬﻟﻚ ﺍﻟﺤﺎﻝ ﻓﻲ ﻣﺘﻐﻴﺮ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻲ ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ﺑﻴﺘﺎ ﻟﻪ ) (0.374ﻭﻗﺪ ﺟﺎء ﻓﻲ
ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻧﻴﺔ ﻣﻦ ﺣﻴﺚ ﺍﻟﻤﺴﺎﻫﻤﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﺑﺪﺭﺟﺔ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻭﻳﻮﺿﺢ ﺍﻟﺸﻜﻞ )(2
ﻧﻤﻮﺫﺝ ﺍﻻﻧﺤﺪﺍﺭ ﺍﻟﻤﺘﻌﺪﺩ ﻟﻠﺪﺭﺍﺳﺔ.
ﺟﺪﻭﻝ ) (6ﻣﻌﺎﻣﻼﺕ ﺍﻻﻧﺤﺪﺍﺭ ﺍﻟﺨﻄﻲ ﺍﻟﻤﺘﻌﺪﺩ ﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء
ﺍﻟﻤﺘﻐﻴﺮﺍﺕ
ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ
ﻣﺠﺎﻝ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻲ
ﺍﻟﺜﺎﺑﺖ

B
1.498
.671
-2.601-

β
.681
.347

SE.B
.220
.194
.794

t
**6.793
**3.464
**-3.278-

ﺷﻜﻞ ) (3ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﻤﺴﺘﻘﻠﺔ ﺍﻟﺘﻲ ﺗﺘﻨﺒﺄ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ
ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﻣﺧﺗﺑﺭﺍﺕ
ﺍﻟﻣﺣﻭﺳﺑﺔ

**0.681

ﻋﺩﺩ ﺍﻟﺩﻭﺭﺍﺕ ﺍﻟﺗﺩﺭﻳﺑﻳﺔ

ﺣﺟﻡ ﺍﻻﺳﺗﺧﺩﺍﻡ
ﺗﻛﺭﺍﺭ ﺍﻻﺳﺗﺧﺩﺍﻡ

**0.347

ﺍﻻﺗﺟﺎﻫﺎﺕ ﺍﻟﻣﻌﺭﻓﻳﺔ

ﻣﻌﺎﺩﻟﺔ ﺍﻻﻧﺤﺪﺍﺭ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ:
ﺣﻴﺚ ﺃﻥ:
 = ŷﺍﻟﻤﺘﻐﻴﺮ ﺍﻟﺘﺎﺑﻊ )ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ(
ﺍﻟﺜﺎﺑﺖ = 2.6 -
= X1ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ.
 = X2ﻣﺠﺎﻝ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻲ.
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ŷ = -2.6 + 1.498 X1 + .671 X2 + e

ﻣﺴﺘﻮﻯ ﺍﻟﺪﻻﻟﺔ
.000
.001
.002
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ﻣﻦ ﻣﻌﺎﺩﻟﺔ ﺍﻻﻧﺤﺪﺍﺭ ﻳﺘﻀﺢ ﺃﻥ ﻛﻞ ﻭﺣﺪﺓ ﺗﺰﻳﺪ ﻓﻲ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﻳﻘﺎﺑﻠﻬﺎ ﺯﻳﺎﺩﺓ ﻓﻲ ﻣﻌﺪﻝ ﺍﻻﺳﺘﺨﺪﺍﻡ ﺗﺒﻠﻎ ) ،(1.498ﻭﻛﻞ ﻭﺣﺪﺓ ﺍﺿﺎﻓﻴﺔ ﻓﻲ
ﻣﺠﺎﻝ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻴﺔ ﺗﻘﻮﺩ ﻟﺰﻳﺎﺩﺓ ﻣﻘﺪﺍﺭﻫﺎ ) (0.671ﻓﻲ ﻣﻌﺪﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ.

ﻣﻨﺎﻗﺸﺔ ﺍﻟﻨﺘﺎﺋﺞ
ﺃﻅﻬﺮﺕ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ﺃﻥ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻳﺴﺘﺨﺪﻣﻦ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻋﻨﺪ ﻣﺴﺘﻮﻯ ﻣﻨﺨﻔﺾ ،ﺭﻏﻢ
ﺍﻣﺘﻼﻛﻬﻦ ﻟﻼﺗﺠﺎﻫﺎﺕ ﺍﻹﻳﺠﺎﺑﻴﺔ ﻧﺤﻮ ﺫﻟﻚ ﺍﻟﻨﻮﻉ ﻣﻦ ﺍﻟﺘﻘﻨﻴﺔ ،ﻭﺭﻏﻢ ﺃﻥ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺗﻠﻌﺐ ﺩﻭﺭ ﺭﺋﻴﺴﻲ ﻓﻲ ﻧﻴﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻛﻤﺎ ﻳﻮﺿﺤﻬﺎ
ﻧﻤﻮﺫﺝ ﺗﺎﻡ ) (TAMﺇﻻ ﺃﻧﻪ ﺭﺑﻤﺎ ﺗﻜﻮﻥ ﻫﻨﺎﻙ ﻋﻮﺍﻣﻞ ﺃﺧﺮﻯ ﺗﻘﻒ ﺟﻨﺒﺎ ً ﺇﻟﻰ ﺟﻨﺐ ﻣﻊ ﺍﻻﺗﺠﺎﻫﺎﺕ ،ﻭﻫﺬﺍ ﻣﺎ ﺗﺸﺮﺣﻪ ﺍﻟﻌﻼﻗﺔ ﺍﻻﺭﺗﺒﺎﻁﻴﺔ
ﺍﻟﻤﻮﺟﺒﺔ ﺑﻴﻦ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﺑﻴﻦ ﺍﻻﺳﺘﺨﺪﺍﻡ ،ﻓﺎﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻠﻮﺍﺗﻲ ﺍﺳﺘﺨﺪﻣﻦ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﺑﺸﻜﻞ
ﻫﻦ ﺍﻟﻠﻮﺍﺗﻲ ﺣﺼﻞ ﻋﻠﻰ ﺑﺮﺍﻣﺞ ﺗﺪﺭﻳﺒﻴﺔ ﻣﺘﺨﺼﺼﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺗﻠﻚ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ،ﻛﻤﺎ ﺃﻥ ﺍﻻﺗﺠﺎﻫﺎﺕ ﻭﺇﻥ ﻛﺎﻧﺖ ﺗﻠﻌﺐ ﺩﻭﺭﺍً ﺣﺎﺳﻤﺎ ً
ﻣﺘﻜﺮﺭ ّ
ﻓﻲ ﻣﻌﺪﻝ ﺗﻜﺮﺍﺭ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻓﺈﻥ ﺩﻭﺭﻫﺎ ﺍﻟﺘﻨﺒﺆﻱ ﻓﻲ ﻣﺠﺎﻝ ﺣﺠﻢ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻗﺪ ﻳﻜﻮﻥ ﺃﻗﻞ ﻭﻫﺬﺍ ﻣﺎ ﺫﻫﺐ ﺇﻟﻴﻪ
ﻋﺴﻴﺮﻱ ﻭﺁﺧﺮﻭﻥ ) .(Asiri, et al. 2012a
ﺑﻴﻨﻤﺎ ﺍﺳﻔﺮﺕ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺇﻟﻰ ﺃﻥ ﺍﻟﻤﻌﻴﻖ ﺍﻹﺩﺍﺭﻱ ﻳﺄﺗﻲ ﻋﻠﻰ ﻗﻤﺔ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﻳﻮﺟﻬﻨﻬﺎ ﻣﻌﻠﻤﺎﺕ
ﺍﻟﻔﻴﺰﻳﺎء ﺍﺛﻨﺎء ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ،ﻭﻫﺬﻩ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺗﺸﻤﻞ ﻏﻴﺎﺏ ﺿﻌﻒ ﺍﻟﺪﻋﻢ ﻣﻦ ﻗﺒﻞ ﺷﻌﺒﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺑﺎﻹﺩﺍﺭﺓ ﺍﻟﻌﺎﻣﺔ ،ﻭﺿﻌﻒ
ﺍﻟﺼﻴﺎﻧﺔ ﻟﺘﻠﻚ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ،ﻭﺯﻳﺎﺩﺓ ﺍﻋﺪﺍﺩ ﺍﻟﻄﺎﻟﺒﺎﺕ ﻓﻲ ﺍﻟﻔﺼﻞ ﺍﻟﺪﺭﺍﺳﻲ ،ﻭﺿﻌﻒ ﺍﻟﺪﻋﻢ ﺍﻟﻔﻨﻲ ﻭﺍﻟﻤﺎﺩﻱ ،ﻭﺍﺗﻔﻘﺖ ﻫﺬﻩ ﺍﻟﻨﺘﺎﺋﺞ ﻣﺎ ﺗﻮﺻﻞ ﺇﻟﻴﻪ
ﺍﻟﺰﻫﺮﺍﻧﻲ )1426ﻫـ( ﺣﻴﺚ ﺣﺪﺩ ﺃﺑﺮﺯ ﺍﻟﻤﻌﻴﻘﺎﺕ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﻣﻌﻠﻤﻴﻦ ﺍﻟﻌﻠﻮﻡ ﻋﻨﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻫﻲ ﻗﻠﺔ ﺍﻟﺤﺎﻓﺰ ﺍﻟﻤﺎﺩﻱ
ﻭﺍﻟﻤﻌﻨﻮﻱ ﻟﻠﻤﻌﻠﻤﻴﻦ ﻋﻨﺪ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺨﺘﺒﺮ ﺍﻟﻤﺤﻮﺳﺐ ﻭﻧﺪﺭﺓ ﺍﻟﻤﺮﺍﺟﻊ ﻭﺍﻟﺪﻭﺭﻳﺎﺕ ﺍﻟﻌﻠﻤﻴﺔ ﺫﺍﺕ ﺍﻟﻌﻼﻗﺔ ﺑﺎﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ .ﻭﺍﻟﻤﻼﺣﻆ
ﺃﻥ ﺿﻌﻒ ﺍﻟﺪﻋﻢ ﺍﻟﻔﻨﻲ ﻭﺍﻟﻤﺎﺩﻱ ﻳﺸﻜﻞ ﻋﺎﻣﻞ ﻣﻬﻢ ﻋﻨﺪ ﺍﻟﺬﻛﻮﺭ ﻛﻤﺎ ﻓﻲ ﺩﺭﺍﺳﺔ ﺍﻟﺰﻫﺮﺍﻧﻲ ) (1426ﻭﻧﺘﺎﺋﺞ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻭﺍﻟﺘﻲ ﻋﻜﺴﻨﻬﺎ
ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء .ﻛﻤﺎ ﺍﺗﻔﻘﺖ ﻧﺘﺎﺋﺞ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻣﻊ ﻣﺎ ﺫﻫﺒﺖ ﺇﻟﻴﻪ ﺩﺭﺍﺳﺔ ﻛﻼ ﻣﻦ ﻋﺴﻴﺮﻱ ﻭﺁﺧﺮﻭﻥ ﻭ ﻛﻮﺭﺑﻴﻠﻮ-ﺭﻭﻳﺰ ) Asiri, et al.
 .(2012a; Curbelo-Ruiz,2003ﻛﻤﺎ ﺍﺗﻔﻘﺖ ﺍﻟﻨﺘﺎﺋﺞ ﺍﻳﻀﺎ ً ﻣﻊ ﺩﺭﺍﺳﺔ ﺗﻮﻣﺎﺱ ﻭﻣﺎﻥ ﻭﺍﻱ ﻭ ﺑﻮ ﻛﻴﻮﻧﻖ(Thomas , Man-
)wai,&Po-keung ,2004ﺍﻟﺘﻲ ﺃﺷﺎﺭﺕ ﻧﺘﺎﺋﺠﻬﺎ ﺇﻟﻰ ﺑﻌﺾ ﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﺘﻲ ﻭﺍﺟﻬﻬﺎ ﺍﻟﻤﺸﺎﺭﻛﻴﻦ ﻓﻲ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻨﺪ ﺍﺳﺘﺨﺪﺍﻣﻬﻢ
ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ.
ﻛﻤﺎ ﻋﻜﺴﺖ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺃﻥ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﺔ ﻭﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ ﻛﺎﻥ ﺍﻟﻤﺘﻐﻴﺮﺍﻥ ﺍﻷﻛﺜﺮ ﺗﺄﺛﻴﺮﺍً ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ
ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻭﺫﻭ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ﻟﻌﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ) (B=0.082ﻭﻋﻨﺪ ﻣﺴﺘﻮﻯ
ﺍﻟﺪﻻﻟﺔ) (0.0001ﻭﻫﺬﺍ ﻳﻌﻨﻲ ﺃﻥ ﺯﻳﺎﺩﺓ ﺍﻟﻤﺘﻐﻴﺮ ﺍﻟﻤﺴﺘﻘﻞ ﺍﻟﻤﺘﻤﺜﻞ ﻓﻲ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺩﺭﺟﺔ ﻭﺍﺣﺪﺓ ﺗﺮﺍﻓﻘﻪ ﺯﻳﺎﺩﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ
ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﺑﻤﻘﺪﺍﺭ ) ،(0.082ﻭﺑﻠﻐﺖ ﻗﻴﻤﺔ ) (Bﻟﻠﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ ) (B=0.163ﻭﻋﻨﺪ ﻣﺴﺘﻮﻯ ﺍﻟﺪﻻﻟﺔ
) (0.012ﻭﻫﺬﺍ ﻳﻌﻨﻲ ﺃﻥ ﺯﻳﺎﺩﺓ ﺍﻟﻤﺘﻐﻴﺮ ﺍﻟﻤﺴﺘﻘﻞ ﺍﻟﻤﺘﻤﺜﻞ ﻓﻲ ﺍﻟﻤﺠﺎﻝ ﺍﻟﻤﻌﺮﻓﻲ ﺩﺭﺟﺔ ﻭﺍﺣﺪﺓ ﺗﺮﺍﻓﻘﻪ ﺯﻳﺎﺩﺓ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻔﻴﺰﻳﺎء
ﻟﻠﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﺑﻤﻘﺪﺍﺭ ) ،(0.163ﻭﺗﺘﻔﻖ ﻫﺬﻩ ﺍﻟﻨﺘﺎﺋﺞ ﻣﻊ ﺍﻻﻁﺎﺭ ﺍﻟﻌﺎﻡ ﻟﻨﻤﻮﺫﺝ ﺗﺎﻡ ) (TAMﺣﻴﺚ ﺗﻠﻌﺐ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺩﻭﺭﺍً ﻣﻬﻤﺎ ً ﻓﻲ
ﻧﻴﺔ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻭﺑﺎﻟﺘﺎﻟﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺗﻘﻨﻴﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ،ﻛﻤﺎ ﻳﺸﺮﺡ ﺍﻟﻨﻤﻮﺫﺝ ﻭﺟﻮﺩ ﻋﻮﺍﻣﻞ ﺃﺧﺮﻯ ﺧﺎﺭﺟﻴﻪ ﺗﺆﺛﺮ ﺑﺸﻜﻞ ﻏﻴﺮ ﻣﺒﺎﺷﺮ
ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ،ﻭﻓﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻭﺟﺪ ﺃﻥ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺨﺼﺼﻴﺔ ﺍﻟﺘﻲ ﺗﺘﻠﻘﺎﻫﺎ ﻣﻌﻠﻤﺔ ﺍﻟﻔﻴﺰﻳﺎء ﺗﺆﺛﺮ ﺑﺸﻜﻞ ﻁﺮﺩﻱ
ﻋﻠﻰ ﻗﺮﺍﺭﺍﺗﻬﺎ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺔ ﻣﻦ ﻋﺪﻣﻪ ،ﻭﺭﻏﻢ ﺃﻥ ﺍﻟﻨﻤﻮﺫﺝ ﺍﻟﺘﻨﺒﺆﻱ ﻋﻜﺲ ﺃﻫﻤﻴﺔ ﻟﻜﻼً ﻣﻦ ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ ﻭﺍﻟﻤﻜﻮﻥ ﺍﻟﻤﻌﺮﻓﻲ
ﻟﻼﺗﺠﺎﻫﺎﺕ  ،ﺇﻻ ﺍﻥ ﺍﻟﺘﺒﺎﻳﻦ ﺍﻟﻤﻔﺴﺮ ﺑﻠﻎ  ،%57ﺑﻴﻨﻤﺎ  %43ﻣﻦ ﺍﻟﺘﺒﺎﻳﻦ ﻳﻌﺰﻯ ﻟﺘﺄﺛﻴﺮ ﻣﺘﻐﻴﺮﺍﺕ ﺃﺧﺮﻯ ،ﻣﻤﺎ ﻳﺨﻠﻖ ﻓﺮﺻﺎ ً ﺑﺤﺜﻴﺔ ﺃﺧﺮﻯ ﻓﻲ
ﺍﻟﻤﺴﺘﻘﺒﻞ ﻟﻤﻌﺮﻓﺔ ﺗﻠﻚ ﺍﻟﻌﻮﺍﻣﻞ ﻭﺗﺤﺪﻳﺪﻫﺎ.
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 ﻭﺗﺼﻤﻴﻢ ﺑﺮﺍﻣﺞ، ﻭﻋﻠﻰ ﺍﻟﻤﻬﺘﻤﻴﻦ ﺑﺎﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﺑﻨﺎء ﺑﺮﺍﻣﺞ ﺗﺴﺘﻬﺪﻑ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﺮﻓﻴﺔ ﺍﻹﻳﺠﺎﺑﻴﺔ،ﻣﺪﺍﺭﺱ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻡ
ﻛﺎﻑ ﻻﺳﺘﺨﺪﺍﻡ
 ﻓﺈﻋﻄﺎء ﺍﻟﻤﻌﺮﻓﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻟﻴﺲ،ﺗﺪﺭﻳﺒﻴﺔ ﺗﺮﻛﺰ ﻋﻠﻰ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻻﻧﻔﻌﺎﻟﻲ ﺇﻟﻰ ﺟﺎﻧﺐ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﻤﻌﺮﻓﻲ ﻓﻲ ﺗﻠﻚ ﺍﻟﺒﺮﺍﻣﺞ
ٍ
 ﻭﺇﻧﻤﺎ ﺗﻄﻮﻳﺮ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﺤﺎﻟﻴﺔ ﻟﺰﺭﻉ ﺍﺗﺠﺎﻫﺎﺕ ﺇﻳﺠﺎﺑﻴﺔ ﺟﻨﺒﺎ ً ﺇﻟﻰ ﺟﻨﺐ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﺨﺎﺻﺔ ﺑﺘﺸﻐﻴﻞ ﻫﺬﻩ،ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ
.ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ

ﺍﻟﻤﺮﺍﺟﻊ
 ﺗﺠﺮﺑﺔ ﺍﻟﻤﺨﺘﺒﺮﺍﺕ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺗﺪﺭﻳﺲ ﺍﻟﻌﻠﻮﻡ ﻟﻠﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﻤﺪﺍﺭﺱ ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻌﺮﺑﻴﺔ.(2005)  ﻋﺒﺪﺍﻟﺮﺣﻤﻦ ﺑﻦ ﻣﺤﻤﺪ, ﺍﻟﺰﻫﺮﺍﻧﻲ
.  ﺍﻟﺮﻳﺎﺽ,  ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺳﻌﻮﺩ.  ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ. ﺍﻟﺴﻌﻮﺩﻳﺔ
ﻭﺍﻗﻊ ﺍﺳﺘﺨﺪﺍﻡ ﻣﺨﺘﺒﺮﺍﺕ ﺍﻟﻌﻠﻮﻡ ﺍﻟﻤﺤﻮﺳﺒﺔ ﻓﻲ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻭﺍﺗﺠﺎﻫﺎﺕ ﻣﻌﻠﻤﻲ ﺍﻟﻌﻠﻮﻡ. (2006)  ﻓﻬﺪ ﺑﻦ ﺳﻠﻴﻤﺎﻥ ﺑﻦ ﺣﺠﻲ, ﺍﻟﺸﺎﻳﻊ
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ﺩﺭﺍﺳﺔ ﺗﻘﻮﻳﻤﻴﺔ ﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﻤﺪﻳﻨﺔ
ﺍﻟﺮﻳﺎﺽ
ﻣﺤﻤﺪ ﺷﻮﻗﻲ ﺷﻠﺘﻮت
ﻛﻠﻴﺎت اﻟﺸﺮق اﻟﻌﺮﰊ ﻟﻠﺪراﺳﺎت اﻟﻌﻠﻴﺎ
اﳌﻤﻠﻜﺔ اﻟﻌﺮﺑﻴﺔ اﻟﺴﻌﻮدﻳﺔ
ﻓﻮزﻳﻪ ﺑﻨﺖ ﺻﺎﻟﺢ ﻋﺒﺪاﷲ اﻟﻤﺪﻳﻬﻴﻢ
ﻛﻠﻴﺎت اﻟﺸﺮق اﻟﻌﺮﰊ ﻟﻠﺪراﺳﺎت اﻟﻌﻠﻴﺎ
اﳌﻤﻠﻜﺔ اﻟﻌﺮﺑﻴﺔ اﻟﺴﻌﻮدﻳﺔ

ﻣﺴﺘﺨﻠﺺ
ﻫﺪﻓﺖ ﺍﻟﺪﺭﺍﺳﺔ ،ﺇﻟﻰ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻣﺪﻯ ﺗﻘﻴﻴﻢ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﺎﻟﺮﻳﺎﺽ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.

• ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
• ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻛﻔﺎﻳﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ،ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
• ﺗﺤﺪﻳﺪ ﺍﻟﻤﻌﻮﻗﺎﺕ ،ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ،ﺍﻟﺘﻲ ﺣﺪﺕ ﻣﻦ ﺇﻓﺎﺩﺓ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
• ﺍﻗﺘﺮﺍﺡ ﺍﻟﻌﻼﺝ ،ﻭﺍﻟﺘﻄﻮﻳﺮ ،ﻟﺘﺤﻘﻴﻖ ﺍﻟﻔﺎﺋﺪﺓ ﻟﻠﻤﻌﻠﻤﺎﺕ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ.
ﻭﻗﺪ ﺍﺗﺒﻌﺖ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻟﺘﺤﻠﻴﻠﻲ ،ﻟﻺﺟﺎﺑﺔ ﻋﻦ ﺃﺳﺌﻠﺘﻬﺎ ,ﻭﺗﻢ ﺗﻄﺒﻴﻘﻬﺎ ﻋﻠﻰ ﻋﻴﻨﺔ ﻋﺸﻮﺍﺋﻴﺔ ﻣﻜﻮﻧﺔ ﻣﻦ ) (50ﻣﻌﻠﻤﺔ ،ﻳﻌﻤﻠﻦ
ﺑﺎﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺷﻤﺎﻝ ﻣﺪﻳﻨﺔ ﺍﻟﺮﻳﺎﺽ ،ﻣﻦ ﺍﻟﻼﺗﻲ ﺗﻠﻘﻴﻦ ﺗﺪﺭﻳﺒﺎ ً ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ )ﺑﺮﻭﻣﻴﺜﻴﺎﻥ(ﺑﺮﻧﺎﻣﺞ .ActivInsier
ﻭﻗﺪ ﺗﻮﺻﻠﺖ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﻋﺪﺓ ﻧﺘﺎﺋﺞ ﻣﻦ ﺃﻫﻤﻬﺎ:

•

ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﺍﻟﺬﻱ ﺗﻠﻘﺘﻪ
ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎً؛ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ ،ﻭﺍﻟﺘﺨﺼﺺ ،ﻭﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.

•

ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺳﻨﻮﺍﺕ
ﺍﻟﺨﺒﺮﺓ ،ﻭ ﺍﻟﺘﺨﺼﺺ ،ﻭﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.

•

ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ
ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ ،ﻭﺍﻟﺘﺨﺼﺺ ،ﻭﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.

•

ﺃﻅﻬﺮﺕ ﺍﻟﻨﺘﺎﺋﺞ ،ﺃﻥ ﻫﻨﺎﻙ ﻋﺪﺩًﺍ ﻣﻦ ﺍﻟﻤﻌﻮﻗﺎﺕ ،ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ،ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻺﻓﺎﺩﺓ ﻣﻦ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ،
ﻣﻨﻬﺎ ﻋﺪﻡ ﻗﺪﺭﺓ ﺍﻟﻤﻌﻠﻤﺔ ﻋﻠﻰ ﺗﺼﻤﻴﻢ ﺩﺭﺱ ﺑﺎﻟﺴﺒﻮﺭﺓ ,ﻭﻋﺪﻡ ﻗﺪﺭﺓ ﺍﻟﻤﻌﻠﻤﺔ ﻋﻠﻰ ﻧﺸﺮ ﺍﻟﺪﺭﺱ ﻭﻁﺒﺎﻋﺘﻪ ,ﻭﻗﺼﺮ ﻭﻗﺖ
ﺍﻟﺘﺪﺭﻳﺐ ,ﻭﻋﺪﻡ ﻣﻨﺎﺳﺒﺔ ﻭﻗﺖ ﺍﻟﺒﺮﻧﺎﻣﺞ ,ﻭﺿﻌﻒ ﺍﻟﺘﺪﺭﻳﺐ.

ﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﻤﻔﺘﻮﺣﻴﺔ  :ﺑﺮﻧﺎﻣﺞ ﺗﺪﺭﻳﺒﻲ  -ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
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ﻣﻘﺪﻣﺔ
ﺗﻄﻮﺭﺕ ﺍﻷﺟﻬﺰﺓ ،ﻭﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ﻓﻲ ﻏﺮﻓﺔ ﺍﻟﺼﻒ ،ﻭﻣﻨﻬﺎ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺘﻔﺎﻋﻠﻴﺔ ،ﻭﻅﻬﺮﺕ ﺍﻟﻌﺪﻳﺪ ﻣﻦ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ،
ﺍﻟﺘﻲ ﺗﺪﺭﺏ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺗﻠﻚ ﺍﻟﺘﻘﻨﻴﺔ ،ﻭﻣﻦ ﻫﺬﺍ ﺍﻟﻤﻨﻄﻠﻖ ،ﺃﺻﺒﺢ ﻣﻦ ﺍﻟﻮﺍﺟﺐ ﺇﻋﺪﺍﺩ ﺍﻟﻤﻌﻠﻢ ،ﻭﻣﻦ ﺛﻢ ﺗﺪﺭﻳﺒﻪ .ﻭﻗﻀﻴﺔ ﺇﻋﺪﺍﺩ
ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﻭﺗﺪﺭﻳﺒﻬﻢ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﺿﺮﻭﺭﺓ ﻣﻠﺤﺔ ،ﻭﺣﺘﻤﻴﺔ ،ﻻ ﻳﻤﻜﻦ ﺍﻻﺳﺘﻐﻨﺎء ﻋﻨﻬﺎ ﻣﻬﻤﺎ ﻛﺎﻧﺖ ﺍﻟﻈﺮﻭﻑ ﻭﺍﻟﻌﻮﺍﺋﻖ ,ﻓﺎﻟﺘﺪﺭﻳﺐ ﻫﻮ
ﺍﻟﻤﺤﻮﺭ ﺍﻟﺬﻱ ﺗﺪﻭﺭ ﺣﻮﻟﻪ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻨﻤﻴﺔ ﻓﻲ ﺍﻟﻤﺠﺘﻤﻊ ,ﻓﻬﻮ ﺃﺩﺍﺓ ﺍﻟﺘﻨﻤﻴﺔ ،ﻭﻭﺳﻴﻠﺘﻬﺎ ،ﻭﻫﻮ ﺍﻷﺩﺍﺓ ﺍﻟﻤﺜﻠﻰ ،ﻟﺘﺤﻘﻴﻖ ﺍﻟﻜﻔﺎءﺓ ﺍﻷﻓﻀﻞ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ؛
ﻟﻤﺠﺎﺑﻬﺔ ﺍﻟﻤﻬﻤﺎﺕ ،ﻭﺍﻟﺤﺎﺟﺎﺕ ﺍﻟﻤﺘﺠﺪﺩﺓ ،ﺍﻟﺘﻲ ﻭﺿﻌﺘﻬﺎ ﺍﻟﺘﻐﻴﺮﺍﺕ ﺍﻟﻌﻤﻠﻴﺔ ،ﻭﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﺴﺮﻳﻌﺔ ،ﺃﻣﺎﻡ ﺍﻹﻧﺴﺎﻥ ﺍﻟﻤﻌﻠﻢ ،ﻭﻣﺠﺘﻤﻌﻪ ،ﻭﺍﻟﺘﻲ ﻻﺑﺪ
ﻣﻦ ﺍﻟﻮﻓﺎء ﺑﻬﺎ ﻟﻤﺠﺎﺭﺍﺓ ﻫﺬﻩ ﺍﻟﺘﻄﻮﺭﺍﺕ ،ﻭﺍﻟﺘﻐﻴﺮﺍﺕ ﺍﻟﺴﺮﻳﻌﺔ )ﻣﻜﺘﺐ ﺍﻟﺘﺮﺑﻴﺔ ﺍﻟﻌﺮﺑﻲ ﻟﺪﻭﻝ ﺍﻟﺨﻠﻴﺞ.(2011،ﻣﻤﺎ ﻳﺴﺘﺪﻋﻲ ﺿﺮﻭﺭﺓ ﺗﺪﺭﻳﺐ
ﺍﻟﻤﻌﻠﻤﻴﻦ؛ ﻟﻜﻲ ﻳﺘﺴﻨﻰ ﻟﻬﻢ ﻣﻮﺍﻛﺒﺔ ﻫﺬﻩ ﺍﻟﺘﻄﻮﺭﺍﺕ ،ﻭﺍﻛﺘﺴﺎﺏ ﺍﻟﺨﺒﺮﺍﺕ ،ﻭﺍﻟﻜﻔﺎﻳﺎﺕ ﺍﻟﺠﺪﻳﺪﺓ ﻭﺗﻨﻤﻴﺘﻬﻢ ﻣﻬﻨﻴًﺎ ،ﻭﻋﻠﻤﻴًﺎ ،ﻭﺗﻘﻨﻴًﺎ ،ﻭﺇﻛﺴﺎﺑﻬﻢ
ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﺠﺪﻳﺪﺓ ﺍﻟﺘﻲ ﺗﺤﺴﻦ ﻣﻦ ﺃﺩﺍﺋﻬﻢ ).(Alexandrou et al,2005
ﻭﺫﻟﻚ ،ﻷﻥ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﺑﻤﻔﻬﻮﻣﻪ ﺍﻟﻌﻠﻤﻲ ،ﻳﺤﻘﻖ ﺍﻟﺘﻨﻤﻴﺔ ﺍﻟﻤﻬﻨﻴﺔ ﺍﻟﻤﺴﺘﺪﺍﻣﺔ ،ﻟﻠﻘﺎﺋﻤﻴﻦ ﻋﻠﻰ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﻛﺎﻓﺔ
ﺍﻟﻤﺴﺘﻮﻳﺎﺕ ،ﻭﺑﺨﺎﺻﺔ ﺍﻟﻤﻌﻠﻢ ،ﻭﺍﻻﺭﺗﻘﺎء ﺑﻬﻢ ﺇﻟﻰ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻌﻠﻤﻲ ،ﻭﺍﻟﻤﻬﻨﻲ ،ﻭﺍﻟﺜﻘﺎﻓﻲ ،ﺑﻤﺎ ﻳﺤﻘﻖ ﺍﻷﻫﺪﺍﻑ ،ﻭﻳﺮﺿﻲ ﺍﻟﻄﻤﻮﺣﺎﺕ،
ﻭﻳﺴﺎﻋﺪ ﻋﻠﻰ ﺍﻹﺧﻼﺹ ﻓﻲ ﺃﺩﺍء ﺍﻟﺮﺳﺎﻟﺔ ﺍﻟﺴﺎﻣﻴﺔ ﻟﻠﺘﺮﺑﻴﺔ ﻭﺍﻟﺘﻌﻠﻴﻢ .ﻛﻤﺎ ﺃﻥ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ،ﻳﻘﻮﻡ ﺑﺴﺪ ﺍﻟﻔﺠﻮﺓ ،ﺍﻟﻘﺎﺋﻤﺔ ﺑﻴﻦ ﻋﻤﻠﻴﺎﺕ
ﺍﻹﻋﺪﺍﺩ ﻓﻲ ﻣﺆﺳﺴﺎﺕ ﺍﻹﻋﺪﺍﺩ ﻣﻦ ﻧﺎﺣﻴﺔ ،ﻭﻣﺘﻄﻠﺒﺎﺕ ﺍﻟﻤﻤﺎﺭﺳﺔ ﺍﻟﻤﻴﺪﺍﻧﻴﺔ ،ﻭﺍﻟﻌﻤﻠﻴﺔ ،ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ،ﻣﻦ ﻛﻔﺎﻳﺎﺕ ﻣﻌﺮﻓﻴﺔ ،ﻭﻣﻬﻨﻴﺔ ،ﻭﺛﻘﺎﻓﻴﺔ
ﻣﻦ ﻧﺎﺣﻴﺔ ﺃﺧﺮﻯ )ﻣﻜﺘﺐ ﺍﻟﺘﺮﺑﻴﺔ ﺍﻟﻌﺮﺑﻲ ﻟﺪﻭﻝ ﺍﻟﺨﻠﻴﺞ.( 2011،
ﻭﻳﺮﻯ ﺍﻟﻘﺮﻳﻮﺗﻲ ) ،(2010ﺃﻧﻪ "ﻣﻦ ﺍﻟﻀﺮﻭﺭﻱ ﺃﻥ ﻻ ﺗﻨﺴﺎﻕ ﺍﻟﻤﻨﻈﻤﺎﺕ ﻭﺭﺍء ﻣﺎ ﻗﺪ ﻳﺴﻤﻰ ﺑﻤﺠﺎﺭﺍﺓ ﻣﻮﺿﺔ ﺍﻟﺘﺪﺭﻳﺐ ،ﺩﻭﻥ ﻗﻨﺎﻋﺔ
ﺣﻘﻴﻘﺔ ﺑﺠﺪﻭﺍﻩ؛ ﻷﻥ ﺍﻟﺘﺪﺭﻳﺐ ﻭﺳﻴﻠﺔ ﻻ ﻏﺎﻳﺔ ،ﻭﺍﻟﻐﺎﻳﺔ ﻫﻲ ﺣﺴﻦ ﺍﻷﺩﺍء ﺍﻟﺬﻱ ﻳﻨﻌﻜﺲ ﻋﻠﻰ ﺍﻟﺨﺪﻣﺎﺕ ﺍﻟﻤﻘﺪﻣﺔ" .ﻭﺗﻌﺘﺒﺮ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻘﻴﻴﻢ ،ﻣﻦ
ﺍﻟﻤﺮﺍﺣﻞ ﺍﻷﺳﺎﺳﻴﺔ ﻟﻠﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﻫﻲ ﻣﺤﺎﻭﻟﺔ ﻟﻔﻬﻢ ،ﻭﺗﻮﺿﻴﺢ ،ﻭﻛﺸﻒ ﻣﺪﻯ ﺗﺤﻘﻖ ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻣﻦ ﺧﻼﻝ ﺳﻠﺴﺔ
ﻋﻤﻠﻴﺎﺕ ﻣﻨﻈﻤﺔ ،ﻳﻤﻜﻦ ﺑﻬﺎ ﺗﺸﺨﻴﺺ ﻧﻘﺎﻁ ﺍﻟﻀﻌﻒ ،ﻭﻧﻘﺎﻁ ﺍﻟﻘﻮﺓ ﻓﻲ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ).(leopold,2002
ﻭﺫﻟﻚ ﻷﻥ ﺍﻟﻐﺮﺽ ﺍﻷﺳﺎﺳﻲ ﻣﻦ ﺍﻟﺘﻘﻴﻴﻢ ،ﻫﻮ ﺗﺤﺪﻳﺪ ﻣﺪﻯ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻓﻲ ﺗﺤﻘﻴﻖ ﺍﻷﻫﺪﺍﻑ ﺍﻟﺘﻲ ﺗﻢ ﺗﺪﺭﻳﺐ ﺍﻟﻌﺎﻣﻠﻴﻦ ﻣﻦ
ﺃﺟﻠﻬﺎ ،ﻭﻋﺎﺩﺓ ﻳﺘﻢ ﺍﻟﺘﻘﻮﻳﻢ ﺑﻨﺎء ﻋﻠﻰ ﻣﻌﺎﻳﻴﺮ ﻣﺤﺪﺩﺓ؛ ﻣﺜﻞ ﻛﻤﻴﺔ ﺍﻹﻧﺘﺎﺝ ﻭﺟﻮﺩﺗﻪ ،ﻭﺗﺨﻔﻴﺾ ﺍﻟﺘﻜﺎﻟﻴﻒ ،ﻭﺯﻳﺎﺩﺓ ﺍﻷﺭﺑﺎﺡ ،ﻭﺗﻘﻠﻴﻞ ﺍﻟﺤﻮﺍﺩﺙ،
ﻭﺭﻓﻊ ﺍﻟﺮﻭﺡ ﺍﻟﻤﻌﻨﻮﻳﺔ ﻟﻠﻌﺎﻣﻠﻴﻦ) ،ﺍﻟﺴﻜﺎﺭﻧﻪ.(2011،
ﻭﻣﻊ ﺗﻨﻮﻉ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎﺕ ،ﺍﻟﺘﻲ ﻳﺘﻢ ﺗﻮﻅﻴﻔﻬﺎ ﺑﺎﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺩﺍﺧﻞ ﺍﻟﺼﻒ ،ﺣﺮﺻﺖ ﻭﺯﺍﺭﺓ ﺍﻟﺘﻌﻠﻴﻢ ،ﻋﻠﻰ ﺿﺮﻭﺭﺓ ﺗﺪﺭﻳﺐ ﻭﺗﺄﻫﻴﻞ
ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﻋﻠﻰ ﺍﻟﻤﺴﺘﺤﺪﺛﺎﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ،ﻭﻛﺎﻥ ﺃﻛﺜﺮﻫﺎ ﺍﻧﺘﺸﺎﺭﺍً ،ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ؛ ﺣﻴﺚ ﻳﻮﻓﺮ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻓﻲ ﺍﻟﻐﺮﻓﺔ ﺍﻟﺼﻔﻴﺔ،
ﺍﻟﻌﺪﻳﺪ ﻣﻦ ﺍﻟﻤﺰﺍﻳﺎ ،ﻣﻨﻬﺎ :ﺗﺤﺴﻴﻦ ﺍﻟﺒﻴﺌﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ،ﻣﻦ ﺧﻼﻝ ﺇﺷﺮﺍﻙ ﺍﻟﻄﻼﺏ ﻓﻲ ﺍﻟﺘﻌﻠﻴﻢ ،ﻭﺟﻌﻞ ﺍﻟﻌﺮﺽ ﺃﻛﺜﺮ ﺟﺎﺫﺑﻴﺔ ،ﻣﻊ ﺇﻣﻜﺎﻧﻴﺔ ﺍﻻﺳﺘﻔﺎﺩﺓ
ﻣﻦ ﻣﺼﺎﺩﺭ ،ﻭﻣﻮﺍﺩ ﺷﺒﻜﺔ ﺍﻹﻧﺘﺮﻧﺖ ﺑﺼﻮﺭﺓ ﺇﺑﺪﺍﻋﻴﺔ ،ﻭﻓﻌﺎﻟﺔ ،ﻭﻗﺪ ﻧﺎﻟﺖ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻗﺴﻄﺎ ً ﻛﺒﻴﺮﺍً ﻣﻦ ﺍﻻﻫﺘﻤﺎﻡ ﻣﻦ ﻗﺒﻞ ﺍﻟﻌﺪﻳﺪ ﻣﻦ
ﺍﻟﺪﺭﺍﺳﺎﺕ ﻓﻲ ﺍﻵﻭﻧﺔ ﺍﻷﺧﻴﺮﺓ ،ﻭﺍﻟﺘﻲ ﺃﻭﺿﺤﺖ ﺃﻫﻤﻴﺔ ﻭﺩﻭﺭ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﻔﻌﺎﻟﺔ ﻓﻲ ﻣﻮﺍﻗﻒ ﺍﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﻌﻠﻢ؛ ﻣﺜﻞ ﺩﺭﺍﺳﺔ ﺃﺑﻮ ﺍﻟﻌﻴﻨﻴﻦ )(2011
ﻭﺩﺭﺍﺳﺔ ﺭﻣﻮﺩ ) ،(2009ﻭﺩﺭﺍﺳﺔ ).(Campbell,C.,2010
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ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﺎﻟﺮﻳﺎﺽ ،ﻭﻛﻮﻧﻬﺎ ﻭﺍﺣﺪﺓ ﻣﻦ ﺃﻭﻟﺌﻚ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﺍﻟﻼﺋﻲ ﺗﻠﻘﻴﻦ ﺗﺪﺭﻳﺒﺎ ً ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺑﻮﺟﻮﺩ ﻣﺸﻜﻠﺔ ،ﺗﺮﺗﺒﻂ ﺑﻌﺪﻡ
ﺗﻮﻅﻴﻒ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻓﻲ ﻣﺪﺍﺭﺱ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﺎﻟﺮﻳﺎﺽ ﻟﻠﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
ﻭﻟﻠﺘﺤﻘﻖ ﻣﻦ ﺗﻠﻚ ﺍﻟﻤﻼﺣﻈﺔ ،ﻗﺎﻣﻮﺍ ﺑﺈﺟﺮﺍء ﺩﺭﺍﺳﺔ ﺍﺳﺘﻄﻼﻋﻴﺔ ﻋﻠﻰ ﻋﻴﻨﺔ )ﻋﺪﺩﻫﺎ  20ﻣﻌﻠﻤﺔ( ،ﻣﻦ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ
ﺑﺎﻟﺮﻳﺎﺽ ،ﺣﻮﻝ ﺃﻧﻮﺍﻉ ﺍﻟﺴﺒﻮﺭﺍﺕ ﺍﻟﺬﻛﻴﺔ ﺍﻟﻤﺘﻮﻓﺮﺓ ﻓﻲ ﺍﻟﻤﺪﺍﺭﺱ ،ﻭﺩﺭﺟﺔ ﺗﻮﻅﻴﻔﻬﺎ ،ﻭﺟﺎءﺕ ﺍﻟﻨﺘﺎﺋﺞ ﺑﻨﺴﺒﺔ ﺍﺳﺘﺠﺎﺑﺔ  %80ﻣﻦ ﺍﻟﻤﻌﻠﻤﺎﺕ،
ﺃﻧﻪ ﺑﺮﻏﻢ ﺗﻮﻓﺮ ﻋﺪﺩ ﻣﻦ ﺍﻟﺴﺒﻮﺭﺍﺕ ﺍﻟﺬﻛﻴﺔ ﻓﻲ ﺍﻟﻤﺪﺍﺭﺱ ،ﺇﻻ ﺃﻥ ﺗﻮﻅﻴﻔﻬﺎ ﻓﻲ ﺧﺪﻣﺔ ﺍﻟﺘﻌﻠﻴﻢ ﻣﺤﺪﻭﺩﺓ ،ﻭﺃﺭﺟﻊ ﺃﻏﻠﺐ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﺴﺒﺐ ﻓﻲ
ﺫﻟﻚ ،ﺇﻟﻰ ﻋﺪﻡ ﺍﻣﺘﻼﻛﻬﻢ ﻟﻤﻬﺎﺭﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻛﻤﺎ ﺃﻓﺎﺩﺕ ﻧﺴﺒﺔ  %90ﻣﻦ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻋﻦ ﺩﻭﺭ ﺍﻟﺴﺒﻮﺭﺓ ﻓﻲ ﺍﻟﻘﻀﺎء ﻋﻠﻰ
ﺧﻮﻑ ﺑﻌﺾ ﺍﻟﻄﺎﻟﺒﺎﺕ ﻣﻦ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ،ﻭﺃﺛﺮﻫﺎ ﻓﻲ ﺯﻳﺎﺩﺓ ﺍﻟﺘﺤﺼﻴﻞ ﺍﻟﻌﻠﻤﻲ ﻟﻠﻄﺎﻟﺒﺔ ،ﺑﻴﻨﻤﺎ ﺃﺟﻤﻊ  ،%95ﺃﻧﻪ ﻣﻦ ﺍﻟﻀﺮﻭﺭﻱ ﺗﻌﻠﻢ ﺑﺮﺍﻣﺞ
ﺃﺳﺎﺳﻴﺔ ﻓﻲ ﺍﻟﺤﺎﺳﺐ ،ﻹﻋﺪﺍﺩ ﻋﺮﺽ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻭﺃﻓﺎﺩﺕ ﻣﺠﻤﻮﻋﺔ ﺑﻨﺴﺒﺔ  %80ﻣﻨﻬﻦ ،ﻋﻠﻰ ﺩﻭﺭ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻓﻲ ﺗﻮﻓﻴﺮ
ﻭﻗﺖ ﺍﻟﻤﻌﻠﻤﺔ ،ﻭﺗﺨﻠﻴﺺ ﺍﻟﻤﻌﻠﻤﺔ ﻣﻦ ﻣﺸﻜﻠﺔ ﻛﺜﺮﺓ ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ،ﻓﻲ ﺣﻴﻦ ﺃﺑﺪﺕ ﻣﺠﻤﻮﻋﺔ ﻣﻨﻬﻦ ﺑﻨﺴﺒﺔ  ،%85ﺃﻥ ﺍﻟﺴﺒﻮﺭﺓ ﺟﻬﺎﺯ
ﺣﺴﺎﺱ ،ﻭﻳﺤﺘﺎﺝ ﺇﻟﻰ ﺍﻟﺼﻴﺎﻧﺔ ﺍﻟﻤﺴﺘﻤﺮﺓ .
ﻭﻧﻈﺮﺍً ﻟﻨﺪﺭﺓ ﻭﺟﻮﺩ ﺩﺭﺍﺳﺎﺕ ﺗﻘﻮﻳﻤﻴﺔ ،ﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻋﻠﻰ ﺣﺪ ﻋﻠﻢ ﺍﻟﺒﺎﺣﺜﺎﻥ ،ﺃﻭ ﻣﺎ ﻳﺸﺎﺑﻬﻬﺎ ،ﻣﻦ ﺑﺮﺍﻣﺞ
ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﻣﺨﺘﻠﻒ ﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ،ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ﻓﻲ ﺍﻟﺼﻒ ،ﺭﺃﺋﻪ ﺍﻟﺒﺎﺣﺜﺎﻥ ،ﺍﻟﻤﺸﺎﺭﻛﺔ ﻓﻲ ﺗﺴﻠﻴﻂ ﺍﻟﻀﻮء ﻋﻠﻰ ﻫﺬﻩ ﺍﻟﺒﺮﺍﻣﺞ ،ﻭﺇﺟﺮﺍء
ﺍﻟﺘﻘﻮﻳﻢ ﺍﻟﻤﻨﺎﺳﺐ ﻟﻪ؛ ﻧﻈﺮﺍً ﻟﻜﺜﺮﺓ ﺗﺪﺭﻳﺐ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻭﺍﻟﻤﻌﻠﻤﻴﻦ ﻋﻠﻴﻬﺎ ﺑﺎﻟﻤﻤﻠﻜﺔ ،ﻟﺬﻟﻚ ﺗﻜﻤﻦ ﻣﺸﻜﻠﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺤﺎﻟﻴﺔ ﻓﻲ ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ
ﺍﻟﺘﺴﺎﺅﻝ ﺍﻟﺮﺋﻴﺲ ﺍﻟﺘﺎﻟﻲ:

ﻣﺎ ﻣﺪﻯ ﺗﻘﻴﻴﻢ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﺎﻟﺮﻳﺎﺽ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ؟
ﻭﺗﺘﻔﺮﻉ ﻣﻨﻪ ﺍﻷﺳﺌﻠﺔ ﺍﻟﺘﺎﻟﻴﺔ:

•

ﻣﺎ ﻣﺪﻯ ﻣﻨﺎﺳﺒﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ؟

•

ﻣﺎ ﻣﺪﻯ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ؟

•

ﻣﺎ ﻣﺪﻯ ﻛﻔﺎﻳﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ؟

•

ﻣﺎ ﺍﻟﻤﻌﻮﻗﺎﺕ ،ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ،ﺍﻟﺘﻲ ﺣﺪﺕ ﻣﻦ ﺗﻮﻅﻴﻒ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ؟

•

ﻣﺎ ﻣﻘﺘﺮﺣﺎﺕ ﺍﻟﻌﻼﺝ ،ﻭﺍﻟﺘﻄﻮﻳﺮ ،ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ؟

ﺃﻫﺪﺍﻑ ﺍﻟﺪﺭﺍﺳﺔ
•
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•

ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ،ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.

•

ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻛﻔﺎﻳﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ،ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.

•

ﺗﺸﺨﻴﺺ ﺍﻟﻤﻌﻮﻗﺎﺕ ،ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﺣﺪﺕ ﻣﻦ ﺍﻓﺎﺩﺓ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
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ﺍﻗﺘﺮﺍﺡ ﺍﻟﻌﻼﺝ ،ﻭﺍﻟﺘﻄﻮﻳﺮ؛ ﻟﺘﺤﻘﻴﻖ ﺍﻟﻔﺎﺋﺪﺓ ،ﻟﻠﻤﻌﻠﻤﺎﺕ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
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ﺗﻘﺪﻳﻢ ﺗﻘﻴﻴﻢ ،ﻣﺒﻨﻲ ﻋﻠﻰ ﺃﺳﺲ ﻋﻠﻤﻴﺔ ،ﻭ ﻣﺤﺎﻳﺪ ،ﻣﻤﺎ ﻳﻔﻴﺪ ﻓﻲ ﺣﻞ ﺍﻟﺼﻌﻮﺑﺎﺕ ،ﺍﻟﺘﻲ ﺗﺤﺪ ﻣﻦ ﻓﻌﺎﻟﻴﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.
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ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺑﺼﻮﺭﺓ ﺃﻓﻀﻞ ﻓﻲ ﻣﻨﺎﻫﺠﻬﻢ ﺍﻟﺪﺭﺍﺳﻴﺔ.
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ﺗﺸﺠﻴﻊ ﺍﻟﻤﺪﺭﺑﻴﻦ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻘﻨﻴﺎﺕ ،ﻭﺍﻟﺘﺤﺴﻴﻦ ﻣﻦ ﺍﻷﺩﺍء ﻓﻲ ﺑﺮﺍﻣﺞ ﺗﺪﺭﻳﺒﻴﺔ ﻣﻤﺎﺛﻠﺔ.

ﻣﺼﻄﻠﺤﺎﺕ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﻳﻌﺮﻓﻬﺎ ﺍﻟﺼﻴﺮﻓﻲ ) ،(2009ﺑﺄﻧﻬﺎ "ﻋﻤﻠﻴﺔ ﺩﻳﻨﺎﻣﻴﻜﻴﺔ ،ﺗﺴﺘﻬﺪﻑ ﺇﺣﺪﺍﺙ ﺗﻐﻴﻴﺮﺍﺕ ﻓﻲ ﻣﻌﻠﻮﻣﺎﺕ ،ﻭﺧﺒﺮﺍﺕ ،ﻭﻁﺮﺍﺋﻖ ﺃﺩﺍء ﺳﻠﻮﻙ،
ﻭﺍﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ؛ ﺑﻐﻴﺔ ﺗﻤﻜﻴﻨﻬﻢ ﻣﻦ ﺍﺳﺘﻐﻼﻝ ﺇﻣﻜﺎﻧﺎﺗﻬﻢ ،ﻭﻁﺎﻗﺎﺗﻬﻢ ﺍﻟﻜﺎﻣﻨﺔ ،ﺑﻤﺎ ﻳﺴﺎﻋﺪ ﻋﻠﻰ ﺭﻓﻊ ﻛﻔﺎﻳﺘﻬﻢ ﻓﻲ ﻣﻤﺎﺭﺳﺔ ﺃﻋﻤﺎﻟﻬﻢ ،ﺑﻄﺮﻳﻘﺔ
ﻣﻨﺘﻈﻤﺔ ،ﻭﺑﺈﻧﺘﺎﺟﻴﺔ ﻋﺎﻟﻴﺔ".
ﻭﻳﻌﺮﻑ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺇﺟﺮﺍﺋﻴﺎ ً ﺑﺄﻧﻬﺎ :ﺑﺮﻧﺎﻣﺞ ﺗﺪﺭﻳﺒﻲ ﻣﻘﺪﻡ ﻟﻠﻤﻌﻠﻤﺎﺕ ﻟﻠﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﻦ ﻧﻮﻉ
ﺑﺮﻭﻣﻴﺜﻴﺎﻥ ﺑﺮﻧﺎﻣﺞ  ActivInspireﻟﻐﺮﺽ ﺭﻓﻊ ﻛﻔﺎﻳﺘﻬﻢ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺑﻄﺮﻳﻘﺔ ﻣﻨﺘﻈﻤﺔ ،ﺗﺘﻔﻖ ﻣﻊ ﻁﺒﻴﻌﺔ ﻋﻤﻠﻬﻢ
ﺍﻟﺘﺪﺭﻳﺴﻲ.
ﺍﻟﺘﻘﻮﻳﻢ :ﺍﻟﺘﻘﻮﻳﻢ ﻓﻲ ﺍﻟﻠﻐﺔ ،ﻫﻮ ﺗﻘﺪﻳﺮ ﺍﻟﺸﻲء ،ﺃﻭ ﺍﻟﺤﻜﻢ ﻋﻠﻰ ﻗﻴﻤﺘﻪ ،ﻭﺗﺼﺤﻴﺢ ،ﺃﻭ ﺗﻌﺪﻳﻞ ﻣﺎ ﺍﻋﻮﺝ ،ﺃﻣﺎ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺘﺮﺑﻴﺔ :ﻫﻮ ﺇﺻﺪﺍﺭ
ﺍﻷﺣﻜﺎﻡ ﻋﻠﻰ ﻗﻴﻤﺔ ﺍﻷﺷﻴﺎء ،ﺃﻭ ﺍﻷﺷﺨﺎﺹ ،ﺃﻭ ﺍﻟﻤﻮﺿﻮﻋﺎﺕ ،ﺃﻭ ﺍﻷﻓﻜﺎﺭ ،ﺃﻭ ﺇﺻﺪﺍﺭ ﺍﻷﺣﻜﺎﻡ ﺍﻟﻘﻴﻤﻴﺔ ،ﻭﺍﺗﺨﺎﺫ ﺍﻟﻘـﺮﺍﺭﺍﺕ ﺍﻟﻌﻤﻠﻴﺔ ) ﺍﻟﺤﻮﻟﻲ،
ﺃﺑﻮ ﺩﻗﺔ ،2004 ،ﺹ.(391-424
ﻭﻳﻌﺮﻑ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺍﻟﺘﻘﻮﻳﻢ ﺇﺟﺮﺍﺋﻴﺎ ً ﺑﺄﻧﻪ :ﻫﻮ ﻋﻤﻠﻴﺔ ﺗﺸﺨﻴﺺ ،ﺍﻟﻬﺪﻑ ﻣﻨﻬﺎ ﺍﻟﺘﺄﻛﺪ ﻣﻦ ﺗﺤﻘﻴﻖ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﻠﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
ﺍﻟﺒﺮﻭﻣﻴﺜﻴﺎﻥ ﺑﺮﻧﺎﻣﺞ  ، ActivInspireﻷﻫﺪﺍﻓﻪ ،ﻣﻦ ﺧﻼﻝ ﺗﻄﺒﻴﻖ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺍﺩﺍﺓ ﺍﻟﺒﺤﺚ ،ﻟﻠﻮﻗﻮﻑ ﻋﻠﻰ ﻧﻮﺍﺣﻲ ﺍﻟﻘﻮﺓ ،ﻭﺍﻟﻀﻌﻒ ،ﻭﺍﻗﺘﺮﺍﺡ
ﺍﻟﻌﻼﺝ ﺍﻟﻤﻨﺎﺳﺐ.
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ :ﻳﻌﺮﻓﻬﺎ  ،( 2010) Campbellﺑﺄﻧﻬﺎ " ﺷﺎﺷﺔ ﺑﻴﻀﺎء ﻛﺒﻴﺮﺓ ،ﻣﺮﺗﺒﻄﺔ ﻣﻊ ﺟﻬﺎﺯ ﺣﺎﺳﻮﺏ ،ﻳﺘﻢ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻌﻬﺎ ﺑﺎﻟﻠﻤﺲ ،ﺃﻭ
ﺍﻟﻜﺘﺎﺑﺔ ﻋﻠﻴﻬﺎ ﺑﻘﻠﻢ ﺧﺎﺹ ,ﻛﻤﺎ ﻳﻤﻜﻦ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻓﻲ ﻋﺮﺽ ﻣﺎ ﻋﻠﻰ ﺷﺎﺷﺔ ﺍﻟﻜﻤﺒﻴﻮﺗﺮ ،ﺑﺼﻮﺭﺓ ﻭﺍﺿﺤﺔ ﻟﺠﻤﻴﻊ ﻁﻠﺒﺔ ﺍﻟﺼﻒ".
ﻭﻳﻌﺮﻑ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﺇﺟﺮﺍﺋﻴﺎ ً ﺑﺄﻧﻬﺎ :ﻟﻮﺣﺔ ﺑﻴﻀﺎء ﺣﺴﺎﺳﺔ ﺗﻔﺎﻋﻠﻴﺔ ،ﻻ ﺗﻌﻤﻞ ﺇﻻ ﺇﺫﺍ ﺗﻢ ﺗﻮﺻﻴﻠﻬﺎ ﺑﺠﻬﺎﺯ ﺍﻟﺤﺎﺳﺐ،
ﻭﺟﻬﺎﺯ ﻋﺎﺭﺽ ﺍﻟﺒﻴﺎﻧﺎﺕ ،ﻭﻳﺘﻢ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻌﻬﺎ ﺑﺎﻟﻠﻤﺲ ،ﺃﻭ ﺑﺎﻟﻘﻠﻢ ﺍﻟﺮﻗﻤﻲ ،ﻭﻫﻲ ﺗﺴﻤﺢ ﻟﻠﻤﺴﺘﺨﺪﻡ ﺑﺤﻔﻆ ،ﻭﺗﺨﺰﻳﻦ ،ﻭﻁﺒﺎﻋﺔ ،ﺃﻭ ﺇﺭﺳﺎﻝ ﻣﺎ ﺗﻢ
ﺷﺮﺣﻪ ﻋﻠﻴﻬﺎ ،ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﺒﺮﻳﺪ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﺇﻟﻰ ﺍﻵﺧﺮﻳﻦ ،ﻛﻤﺎ ﺃﻧﻪ ﻳﻤﻜﻦ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻟﻌﺮﺽ ﻣﺎ ﻋﻠﻰ ﺷﺎﺷﺔ ﺍﻟﻜﻤﺒﻴﻮﺗﺮ ﻣﻦ ﺗﻄﺒﻴﻘﺎﺕ.
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ﺍﻻﻁﺎﺭ ﺍﻟﻨﻈﺮﻱ ﻟﻠﺪﺭﺍﺳﺔ
ﺍﻟﻌﻨﺎﺻﺮ ﺍﻷﺳﺎﺳﻴﺔ ﻟﺘﺤﻘﻴﻖ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﻭﺿﺢ ﺍﻟﺨﻠﻴﻔﺎﺕ ) ،(2010ﺍﻟﻌﻨﺎﺻﺮ ﺍﻷﺳﺎﺳﻴﺔ ﺍﻟﺘﻲ ﺗﺴﻬﻢ ﻓﻲ ﺗﺤﻘﻴﻖ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺐ ،ﻭﺍﻷﻫﺪﺍﻑ ﺍﻟﻤﺮﺟﻮﺓ ﻣﻦ
ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ .ﻭﻫﺬﻩ ﺍﻟﻌﻨﺎﺻﺮ ﻫﻲ:
 .1ﺃﻫﻤﻴﺔ ﺩﻭﺭ ﺍﻟﻘﺎﺋﻤﻴﻦ ﻋﻠﻰ ﺍﻟﺘﺪﺭﻳﺐ :ﺣﻴﺚ ﻳﻈﻬﺮ ﻫﺬﺍ ﺍﻟﺪﻭﺭ ﻓﻲ ﻛﻞ ﻣﺮﺣﻠﺔ ﻣﻦ ﻣﺮﺍﺣﻞ ﺇﺩﺍﺭﺓ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻣﻦ ﺗﺨﻄﻴﻂ،
ﻭﺗﺼﻤﻴﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﺗﻨﻔﻴﺬﻫﺎ ،ﻭﺗﻘﻴﻴﻤﻬﺎ؛ ﻭﻟﺬﻟﻚ ،ﻣﻦ ﺍﻟﻀﺮﻭﺭﻱ ﺍﻻﻫﺘﻤﺎﻡ ﺑﺎﺧﺘﻴﺎﺭ ﺍﻟﻤﺴﺌﻮﻟﻴﻦ ﻓﻲ ﺇﺩﺍﺭﺍﺕ ﻭﺃﻗﺴﺎﻡ
ﺍﻟﺘﺪﺭﻳﺐ.
 .2ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﻌﻤﻠﻲ :ﻭﺫﻟﻚ ﺑﺈﻋﻄﺎء ﺍﻟﻔﺮﺻﺔ ﻟﻠﻤﺘﺪﺭﺑﻴﻦ ،ﻟﺘﻄﺒﻴﻖ ﻣﺎ ﺗﻌﻠﻤﻮﻩ ﻣﻦ ﻣﻌﺎﺭﻑ ،ﻭﻣﻬﺎﺭﺍﺕ ،ﺣﺘﻰ ﻳﺘﻤﻜﻨﻮﺍ ﻣﻦ ﺗﻌﺪﻳﻞ ﺃﻳﺔ
ﺍﻧﺤﺮﺍﻓﺎﺕ ﻓﻲ ﺍﻟﻌﻤﻞ.
 .3ﺍﻟﺤﺎﻓﺰ ﺍﻟﺘﺪﺭﻳﺒﻲ :ﻭﻫﻮ ﺍﻟﺬﻱ ﻳﺴﻬﻢ ﻓﻲ ﺇﻗﻨﺎﻉ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﺑﺘﺤﻘﻴﻖ ﺫﻭﺍﺗﻬﻢ ،ﻭﺗﻠﺒﻴﺔ ﺣﺎﺟﺎﺗﻬﻢ ﺍﻟﻼﺯﻣﺔ ،ﻣﻦ ﺯﻳﺎﺩﺓ ﺍﻟﻤﻌﺮﻓﺔ،
ﻭﺍﻛﺘﺴﺎﺏ ﻣﻬﺎﺭﺍﺕ ﺟﺪﻳﺪﺓ ،ﻣﻤﺎ ﻳﺜﻴﺮ ﺭﻏﺒﺎﺗﻬﻢ ،ﻭﻳﺠﻌﻠﻬﻢ ﻗﺎﺩﺭﻳﻦ ﻋﻠﻰ ﺍﺳﺘﻘﺒﺎﻝ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺑﻜﻞ ﺩﻗﺔ ﻭﺍﻫﺘﻤﺎﻡ.
 .4ﺍﻟﺘﺮﻛﻴﺰ ﻋﻠﻰ ﺩﻭﺭ ﺍﻟﻤﺪﺭﺑﻴﻦ :ﺇﻥ ﻋﻤﻠﻴﺔ ﺍﺧﺘﻴﺎﺭ ﺍﻟﻤﺪﺭﺑﻴﻦ ﻫﻲ ﻋﻤﻠﻴﺔ ﺻﻌﺒﺔ؛ ﻷﻥ ﺍﻟﺪﻭﺭ ﺍﻟﺬﻱ ﻳﻠﻌﺒﻪ ﺍﻟﻤﺪﺭﺏ ﻟﻪ ﺃﺛﺮ ﻛﺒﻴﺮ ﻓﻲ
ﻧﺠﺎﺡ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ.
 .5ﺍﻟﺘﺪﺭﺝ ﻓﻲ ﺍﻟﻨﻘﻞ ﺍﻟﻤﻌﺮﻓﻲ :ﻣﻦ ﺃﺟﻞ ﺍﻟﻮﺻﻮﻝ ﺇﻟﻰ ﺗﺤﻘﻴﻖ ﺍﻟﻔﺎﻋﻠﻴﺔ ﻟﻠﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻳﻔﻀﻞ ﺃﻥ ﻳﺘﻢ ﻧﻘﻞ ﺍﻟﻤﻬﺎﺭﺍﺕ ،ﻭﺍﻟﻤﻌﺎﺭﻑ،
ﻭﺍﻟﺴﻠﻮﻛﻴﺎﺕ ﺍﻟﻤﺮﻏﻮﺑﺔ ﺑﺸﻜﻞ ﺟﺰﺋﻲ ،ﻭﻋﻠﻰ ﻓﺘﺮﺍﺕ ﺯﻣﻨﻴﺔ ﻣﺤﺪﺩﺓ ،ﻭﻓﻖ ﻣﺨﻄﻂ ﻭﺍﺿﺢ ،ﻭﺑﺮﺍﻣﺞ ﻣﺘﻜﺎﻣﻠﺔ.
 .6ﻣﺮﺍﻋﺎﺓ ﺍﻟﻔﺮﻭﻕ ﺑﻴﻦ ﺍﻷﻓﺮﺍﺩ :ﻣﻦ ﺍﻟﻀﺮﻭﺭﻱ ﺃﻥ ﺗﻘﻮﻡ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻋﻠﻰ ﻣﺮﺍﻋﺎﺓ ﺍﻟﻔﻮﺍﺭﻕ ﺍﻟﻄﺒﻴﻌﻴﺔ ﺑﻴﻦ ﺍﻟﻌﺎﻣﻠﻴﻦ ﻓﻲ ﺍﻟﻤﻨﻈﻤﺔ؛
ﻭﺫﻟﻚ ﻟﺪﻋﻤﻪ ﺑﺎﻟﻤﻌﺎﺭﻑ ،ﻭﺍﻟﻤﻬﺎﺭﺍﺕ ،ﻭﺍﻟﺴﻠﻮﻛﻴﺎﺕ ،ﺍﻟﺘﻲ ﺗﻼﺋﻢ ﻁﺒﻴﻌﺔ ﻛﻞ ﻓﺌﺔ ﻣﻦ ﺍﻟﻔﺌﺎﺕ ﺍﻟﻤﺴﺘﻬﺪﻓﺔ ﻣﻦ ﺍﻟﺘﺪﺭﻳﺐ.
 .7ﺍﻟﺠﺪﻳﺔ ﻭﺍﻟﺘﺮﻛﻴﺰ ﻭﺍﻻﻧﺘﺒﺎﻩ :ﻭﻫﺬﺍ ﻳﻌﻨﻲ ،ﺃﻥ ﻳﺘﺼﻒ ﺍﻟﻘﺎﺋﻤﻴﻦ ﻋﻠﻰ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﺑﺎﻟﺠﺪﻳﺔ ،ﻭﺍﻟﺘﺨﻄﻴﻂ ﺍﻟﺴﻠﻴﻢ ،ﻟﻜﻴﻔﻴﺔ ﻧﻘﻞ
ﺍﻟﻤﻬﺎﺭﺍﺕ ،ﻭﺗﻮﺻﻴﻞ ﺍﻟﻤﻌﺎﺭﻑ ،ﻭﺗﻌﺪﻳﻞ ﺍﻻﺗﺠﺎﻫﺎﺕ ﺑﺎﻷﺳﺎﻟﻴﺐ ،ﻭﺍﻟﻄﺮﻕ ﺍﻟﻌﻠﻤﻴﺔ ﺍﻟﻤﻨﺎﺳﺒﺔ ،ﻛﺬﻟﻚ ،ﻳﺠﺐ ﺃﻥ ﻳﺘﺼﻒ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ﺑﺎﻟﺠﺪﻳﺔ،
ﻭﺍﻟﺘﺮﻛﻴﺰ ،ﻭﺍﻻﻧﺘﺒﺎﻩ ،ﻭﺍﺳﺘﺨﺪﺍﻡ ﺃﻛﺒﺮ ﻗﺪﺭ ﻣﻤﻜﻦ ﻣﻦ ﺍﻟﺤﻮﺍﺱ ،ﻻﺳﺘﻘﺒﺎﻝ ﻛﻞ ﻣﺎ ﻫﻮ ﺟﺪﻳﺪ ﻣﻦ ﻣﻌﺎﺭﻑ ،ﻭﻣﻬﺎﺭﺍﺕ ﺟﺪﻳﺪﺓ.
 .8ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ :ﺇﻥ ﻟﻠﻮﺳﺎﺋﻞ ﺍﻟﺒﺼﺮﻳﺔ ،ﻭﺍﻟﻤﻌﺪﺍﺕ ،ﻭﺍﻷﺩﻭﺍﺕ ،ﻭﻭﺳﺎﺋﻞ ﺍﻻﻳﻀﺎﺡ ﺍﻟﻤﺨﺘﻠﻔﺔ ،ﻭﺍﻟﻤﺴﺎﻋﺪﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﺍﻷﺧﺮﻯ ،ﺩﻭﺭ ﻛﺒﻴﺮ ﻓﻲ ﺗﺴﻬﻴﻞ ﻧﻘﻞ ﺍﻟﻤﻌﺎﺭﻑ ،ﻭﺍﻟﺨﺒﺮﺍﺕ ،ﻭﺍﻟﻤﻌﻠﻮﻣﺎﺕ ،ﻭﺗﻨﻤﻴﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻼﺯﻣﺔ ،ﻭﺍﻟﻤﺨﻄﻂ ﻟﻬﺎ ﻓﻲ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
 .9ﺍﻟﻘﻴﺎﺱ ﺍﻟﻔﻌﻠﻲ ﻟﻸﺛﺮ ﺍﻟﺘﺪﺭﻳﺒﻲ :ﻭﻫﻲ ﻋﻤﻠﻴﺔ ﻣﻌﺮﻓﺔ ﻣﺪﻯ ﺗﺤﻘﻴﻖ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻟﻸﻫﺪﺍﻑ ﺍﻟﻤﺨﻄﻂ ﻟﻬﺎ ،ﻭﺫﻟﻚ ﺑﻘﻴﺎﺱ ﺍﻷﺩﺍء ،ﻗﺒﻞ،
ﻭﺃﺛﻨﺎء ،ﻭﺑﻌﺪ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﻠﻤﺘﺪﺭﺏ ،ﻭﻫﺬﺍ ﺳﻴﺴﺎﻋﺪ ﺑﺎﻟﺘﺎﻟﻲ ﺍﻟﻤﺘﺪﺭﺏ ،ﻋﻠﻰ ﺇﺩﺭﺍﻙ ﻣﺪﻯ ﺍﻟﺘﻘﺪﻡ ﺍﻟﺬﻱ ﺣﻘﻘﻪ ﻓﻲ ﻭﻅﻴﻔﺘﻪ ،ﻭﻓﻲ ﻋﻤﻠﻪ
ﺍﻟﻴﻮﻣﻲ ،ﺑﻌﺪ ﻛﻞ ﺑﺮﻧﺎﻣﺞ ﻳﺸﺎﺭﻙ ﻓﻴﻪ.

ﺃﻫﺪﺍﻑ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻘﻮﻳﻢ ﻓﻲ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﻭﺗﺘﻤﺜﻞ ﺃﻫﺪﺍﻑ ﺗﻘﻮﻳﻢ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻟﻠﺒﺮﺍﻣﺞ ﺍﻟﻤﻘﺪﻣﺔ ﻣﻦ ﺧﻼﻟﻬﺎ ﻓﻲ ﻋﺪﺓ ﻧﻘﺎﻁ)ﺍﻟﺨﻠﻴﻔﺎﺕ) ،(2010,ﺃﺑﻮ ﺷﻴﺨﺔ،(2010,
)ﺍﻟﺴﻜﺎﺭﻧﻪ) ،(2011,ﺍﻟﺸﺮﻋﺔ.(2014,

 .1ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻣﺎ ﺗﻢ ﺇﻧﺠﺎﺯﻩ ﻣﻦ ﺍﻟﺨﻄﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﻣﺎ ﺗﺤﻘﻖ ﻣﻦ ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ.
 .2ﺑﻴﺎﻥ ﻧﻘﺎﻁ ﺍﻟﻘﻮﺓ ،ﻭﺍﻟﻀﻌﻒ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻟﻤﻌﺎﻟﺠﺔ ﻧﻘﺎﻁ ﺍﻟﻘﻮﺓ ،ﻭﺍﻟﻀﻌﻒ ،ﻭﺩﻋﻢ ﻧﻮﺍﺣﻲ ﺍﻟﻘﻮﺓ ،ﻭﺟﻌﻠﻬﺎ
ﻣﻔﻴﺪﺓ ﻓﻲ ﺍﻟﻤﺴﺘﻘﺒﻞ ،ﻣﻤﺎ ﻳﺴﺎﻋﺪ ﻓﻲ ﺗﺤﺴﻴﻦ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
 .3ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﻣﺪﻯ ﻧﺠﺎﺡ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﻓﻲ ﺗﻄﺒﻴﻖ ﺍﻟﺨﺒﺮﺍﺕ ،ﻭﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﺘﻲ ﺗﻌﻠﻤﻮﻫﺎ ،ﻭﺍﻟﺨﺒﺮﺍﺕ ﺍﻟﺘﻲ ﺍﻛﺘﺴﺒﻮﻫﺎ ﻓﻲ
ﺍﻟﺘﺪﺭﻳﺐ ،ﻟﻤﻤﺎﺭﺳﺘﻬﻢ ﻓﻲ ﺃﻋﻤﺎﻟﻬﻢ.
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 .4ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺇﺷﺒﺎﻉ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻟﻼﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻘﺎﺋﻤﺔ ،ﻭﻣﺪﻯ ﻣﻼﺋﻤﺔ ﺍﻟﻤﻮﺍﺩ ،ﻭﺍﻷﺳﺎﻟﻴﺐ ،ﻭﺍﻟﻮﺳﺎﺋﻞ
ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
 .5ﻣﻌﺮﻓﺔ ﺍﻟﺘﻐﻴﻴﺮﺍﺕ ﺍﻟﺘﻲ ﺣﺪﺛﺖ ،ﺧﻼﻝ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﺳﻮﺍء ﻓﻲ ﻣﺮﺣﻠﺔ ﺍﻹﻋﺪﺍﺩ ،ﺃﻭ ﺍﻟﺘﺨﻄﻴﻂ ،ﺃﻭ ﺍﻟﺘﻨﻔﻴﺬ ،ﻭﺍﻟﻮﻗﻮﻑ
ﻋﻠﻰ ﺃﺳﺒﺎﺑﻬﺎ ﻟﻠﻌﻤﻞ ﻋﻠﻰ ﺗﺠﻨﺒﻬﺎ ﻣﺴﺘﻘﺒﻼً.
 .6ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺍﻟﺘﻐﻴﻴﺮﺍﺕ ﺍﻟﺘﻲ ﻁﺮﺃﺕ ﻓﻲ ﺳﻠﻮﻙ ،ﻭﻋﺎﺩﺍﺕ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ﺑﻌﺪ ﺇﺗﻤﺎﻡ ﺗﺪﺭﻳﺒﻬﻢ ،ﻭﻗﻴﺎﺱ ﺃﺛﺮ ﺍﻟﺒﺮﻧﺎﻣﺞ
ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﻛﻞ ﻭﺍﺣﺪ ﻣﻨﻬﻢ.
 .7ﺗﺤﺪﻳﺪ ﺍﻟﻤﻌﻮﻗﺎﺕ ،ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﺍﻟﻌﻤﻞ ﻋﻠﻰ ﺗﺬﻟﻴﻠﻬﺎ؛ ﻟﻀﻤﺎﻥ ﺗﺤﻘﻴﻖ ﺃﻫﺪﺍﻓﻬﺎ ﻣﺴﺘﻘﺒﻼً.
 .8ﻗﻴﺎﺱ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﻴﻦ ،ﻭﻗﺪﺭﺍﺗﻬﻢ ،ﻋﻠﻰ ﺃﺩﺍء ﻣﻬﺎﻣﻬﻢ ﻋﻠﻰ ﺃﻛﻤﻞ ﻭﺟﻪ.
 .9ﺇﻋﻄﺎء ﺻﻮﺭﺓ ﻭﺍﺿﺤﺔ ﻋﻦ ﺍﺳﺘﻔﺎﺩﺓ ﻛﻞ ﻣﻦ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﻭﺍﻟﻤﻨﻈﻤﺔ ﻣﻦ ﺍﻟﺘﺪﺭﻳﺐ.
 .10ﺗﻮﻓﻴﺮ ﺍﻟﺒﻴﺎﻧﺎﺕ ،ﻭﺍﻟﻤﻌﻠﻮﻣﺎﺕ ،ﺍﻟﺘﻲ ﺗﺴﺎﻋﺪ ﺍﻹﺩﺍﺭﺓ ﻋﻠﻰ ﺍﺗﺨﺎﺫ ﺍﻟﻘﺮﺍﺭﺍﺕ ﺍﻟﺴﻠﻴﻤﺔ ،ﻓﻴﻤﺎ ﻳﺘﻌﻠﻖ ﺗﺤﺪﻳﺪ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ
ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﻣﺪﻯ ﺇﺳﻬﺎﻡ ﻛﻞ ﺑﺮﻧﺎﻣﺞ ،ﻣﻦ ﺑﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﻤﺨﺘﻠﻔﺔ ،ﻓﻲ ﺇﺷﺒﺎﻉ ﺍﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﻤﻨﻈﻤﺔ.
ﻣﺠﺎﻻﺕ ﺍﻟﺘﻘﻮﻳﻢ ﻓﻲ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﻫﻨﺎﻙ ﺛﻼﺛﺔ ﻣﺠﺎﻻﺕ ﻟﺘﻘﻮﻳﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻳﻮﺿﺤﻬﺎ ) ﺍﻟﻄﻌﺎﻧﻲ ،(2007،ﻭ)ﺃﺑﻮ ﺷﻴﺨﺔ ،(2010،ﻭﺗﺸﻤﻞ:
 -1ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ :ﺗﻬﺪﻑ ﻋﻤﻠﻴﺔ ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﺍﻟﺘﺄﻛﺪ ﻣﻦ ﻛﻔﺎءﺓ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻭﻣﺪﻯ ﺻﻼﺣﻴﺘﻪ ،ﻟﺘﻠﺒﻴﺔ
ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﺘﻲ ﺻﻤﻢ ﻣﻦ ﺃﺟﻠﻬﺎ ،ﻭﺗﻤﺮ ﻫﺬﻩ ﺍﻟﻌﻤﻠﻴﺔ ﺑﺎﻟﻤﺮﺍﺣﻞ ﺍﻵﺗﻴﺔ:
ﺃ -ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻗﺒﻞ ﺍﻟﺘﻨﻔﻴﺬ :ﺗﻬﺪﻑ ﻋﻤﻠﻴﺔ ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻗﺒﻞ ﺍﻟﺘﻨﻔﻴﺬ ،ﻟﻠﺘﺄﻛﺪ ﻣﻦ ﺩﻗﺔ ،ﻭﺳﻼﻣﺔ ﺧﻄﺔ
ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﻭﻗﺪﺭﺗﻬﺎ ﻋﻠﻰ ﺗﺤﻘﻴﻖ ﺍﻟﻬﺪﻑ ،ﺃﻭ ﺍﻷﻫﺪﺍﻑ ﺍﻟﺘﻲ ﺻﻤﻤﺖ ﻣﻦ ﺃﺟﻞ ﺗﺤﻘﻴﻘﻬﺎ ،ﻭﻣﺪﻯ ﻣﻼءﻣﺔ ﺍﻷﺳﺎﻟﻴﺐ ،ﻭﺍﻟﻮﺳﺎﺋﻞ ،ﻭﺍﻷﻧﺸﻄﺔ،
ﻟﺘﻨﻔﻴﺬ ﺍﻟﻬﺪﻑ ،ﻭﻣﻨﺎﺳﺒﺔ ﻭﺳﺎﺋﻞ ﺍﻟﺘﻘﻮﻳﻢ ﻟﻠﻬﺪﻑ ﺍﻟﻮﺍﺣﺪ.
ﺏ -ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺃﺛﻨﺎء ﺍﻟﺘﻨﻔﻴﺬ :ﺗﻬﺪﻑ ﻋﻤﻠﻴﺔ ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺃﺛﻨﺎء ﺍﻟﺘﻨﻔﻴﺬ ،ﻟﻠﺘﺄﻛﺪ ﻣﻦ ﺃﻧﻪ ﻳﺴﻴﺮ ﻭﻓﻖ ﻣﺎ ﻫﻮ
ﻣﺨﻄﻂ ﻟﻪ ،ﻭﺫﻟﻚ ﻟﺘﻌﺰﻳﺰ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻹﻳﺠﺎﺑﻴﺔ ،ﻭﺗﻼﻓﻲ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻟﺴﻠﺒﻴﺔ ،ﻭﺗﻌﺪﻳﻞ ﺍﻟﻤﺴﺎﺭ ﻧﺤﻮ ﺗﺤﻘﻴﻖ ﺍﻷﻫﺪﺍﻑ ﺍﻟﻤﺨﻄﻄﺔ.
ﺟـ -ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺑﻌﺪ ﺍﻟﺘﻨﻔﻴﺬ :ﺗﻬﺪﻑ ﻋﻤﻠﻴﺔ ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺑﻌﺪ ﺍﻟﺘﻨﻔﻴﺬ ،ﺇﻟﻰ ﺍﻟﺘﺄﻛﺪ ﻣﻦ ﺗﺤﻘﻴﻖ ﺍﻷﻫﺪﺍﻑ،
ﺍﻟﺘﻲ ﻭﺿﻊ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻦ ﺃﺟﻞ ﺗﺤﻘﻴﻘﻬﺎ ،ﻭﻣﺪﻯ ﻣﺴﺎﻫﻤﺘﻪ ﻓﻲ ﺗﻠﺒﻴﺔ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﻣﺪﻯ ﻣﺎ ﺣﻘﻘﻪ ﻣﻦ ﻓﺎﺋﺪﺓ ﺗﻌﻮﺩ ﻋﻠﻰ ﺍﻟﻤﺘﺪﺭﺏ؛ ﻣﻦ
ﺣﻴﺚ ﺍﻛﺘﺴﺎﺑﻪ ﻟﻠﻤﻌﺎﺭﻑ ،ﻭﺍﻟﻤﻬﺎﺭﺍﺕ ،ﻭﺍﻻﺗﺠﺎﻫﺎﺕ ،ﻣﻊ ﻣﺮﺍﻋﺎﺓ ﺍﻟﻜﻠﻔﺔ ﺍﻟﻤﺎﻟﻴﺔ ﺍﻟﺘﻲ ﺃﻧﻔﻘﺖ ﻋﻠﻰ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻭﻣﺪﻯ ﻓﺎﻋﻠﻴﺘﻪ.
 -2ﺗﻘﻮﻳﻢ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ :ﺗﻬﺪﻑ ﻋﻤﻠﻴﺔ ﺗﻘﻮﻳﻢ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﺍﻟﺘﺤﻘﻖ ﻣﻦ ﻛﻔﺎءﺓ ،ﻭﻓﻌﺎﻟﻴﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ؛ ﺣﻴﺚ ﺃﻥ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ﻫﻢ ﺍﻟﻔﺌﺔ ﺍﻟﻤﺴﺘﻬﺪﻓﺔ
ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻛﻤﺎ ﺗﻌﺪ ﺑﻴﺌﺔ ﺍﻟﺘﺪﺭﻳﺐ ،ﻭﺍﻷﺟﻬﺰﺓ ﺍﻟﻤﺴﺎﻧﺪﺓ ،ﻭﺍﻹﻣﻜﺎﻧﺎﺕ ﺍﻟﻤﺎﺩﻳﺔ ،ﻭﺍﻟﻤﺪﺭﺑﻴﻦ ،ﻭﺃﻭﺭﺍﻕ ﺍﻟﻌﻤﻞ ،ﻭﺍﻟﺘﻌﻴﻴﻨﺎﺕ ،ﻋﻮﺍﻣﻞ
ﻣﺴﺎﻋﺪﺓ ﻟﺘﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ؛ ﻭﺫﻟﻚ ﻣﻦ ﺃﺟﻞ ﺗﻠﺒﻴﺔ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﺍﻟﺘﻲ ﺗﻢ ﺣﺼﺮﻫﺎ ،ﻭﺗﺤﺪﻳﺪﻫﺎ ،ﺑﺄﺳﺎﻟﻴﺐ ﻋﻠﻤﻴﺔ ﺣﺪﻳﺜﺔ ،ﻟﺪﻯ
ﺍﻟﻔﺌﺔ ﺍﻟﻤﺴﺘﻬﺪﻓﺔ ﻣﻦ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﺣﻴﺚ ﺻﻤﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻓﻲ ﺿﻮﺋﻬﺎ.
 -3ﺗﻘﻮﻳﻢ ﺍﻟﻤﺪﺭﺑﻴﻦ :ﺗﻬﺪﻑ ﻋﻤﻠﻴﺔ ﺗﻘﻮﻳﻢ ﺍﻟﻤﺪﺭﺑﻴﻦ ،ﺍﻟﺘﺄﻛﺪ ﻣﻦ ﺍﻣﺘﻼﻛﻬﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ،ﻭﺍﻟﻜﻔﺎﻳﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﺍﻟﺘﻲ ﻳﺤﺘﺎﺟﻮﻧﻬﺎ ﻟﻠﻘﻴﺎﻡ ﺑﺄﺩﻭﺍﺭﻫﻢ ﻓﻲ
ﺗﺨﻄﻴﻂ ،ﻭﺗﻨﻔﻴﺬ ،ﻭﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﺘﻲ ﻳﻘﻮﻣﻮﻥ ﺑﺘﺼﻤﻴﻤﻬﺎ؛ ﻷﻥ ﺃﻱ ﻗﺼﻮﺭ ﻓﻲ ﺍﻹﻣﻜﺎﻧﺎﺕ ،ﺃﻭ ﺍﻷﺩﺍء ،ﺃﻭ ﻧﻘﺺ ﻓﻲ ﺍﻟﻜﻔﺎﻳﺎﺕ،
ﺗﻨﻌﻜﺲ ﺁﺛﺎﺭﻩ ﻋﻠﻰ ﻓﻌﺎﻟﻴﺔ ﻭﻛﻔﺎءﺓ ﺍﻟﺘﺪﺭﻳﺐ.
ﻭﻳﺮﻯ ﺍﻟﺒﺎﺣﺜﺎﻥ ،ﺃﻥ ﺍﻹﻋﺪﺍﺩ ﺍﻟﺠﻴﺪ ،ﻭﺍﻟﻤﺘﻘﻦ ﻟﻠﻤﺪﺭﺑﻴﻦ ،ﻭﺇﻛﺴﺎﺑﻬﻢ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻘﺪﺭﺍﺕ ،ﻭﺍﻟﻤﻬﺎﺭﺍﺕ ﻭﺍﻟﻜﻔﺎﻳﺎﺕ ﺍﻟﺘﺨﺼﺼﻴﺔ،
ﻭﺍﻟﺨﺒﺮﺓ ﺍﻟﻌﻤﻠﻴﺔ ،ﺃﻭ ﺍﻟﻌﻠﻤﻴﺔ ،ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺘﺪﺭﻳﺐ ،ﻫﻲ ﺍﻷﺳﺎﺱ ﻓﻲ ﻧﺠﺎﺡ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﻫﻲ ﺃﺣﺪ ﺍﻟﻤﺤﺎﻭﺭ ﺍﻟﺘﻲ ﺗﺴﻌﻰ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺤﺎﻟﻴﺔ
ﺇﻟﻰ ﺗﻘﻮﻳﻤﻬﺎ ﺿﻤﻦ ﺃﻫﺪﺍﻓﻬﺎ.
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ﻣﻌﺎﻳﻴﺮ ﺗﻘﻮﻳﻢ ﻓﻌﺎﻟﻴﺔ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﻳﺮﻯ ﻛﻼً ﻣﻦ ﺍﻟﻄﻌﺎﻧﻲ) ،(2007ﺍﻟﺨﻄﻴﺐ ﻭﺍﻟﺨﻄﻴﺐ )  ،(2008ﺃﻥ ﺍﺧﺘﻴﺎﺭ ﻣﻌﺎﻳﻴﺮ ﺍﻟﺘﻘﻮﻳﻢ ،ﻣﻦ ﺍﻷﻣﻮﺭ ﺍﻟﻬﺎﻣﺔ ﻓﻲ ﺇﺻﺪﺍﺭ ﺍﻟﺤﻜﻢ
ﺣﻮﻝ ﺃﻧﺸﻄﺔ ،ﻭﻓﻌﺎﻟﻴﺎﺕ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻭﺗﻌﻜﺲ ﻫﺬﻩ ﺍﻟﻤﻌﺎﻳﻴﺮ ﺍﻟﺘﻲ ﻳﺘﻢ ﺍﺧﺘﻴﺎﺭﻫﺎ ،ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻛﻤﺎ ﻳﻔﻀﻞ ﺃﻥ ﻳﻜﻮﻥ
ﻫﻨﺎﻙ ﺍﺗﻔﺎﻗًﺎ ﺑﻴﻦ ﺍﻟﻤﺆﻳﺪﻳﻦ ،ﻭﺍﻟﻤﻌﺎﺭﺿﻴﻦ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﻤﻌﺪ ،ﻋﻠﻰ ﺍﻟﻤﻌﺎﻳﻴﺮ ﺍﻟﺘﻲ ﻳﺘﻢ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻓﻲ ﺍﻟﺘﻘﻮﻳﻢ؛ ﻷﻥ ﺗﻠﻚ ﺍﻟﻤﻌﺎﻳﻴﺮ ،ﺗﻤﺜﻞ
ﺍﻻﺟﺮﺍءﺍﺕ ،ﺍﻟﺘﻲ ﻳﻘﺎﺱ ﺑﻮﺍﺳﻄﺘﻬﺎ ﻣﺪﻯ ﺗﺤﻘﻴﻖ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﺃﻭ ﺍﻟﻤﺸﺮﻭﻉ ﻷﻫﺪﺍﻓﻪ ،ﻭﺃﻥ ﻳﻜﻮﻥ ﻫﻨﺎﻙ ﻓﻬ ًﻤﺎ ﻣﻮﺣﺪًﺍ ،ﻟﻜﺎﻓﺔ ﺍﻟﻤﺸﺎﺭﻛﻴﻦ ﻓﻲ
ﺍﻻﺟﺮﺍءﺍﺕ ﺍﻟﺘﻘﻮﻳﻤﻴﺔ ،ﻟﻠﻤﻌﺎﻳﻴﺮ ،ﻭﻣﺤﺪﺩﺍﺗﻬﺎ ﺑﻮﺿﻮﺡ ،ﻭﻣﻦ ﺍﻟﻤﺴﺘﺤﺴﻦ ﺇﺷﺮﺍﻙ ﺟﻤﻴﻊ ﺍﻟﻤﻌﻨﻴﻴﻦ ،ﺍﻟﺬﻳﻦ ﺳﻴﺘﺄﺛﺮﻭﻥ ﺑﺎﻟﺘﻘﻮﻳﻢ ،ﻋﻨﺪ ﻋﻤﻠﻴﺔ
ﺍﺧﺘﻴﺎﺭ ﺍﻟﻤﻌﺎﻳﻴﺮ ،ﻭﻣﻦ ﺃﻫﻢ ﺍﻟﻤﻌﺎﻳﻴﺮ ﺍﻟﺘﻲ ﻳﻤﻜﻦ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ﻣﻦ ﻗﺒﻞ ﺍﻟﻤﻘﻮﻡ ،ﻟﺘﻘﻮﻳﻢ ﻛﻞ ﺧﻄﻮﺓ ﻣﻦ ﺧﻄﻮﺍﺕ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻣﺎ
ﻳﻠﻲ)ﺍﻟﺴﻜﺎﺭﻧﺔ:(2011،
 -1ﻣﻌﺎﻳﻴﺮ ﺍﻷﻫﺪﺍﻑ :ﻭﺗﺘﻠﺨﺺ ﻓﻴﻤﺎ ﻳﻠﻲ :ﺃﻥ ﺗﻠﺒﻲ ﺍﻷﻫﺪﺍﻑ ﺍﻟﺤﺎﺟﺎﺕ ﺍﻟﻔﻌﻠﻴﺔ ﻟﻠﻤﺘﺪﺭﺑﻴﻦ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻷﻫﺪﺍﻑ ﻭﺍﺿﺤﺔ ﻟﻠﻤﺘﺪﺭﺑﻴﻦ ﻓﻲ ﺑﺪﺍﻳﺔ
ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻷﻫﺪﺍﻑ ﻣﺤﺪﺩﺓ ،ﻭﻗﺎﺑﻠﺔ ﻟﻠﻘﻴﺎﺱ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻷﻫﺪﺍﻑ ﺇﺟﺮﺍﺋﻴﺔ ،ﻭﻗﺎﺑﻠﺔ ﻟﻠﺘﻄﺒﻴﻖ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻷﻫﺪﺍﻑ ﺷﺎﻣﻠﺔ ﻟﺠﻤﻴﻊ ﺟﻮﺍﻧﺐ
ﺍﻟﺒﺮﻧﺎﻣﺞ.
 -2ﻣﻌﺎﻳﻴﺮ ﺍﻟﺨﻄﺔ :ﺗﺘﻠﺨﺺ ﻓﻴﻤﺎ ﻳﻠﻲ :ﺃﻥ ﻳﻜﻮﻥ ﻫﻨﺎﻙ ﻭﺿﻮﺡ ﻓﻲ ﺇﺟﺮﺍء ﺍﻟﺨﻄﺔ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻟﺨﻄﺔ ﻣﺘﺮﺍﺑﻄﺔ ﻭﻣﺘﺴﻠﺴﻠﺔ ،ﻣﻦ ﺣﻴﺚ
ﺍﻷﻫﺪﺍﻑ ،ﻭﺍﻟﺰﻣﻦ ﺍﻟﻼﺯﻡ ،ﻭﺗﺤﺪﻳﺪ ﺃﺳﺎﻟﻴﺐ ﺍﻟﺘﻘﻮﻳﻢ ﺍﻟﻤﺴﺘﻤﺮ ،ﻟﻠﻌﻤﻠﻴﺎﺕ ﺍﻟﺘﻲ ﺗﺠﺮﻯ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻟﺨﻄﺔ ﻗﺪ ﺻﻤﻤﺖ ،ﺑﺸﻜﻞ ﻳﺴﻬﻢ
ﻓﻲ ﺗﺤﻘﻴﻖ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻷﻫﺪﺍﻓﻪ ﻛﺎﻓﺔ ،ﻣﻊ ﻣﺮﺍﻋﺎﺓ ﺍﻹﺟﺮﺍءﺍﺕ ،ﻭﺍﻟﻤﺘﻄﻠﺒﺎﺕ ﺍﻟﻼﺯﻣﺔ ﻟﻜﻞ ﻫﺪﻑ ﻣﻨﻬﺎ ،ﻭﺗﻐﻄﻴﺔ ﺟﻤﻴﻊ ﺍﻷﻫﺪﺍﻑ ﻓﻲ ﺍﻟﺨﻄﺔ ،ﺃﻥ
ﺗﺤﺘﻮﻱ ﺍﻟﺨﻄﺔ ﺗﻔﺎﺻﻴﻞ ﻛﺎﻣﻠﺔ ،ﻟﻜﻞ ﻫﺪﻑ ﻣﻦ ﺃﻫﺪﺍﻓﻬﺎ؛ ﺑﺤﻴﺚ ﻻ ﻳﻜﻮﻥ ﻫﻨﺎﻙ ﻣﺠﺎﻻً ﻟﻼﺟﺘﻬﺎﺩﺍﺕ ﺃﺛﻨﺎء ﺍﻟﺘﻨﻔﻴﺬ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻟﺨﻄﺔ ﻣﻮﺿﻮﻋﻴﺔ،
ﻭﻭﺍﺿﺤﺔ ﻟﺠﻤﻴﻊ ﺍﻟﻤﻌﻨﻴﻴﻦ ،ﻭﺳﻬﻠﺔ ﺍﻟﻔﻬﻢ؛ ﻭﺫﻟﻚ ﻟﺘﺄﺩﻳﺔ ﺍﻟﺪﻭﺭ ﻋﻠﻰ ﺍﻟﻮﺟﻪ ﺍﻟﻤﻄﻠﻮﺏ ،ﺃﻥ ﺗﻜﻮﻥ ﺍﻟﺨﻄﺔ ﻗﺎﺑﻠﺔ ﻟﻠﺘﻨﻔﻴﺬ ،ﺃﻥ ﺗﻤﺘﺎﺯ ﺍﻟﺨﻄﺔ
ﺑﺎﻟﻤﺮﻭﻧﺔ ﻭﻗﺎﺑﻠﻴﺔ ﺍﻟﺘﻌﺪﻳﻞ.
 -3ﻣﻌﺎﻳﻴﺮ ﺍﻟﻌﻤﻠﻴﺎﺕ :ﺃﻥ ﺗﺠﺮﻱ ﺟﻤﻴﻊ ﺍﻟﻌﻨﺎﺻﺮ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﻭﺍﻷﻧﺸﻄﺔ ،ﻭﺍﻟﻔﻌﺎﻟﻴﺎﺕ ،ﻭﻓﻘﺎ ً ﻟﻤﺎ ﺣﺪﺩﺗﻪ ﺍﻟﺨﻄﺔ ،ﺃﻥ ﻳﺘﻢ ﺗﺤﺪﻳﺪ ﺍﻟﺘﻔﺎﻭﺕ ﺑﻴﻦ
ﺍﻟﺨﻄﺔ ،ﻭﺍﻟﻮﺍﻗﻊ؛ ﻟﻠﺘﺤﻘﻖ ﻣﻦ ﻣﺪﻯ ﺻﺤﺔ ،ﻭﻓﻌﺎﻟﻴﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﻭﻣﻄﺎﺑﻘﺘﻪ ﻟﻠﺘﺼﻤﻴﻢ ﺃﻭ ﺇﺟﺮﺍء ﺍﻟﺘﻌﺪﻳﻼﺕ.
 -4ﻣﻌﺎﻳﻴﺮ ﺍﻟﻤﺨﺮﺟﺎﺕ :ﺇﻥ ﺍﻟﻤﺨﺮﺟﺎﺕ ،ﺗﻨﺎﻝ ﺍﻫﺘﻤﺎﻣﺎ ً ﻛﺒﻴﺮﺍً؛ ﻷﻧﻬﺎ ﺗﻌﻄﻴﻨﺎ ﺗﻐﺬﻳﺔ ﺭﺍﺟﻌﺔ ﻋﻦ ﻣﺪﻯ ﺗﻄﻮﺭ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﻭﻛﺬﻟﻚ ﺗﻌﺰﻳﺰ ﺍﻟﺠﻮﺍﻧﺐ
ﺍﻻﻳﺠﺎﺑﻴﺔ ،ﻭﺗﺤﺴﻴﻨﻪ ،ﻭﺗﻌﺪﻳﻠﻪ ﻓﻲ ﺣﺎﻟﺔ ﺇﻋﺎﺩﺓ ﺗﻨﻔﻴﺬﻩ ،ﻭﻫﺬﺍ ﻳﺴﺎﻋﺪﻧﺎ ﻣﺴﺎﻋﺪﺓ ﻓﺎﻋﻠﺔ ﻓﻲ ﺍﺗﺨﺎﺫ ﺍﻟﻘﺮﺍﺭ ﺍﻟﻤﻨﺎﺳﺐ ،ﺑﺨﺼﻮﺹ ﺗﻌﺪﻳﻞ ﺍﻟﺒﺮﻧﺎﻣﺞ
ﺃﻭ ﺍﻻﺳﺘﻤﺮﺍﺭ ﻓﻴﻪ ﺑﻮﺿﻌﻪ ﺍﻟﺤﺎﻟﻲ ،ﺣﻴﺚ ﺗﺤﺪﻳﺪ ﺍﻟﻤﻌﺎﻳﻴﺮ ،ﻋﻤﻠﻴﺔ ﺻﻌﺒﺔ ﻧﻮﻋﺎ ً ﻣﺎ ،ﻟﻜﻨﻬﺎ ﺫﺍﺕ ﻗﻴﻤﺔ ،ﺇﺫﺍ ﻣﺎ ﺗﻢ ﺗﻨﻔﻴﺬﻫﺎ ﺑﺪﻗﺔ ،ﻛﻤﺎ ﻳﺠﺐ ﺃﻥ
ﺗُﻔﻬﻢ ﺍﻟﻤﻌﺎﻳﻴﺮ ،ﻭﻣﺤﺪﺩﺍﺗﻬﺎ ﺑﻮﺿﻮﺡ ،ﻣﻦ ﻗﺒﻞ ﻛﺎﻓﺔ ﺍﻟﻤﺸﺎﺭﻛﻴﻦ ﻓﻲ ﺍﻹﺟﺮﺍءﺍﺕ ﺍﻟﺘﻘﻮﻳﻤﻴﺔ.

ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﺴﺎﺑﻘﺔ
ﺩﺭﺍﺳﺔ )ﺍﻟﺠﺒﺠﺒﻲ  (2010:ﻭﺍﻟﺘﻲ ﻫﺪﻓﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺑﻨﺎء ﺑﺮﻧﺎﻣﺞ ،ﻟﺘﻨﻤﻴﺔ ﻣﻬﺎﺭﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺃﺟﻬﺰﺓ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ ،ﻓﻲ
ﺿﻮء ﺍﺳﺘﺮﺍﺗﻴﺠﻴﺎﺕ ﺍﻟﺘﺪﺭﻳﺲ ﺍﻟﺤﺪﻳﺜﺔ ،ﻟﺪﻯ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻓﻲ ﺟﺎﻣﻌﺔ ﺫﻣﺎﺭ ﺑﺎﻟﻴﻤﻦ ،ﻭﺃﺷﺎﺭﺕ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺃﻫﻤﻴﺔ ﺗﺪﺭﻳﺐ ﺍﻟﻤﻌﻠﻤﻴﻦ
ﻋﻠﻰ ﺍﻷﺟﻬﺰﺓ ،ﻭﺍﻟﺘﻘﻨﻴﺎﺕ ﺍﻟﺤﺪﻳﺜﺔ ،ﻭﻛﺬﻟﻚ ﺗﻮﻅﻴﻒ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﻟﻬﺬﻩ ﺍﻷﺟﻬﺰﺓ ﻭﺍﻟﺘﻘﻨﻴﺎﺕ ﻓﻲ ﺍﻟﻐﺮﻑ ﺍﻟﺼﻔﻴﺔ ،ﻭﺗﺒﻴﻦ ﺃﻥ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺃﺛﺮ
ﻛﺒﻴﺮ ،ﻓﻲ ﺗﻨﻤﻴﺔ ﻣﻬﺎﺭﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺃﺟﻬﺰﺓ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ ،ﻓﻲ ﺿﻮء ﺍﺳﺘﺮﺍﺗﻴﺠﻴﺎﺕ ﺍﻟﺘﺪﺭﻳﺲ ﺍﻟﺤﺪﻳﺜﺔ ﻟﺪﻯ ﺍﻟﻄﻠﺒﺔ ﺍﻟﻤﻌﻠﻤﻴﻦ.
ﺩﺭﺍﺳﺔ )ﺃﺑﻮ ﺳﻮﻳﺮﺡ (2009 :ﻫﺪﻓﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺑﻨﺎء ﺑﺮﻧﺎﻣﺞ ﺗﺪﺭﻳﺒﻲ ،ﻗﺎﺋﻢ ﻋﻠﻰ ﺍﻟﺘﺼﻤﻴﻢ ﺍﻟﺘﻌﻠﻴﻤﻲ ،ﻓﻲ ﺿﻮء
ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻟﻠﻤﻌﻠﻤﻴﻦ ،ﻭﻗﻴﺎﺱ ﺃﺛﺮﻩ ،ﻓﻲ ﺗﻨﻤﻴﺔ ﺑﻌﺾ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ﻟﺪﻯ ﻣﻌﻠﻤﻲ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ،ﻭﺃﻅﻬﺮﺕ ﻧﺘﺎﺋﺠﻬﺎ ،ﻭﺟﻮﺩ
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ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ،ﻗﺒﻞ ﺗﻄﺒﻴﻖ ﺑﻄﺎﻗﺔ ﺍﻟﻤﻼﺣﻈﺔ ،ﻭﺑﻌﺪ ﺗﻄﺒﻴﻘﻬﺎ ،ﻟﺼﺎﻟﺢ ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﺒﻌﺪﻱ.
ﺩﺭﺍﺳﺔ ﺣﻤﺰﺓ ) :(2009ﻭﺍﻟﺘﻲ ﻫﺪﻓﺖ ﺇﻟﻰ ﺍﻟﻤﺴﺎﻫﻤﺔ ﻓﻲ ﺗﺤﺴﻴﻦ ﺍﺩﺍء ﺑﻌﺾ ﻣﻌﻠﻤﻲ ﺍﻟﻤﺪﺍﺭﺱ ،ﺑﻤﺤﺎﻓﻈﺔ ﺍﻟﺠﻴﺰﺓ ،ﺑﺎﻟﻤﺮﺣﻠﺔ
ﺍﻻﻋﺪﺍﺩﻳﺔ ،ﻭﺍﻟﺜﺎﻧﻮﻳﺔ ،ﻭﺭﻓﻊ ﻛﻔﺎءﺓﺗﻬﻢ ﺍﻟﻤﻬﻨﻴﺔ؛ ﻭﺫﻟﻚ ﻣﻦ ﺧﻼﻝ ﺑﺮﻣﺠﻴﺔ ﺗﺪﺭﻳﺒﻴﺔ ﻓﻲ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ ،ﻭﺗﻮﺻﻠﺖ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺍﻧﻪ ﺗﻮﺟﺪ
ﻓﺮﻭﻕ ﺑﻴﻦ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺑﻌﺾ ﻣﻌﻠﻤﻲ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺨﺎﺻﺔ ،ﻓﻲ ﺑﻄﺎﻗﺔ ﺍﻟﻤﻼﺣﻈﺔ )ﺍﻟﻘﺒﻠﻲ /ﺍﻟﺒﻌﺪﻱ ( ،ﻓﻲ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻟﻤﻬﺎﺭﻳﺔ ،ﻟﺼﺎﻟﺢ
ﺍﻟﻘﻴﺎﺱ ﺍﻟﺒﻌﺪ ،ﻭﺗﻮﺟﺪ ﻓﺮﻭﻕ ﺑﻴﻦ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺗﺤﺼﻴﻞ ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﻭﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺗﺤﺼﻴﻠﻬﻢ ﻓﻲ ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﺒﻌﺪﻱ ،ﻭﺫﻟﻚ ﻟﺼﺎﻟﺢ
ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﺒﻌﺪﻱ ،ﻭﻋﺰﻯ ﺍﻟﺒﺎﺣﺚ ﺫﻟﻚ؛ ﻟﻔﺎﻋﻠﻴﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ .ﻭﺃﺑﺮﺯ ﺗﻮﺻﻴﺎﺗﻬﺎ ﻫﻲ :ﺇﺟﺮﺍء ﺗﺪﺭﻳﺐ ﻣﺴﺘﻤﺮ ﻟﻠﻤﻌﻠﻤﻴﻦ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﻓﻲ
ﻛﻞ ﻣﻦ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻟﻨﻈﺮﻳﺔ ﻭﺍﻟﻌﻤﻠﻴﺔ.
ﺩﺭﺍﺳﺔ ) (Asif Jamil 2011ﻫﺪﻓﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ،ﺇﻟﻰ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺍﻵﺛﺎﺭ ﺍﻟﻤﺘﺮﺗﺒﺔ ﻋﻠﻰ ﺍﻟﺘﺪﺭﻳﺐ ،ﺍﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﻓﻲ ﺃﺩﺍء
ﻣﻌﻠﻤﻲ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ ،ﻣﻦ ﺃﺟﻞ ﺗﺤﺴﻴﻦ ﺍﻟﻤﺴﺘﻮﻯ ﺍﻟﻤﻌﺮﻓﻲ ﻟﻠﻄﻼﺏ ،ﻭﻛﺎﻥ ﻣﻦ ﺃﻫﻢ ﻣﺎ ﺗﻮﺻﻠﺖ ﺇﻟﻴﻪ ﻣﻦ ﻧﺘﺎﺋﺞ ،ﺃﻥ ﻫﻨﺎﻙ ﺃﻫﻤﻴﺔ ﻟﺘﺪﺭﻳﺐ
ﺍﻟﻤﻌﻠﻢ ،ﻭﺗﻨﻤﻴﺘﻪ ﻣﻬﻨﻴﺎً؛ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﻤﺘﻨﻮﻋﺔ ،ﻭﺿﺮﻭﺭﺓ ﺗﻮﻓﺮ ﻗﺎﻋﺪﺓ ﻟﻠﻤﻌﻠﻮﻣﺎﺕ ،ﺗﻜﻮﻥ ﻭﺍﺿﺤﺔ ﻟﺪﻯ ﺍﻟﻘﺎﺋﻤﻴﻦ ﻋﻠﻰ ﻋﻤﻠﻴﺔ
ﺍﻟﺘﺪﺭﻳﺐ ﻋﻦ ﻣﻨﻈﻮﻣﺔ ﺍﻟﺘﻌﻠﻴﻢ.
ﺩﺭﺍﺳﺔ ) (Sarwar 2010ﻫﺪﻓﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ،ﺇﻟﻰ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺍﻟﻤﺸﻜﻼﺕ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺑﺮﺍﻣﺞ ﺗﺪﺭﻳﺐ ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﻭﺍﻟﺤﻠﻮﻝ
ﺍﻟﻤﻘﺘﺮﺣﺔ ﻟﻬﺎ ،ﻭﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ،ﻭﻛﺎﻥ ﻣﻦ ﺃﻫﻢ ﻣﺎ ﺗﻮﺻﻠﺖ ﺇﻟﻴﻪ ﻣﻦ ﻧﺘﺎﺋﺞ ،ﺃﻥ ﻣﻮﺿﻮﻋﺎﺕ ﺑﻌﺾ ﺑﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ،ﻻ ﺗﻨﺎﺳﺐ
ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ،ﻭﺃﻥ ﺍﻟﻮﻗﺖ ﺍﻟﻤﺨﺼﺺ ﻟﻠﺘﺪﺭﻳﺐ ،ﻻ ﻳﺘﻨﺎﺳﺐ ﻣﻊ ﻣﻮﺿﻮﻋﺎﺕ ﺍﻟﺘﺪﺭﻳﺐ ،ﻭﻣﻊ ﺗﻜﺪﺱ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ﻓﻲ ﻗﺎﻋﺔ ﺍﻟﺘﺪﺭﻳﺐ.
ﺩﺭﺍﺳﺔ ) (Altun 2010ﻫﺪﻓﺖ ﺍﻟﺪﺭﺍﺳﺔ ،ﺇﻟﻰ ﺗﺤﺪﻳﺪ ،ﺃﻱ ﻧﻮﻉ ﻣﻦ ﺑﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﻳﺮﻳﺪﻩ ﺍﻟﻤﻌﻠﻤﻮﻥ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ؟ ﻭﻛﺎﻥ ﻣﻦ
ﺃﻫﻢ ﻣﺎ ﺗﻮﺻﻠﺖ ﺇﻟﻴﻪ ﺍﻟﺪﺭﺍﺳﺔ ﻣﻦ ﻧﺘﺎﺋﺞ ،ﺃﻥ ﺑﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ،ﻳﺠﺐ ﺃﻥ ﺗﻌﻄﻰ ﺍﻻﻫﺘﻤﺎﻡ ﺍﻟﻤﻄﻠﻮﺏ ،ﻭﺃﻧﻪ ﻳﺠﺐ ﺩﻋﻮﺓ ﺍﻟﻤﻌﻠﻤﻴﻦ
ﻟﻠﻤﺸﺎﺭﻛﺔ ﻓﻲ ﻫﺬﻩ ﺍﻟﺒﺮﺍﻣﺞ ،ﻭﻳﻮﺻﻰ ﺑﺄﻥ ﻳﻨﻈﻢ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﻓﻲ ﺍﻟﻤﺤﺎﻓﻈﺎﺕ ،ﺣﻴﺚ ﻳﻌﻤﻞ ﺍﻟﻤﻌﻠﻤﻮﻥ .ﻭﺍﻟﺸﺨﺺ ﺍﻟﺬﻱ ﻳﻘﻮﻡ
ﺑﺎﻟﺘﺪﺭﻳﺐ ﻳﺠﺐ ﺃﻥ ﻳﻜﻮﻥ ﻣﻦ ﺣﻤﻠﺔ ﺍﻟﺪﻛﺘﻮﺭﺍﻩ.
ﺩﺭﺍﺳﺔ ) (fok et al.,2005ﻫﺪﻓﺖ ﺇﻟﻰ ﺗﺤﺪﻳﺪ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ،ﻟﺜﻼﺙ ﻓﺌﺎﺕ ﻣﻦ ﻣﻌﻠﻤﻲ ﺍﻟﻌﻠﻮﻡ ﻓﻲ ﻫﻮﻧﺞ
ﻛﻮﻧﻎ ،ﺣﻴﺚ ﺍﺳﺘﺨﺪﻡ ﺍﻟﺒﺎﺣﺜﻮﻥ ﻟﻬﺬﺍ ﺍﻟﻐﺮﺽ ﺍﻟﻤﺴﺢ ﺍﻟﺸﺎﻣﻞ ،ﺑﻮﺍﺳﻄﺔ ﺍﺳﺘﺒﺎﻧﺔ ،ﻭﻗﺪ ﺷﺎﺭﻙ ﻓﻲ ﺍﻟﺪﺭﺍﺳﺔ ) (210ﻣﻌﻠﻤﺎ ً ﻟﻠﻌﻠﻮﻡ ،ﻭﺃﻅﻬﺮﺕ
ﺍﻟﺪﺭﺍﺳﺔ ،ﺗﻔﺎﻭﺗﺎ َ ﻭﺍﺿﺤﺎ َ ﺑﻴﻦ ﻓﺌﺎﺕ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺍﻟﺜﻼﺙ ،ﻓﻲ ﺗﺤﺪﻳﺪ ﺩﺭﺟﺔ ﺃﻫﻤﻴﺔ ﻫﺬﻩ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﻭﻛﺬﻟﻚ،ﻛﻴﻔﻴﺔ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﺍﻟﻄﻼﺏ
ﺫﻭﻱ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺨﺎﺻﺔ ،ﻭﺇﺩﺍﺭﺓ ﺍﻟﺼﻒ ،ﻭﺍﻷﻧﺸﻄﺔ ﻏﻴﺮ ﺍﻟﺼﻔﻴﺔ ،ﻭﻗﺪ ﺃﻭﺻﺖ ﺍﻟﺪﺭﺍﺳﺔ ﺑﻀﺮﻭﺭﺓ ﺑﻨﺎء ﺑﺮﺍﻣﺞ ﺗﺪﺭﻳﺒﻴﺔ ﻟﻬﻢ ﺑﻨﺎء ﻋﻠﻰ
ﺍﺣﺘﻴﺎﺟﺎﺗﻬﻢ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
ﺩﺭﺍﺳﺔ ﺍﻟﺒﻘﻌﺎﻭﻱ )2014ﻡ( :ﻫﺪﻓﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ،ﺇﻟﻰ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺃﺳﺒﺎﺏ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻋﻦ ﺍﻟﺘﺪﺭﻳﺐ ،ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ،
ﺑﻤﺮﻛﺰ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺘﺮﺑﻮﻱ ﺑﺤﻔﺮ ﺍﻟﺒﺎﻁﻦ ،ﺗﻮﺻﻠﺖ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺍﻥ ﺃﺟﻤﻊ ﺍﻟﻤﻌﻠﻤﻮﻥ ،ﻋﻠﻰ ﺃﻥ ﻣﺤﻮﺭ ﺃﺳﺒﺎﺏ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻋﻦ ﺍﻟﺘﺪﺭﻳﺐ
ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ،ﻳﺆﺛﺮ ﺑﺪﺭﺟﺔ ﻣﻮﺍﻓﻖ ،ﻓﻲ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ  ،ﺃﻣﺎ ﻣﺤﻮﺭ ﺃﺳﺒﺎﺏ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻋﻦ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ،ﻓﻴﺆﺛﺮ ﺑﺪﺭﺟﺔ
ﻣﻮﺍﻓﻖ ،ﻓﻲ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ ،ﻭﺍﺗﺠﺎﻫﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﺣﻮﻝ )ﺃﺳﺒﺎﺏ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻋﻦ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ( ﺗﺒﻌﺎ ً ﻟﻤﺘﻐﻴﺮﺍﺕ
ﺍﻟﺪﺭﺍﺳﺔ )ﺍﻟﻌﻤﺮ ,ﺍﻟﻤﺆﻫﻞ ﺍﻟﻌﻠﻤﻲ ,ﺳﻨﻮﺍﺕ ﺍﻟﺨﺪﻣﺔ ,ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ(.
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ﻣﻨﻬﺞ ﺍﻟﺪﺭﺍﺳﺔ
ﻳﺘﺒﻊ ﺍﻟﺒﺤﺚ ﺍﻟﺤﺎﻟﻲ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻟﺘﺤﻠﻴﻠﻲ.

ﺍﺟﺮﺍءﺍﺕ ﺍﻟﺪﺭﺍﺳﺔ
ﻣﺠﺘﻤﻊ ﻭﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ
ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﺸﻤﺎﻝ ﺍﻟﺮﻳﺎﺽ ،ﺍﻟﻼﺗﻲ ﺗﻠﻘﻴﻦ ﺗﺪﺭﻳﺒﺎً ﻋﻠﻰ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﻦ ﻧﻮﻉ ﺑﺮﻭﻣﻴﺜﻴﺎﻥ ،ﺑﺮﻧﺎﻣﺞ
) (ActivInspierﻭﺑﻠﻎ ﻋﺪﺩﻫﻦ  100ﻣﻌﻠﻤﺔ ،ﻭﺗﻢ ﺍﺧﺘﻴﺎﺭ ﺍﻟﻌﻴﻨﺔ ﺑﺎﻟﻄﺮﻳﻘﺔ ﺍﻟﻌﺸﻮﺍﺋﻴﺔ ،ﺷﻤﻠﺖ %50ﻣﻦ ﻣﺠﺘﻤﻊ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺬﻱ ﺿﻢ 100
ﻣﻌﻠﻤﺔ ،ﺷﻤﻠﻬﻢ ﺍﻟﺘﺪﺭﻳﺐ ،ﻭﺃﺻﺒﺤﺖ ﺍﻟﻌﻴﻨﺔ ﻣﻜﻮﻧﺔ ﻣﻦ  50ﻣﻌﻠﻤﺔ.
ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﻭﺇﺟﺮﺍءﺍﺗﻬﺎ
ﺗﺘﻤﺜﻞ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺤﺎﻟﻴﺔ ﻓﻰ ﺍﺳﺘﺒﻴﺎﻧﺔ ﻟﺘﻘﻮﻳﻢ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﻤﺪﻳﻨﺔ ﺍﻟﺮﻳﺎﺽ
ﻭﺗﻐﻄﻲ ﻫﺬﻩ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺛﻼﺙ ﻣﺤﺎﻭﺭ:

•

ﺗﻘﻴﻴﻢ ﻁﺒﻴﻌﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎً.

•

ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺎﺋﻤﺔ ﻋﻠﻰ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.

•

ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.

ﺑﻨﺎء ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﺑﻌﺪ ﺍﻻﻁﻼﻉ ﻋﻠﻰ ﺃﺩﺑﻴﺎﺕ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺤﺎﻟﻴﺔ ،ﻭﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﺴﺎﺑﻘﺔ ،ﺫﺍﺕ ﺍﻟﺼﻠﺔ ﺑﻤﻮﺿﻮﻉ ﺍﻟﺪﺭﺍﺳﺔ ،ﻛﻤﺎ ﺳﺒﻖ ﺍﻹﺷﺎﺭﺓ ﻟﻪ ﻓﻲ
ﺍﻟﺨﻠﻔﻴﺔ ﺍﻟﻨﻈﺮﻳﺔ ﻟﻠﺪﺭﺍﺳﺔ ،ﺇﺿﺎﻓﺔ ﺇﻟﻰ ﺍﻟﻤﻌﺮﻓﺔ ﺑﺠﻮﺍﻧﺐ ﺍﻟﻤﺸﻜﻠﺔ ،ﻭﺍﻹﻁﻼﻉ ﻋﻠﻴﻬﺎ ،ﻗﺎﻡ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﺘﺼﻤﻴﻢ ﺍﺳﺘﺒﺎﻧﺔ ،ﻫﺪﻓﻬﺎ ﻣﻌﺮﻓﺔ ﻣﺪﻯ ﺇﻓﺎﺩﺓ
ﺍﻟﻤﻌﻠﻤﺎﺕ ﻣﻦ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻣﻮﺟﻬﺔ ﺇﻟﻰ ﻋﻴﻨﺔ ﻣﻦ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺷﻤﺎﻝ ﺍﻟﺮﻳﺎﺽ ،ﺍﻟﻼﺗﻲ ﺗﻠﻘﻴﻦ ﺗﺪﺭﻳﺐ
ﻋﻠﻰ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﻦ ﻧﻮﻉ ﺑﺮﻭﻣﻴﺜﻴﺎﻥ ﺑﺮﻧﺎﻣﺞ ) ،(ActivInspierﻭﻣﻦ ﺧﻼﻝ ﻫﺬﻩ ﺍﻻﺳﺘﺒﺎﻧﺔ ،ﺗﻢ ﺟﻤﻊ ﺑﻴﺎﻧﺎﺕ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﻼﺯﻣﺔ
ﻟﻺﺟﺎﺑﺔ ﻋﻦ ﺗﺴﺎﺅﻻﺕ ﺍﻟﺪﺭﺍﺳﺔ ،ﻭﺗﺤﻘﻴﻖ ﺃﻫﺪﺍﻓﻬﺎ ،ﻭﺍﺷﺘﻤﻠﺖ ﻋﻠﻰ ﻣﺎ ﻳﻠﻲ:
ﺍﻟﺠﺰء ﺍﻷﻭﻝ :ﻭﻳﺸﻤﻞ ﺍﻟﺒﻴﺎﻧﺎﺕ ﺍﻷﻭﻟﻴﺔ )ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺍﻟﺸﺨﺼﻴﺔ( ،ﻭﻫﻲ ﻋﺪﺩ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ ،ﺍﻟﺘﺨﺼﺺ ،ﺍﻟﺪﻭﺭﺍﺕ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ،ﺃﻭ
ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ.
ﺍﻟﺠﺰء ﺍﻟﺜﺎﻧﻲ :ﻭﻳﺸﻤﻞ ﻣﺘﻐﻴﺮﺍﺕ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻷﺳﺎﺳﻴﺔ ،ﺍﻟﺘﻲ ﻣﻦ ﺧﻼﻟﻬﺎ ﻳﺘﻢ ﺍﺳﺘﻄﻼﻉ ﺁﺭﺍء ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ،ﻣﻦ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻭﺷﻤﻠﺖ ﺍﻟﺒﻴﺎﻧﺎﺕ
ﺍﻷﺳﺎﺳﻴﺔ ﻟﻠﺪﺭﺍﺳﺔ ،ﻭﺗﻜﻮﻧﺖ ﻣﻦ ) (50ﻋﺒﺎﺭﺓ ﻣﻮﺯﻋﺔ ﻋﻠﻰ ﻋﺪﺩ ) (3ﻣﺤﺎﻭﺭ ﺭﺋﻴﺴﻴﺔ ﻛﻤﺎ ﻳﻠﻲ:
ﺍﻟﻤﺤﻮﺭ ﺍﻷﻭﻝ :ﻭﻫﻮ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎً ،ﻭﻳﺘﻜﻮﻥ ﻣﻦ ) (15ﻋﺒﺎﺭﺓ.
ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻧﻲ :ﻭﻫﻮ ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺎﺋﻤﺔ ﻋﻠﻰ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻭﻳﺘﻜﻮﻥ ﻣﻦ ) (15ﻋﺒﺎﺭﺓ.
ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻟﺚ :ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ،ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻭﻳﺘﻜﻮﻥ ﻣﻦ ) (20ﻋﺒﺎﺭﺓ.
ﻭﻗﺪ ﺗﺒﻨﻪ ﺍﻟﺒﺎﺣﺜﺎﻥ ﻓﻲ ﺇﻋﺪﺍﺩ ﺍﻟﺠﺰء ﺍﻟﺜﺎﻧﻲ ﻣﻦ ﺍﻻﺳﺘﺒﺎﻧﺔ ،ﻭﺍﻟﺬﻱ ﻳﺤﺪﺩ ﺍﻹﺟﺎﺑﺔ ﺍﻟﻤﺤﺘﻤﻠﺔ ﻟﻜﻞ ﺳﺆﺍﻝ ﺑﺤﺜﻲ .ﺗﻢ ﺍﺳﺘﺨﺪﺍﻡ ﻣﻘﻴﺎﺱ
ﻟﻴﻜﺮﺕ ﺍﻟﻤﺘﺪﺭﺝ ﺍﻟﺮﺑﺎﻋﻲ ﻓﻲ ﺍﻟﻤﺤﻮﺭ ﺍﻷﻭﻝ ﻭﺍﻟﺜﺎﻧﻲ ﻣﻦ ﺍﻻﺳﺘﺒﺎﻧﺔ ،ﻭﺍﻟﻤﺘﺪﺭﺝ ﺍﻟﺜﻼﺛﻲ ﻓﻲ ﻣﺤﻮﺭ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺍﻟﺜﺎﻟﺚ .ﻭﻁﻠﺐ ﻣﻦ ﺍﻟﻤﻌﻠﻤﺎﺕ
ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺩﺭﺟﺔ )ﺍﻟﻤﻮﺍﻓﻘﺔ ﻋﻠﻰ ﻫﺬﻩ ﺍﻟﻌﺒﺎﺭﺍﺕ(؛ ﺑﺤﻴﺚ ﺗﺄﺧﺬ ﺍﻻﺳﺘﺠﺎﺑﺎﺕ ﺍﻟﻘﻴﻢ ﺍﻟﺘﺎﻟﻴﺔ :ﺍﻟﻤﺤﻮﺭ ﺍﻷﻭﻝ ﻭﺍﻟﺜﺎﻧﻲ :ﺃﻭﺍﻓﻖ ﺗﻤﺎﻣﺎ ً = ﺍﻟﻘﻴﻤﺔ،4
ﺃﻭﺍﻓﻖ ﺇﻟﻰ ﺣﺪ ﻣﺎ = ﺍﻟﻘﻴﻤﺔ  ،3ﻻ ﺃﻭﺍﻓﻖ = ﺍﻟﻘﻴﻤﺔ  ،2ﻻ ﺃﻭﺍﻓﻖ ﺍﻁﻼﻗﺎ ً = ﺍﻟﻘﻴﻤﺔ  ، 1ﺃﻣﺎ ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻟﺚ ﻁﻠﺐ ﻣﻨﻬﻢ ﺗﺤﺪﻳﺪ ﺩﺭﺟﺔ )ﺍﻷﺩﺍء
ﻋﻠﻰ ﺍﻟﻌﺒﺎﺭﺓ(؛ ﺑﺤﻴﺚ ﺗﺄﺧﺬ ﺍﻻﺳﺘﺠﺎﺑﺎﺕ ﺍﻟﻘﻴﻢ ﺍﻟﺘﺎﻟﻴﺔ :ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ = ﺍﻟﻘﻴﻤﺔ  ،3ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻣﺘﻮﺳﻄﺔ = ﺍﻟﻘﻴﻤﺔ ،2ﻟﻢ ﺗﺆﺩ = ﺍﻟﻘﻴﻤﺔ.1
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ﺻﺪﻕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﺘﺤﻘﻖ ﻣﻦ ﺻﺪﻕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ،ﻳﻌﻨﻲ ﺍﻟﺘﺄﻛﺪ ﻣﻦ ﺃﻧﻬﺎ ﺳﻮﻑ ﺗﻘﻴﺲ ﻣﺎ ﺃﻋﺪﺕ ﻟﻘﻴﺎﺳﻪ ،ﻳﻘﺼﺪ ﺑﺎﻟﺼﺪﻕ ﺃﻳﻀﺎ ً " ﺷﻤﻮﻝ ﺍﻻﺳﺘﺒﺎﻧﺔ
ﻟﻜﻞ ﺍﻟﻌﻨﺎﺻﺮ ﺍﻟﺘﻲ ﻳﺠﺐ ﺃﻥ ﺗﺪﺧﻞ ﻓﻲ ﺍﻟﺘﺤﻠﻴﻞ ،ﻭﻭﺿﻮﺡ ﻓﻘﺮﺍﺗﻬﺎ ﻭﻣﻔﺮﺩﺍﺗﻬﺎ .ﻭﻗﺪ ﻗﺎﻡ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﺎﻟﺘﺄﻛﺪ ﻣﻦ ﺻﺪﻕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﻣﻦ ﺧﻼﻝ:
ﺃ – ﺍﻟﺼﺪﻕ ﺍﻟﻈﺎﻫﺮﻱ ﻟﻸﺩﺍﺓ :ﺻﺪﻕ ﺍﻟﻤﺤﻜﻤﻴﻦ :ﺣﻴﺚ ﻋﺮﺿﺖ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻷﺳﺎﺗﺬﺓ ﺍﻟﻤﺘﺨﺼﺼﻴﻦ ،ﻓﻲ ﻛ ٍﻞ ﻣﻦ ﻣﺠﺎﻝ
ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ،ﻭﻁﻠﺐ ﻣﻨﻬﻢ ﺍﻟﺤﻜﻢ ﻋﻠﻰ ﻣﺪﻯ ﻛﻮﻥ ﻋﺒﺎﺭﺍﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﺗﻘﻴﺲ ﻣﺎ ﺃﻋﺪﺕ ﻟﻘﻴﺎﺳﻪ؛ ﺣﻴﺚ
ﻭﺍﻓﻘﺖ ﺍﻟﻐﺎﻟﺒﻴﺔ ﺍﻟﻌﻈﻤﻰ ﻣﻦ ﺍﻟﻤﺤﻜﻤﻴﻦ ﻋﻠﻰ ﺫﻟﻚ ،ﻭﺍﻟﻤﻠﺤﻮﻅﺎﺕ ﺫﺍﺕ ﺍﻟﻘﻴﻤﺔ ،ﺃُﺧﺬ ﺑﻬﺎ ﻓﻲ ﺍﻟﺼﻴﺎﻏﺔ ﺍﻟﻨﻬﺎﺋﻴﺔ ﻟﻌﺒﺎﺭﺍﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ.
ﺏ – ﺻﺪﻕ ﺍﻻﺗﺴﺎﻕ ﺍﻟﺪﺍﺧﻠﻲ ﻟﻸﺩﺍﺓ :ﺑﻌﺪ ﺃﻥ ﻗﺎﻡ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﺎﻟﺘﺄﻛﺪ ﻣﻦ ﺍﻟﺼﺪﻕ ﺍﻟﻈﺎﻫﺮﻱ ﻷﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ،ﺗﻢ ﺍﻟﺘﺤﻘﻖ ﻣﻦ ﺻﺪﻕ ﺍﻻﺗﺴﺎﻕ
ﺍﻟﺪﺍﺧﻠﻲ؛ ﻭﺫﻟﻚ ﻣﻦ ﺧﻼﻝ ﺗﻄﺒﻴﻘﻬﻤﺎ ﻋﻠﻰ ﺍﻟﻌﻴﻨﺔ ﺍﻻﺳﺘﻄﻼﻋﻴﺔ ﻏﻴﺮ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ،ﻭﺗﻤﺜﻠﺖ ﻓﻲ ﻋﺪﺩ ) (20ﻣﻌﻠﻤﺔ ،ﻭﺑﻌﺪ ﺫﻟﻚ ﺗﻢ ﺣًﺴﺎﺏ
ﺻﺪﻕ ﺍﻻﺗﺴﺎﻕ ﺍﻟﺪﺍﺧﻠﻲ ،ﺑﺎﺳﺘﺨﺪﺍﻡ ﻣﻌﺎﻣﻞ ﺍﺭﺗﺒﺎﻁ ﺑﻴﺮﺳﻮﻥ ،ﻟﻘﻴﺎﺱ ﺍﻟﻌﻼﻗﺔ ﺑﻴﻦ ﺩﺭﺟﺔ ﻛﻞ ﻋﺒﺎﺭﺓ ،ﻭﺍﻟﺪﺭﺟﺔ ﺍﻟﻜﻠﻴﺔ ﻟﻠﻤﺤﻮﺭ ﺍﻟﺬﻱ ﺗﻨﺘﻤﻲ ﺇﻟﻴﻪ
ﻭﺍﻟﺠﺪﻭﻝ ﺍﻟﺘﺎﻟﻲ ﻳﻮﺿﺢ ﻫﺬﻩ ﺍﻟﻌﻼﻗﺔ.

ﺟﺪﻭﻝ ) :(1ﻣﻌﺎﻣﻼﺕ ﺍﺭﺗﺒﺎﻁ ﺑﻴﺮﺳﻮﻥ ﻟﻌﺒﺎﺭﺍﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﺑﺎﻟﺪﺭﺟﺔ ﺍﻟﻜﻠﻴﺔ ﻟﻠﻤﺤﻮﺭ ﺍﻟﺘﻲ ﺗﻨﺘﻤﻲ ﺇﻟﻴﻪ
ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻟﺚ
ﺍﻟﻤﺤﻮﺭ ﺍﻟﺜﺎﻧﻲ
ﺍﻟﻤﺤﻮﺭ ﺍﻷﻭﻝ
ﺭﻗﻢ
ﺭﻗﻢ
ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ
ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ
ﻣﻌﺎﻣﻞ ﺍﻻﺭﺗﺒﺎﻁ
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ﻳﺒﻴﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ،ﺃﻥ ﻗﻴﻢ ﻣﻌﺎﻣﻞ ﺍﺭﺗﺒﺎﻁ ﻋﺒﺎﺭﺍﺕ ﺍﻟﺪﺭﺍﺳﺔ ،ﻣﻊ ﺍﻟﺪﺭﺟﺔ ﺍﻟﻜﻠﻴﺔ ﻟﻠﻤﺤﻮﺭ ﺍﻟﺬﻱ ﺗﻨﺘﻤﻲ ﺇﻟﻴﻪ ،ﻣﻮﺟﺒﺔ ،ﻭﺩﺍﻟﺔ ﺇﺣﺼﺎﺋﻴﺎً ،ﻋﻨﺪ
ﻣﺴﺘﻮﻯ ﺩﻻﻟﺔ ) (0.01ﻟﺠﻤﻴﻊ ﻋﺒﺎﺭﺍﺕ ﺍﻟﻤﻘﻴﺎﺱ.

ﺛﺒﺎﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﻟﻘﻴﺎﺱ ﻣﺪﻯ ﺛﺒﺎﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ،ﻣﻦ ﺧﻼﻝ ﺍﻟﺘﻄﺒﻴﻖ ﻋﻠﻰ ﺍﻟﻌﻴﻨﺔ ﺍﻻﺳﺘﻄﻼﻋﻴﺔ ،ﺍﺳﺘﺨﺪﻡ ﺍﻟﺒﺎﺣﺜﺎﻥ )ﻣﻌﺎﺩﻟﺔ ﺃﻟﻔﺎ ﻛﺮﻭﻧﺒﺎﺥ(
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)) ،(Cronbach's Alpha (αﻟﻠﺘﺄﻛﺪ ﻣﻦ ﺛﺒﺎﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ،ﻛﻤﺎ ﻫﻮ ﻣﺒﻴﻦ ﺑﺎﻟﺠﺪﻭﻝ ).(2

ﺟﺪﻭﻝ ) :(2ﻣﻌﺎﻣﻞ ﺃﻟﻔﺎ ﻛﺮﻧﺒﺎﺥ ﻟﻘﻴﺎﺱ ﺛﺒﺎﺕ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﻋﺪﺩ
ﻣﺤﺎﻭﺭ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﻌﺒﺎﺭﺍﺕ

ﺛﺒﺎﺕ ﺍﻟﻤﺤﻮﺭ

ﺗﻘﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
ﻣﺴﺒﻘﺎً

15

92%

ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ

15

95%

ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ
ﺍﻟﺬﻛﻴﺔ

20

93%

ﺍﻟﺜﺒﺎﺕ ﺍﻟﻌﺎﻡ ﻷﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ

50

93%

ﻳﺘﻀﺢ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ،ﺃﻥ ﻣﻌﺎﻣﻞ ﺍﻟﺜﺒﺎﺕ ﺗﺮﺍﻭﺡ ﻣﺎ ﺑﻴﻦ )  (0.92ﺇﻟﻰ ) ،(0.95ﺑﻴﻨﻤﺎ ﺑﻠﻎ ﻣﻌﺎﻣﻞ ﺍﻟﺜﺒﺎﺕ ﺍﻟﻌﺎﻡ ﻷﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
) ،(0.93ﻭﻫﺬﺍ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ﺗﺘﻤﺘﻊ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ ﻣﻦ ﺍﻟﺜﺒﺎﺕ ،ﻳﻤﻜﻦ ﺍﻻﻋﺘﻤﺎﺩ ﻋﻠﻴﻬﺎ ﻓﻲ ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﻤﻴﺪﺍﻧﻲ ﻟﻠﺪﺭﺍﺳﺔ.

ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﻤﻴﺪﺍﻧﻲ ﻷﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﻗﺎﻡ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﺘﻄﺒﻴﻖ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ ،ﻋﻠﻰ ﻋﻴﻨﺔ ﻣﻦ ﻣﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﺑﺸﻤﺎﻝ ﺍﻟﺮﻳﺎﺽ ،ﺍﻟﻼﺋﻲ ﺗﻠﻘﻴﻦ ﺗﺪﺭﻳﺒﺎ ً ﻋﻠﻰ
ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﻦ ﻧﻮﻉ ﺑﺮﻭﻣﻴﺜﻴﺎﻥ ﺑﺮﻧﺎﻣﺞ ) ،(ActivInspierﻭﺑﻠﻎ ﻋﺪﺩﻫﻦ ) ،(50ﻓﻲ ﻋﺪﺩ ﻣﻦ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺤﻜﻮﻣﻴﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ
ﻭﻗﺒﻞ ﺍﻟﺒﺪء ﻓﻲ ﺗﻮﺯﻳﻊ ﺍﻹﺳﺘﺒﺎﻧﺎﺕ ﺗﻢ ﺍﻟﺘﻮﺍﺻﻞ ﻣﻊ ﺇﺩﺍﺭﺓ ﺍﻟﺘﺠﻬﻴﺰﺍﺕ ﺍﻟﻤﺪﺭﺳﻴﺔ ﻗﺴﻢ ﺍﻟﺘﻘﻨﻴﺎﺕ ،ﻟﻠﺮﺟﻮﻉ ﺇﻟﻰ ﻗﻮﺍﻋﺪ ﺍﻟﺒﻴﺎﻧﺎﺕ ﻟﻠﺘﺄﻛﺪ ﻣﻦ ﺃﺳﻤﺎء
ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺘﻲ ﺗﺤﺘﻮﻱ ﻋﻠﻰ ﺳﺒﻮﺭﺓ ﺑﺮﻭﻣﻴﺜﻴﺎﻥ ﻭﺍﻟﺒﺮﻧﺎﻣﺞ ) (ActivInspierﺑﺪﺃﻭ ﺑﺜﺎﻧﻮﻳﺔ  161ﻭﺗﻢ ﺗﺰﻭﻳﺪﻫﻢ  20ﺍﺳﺘﺒﺎﻧﺔ ﻭﻫﻲ ﺃﻛﺜﺮ
ﻣﺪﺭﺳﺔ ﺗﻌﺎﻭﻧﺖ ﻣﻌﻬﻢ ﻭﻟﻜﻦ ﻳﻮﺟﺪ ﻋﺪﺩ ﻣﻨﻬﻦ ﻟﻢ ﻳﻜﻤﻠﻦ ﺗﻌﺒﺌﺔ ﺍﻷﺳﺘﺒﺎﻧﺔ ﻭﻗﺪ ﺗﻤﺖ ﻛﺘﺎﺑﺔ ﺑﻌﺾ ﺍﻟﻤﻼﺣﻈﺎﺕ ﺳﻨﺬﻛﺮ ﻋﺪﺩ ﻣﻨﻬﺎ )ﻟﻦ ﺃﻛﻤﻞ ﻷﻧﻨﺎ
ﺃﺧﺬﻧﺎ ﺷﺒﻪ ﺩﻭﺭﺓ() ،ﻟﻢ ﺃﺗﻠﻘﻰ ﺩﻭﺭﺓ ﺑﺸﻜﻞ ﺭﺳﻤﻲ ﻣﺠﺮﺩ ﺍﺟﺘﻬﺎﺩﺍﺕ ﺷﺨﺼﻴﺔ ﻣﻦ ﻣﻌﻠﻤﺔ ﻓﻲ ﻣﺪﺭﺳﺘﻲ ﻟﻤﺪﺓ ﺣﺼﺔ ﻭﺍﺣﺪﺓ( ﺛﻢ ﺗﻮﺟﻬﻨﺎ ﻟﻠﺜﺎﻧﻮﻳﺔ
 158ﺣﻴﺚ ﺗﻌﺎﻭﻧﻮ ﻣﻌﻬﻢ ﻟﻴﺘﻢ ﺗﺰﻭﻳﺪﻫﻢ ﺏ 20ﺍﺳﺘﺒﺎﻧﺔ ﻭﻳﺘﻢ ﺗﻌﺒﺌﺔ ﺛﻤﺎﻥ ﻓﻘﻂ ﻭﺍﻧﺘﻈﺮﻧﺎ ﺃﺳﺒﻮﻉ ﺣﺘﻰ ﺇﻛﺘﻤﻞ ﻫﺬﺍ ﺍﻟﻌﺪﺩ ،ﻭﺑﻌﺪ ﺫﻟﻚ ﺗﻮﺍﺻﻠﻨﺎ ﻣﻊ
ﺍﻟﺜﺎﻧﻮﻳﺔ  45ﻭﻁﻠﺒﻮ ﻣﻨﻬﻢ ﺇﺣﻀﺎﺭ ﻋﺸﺮ ﺍﺳﺘﺒﺎﻧﺎﺕ ﻟﻴﺘﻢ ﺗﻌﺒﺌﺔ  5ﻓﻘﻂ ،ﻭﻓﻲ ﺍﻟﻴﻮﻡ ﺍﻟﺜﺎﻧﻲ ﺫﻫﺒﻨﺎ ﻟﻠﺜﺎﻧﻮﻳﺔ  65ﻭﻁﻠﺒﻮ ﻣﻨﻨﺎ ﺇﺣﻀﺎﺭ  5ﺍﺳﺘﺒﺎﻧﺎﺕ
ﻭﻟﻢ ﻳﺘﻢ ﺗﻌﺒﺌﺔ ﺇﻻ  3ﻓﻘﻂ ،ﻭﺍﻟﺜﺎﻧﻮﻳﺔ  117ﻭﺣﺎﻭﻟﻨﺎ ﺇﻗﻨﺎﻉ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻭﻟﻢ ﻳﺘﻢ ﺗﻌﺒﺌﺔ ﺇﻻ  3ﻓﻘﻂ ﺣﻴﺚ ﺃﺷﺎﺭﺕ ﺃﺣﺪ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺃﻧﻬﺎ ﺣﻀﺮﺕ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﻜﻦ ﺫﻛﺮﺕ ﺃﻧﻬﺎ ﻟﻢ ﺗﺴﺘﻔﺪ ﺑﺴﺒﺐ ﺗﺮﻛﻴﺰ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺟﻠﺴﺔ ﻣﻦ ﺍﻟﺠﻠﺴﺎﺕ ﻋﻠﻰ ﺍﻷﺩﻭﺍﺕ ﺍﻟﺘﻲ ﺗﺴﺘﺨﺪﻣﻬﺎ ﻣﻌﻠﻤﺔ
ﺍﻟﺮﻳﺎﺿﻴﺎﺕ ﻭﻫﻲ ﺗﺨﺼﺼﻬﺎ ﻋﻠﻢ ﻧﻔﺲ ﻭﺗﻄﺎﻟﺐ ﺑﺠﻤﻊ ﻣﻌﻠﻤﺎﺕ ﺍﻟﺘﺨﺼﺺ ﺍﻟﻮﺍﺣﺪ ﻣﻌﺎ ً ﺣﺘﻰ ﺗﻜﻮﻥ ﺍﻟﻔﺎﺋﺪﺓ ﺃﻛﺒﺮ ،ﺛﻢ ﺑﻌﺪ ﺫﻟﻚ ﺫﻫﺒﻨﺎ ﻟﺜﺎﻧﻮﻳﺔ
 25ﻭﻣﺎﺯﺍﻟﺖ ﺍﻷﻋﺪﺍﺩ ﻗﻠﻴﻠﺔ ﺭﻏﻢ ﺗﺪﺭﻳﺐ ﻋﺪﺩ ﻛﺒﻴﺮ ﻭﻟﻜﻦ ﻛﺜﻴﺮ ﻣﻦ ﺍﻟﻤﺪﺍﺭﺱ ﺗﺼﺮ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺑﻌﺪﻡ ﺗﻌﺒﺌﺔ ﺍﻹﺳﺘﺒﺎﻧﺔ ﺑﺴﺒﺐ ﺃﻧﻬﻦ ﺗﻠﻘﻴﻦ ﺷﺒﻪ
ﺩﻭﺭﺓ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﻭﺍﻟﺒﻌﺾ ﻳﺤﺎﻭﻝ ﺍﻹﻗﻨﺎﻉ ﺃﻥ ﺍﻟﻮﻗﺖ ﻛﺎﻥ ﻗﺼﻴﺮ ،ﺍﻟﻴﻮﻡ ﺍﻟﺜﺎﻟﺚ ﺫﻫﺒﻨﺎ ﻟﻠﺜﺎﻧﻮﻳﺔ  120ﻭﺗﻢ ﺍﻟﺘﻮﺍﺻﻞ ﻣﻊ ﺍﻟﻤﺪﻳﺮﺓ ﻭﻁﻠﺒﺖ
ﺍﺳﺘﺒﺎﻧﺔ ﻭﺍﺣﺪﺓ ﻓﻘﻂ ﻭﺍﻟﺴﺒﺐ ﻣﻌﻠﻤﺔ ﻭﺍﺣﺪﺓ ﻣﻦ ﺗﻠﻘﺖ ﺍﻟﺘﺪﺭﻳﺐ ﺧﻼﻝ ﺍﻟﻔﺼﻞ ﺍﻟﺪﺭﺍﺳﻲ ﺍﻷﻭﻝ ﻭﻟﻢ ﻳﺘﻢ ﺗﺪﺭﻳﺐ ﺯﻣﻴﻼﺗﻬﺎ ،ﺛﻢ ﺗﻮﺟﻬﻨﺎ ﻟﻠﺜﺎﻧﻮﻳﺔ
 35ﻭﻭﺿﺤﻨﺎ ﻟﻬﻢ ﻛﻤﺎ ﻭﺿﺤﻨﺎ ﻟﺒﻘﻴﺔ ﺍﻟﻤﺪﺍﺭﺱ ﺃﻥ ﻣﻦ ﺗﻘﻮﻡ ﺑﺘﻌﺒﺌﺔ ﺍﻻﺳﺘﺒﺎﻧﺔ ﻣﻦ ﺗﻠﻘﺖ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﺘﺮﻓﺾ ﺇﺣﺪﻯ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺑﺴﺒﺐ
ﺿﻐﻂ ﺍﻟﺤﺼﺺ ﻭﺑﻌﻀﻬﻦ ﻻﺗﻌﺮﻑ ﻧﻮﻉ ﺍﻟﺴﺒﻮﺭﺓ ﻭﺗﻤﺖ ﺗﻌﺒﺌﺔ ﺍﺳﺘﺒﺎﻧﺘﻴﻦ ،ﺍﻧﺘﻘﻠﻨﺎ ﻟﻠﺜﺎﻧﻮﻳﺔ 124ﻟﻴﺘﻢ ﺗﻌﺒﺌﺔ ﺃﻋﺪﺍﺩ ﻗﻠﻴﻠﺔ ﺟﺪﺍً ،ﻭﻓﻲ ﺍﻟﺜﺎﻧﻮﻳﺔ
 68ﺍﻟﺘﻘﻴﻨﺎ ﺑﻮﻛﻴﻠﺔ ﺍﻟﻤﺪﺭﺳﺔ ﺛﻢ ﺑﻌﺪﻫﺎ ﻟﻠﻤﻌﻠﻤﺎﺕ ﺣﻴﺚ ﺃﻛﺪﺕ ﺟﻤﻴﻊ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺃﻧﻪ ﻻﺗﻮﺟﺪ ﺳﺒﻮﺭﺓ ﻣﻦ ﻫﺬﺍ ﺍﻟﻨﻮﻉ ﻓﻲ ﺍﻟﻤﺪﺭﺳﺔ ﻭﺑﻌﺪﻫﺎ ﺧﺮﺟﻨﺎ
ﻭﺗﻮﺍﺻﻠﻨﺎ ﻣﻊ ﺇﺣﺪﻯ ﺍﻟﻤﺸﺮﻓﺎﺕ ﻓﻲ ﺍﻟﺘﻘﻨﻴﺎﺕ ﻭﺃﻛﺪﺕ ﻭﺟﻮﺩ ﺳﺒﻮﺭﺓ ﻓﻲ ﺍﻟﻤﺪﺭﺳﺔ  ..ﻟﻜﻦ ﻳﺒﻘﻰ ﺍﻟﺴﺆﺍﻝ ﺃﻳﻦ ﺍﻟﺴﺒﻮﺭﺓ ؟ ﻭﻟﻤﺎﺫﺍ ﻻ ﺗﺴﺘﺨﺪﻡ؟
ﻭﺧﺘﺎﻡ ﺍﻟﻤﺪﺍﺭﺱ ﺙ ﺍﻟﺪﺭﻋﻴﺔ ﺍﻷﻭﻟﻰ ,ﺙ ﺍﻟﺪﺭﻋﻴﺔ ﺍﻟﺜﺎﻧﻴﺔ ،ﺙ  81ﻟﻴﺘﻢ ﺗﺴﻠﻴﻢ ﺍﻻﺳﺘﺒﺎﻧﺎﺕ ﻭﺍﻻﺗﺼﺎﻝ ﻓﻲ ﺣﺎﻟﺔ ﺗﻤﺖ ﺍﻟﺘﻌﺒﺌﺔ  ..ﺣﻘﻴﻘﺔ ﺍﻟﻤﻌﺎﻧﺎﺓ
ﻓﻲ ﻋﻤﻠﻴﺔ ﺟﻤﻊ ﺍﻻﺳﺘﺒﺎﻧﺎﺕ ﻣﻦ ﺍﻟﻤﺪﺍﺭﺱ ﺑﻌﺪ ﺗﻮﺯﻳﻌﻬﺎ ﻓﻘﺪ ﺍﻧﺘﻈﺮﻧﺎ ﺃﻛﺜﺮ ﻣﻦ ﺇﺳﺒﻮﻋﻴﻦ ﻭﻧﺤﻦ ﻧﺘﻮﺍﺻﻞ ﻣﻊ ﺍﻟﻤﺪﺍﺭﺱ ﺣﺘﻰ ﻧﺠﻤﻌﻬﺎ ﻓﻲ
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ﺍﻟﻔﺘﺮﺓ ﻣﻦ 1436/6/9ﻩ ﺇﻟﻰ 1436/7/9ﻩ؛ ﺣﻴﺚ ﺗﻢ ﺗﻮﺯﻳﻊ ﻋﺪﺩ  80ﺍﺳﺘﺒﺎﻧﺔ ،ﻭﺗﻢ ﺗﺠﻤﻴﻊ ﻋﺪﺩ ) (50ﺍﺳﺘﺒﺎﻧﺔ ,ﻭﻗﺪ ﻭﺍﺟﻪ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﻌﺾ
ﺍﻟﻤﺸﻜﻼﺕ ﺃﺛﻨﺎء ﺍﻟﺘﻄﺒﻴﻖ ،ﻭﻣﻨﻬﺎ :ﻋﺪﻡ ﺗﺠﺎﻭﺏ ﺑﻌﺾ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﺻﻌﻮﺑﺔ ﺍﻟﻮﺻﻮﻝ ﻟﻠﻤﺪﺍﺭﺱ ،ﻭﺍﻋﺘﺬﺍﺭ ﺑﻌﺾ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻋﻦ ﺍﻟﺘﻌﺒﺌﺔ ﺑﺴﺒﺐ
ﺿﻐﻂ ﺍﻟﺤﺼﺺ ،ﻋﺪﻡ ﻣﻌﺮﻓﺔ ﻧﻮﻉ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺘﻲ ﺗﺴﺘﺨﺪﻣﻬﺎ .

ﺗﺤﻠﻴﻞ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ﻭﺗﻔﺴﻴﺮﻫﺎ
ﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﻤﺘﻌﻠﻘﺔ ﺑﻮﺻﻒ ﻣﻔﺮﺩﺍﺕ ﺍﻟﺪﺭﺍﺳﺔ
ﻓﻲ ﺿﻮء ﺍﻟﻤﺘﻐﻴﺮﺍﺕ ﺍﻟﻤﺴﺘﻘﻠﺔ ،ﺍﻟﻤﺘﻌﻠﻘﺔ ﺑﺨﺼﺎﺋﺺ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻟﻤﻔﺮﺩﺍﺕ )ﺍﻟﺘﺨﺼﺺ ﺍﻟﻮﻅﻴﻔﻲ –ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ –
ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ( ﻳﻤﻜﻦ ﺗﺤﺪﻳﺪ ﺧﺼﺎﺋﺺ ﻣﻔﺮﺩﺍﺕ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﺍﻟﻨﺤﻮ ﺍﻟﺘﺎﻟﻲ:

ﺟﺪﻭﻝ ) :(3ﻳﻮﺿﺢ ﺍﻟﺘﻜﺮﺍﺭﺕ ﻭﺍﻟﻨﺴﺐ ﺍﻟﻤﺌﻮﻳﺔ ﻟﻌﺪﺩ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ
ﺍﻟﻨﺴﺒﺔ
ﺍﻟﺘﻜﺮﺍﺭ
ﻣﻦ10-5ﺳﻨﻮﺍﺕ

4

%8.0

ﻣﻦ15-10ﺳﻨﺔ

9

%18.0

ﻣﻦ  15ﻓﺄﻛﺜﺮ

37

%74.0

ﺍﻟﻤﺠﻤﻮﻉ

50

%100.0

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ،ﺃﻥ ﻏﺎﻟﺒﻴﺔ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺳﻨﻮﺍﺕ ﺧﺒﺮﺗﻬﻦ  15ﺳﻨﺔ ﻓﺄﻛﺜﺮ ،ﻭﺫﻟﻚ ﺑﻨﺴﺒﺔ ﺑﻠﻐﺖ ) ،(%74.0ﺑﻴﻨﻤﺎ
ﺑﻠﻐﺖ ﻧﺴﺒﺔ ﺍﻟﻼﺋﻲ ﺳﻨﻮﺍﺕ ﺧﺒﺮﺗﻬﻦ ﺗﺘﺮﺍﻭﺡ ﻣﺎ ﺑﻴﻦ  10ﺇﻟﻰ  15ﺳﻨﺔ ) ،(%18.0ﺃﻣﺎ ﺍﻟﻼﺋﻲ ﺳﻨﻮﺍﺕ ﺧﺒﺮﺗﻬﻦ ﻣﻦ  5ﺇﻟﻰ  10ﺳﻨﻮﺍﺕ ،ﻓﻘﺪ
ﺑﻠﻐﺖ ﻧﺴﺒﺘﻬﻦ ).(%8.0

ﺍﻟﺘﺨﺼﺺ

539

ﺟﺪﻭﻝ ) :(4ﻳﻮﺿﺢ ﺍﻟﺘﻜﺮﺍﺭﺕ ﻭﺍﻟﻨﺴﺐ ﺍﻟﻤﺌﻮﻳﺔ ﻟﻠﺘﺨﺼﺺ
ﺍﻟﻨﺴﺒﺔ
ﺍﻟﺘﻜﺮﺍﺭ

ﺭﻳﺎﺿﻴﺎﺕ

8

%16.0

ﺃﺣﻴﺎء

3

%6.0

ﻛﻴﻤﻴﺎء

8

%16.0

ﻓﻴﺰﻳﺎء

3

%6.0

ﺩﻳﻦ

9

%18.0

ﻋﻠﻢ ﻧﻔﺲ

3

%6.0

ﻟﻐﺔ ﻋﺮﺑﻴﺔ

2

%4.0

ﻟﻐﺔ ﺇﻧﺠﻠﻴﺰﻳﺔ

3

%6.0

ﻋﻠﻢ ﺍﺟﺘﻤﺎﻉ

2

%4.0

ﺗﺎﺭﻳﺦ

1

%2.0

ﻣﻜﺘﺒﺔ

1

%2.0

ﺣﺎﺳﺐ ﺁﻟﻲ

5

%10.0

ﺍﺟﺘﻤﺎﻋﻴﺎﺕ

1

%2.0

ﺃﺳﺮﻳﺔ

1

%2.0

ﺍﻟﻤﺠﻤﻮﻉ

50

%100.0
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ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ،ﺃﻥ ﻏﺎﻟﺒﻴﺔ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺗﺨﺼﺼﻬﻦ ﺩﻳﻦ ،ﻭﺫﻟﻚ ﺑﻨﺴﺒﺔ ﺑﻠﻐﺖ ) ،(%18.0ﺑﻴﻨﻤﺎ ﻛﺎﻧﺖ ﺍﻟﻨﺴﺒﺔ
ﻣﺘﺴﺎﻭﻳﺔ ﻟﻼﺋﻲ ﺗﺨﺼﺼﻬﻦ ﺭﻳﺎﺿﻴﺎﺕ ﻭﻛﻴﻤﻴﺎء ) ،(%16.0ﻭﺑﻠﻐﺖ ﻧﺴﺒﺔ ﺍﻟﻼﺋﻲ ﺗﺨﺼﺼﻬﻦ ﺣﺎﺳﺐ ﺁﻟﻲ ) ،(%10.0ﻭﻛﺎﻧﺖ ﺍﻟﻨﺴﺒﺔ
ﻣﺘﺴﺎﻭﻳﺔ ﻟﻼﺋﻲ ﺗﺨﺼﺼﻬﻦ ﺃﺣﻴﺎء ،ﻭﻋﻠﻢ ﻧﻔﺲ ،ﻭﻟﻐﺔ ﺇﻧﺠﻠﻴﺰﻳﺔ؛ ﺣﻴﺚ ﺑﻠﻐﺖ ) ،(%6.0ﻭﻛﺎﻧﺖ ﺍﻟﻨﺴﺒﺔ ﻣﺘﺴﺎﻭﻳﺔ ﻟﻼﺋﻲ ﺗﺨﺼﺼﻬﻦ ﻟﻐﺔ
ﻋﺮﺑﻴﺔ ﻭﻋﻠﻢ ﺍﺟﺘﻤﺎﻉ؛ ﺣﻴﺚ ﺑﻠﻐﺖ ) ،(%4.0ﻭﻛﺎﻧﺖ ﺍﻟﻨﺴﺒﺔ ﻣﺘﺴﺎﻭﻳﺔ ﻟﻜﻞ ﻣﻦ ﺍﻟﻼﺋﻲ ﺗﺨﺼﺼﻬﻦ ﺗﺎﺭﻳﺦ ،ﻭﻣﻜﺘﺒﺔ ،ﻭﺍﺟﺘﻤﺎﻋﻴﺎﺕ ،ﻭﺃﺳﺮﻳﺔ؛
ﺣﻴﺚ ﺑﻠﻐﺖ ).(%2.0

ﺟﺪﻭﻝ ) :(5ﻳﻮﺿﺢ ﺍﻟﺘﻜﺮﺍﺭﺕ ﻭﺍﻟﻨﺴﺐ ﺍﻟﻤﺌﻮﻳﺔ ﻟﻠﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ
ﺍﻟﻨﺴﺒﺔ
ﺍﻟﺘﻜﺮﺍﺭ
ﺍﻟﺪﻭﺭﺍﺕ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ
ﻳﻮﺟﺪ

48

96.0

ﻻ ﻳﻮﺟﺪ

2

4.0

ﺍﻟﻤﺠﻤﻮﻉ

50

100.0

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ،ﺃﻥ ﻏﺎﻟﺒﻴﺔ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ،ﻟﺪﻳﻬﻦ ﺩﻭﺭﺍﺕ ﺗﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ،ﻭﺫﻟﻚ
ﺑﻨﺴﺒﺔ ﺑﻠﻐﺖ ) ،(%96.0ﺑﻴﻨﻤﺎ ﺑﻠﻐﺖ ﻧﺴﺒﺔ ﺍﻟﻼﺋﻲ ﻟﻴﺲ ﻟﺪﻳﻬﻦ ﺩﻭﺭﺍﺕ ﺗﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ).(%4.0

ﻋﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ

ﺟﺪﻭﻝ ) :(6ﻳﻮﺿﺢ ﺍﻟﺘﻜﺮﺍﺭﺕ ﻭﺍﻟﻨﺴﺐ ﺍﻟﻤﺌﻮﻳﺔ ﻟﻌﺪﺩ ﺍﻟﺪﻭﺭﺍﺕ
ﺍﻟﺘﻜﺮﺍﺭ

ﺍﻟﻨﺴﺒﺔ

ﺩﻭﺭﺓ ﺗﺪﺭﻳﺒﻴﺔ ﻭﺍﺣﺪﺓ

11

22.0

ﺩﻭﺭﺗﺎﻥ ﺗﺪﺭﻳﺒﻴﺘﺎﻥ

3

6.0

ﺛﻼﺛﺔ ﺩﻭﺭﺍﺕ ﺗﺪﺭﻳﺒﻴﺔ

1

2.0

ﺳﺖ ﺩﻭﺭﺍﺕ ﺗﺪﺭﻳﺒﻴﺔ

2

4.0

ﺍﻟﻤﺠﻤﻮﻉ

17

34.0

ﻟﻢ ﻳﺒﻴﻦ

33

66.0

ﺍﻟﻤﺠﻤﻮﻉ

50

100.0

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ،ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ،ﺍﻟﻼﺋﻲ ﻟﺪﻳﻬﻦ ﺩﻭﺭﺓ ﺗﺪﺭﻳﺒﻴﺔ ﻭﺍﺣﺪﺓ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ،ﺑﻠﻐﺖ
ﻧﺴﺒﺘﻬﻦ ) ،(%22.0ﺑﻴﻨﻤﺎ ﺑﻠﻐﺖ ﻧﺴﺒﺔ ﺍﻟﻼﺋﻲ ﻟﺪﻳﻬﻦ ﺩﻭﺭﺗﺎﻥ ﺗﺪﺭﻳﺒﻴﺘﺎﻥ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ) .(%6.0ﺑﻠﻐﺖ ﻧﺴﺒﺔ ﺍﻟﻼﺋﻲ
ﻟﺪﻳﻬﻦ ﺳﺖ ﺩﻭﺭﺍﺕ ﺗﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ) ،(%4.0ﺃﻣﺎ ﺍﻟﻼﺋﻲ ﻟﺪﻳﻬﻦ ﺛﻼﺛﺔ ﺩﻭﺭﺍﺕ ﺗﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ
ﻭﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻘﺪ ﺑﻠﻐﺖ ﻧﺴﺒﺘﻬﻦ ).(%2.0

ﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﻤﺘﻌﻠﻘﺔ ﺑﺎﻟﻔﺮﻭﻕ ﻓﻲ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﻔﺮﻭﻕ ﺑﺎﺧﺘﻼﻑ ﻣﺘﻐﻴﺮ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ
ﺟﺪﻭﻝ ) :(7ﻳﻮﺿﺢ ﺗﺤﻠﻴﻞ ﺍﻟﺘﺒﺎﻳﻦ ﺍﻷﺣﺎﺩﻱ ﻟﻠﻔﺮﻭﻕ ﺑﺎﺧﺘﻼﻑ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ
ﻗﻴﻤﺔ
ﻣﺘﻮﺳﻂ
ﺩﺭﺟﺔ
ﻣﺠﻤﻮﻉ
F
ﺍﻟﻤﺮﺑﻌﺎﺕ
ﺍﻟﺤﺮﻳﺔ
ﺍﻟﻤﺮﺑﻌﺎﺕ
ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺑﻴﻦ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺩﺍﺧﻞ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ 3234.071
101.309

540

2

50.654

47

68.810

ﺍﻟﺪﻻﻟﺔ
ﺍﻹﺣﺼﺎﺋﻴﺔ

.484 .736
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ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎ ً
ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ

ﺍﻟﻤﺠﻤﻮﻉ

3335.380

49

ﺑﻴﻦ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ

74.604

2

37.302

ﺩﺍﺧﻞ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ 4092.676

47

87.078

4167.280

49

ﺍﻟﻤﺠﻤﻮﻉ

ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺑﻴﻦ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺩﺍﺧﻞ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ 4312.213
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
4834.320
ﺍﻟﻤﺠﻤﻮﻉ
522.107

2

261.053

47

91.749

.654 .428

.068 2.845

49

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ﻣﺎ ﻳﻠﻲ:

 .1ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ
ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎً ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ.
 .2ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ
ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ.
 .3ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ،ﻣﻦ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺳﻨﻮﺍﺕ ﺍﻟﺨﺒﺮﺓ.
ﺍﻟﻔﺮﻭﻕ ﺑﺎﺧﺘﻼﻑ ﻣﺘﻐﻴﺮ ﺍﻟﺘﺨﺼﺺ
ﺟﺪﻭﻝ ) :(8ﻳﻮﺿﺢ ﺗﺤﻠﻴﻞ ﺍﻟﺘﺒﺎﻳﻦ ﺍﻷﺣﺎﺩﻱ ﻟﻠﻔﺮﻭﻕ ﺑﺎﺧﺘﻼﻑ ﻣﺘﻐﻴﺮ ﺍﻟﺘﺨﺼﺺ
ﻗﻴﻤﺔ
ﻣﺘﻮﺳﻂ
ﺩﺭﺟﺔ
ﻣﺠﻤﻮﻉ
F
ﺍﻟﻤﺮﺑﻌﺎﺕ
ﺍﻟﺤﺮﻳﺔ
ﺍﻟﻤﺮﺑﻌﺎﺕ
ﺗﻘﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺑﻴﻦ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺩﺍﺧﻞ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎ ً
ﺍﻟﻤﺠﻤﻮﻉ
ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ

1206.080

13

92.775

2129.300

36

59.147

3335.380

49

ﺑﻴﻦ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ

953.780

13

73.368

ﺩﺍﺧﻞ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ

3213.500

36

89.264

ﺍﻟﻤﺠﻤﻮﻉ

4167.280

49

638.798

13

49.138

4195.522

36

116.542

4834.320

49

ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺑﻴﻦ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺩﺍﺧﻞ ﺍﻟﻤﺠﻤﻮﻋﺎﺕ
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
ﺍﻟﻤﺠﻤﻮﻉ

ﺍﻟﺪﻻﻟﺔ
ﺍﻹﺣﺼﺎﺋﻴﺔ

.141 1.569

.635 .822

.951 .422

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ﻣﺎ ﻳﻠﻲ:

 .1ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺗﻠﻘﺘﻪ
ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎً ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺍﻟﺘﺨﺼﺺ.
 .2ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ
ﺍﻟﺘﺨﺼﺺ.
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 .3ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺍﻟﺘﺨﺼﺺ.
ﺍﻟﻔﺮﻭﻕ ﺑﺎﺧﺘﻼﻑ ﻣﺘﻐﻴﺮ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﺟﺪﻭﻝ ) :(9ﻳﻮﺿﺢ ﺍﺧﺘﺒﺎﺭ )( T-testﻟﻠﻔﺮﻭﻕ ﺑﺎﺧﺘﻼﻑ ﻣﺘﻐﻴﺮ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ
ﻗﻴﻤﺔ
ﺍﻻﻧﺤﺮﺍﻑ
ﺍﻟﻤﺘﻮﺳﻂ
ﻣﺠﺎﻝ ﺍﻟﺤﺎﺳﺐ ﺃﻭ ﺗﻘﻨﻴﺎﺕ ﺍﻟﻌﺪﺩ
T
ﺍﻟﻤﻌﻴﺎﺭﻱ
ﺍﻟﺤﺴﺎﺑﻲ
ﺍﻟﺘﻌﻠﻴﻢ
ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﻳﻮﺟﺪ
ﺗﻠﻘﺘﻪ ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ
ﻻ ﻳﻮﺟﺪ
ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎ ً
ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ

ﻳﻮﺟﺪ
ﻻ ﻳﻮﺟﺪ

ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﻳﻮﺟﺪ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ
ﻻ ﻳﻮﺟﺪ
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ

49.3333 48
2

45.5000

8.38777
.70711

50.0417 48

9.37847

46.0000

1.41421

2

46.4792 48
2

48.5000

ﺍﻟﺪﻻﻟﺔ
ﺍﻹﺣﺼﺎﺋﻴﺔ

10.12053
3.53553

.525 .640

.549 .603
.279

.781

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ﻣﺎ ﻳﻠﻲ:

 .1ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﺬﻱ ﺗﻠﻘﺘﻪ
ﺍﻟﻤﺘﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﺴﺒﻘﺎً ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
 .2ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﺪﺭﺑﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ
ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
 .3ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ،ﻓﻲ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺎﺕ ﺍﻟﻤﻌﻠﻤﺎﺕ ،ﻓﻲ ﻣﺤﻮﺭ ﺗﻘﻴﻴﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮ ﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
ﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﺨﺎﺻﺔ ﺑﺎﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺗﺴﺎﺅﻻﺕ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﺴﺆﺍﻝ ﺍﻷﻭﻝ :ﻣﺎ ﻣﺪﻯ ﻣﻨﺎﺳﺒﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ؟
ﻭﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﻫﺬﺍ ﺍﻟﺘﺴﺎﺅﻝ ﻣﻦ ﺧﻼﻝ ﺗﻮﺿﻴﺢ ﺍﻻﺳﺘﺠﺎﺑﺎﺕ ﻷﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ،ﻛﻤﺎ ﻳﻮﺿﺤﻬﺎ ﺍﻟﺠﺪﻭﻝ ﺍﻟﺘﺎﻟﻲ:

ﺟﺪﻭﻝ ) :(10ﻳﻮﺿﺢ ﻣﺪﻯ ﻣﻨﺎﺳﺒﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ
ﻻ
ﺍﻟﻤﺘﻮﺳﻂ ﺍﻻﻧﺤﺮﺍﻑ
ﺃﻭﺍﻓﻖ ﺇﻟﻰ ﻻ
ﺃﻭﺍﻓﻖ
ﺃﻭﺍﻓﻖ
ﺗﻤﺎﻣﺎ َ
ﺍﻟﺤﺴﺎﺑﻲ ﺍﻟﻤﻌﻴﺎﺭﻱ
ﺃﻭﺍﻓﻖ
ﺧﺪ ﻣﺎ
ﺇﻁﻼﻗﺎً
4
15
30
0.65
3.53
 .1ﻭﺿﻮﺡ ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻙ
8.0
30.0
60.0
ﺍﻟﺘﺪﺭﻳﺒﻲ
%
1
1
29
19
0.62
3.32
 .2ﺍﻟﻤﺎﺩﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺳﻬﻠﺔ ﻙ
2.0
2.0
58.0
38.0
ﺍﻻﺳﺘﺨﺪﺍﻡ
%
0.63
3.34
4
25
21
 .3ﻣﻮﺿﻮﻋﺎﺕ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺗﻌﻜﺲ ﻙ
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ﺃﻭﺍﻓﻖ
ﺗﻤﺎﻣﺎ َ
ﺃﻫﺪﺍﻓﻪ
 .4ﺃﻧﺸﻄﺔ ﻭﺗﻄﺒﻴﻘﺎﺕ
ﺗﺤﻘﻖ ﺍﻟﻬﺪﻑ ﻣﻨﻬﺎ

ﺍﻟﺒﺮﻧﺎﻣﺞ

 .5ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻣﺮﺗﺒﻂ ﺑﻌﻤﻠﻚ
 .6ﺃﻛﺴﺒﻚ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻬﺎﺭﺍﺕ ﺟﺪﻳﺪﺓ
 .7ﻳﻘﺪﻡ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻌﻠﻮﻣﺎﺕ ﺟﺪﻳﺪﺓ
 .8ﻳﺴﺎﻋﺪ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻋﻠﻰ ﺣﻞ
ﻣﺸﻜﻼﺕ ﺗﻄﺒﻴﻘﻴﺔ
 .9ﺍﻟﻮﻗﺖ ﺍﻟﻤﺨﺼﺺ ﻟﻠﺒﺮﻧﺎﻣﺞ
ﻣﻨﺎﺳﺐ
.10ﺗﻨﻈﻴﻢ ﻗﺎﻋﺔ ﺍﻟﺘﺪﺭﻳﺐ ﻣﻼﺋﻢ
.11ﻣﻮﻋﺪ ﺍﻧﻌﻘﺎﺩ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻨﺎﺳﺐ
.12ﻋﺪﺩ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ
ﻣﻨﺎﺳﺐ
.13ﺷﻤﻮﻝ ﺍﻟﻤﺎﺩﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻓﻲ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
.14ﺍﻟﺘﺴﻠﺴﻞ ﻭﺍﻟﺘﺮﺍﺑﻂ ﺍﻟﻤﻨﻄﻘﻲ
ﻟﺴﻴﺮ ﺍﻟﺒﺮﻧﺎﻣﺞ
.15ﺗﻨﻮﻉ ﺍﻟﺘﻘﻨﻴﺎﺕ ﻓﻲ ﺗﻘﺪﻳﻢ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﻌﺎﻡ

%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%

42.0
22
44.0
31
62.0
26
52.0
30
60.0
23
46.0
12
24.0
25
50.0
18
36.0
21
42.0
23
46.0
26
52.0
23
46.0

ﻻ
ﺃﻭﺍﻓﻖ ﺇﻟﻰ ﻻ
ﺃﻭﺍﻓﻖ
ﺃﻭﺍﻓﻖ
ﺧﺪ ﻣﺎ
ﺇﻁﻼﻗﺎً
8.0
50.0
1
5
22
2.0 10.0
44.0
1
2
16
2.0
4.0
32.0
1
1
22
2.0
2.0
44.0
1
4
15
2.0
8.0
30.0
3
5
19
6.0 10.0
38.0
9
9
20
18.0 18.0
40.0
6
1
18
12.0
2.0
36.0
6
6
20
12.0 12.0
40.0
3
4
22
6.0
8.0
44.0
2
6
19
4.0 12.0
38.0
1
6
17
2.0 12.0
34.0
2
6
19
4.0 12.0
38.0

ﺍﻟﻤﺘﻮﺳﻂ
ﺍﻟﺤﺴﺎﺑﻲ

ﺍﻻﻧﺤﺮﺍﻑ
ﺍﻟﻤﻌﻴﺎﺭﻱ

3.3

0.74

8

3.54

0.68

1

3.46

0.65

4

3.48

0.74

3

3.24

0.87

11

2.7

1.04

15

3.24

0.98

12

3

0.99

14

3.22

0.84

13

3.26

0.83

9

3.36

0.78

5

3.26

0.83

9

3.28

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ﻣﺎ ﻳﻠﻲ:

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻣﺮﺗﺒﻂ ﺑﻌﻤﻠﻚ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻷﻭﻟﻰ ،ﻭﺍﻟﻌﺒﺎﺭﺓ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ
ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.54ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ )(0.68؛ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ
ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻭﺿﻮﺡ ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻧﻴﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.53ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ )(0.65؛ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ
ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻳﻘﺪﻡ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻌﻠﻮﻣﺎﺕ ﺟﺪﻳﺪﺓ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻟﺜﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.48ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.74ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ
ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.
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•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺃﻛﺴﺒﻚ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻬﺎﺭﺍﺕ ﺟﺪﻳﺪﺓ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺮﺍﺑﻌﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.46ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ )(0.65؛ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ
ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺍﻟﺘﺴﻠﺴﻞ ﻭﺍﻟﺘﺮﺍﺑﻂ ﺍﻟﻤﻨﻄﻘﻲ ﻟﺴﻴﺮ ﺍﻟﺒﺮﻧﺎﻣﺞ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺨﺎﻣﺴﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ
ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.36ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ )(0.78؛ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ
ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﻭﺑﺎﻟﻤﺜﻞ ﻋﻠﻰ ﺑﺎﻗﻲ ﺍﻟﻌﺒﺎﺭﺍﺕ ﺑﺎﻟﺘﺮﺗﻴﺐ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﻋﻴﻨﻪ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ،ﻋﻠﻰ ﻣﺤﻮﺭ ﻣﺪﻯ ﻣﻨﺎﺳﺒﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ
ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ )(3.28؛ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﺗﻤﺎﻣﺎ ً ﻋﻠﻰ ﻋﺒﺎﺭﺍﺕ ﺍﻟﻤﺤﻮﺭ ﺑﺼﻮﺭﺓ ﻋﺎﻣﺔ.

•

ﻳﺘﻀﺢ ﻣﻦ ﺍﻟﻨﺘﺎﺋﺞ ﻣﺪﻯ ﻣﻨﺎﺳﺒﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻭﺫﻟﻚ ﺑﺴﺒﺐ ﺍﺭﺗﺒﺎﻁﻪ
ﺑﻌﻤﻠﻬﺎ ﺑﺎﻟﺪﺭﺟﺔ ﺍﻷﻭﻟﻰ ﻭﻭﺿﻮﺡ ﺃﻫﺪﺍﻓﻪ ﻭﺍﻛﺘﺴﺎﺏ ﺍﻟﻤﻌﻠﻤﺔ ﻣﻬﺎﺭﺍﺕ ﺟﺪﻳﺪﺓ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﺇﺿﺎﻓﺔ ﺇﻟﻰ ﺃﻫﻤﻴﺔ ﺍﻟﺘﺴﻠﺴﻞ
ﻭﺍﻟﺘﺮﺍﺑﻂ ﺍﻟﻤﻨﻄﻘﻲ ﻟﺴﻴﺮ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻓﻴﻤﺎ ﺍﺗﻔﻖ ﺍﻷﻏﻠﺒﻴﺔ ﻋﻠﻰ ﺃﻧﻪ ﻳﺠﺐ ﻣﺮﺍﻋﺎﺓ ﺍﻟﻮﻗﺖ ﺍﻟﻤﺨﺼﺺ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻣﻮﻋﺪ
ﺍﻧﻌﻘﺎﺩﻩ ،ﻋﺪﺩ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ  ..ﻭﻳﺘﻔﻖ ﻣﻊ ﺩﺭﺍﺳﺔ ﻛﻼً ﻣﻦ ﺍﻟﺤﺮﺑﻲ ) (20008ﻭﺩﺭﺍﺳﺔ )Muhammad Sarwar ,2010
.(and Shafgat Hussain

ﺍﻟﺴﺆﺍﻝ ﺍﻟﺜﺎﻧﻲ :ﻣﺎ ﻣﺪﻯ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ؟
ﻭﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﻫﺬﺍ ﺍﻟﺘﺴﺎﺅﻝ ﻣﻦ ﺧﻼﻝ ﺗﻮﺿﻴﺢ ﺍﻻﺳﺘﺠﺎﺑﺎﺕ ﻷﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ،ﻛﻤﺎ ﻳﻮﺿﺤﻬﺎ ﺍﻟﺠﺪﻭﻝ ﺍﻟﺘﺎﻟﻲ :
ﺟﺪﻭﻝ ) :(12ﻳﻮﺿﺢ ﻣﺪﻯ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ
ﻻ ﺃﻭﺍﻓﻖ ﺍﻟﻤﺘﻮﺳﻂ ﺍﻻﻧﺤﺮﺍﻑ
ﺃﻭﺍﻓﻖ ﺃﻭﺍﻓﻖ ﺇﻟﻰ ﻻ
ﺃﻭﺍﻓﻖ ﺇﻁﻼﻗﺎ ً
ﺍﻟﺤﺴﺎﺑﻲ ﺍﻟﻤﻌﻴﺎﺭﻱ
ﺗﻤﺎﻣﺎ َ ﺣﺪ ﻣﺎ
1
1
12
ﻙ 36
0.63
3.66
 .1ﺍﻟﻤﺪﺭﺑﺔ ﻣﺘﻤﻜﻨﺔ ﻣﻦ ﺍﻟﻤﺎﺩﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ
2.0
2.0
24.0 72.0 %
1
1
17
 .2ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺗﻮﺻﻴﻞ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﻙ 31
0.64
3.56
2.0
2.0
34.0 62.0 %
ﺑﺴﻬﻮﻟﺔ
2
1
17
ﻙ 30
0.74
3.5
 .3ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺍﻟﻌﺮﺽ ﺑﻄﺮﻳﻘﺔ ﺷﻴﻘﺔ
4.0
2.0
34.0 60.0 %
2
5
24
 .4ﻧﻮﻋﺖ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺍﻷﻧﺸﻄﺔ ﻭﺍﻟﺘﻤﺎﺭﻳﻦ ﻙ 19
0.78
3.2
4.0 10.0
48.0 38.0 %
ﺍﻟﻤﺴﺘﺨﺪﻣﺔ
2
7
21
ﻙ 20
0.83
3.18
 .5ﻣﻨﺎﺳﺒﺔ ﺍﻷﺳﺎﻟﻴﺐ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻤﺴﺘﺨﺪﻣﺔ
4.0 14.0
42.0 40.0 %
3
8
16
 .6ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺗﺤﻔﻴﺰ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ ﻋﻠﻰ ﻙ 23
0.92
3.18
6.0 16.0
32.0 46.0 %
ﺍﻟﻤﺸﺎﺭﻛﺔ
3
3
23
21
 .7ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺇﺩﺍﺭﺓ ﺍﻟﻤﺪﺍﺧﻼﺕ ﻙ
0.82
3.24
6.0
6.0
46.0 42.0 %
ﻭﺍﻟﻤﻨﺎﻗﺸﺔ
2
3
17
28
0.78
3.42
ﻙ
 .8ﺍﺳﺘﻄﺎﻋﺖ ﺍﻟﻤﺪﺭﺑﺔ ﺇﺩﺍﺭﺓ ﻭﻗﺖ ﺍﻟﺒﺮﻧﺎﻣﺞ
4.0
6.0
34.0 56.0 %
1
10
21
ﻙ 18
0.8
3.12
 .9ﺭﻛﺰﺕ ﺍﻟﻤﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺠﺎﻧﺐ ﺍﻟﺘﻄﺒﻴﻘﻲ
2.0 20.0
42.0 36.0 %
1
4
21
ﻙ 24
0.72
3.36
 .10ﺗﻔﺎﻋﻠﺖ ﺍﻟﻤﺪﺭﺑﺔ ﻣﻊ ﺃﺳﺌﻠﺔ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ
2.0
8.0
42.0 48.0 %
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 .11ﺍﻷﺩﺍء ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻟﻌﺎﻡ ﻟﻠﻤﺪﺭﺑﺔ ﻓﻲ ﻭﺭﺷﺔ
ﺍﻟﻌﻤﻞ ﻳﺤﻘﻖ ﺍﻷﻫﺪﺍﻑ ﺍﻟﻤﺮﺟﻮﺓ
 .12ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﺨﺒﺮﺓ ﺍﻟﻌﻤﻠﻴﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
 .13ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﺨﺒﺮﺓ ﺍﻟﻔﻨﻴﺔ ﻓﻲ ﺣﻞ ﺍﻟﻤﺸﺎﻛﻞ
ﺍﻟﻔﻨﻴﺔ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻬﻬﺎ
 .14ﺃﻋﻄﺖ ﺍﻟﻤﺪﺭﺑﺔ ﻓﺮﺻﺔ ﻟﻠﻤﺘﺪﺭﺑﺎﺕ ﻟﻠﺘﻄﺒﻴﻖ
ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
.15

ﺭﺍﻋﺖ ﺍﻟﻔﺮﻭﻕ ﺍﻟﻔﺮﺩﻳﺔ ﺑﻴﻦ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ

ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﻌﺎﻡ

ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%
ﻙ
%

ﺃﻭﺍﻓﻖ
ﺗﻤﺎﻣﺎ َ
25
50.0
31
62.0
28
56.0
18
36.0
22
44.0

ﺃﻭﺍﻓﻖ ﺇﻟﻰ ﻻ
ﺃﻭﺍﻓﻖ
ﺣﺪ ﻣﺎ
5
19
10.0
38.0
17
34.0
19
38.0
10
18
20.0
36.0
9
16
18.0
32.0

ﻻ ﺃﻭﺍﻓﻖ ﺍﻟﻤﺘﻮﺳﻂ
ﺇﻁﻼﻗﺎ ً
ﺍﻟﺤﺴﺎﺑﻲ
1
3.36
2.0
2
3.54
4.0
2
3.49
4.0
4
3
8.0
3
3.14
6.0
3.33

ﺍﻻﻧﺤﺮﺍﻑ
ﺍﻟﻤﻌﻴﺎﺭﻱ
0.75

ﺗﺮﺗﻴﺐ
ﺍﻟﻌﺒﺎﺭﺓ
8

0.71

3

0.71

5

0.95

15

0.93

13

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ﻣﺎ ﻳﻠﻲ:

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺍﻟﻤﺪﺭﺑﺔ ﻣﺘﻤﻜﻨﺔ ﻣﻦ ﺍﻟﻤﺎﺩﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ( ،ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻷﻭﻟﻰ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ
ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.66ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.63ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ
ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺗﻮﺻﻴﻞ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺑﺴﻬﻮﻟﺔ( ،ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻧﻴﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ
ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.56ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.64ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ
ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﺨﺒﺮﺓ ﺍﻟﻌﻤﻠﻴﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ( ،ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻟﺜﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛
ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ )(3.54؛ ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.71ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ
ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺍﻟﻌﺮﺽ ﺑﻄﺮﻳﻘﺔ ﺷﻴﻘﺔ( ،ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺮﺍﺑﻌﺔ ،ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ
ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(3.50ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.74ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ
ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻟﺪﻯ ﺍﻟﻤﺪﺭﺑﺔ ﺍﻟﺨﺒﺮﺓ ﺍﻟﻔﻨﻴﺔ ﻓﻲ ﺣﻞ ﺍﻟﻤﺸﺎﻛﻞ ﺍﻟﻔﻨﻴﺔ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻬﻬﺎ( ،ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺨﺎﻣﺴﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) (3.49ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.71ﻣﻤﺎ ﻳﺪﻝ
ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﻭﺑﺎﻟﻤﺜﻞ ﺟﺎءﺕ ﺑﺎﻗﻲ ﺍﻟﻌﺒﺎﺭﺍﺕ ﺑﻨﻔﺲ ﺍﻟﺘﺮﺗﻴﺐ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﻭﻳﻮﺍﻓﻘﻦ ﻋﻠﻴﻬﺎ ﺗﻤﺎ ًﻣﺎ.

•

ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﻣﺤﻮﺭ ﻣﺪﻯ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ
ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ )(3.33؛ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻥ ﺃﻓﺮﺍﺩ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻳﻮﺍﻓﻘﻦ ﺗﻤﺎﻣﺎ ً ﻋﻠﻰ ﻋﺒﺎﺭﺍﺕ ﺍﻟﻤﺤﻮﺭ
ﺑﺼﻮﺭﺓ ﻋﺎﻣﺔ.

•

ﻳﺘﻀﺢ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺍﻟﺴﺎﺑﻖ ﻓﻲ ﻣﺪﻯ ﻛﻔﺎءﺓ ﺍﻟﻤﺪﺭﺑﺔ ﻓﻲ ﺗﻨﻔﻴﺬ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ
ﺍﻟﺜﺎﻧﻮﻳﺔ ﺃﻥ ﺍﻟﻤﺪﺭﺑﺔ ﻻﺑﺪ ﺃﻥ ﺗﻜﻮﻥ ﻣﺘﻤﻜﻨﺔ ﻣﻦ ﻣﺎﺩﺗﻬﺎ ﺍﻟﻌﻠﻤﻴﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ ﻭﻟﺪﻳﻬﺎ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺗﻮﺻﻴﻞ ﺍﻟﻤﻌﻠﻮﻣﺎﺕ ﺑﺴﻬﻮﻟﺔ,ﻭﻟﺪﻳﻬﺎ
ﺧﺒﺮﺓ ﻋﻤﻠﻴﺔ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ,ﻭﺃﻧﻪ ﻻﺑﺪ ﺃﻥ ﺗﺮﻛﺰ ﺍﻟﻤﺪﺭﺑﺔ ﻋﻠﻰ ﺍﻟﺠﺎﻧﺐ ﺍﻟﺘﻄﺒﻴﻘﻲ ﻭﺇﻋﻄﺎء ﺍﻟﻔﺮﺻﺔ ﻟﻠﻤﺘﺪﺭﺑﺎﺕ
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ﺍﻟﺴﺆﺍﻝ ﺍﻟﺜﺎﻟﺚ :ﻣﺎ ﻣﺪﻯ ﻛﻔﺎﻳﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ؟
ﻭﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﻫﺬﺍ ﺍﻟﺘﺴﺎﺅﻝ ﻣﻦ ﺧﻼﻝ ﺗﻮﺿﻴﺢ ﺍﻻﺳﺘﺠﺎﺑﺎﺕ ﻷﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﻛﻤﺎ ﻳﻮﺿﺤﻬﺎ ﺍﻟﺠﺪﻭﻝ ﺍﻟﺘﺎﻟﻲ:
ﺟﺪﻭﻝ ) :(13ﻳﻮﺿﺢ ﻣﺪﻯ ﻛﻔﺎﻳﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ
ﺃﺩﺕ
ﺍﻟﻤﺘﻮﺳﻂ ﺍﻻﻧﺤﺮﺍﻑ
ﻟﻢ
ﺃﺩﺕ ﺑﺪﺭﺟﺔ
ﺑﺪﺭﺟﺔ
ﺍﻟﺤﺴﺎﺑﻲ ﺍﻟﻤﻌﻴﺎﺭﻱ
ﺗﺆﺩ
ﻋﺎﻟﻴﺔ
ﻣﺘﻮﺳﻄﺔ
9
 .1ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﻗﻠﻢ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﺑﺴﻬﻮﻟﺔ ﻙ 41
0.39
2.82
18.0
82.0 %
ﻭﺍﻧﺴﻴﺎﺑﻴﺔ
3
17
30
ﻙ
0.61
2.54
 .2ﻏﻴﺮﺕ ﺍﻟﻤﻌﻠﻤﺔ ﻟﻮﻥ ﻭﻋﺮﺽ ﺍﻟﻘﻠﻢ ﺍﻟﻤﺴﺘﺨﺪﻡ ﻟﻠﻜﺘﺎﺑﺔ
6.0
34.0
60.0 %
ﻣﺮﺗﻴﻦ ﺃﻭ ﺃﻛﺜﺮ
2
15
33
ﻙ
0.57
2.62
 .3ﺍﻧﺘﻘﻠﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺑﻴﻦ ﺃﺩﻭﺍﺕ ﻭﺻﻔﺤﺎﺕ ﺍﻟﺴﺒﻮﺭﺓ ﺑﻜﻞ
4.0
30.0
66.0 %
ﺳﻬﻮﻟﺔ ﻭﻳﺴﺮ
7
14
 .4ﺍﺳﺘﻔﺎﺩﺕ ﺍﻟﻤﻌﻠﻤﺔ ﻣﻦ ﻣﻜﺘﺒﺔ ﺍﻟﻤﻮﺍﺭﺩ )ﺍﻟﺼﻮﺭ ،ﻙ 29
0.73
2.44
ﺍﻟﺼﻮﺕ ،ﺍﻟﻔﻴﺪﻳﻮ ( ﻓﻲ ﺍﻟﺴﺒﻮﺭﺓ ﺑﻤﺎ ﻳﺤﻘﻖ ﺃﻫﺪﺍﻑ
14.0
28.0
58.0 %

ﺍﻟﺪﺭﺱ
 .5ﺃﺩﺭﺟﺖ ﺍﻟﻤﻌﻠﻤﺔ ﻓﻲ ﺍﻟﺪﺭﺱ ﻣﻠﻒ
pointﺃﻭ ﻣﻠﻒ word

ﻙ
power
%
ﻙ
 .6ﺃﺩﺭﺟﺖ ﺍﻟﻤﻌﻠﻤﺔ ﻓﻼﺵ ﺗﻌﻠﻴﻤﻲ ﺃﻭ ﻓﻴﺪﻳﻮ ﺗﻌﻠﻴﻤﻲ
%
 .7ﻧﻔﺬﺕ ﺍﻟﻤﻌﻠﻤﺔ ﺗﻄﺒﻴﻘﺎﺕ ﻋﻠﻰ ﺍﻟﺪﺭﺱ ﺑﺎﺳﺘﺨﺪﺍﻡ ﻙ

36
72.0
31
62.0
28

8
16.0
9
18.0
17

6
12.0
10
20.0
5

%

56.0

34.0

10.0

27

13

10

54.0

26.0

20.0

26

10

14

52.0

20.0

28.0

24
48.0
20
40.0
23
46.0
34
68.0
30
60.0
24
48.0
18
36.0
24
48.0

11
22.0
17
34.0
16
32.0
13
26.0
9
18.0
20
40.0
9
18.0
19
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ﺃﺩﻭﺍﺕ ﻣﺘﻨﻮﻋﺔ ﻓﻲ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ

 .8ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺃﺩﻭﺍﺕ ﻋﺪﻳﺪﺓ ﻣﻦ ﺍﻟﺴﺒﻮﺭﺓ ﻓﻲ ﻙ

ﺍﻟﺪﺭﺱ )ﺃﺩﺍﺓ ﺍﻟﺴﺎﻋﺔ ،ﺍﻟﺘﻜﺒﻴﺮ ،ﺍﻟﻜﺎﺷﻒ ،ﺗﺴﻠﻴﻂ
ﺍﻟﻀﻮء ،ﺍﻟﺘﺪﻭﻳﺮ ﻭﻏﻴﺮﻫﺎ ﻣﻦ ﺍﻷﺩﻭﺍﺕ(
 .9ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﻋﺪﺩ ﻣﻦ ﺍﻷﺩﻭﺍﺕ ﺍﻟﻤﺘﻘﺪﻣﺔ ﻙ
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ﻙ
.10ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﻟﺤﺎﻭﻳﺔ ﻓﻲ ﺍﻟﺪﺭﺱ
%
ﻙ
.11ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﻟﻤﻘﻴﺪﺍﺕ ﺣﺴﺐ ﺣﺎﺟﺔ ﺍﻟﺪﺭﺱ
%
ﻙ
.12ﺍﺳﺘﺨﺪﻣﺖ ﻟﻤﻌﻠﻤﺔ ﺃﺩﺍﺓ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ) ﺍﻟﻜﺘﺎﺑﺔ ,ﺍﻟﺸﻜﻞ)
%
ﻙ
.13ﺃﺗﻘﻨﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﻣﺮﺑﻊ ﺍﻷﺩﻭﺍﺕ ﺍﻟﺮﺋﻴﺴﻲ
%
.14ﻛﺘﺒﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﻟﻤﻠﺨﺺ ﺍﻟﺴﺒﻮﺭﻱ ﻓﻲ ﺷﺮﻳﺤﺔ ﺧﺎﺻﺔ ﻙ
%
ﻣﻦ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ
ﻙ
.15ﺃﺗﻘﻨﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﺘﺼﻔﺤﺎﺕ ﺑﻤﻬﺎﺭﺓ ﻋﺎﻟﻴﺔ
%
ﻙ
 .16ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺑﺮﺍﻣﺞ ﺗﻌﻠﻴﻤﻴﺔ ﺃﺧﺮﻯ ﻓﻲ ﺍﻟﺪﺭﺱ
%
.17ﺍﺳﺘﻄﺎﻋﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﺍﻟﻤﺸﺎﻛﻞ ﺍﻟﺘﻲ ﻭﺍﺟﻬﺘﻬﺎ ﻙ
%
ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺃﺛﻨﺎء ﺍﻟﺪﺭﺱ ﺑﻜﻞ ﺳﻬﻮﻟﺔ ﻭﻳﺴﺮ
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%
.19ﺻﻤﻤﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺩﺭﺱ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺑﺮﻧﺎﻣﺞ ﺍﻛﺘﻒ ﻙ
%
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%
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ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ ﺃﻋﻼﻩ ﻣﺎ ﻳﻠﻲ:

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺍﺳﺘﺨﺪﻣﺖ ﺍﻟﻤﻌﻠﻤﺔ ﻗﻠﻢ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﺑﺴﻬﻮﻟﺔ ﻭﺍﻧﺴﻴﺎﺑﻴﺔ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻷﻭﻟﻰ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(2.82ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.39ﻣﻤﺎ ﻳﺪﻝ
ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺍﻧﺘﻘﻠﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺑﻴﻦ ﺃﺩﻭﺍﺕ ﻭﺻﻔﺤﺎﺕ ﺍﻟﺴﺒﻮﺭﺓ ﺑﻜﻞ ﺳﻬﻮﻟﺔ ﻭﻳﺴﺮ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻧﻴﺔ ،ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(2.62ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.57ﻣﻤﺎ ﻳﺪﻝ
ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺃﺗﻘﻨﺖ ﺍﻟﻤﻌﻠﻤﺔ ﺍﻟﺘﻌﺎﻣﻞ ﻣﻊ ﻣﺮﺑﻊ ﺍﻷﺩﻭﺍﺕ ﺍﻟﺮﺋﻴﺴﻲ( ،ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺜﺎﻟﺜﺔ ،ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ
ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(2.62ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.60ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ
ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﺃﺩﺭﺟﺖ ﺍﻟﻤﻌﻠﻤﺔ ﻓﻲ ﺍﻟﺪﺭﺱ ﻣﻠﻒ power pointﺃﻭ ﻣﻠﻒ ،( wordﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺮﺍﺑﻌﺔ ﻣﻦ ﺣﻴﺚ ﺩﺭﺟﺔ
ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(2.60ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ ) ،(0.71ﻣﻤﺎ ﻳﺪﻝ
ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ.

•

ﺟﺎءﺕ ﺍﻟﻌﺒﺎﺭﺓ )ﻏﻴﺮﺕ ﺍﻟﻤﻌﻠﻤﺔ ﻟﻮﻥ ﻭﻋﺮﺽ ﺍﻟﻘﻠﻢ ﺍﻟﻤﺴﺘﺨﺪﻡ ﻟﻠﻜﺘﺎﺑﺔ ﻣﺮﺗﻴﻦ ﺍﻭ ﺍﻛﺜﺮ( ﻓﻲ ﺍﻟﻤﺮﺗﺒﺔ ﺍﻟﺨﺎﻣﺴﺔ ،ﻣﻦ ﺣﻴﺚ
ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ؛ ﺣﻴﺚ ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻴﻬﺎ ) ،(2.54ﺑﺎﻧﺤﺮﺍﻑ ﻣﻌﻴﺎﺭﻱ ﺑﻠﻎ )،(0.61
ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ.

•

ﺟﺎءﺕ ﺑﺎﻟﻤﺜﻞ ﺑﺎﻗﻲ ﺍﻟﻌﺒﺎﺭﺍﺕ ﻭﺑﻨﻔﺲ ﺍﻟﺘﺮﺗﻴﺐ ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ ﻭﻣﺘﻮﺳﻄﺔ ﻓﻲ ﺑﺎﻗﻲ ﺍﻟﻌﺒﺎﺭﺍﺕ.

•

ﺑﻠﻎ ﻣﺘﻮﺳﻂ ﺩﺭﺟﺔ ﺍﻟﻤﻮﺍﻓﻘﺔ ﺑﻴﻦ ﺃﻓﺮﺍﺩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﻣﺤﻮﺭ ﻣﺪﻯ ﻛﻔﺎﻳﺔ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ
ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ) (2.33ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺃﻧﻬﺎ ﺃﺩﺕ ﺑﺪﺭﺟﺔ ﻣﺘﻮﺳﻄﺔ..ﺃﻣﺎ ﻣﺎﻳﺘﻌﻠﻖ ﺑﻤﺪﻯ ﻛﻔﺎﻳﺔ
ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻘﺪﻣﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻓﻘﺪ ﺃﻛﺪﺕ ﺍﻟﻨﺘﺎﺋﺞ ﻋﻠﻰ ﺍﻣﺘﻼﻙ
ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻠﻤﻬﺎﺭﺍﺕ ﺍﻷﺳﺎﺳﻴﺔ ﻓﻲ ﺍﻟﺴﺒﻮﺭﺓ ﻭﻣﻨﻬﺎ ﺍﺳﺘﺨﺪﺍﻡ ﻗﻠﻢ ﺍﻟﺴﻴﻮﺭﺓ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﺑﺴﻬﻮﻟﺔ ﻣﻊ ﺍﻟﻘﺪﺭﺓ ﻋﻠﻰ ﺗﻐﻴﻴﺮ ﻟﻮﻧﻪ
ﻭﻋﺮﺿﻪ ،ﻭﺍﻧﺘﻘﺎﻟﻬﺎ ﺑﻴﻦ ﺃﺩﻭﺍﺕ ﻭﺻﻔﺤﺎﺕ ﺍﻟﺴﺒﻮﺭﺓ ﺑﻜﻞ ﻳﺴﺮ ،ﻭﺍﺗﻘﺎﻧﻬﺎ ﻟﻠﺘﻌﺎﻣﻞ ﻣﻊ ﻣﺮﺑﻊ ﺍﻷﺩﻭﺍﺕ ﺍﻟﺮﺋﻴﺴﻲ ،ﻭﺍﺳﺘﻄﺎﻋﺖ
ﺍﻟﻤﻌﻠﻤﺔ ﺃﻥ ﺗﺪﺭﺝ ﻓﻲ ﺍﻟﺪﺭﺱ ﺍﻟﻤﻌﺪ ﺑﺎﻟﺴﺒﻮﺭﺓ ﻣﻠﻒ ﺑﻮﺭﺑﻮﻳﻨﺖ ﺃﻭ ﻣﻠﻒ ﻭﻭﺭﺩ ،ﻭﺍﺳﺘﻔﺎﺩﺓ ﺍﻟﻜﺜﻴﺮ ﻣﻨﻬﻦ ﻣﻦ ﻣﻜﺘﺒﺔ ﺍﻟﻤﻮﺍﺭﺩ
ﺑﻤﺎ ﻳﺤﻘﻖ ﺃﻫﺪﺍﻑ ﺍﻟﺪﺭﺱ.
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ﺍﻟﺴﺆﺍﻝ ﺍﻟﺮﺍﺑﻊ:ﻣﺎﻫﻲ ﺍﻟﻤﻌﻮﻗﺎﺕ ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﺣﺪﺕ ﻣﻦ ﺇﻓﺎﺩﺓ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ؟
ﻓﻲ ﺿﻮء ﺍﻟﻨﺘﺎﺋﺞ ،ﺍﺗﻀﺢ ﻋﺪ ٌﺩ ﻣﻦ ﺍﻟﻤﻌﻮﻗﺎﺕ ،ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻪ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﻺﻓﺎﺩﺓ ﻣﻦ ﺑﺮﻧﺎﻣﺞ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻭﻫﻲ:

•

ﺿﻌﻒ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻣﻨﻬﺎ ﻋﺪﻡ ﻗﺪﺭﺓ ﺍﻟﻤﻌﻠﻤﺔ ﻋﻠﻰ ﺗﺼﻤﻴﻢ ﺩﺭﺱ ﺑﺎﻟﺴﺒﻮﺭﺓ ،ﻭﻋﺪﻡ ﻗﺪﺭﺗﻬﺎ
ﻋﻠﻰ ﻧﺸﺮ ﺍﻟﺪﺭﺱ ﻭﻁﺒﺎﻋﺘﻪ ،ﻳﻠﻴﻬﺎ ﻋﺪﻡ ﻗﺪﺭﺗﻬﺎ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺑﺮﺍﻣﺞ ﺗﻌﻠﻴﻤﻴﺔ ﺃﺧﺮﻯ ﻣﻊ ﺍﻟﺴﺒﻮﺭﺓ ،ﺃﻳﻀﺎ ً ﻗﺪﺭﺗﻬﺎ ﺍﻟﻤﺘﻮﺳﻄﺔ
ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﻛﻼً ﻣﻦ ﺍﻟﺤﺎﻭﻳﺔ ،ﻭﺍﻟﻤﻘﻴﺪﺍﺕ ﻓﻲ ﺍﻟﺪﺭﺱ ،ﻭﺍﻷﺩﻭﺍﺕ ﺍﻟﻤﺘﻘﺪﻣﺔ ﺑﺸﻜﻞ ﻋﺎﻡ ،ﻭﻛﺘﺎﺑﺔ ﺍﻟﻤﻠﺨﺼﺎﺕ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ
ﺍﻟﺬﻛﻴﺔ.

•

ﻗﺼﺮ ﻭﻗﺖ ﺍﻟﺘﺪﺭﻳﺐ ،ﻭﻋﺪﻡ ﻣﻨﺎﺳﺒﺔ ﻭﻗﺖ ﺍﻟﺒﺮﻧﺎﻣﺞ ،ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﻋﺪﻡ ﺍﻟﺘﻄﺒﻴﻖ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻭﺿﻌﻒ ﺍﻟﺘﺪﺭﻳﺐ.
ﻭﺗﺘﻔﻖ ﻫﺬﻩ ﺍﻟﻤﻌﻮﻗﺎﺕ ﻭﻣﻊ ﺩﺭﺍﺳﺔ ﻛﻼً ﻣﻦ )ﺍﻟﺴﺮﺣﺎﻧﻲ (2006 ,ﻭ)Muhammad Sarwar and Shafgat ,2010
.(Hussain

ﺍﻟﺴﺆﺍﻝ ﺍﻟﺨﺎﻣﺲ :ﻣﺎﻫﻲ ﻣﻘﺘﺮﺣﺎﺕ ﺍﻟﻌﻼﺝ ﻭﺍﻟﺘﻄﻮﻳﺮ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ؟
ﻓﻲ ﺿﻮء ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ ،ﻳﻘﺘﺮﺡ ﺍﻟﺒﺎﺣﺜﺎﻥ ﺑﻌﺾ ﺍﻟﺤﻠﻮﻝ ﻟﻌﻼﺝ ﺍﻟﻤﻌﻮﻗﺎﺕ ﻭﺍﻟﺼﻌﻮﺑﺎﺕ ﻭﻫﻲ:

•

ﺿﻌﻒ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻜﺘﺴﺒﺔ ﻣﻦ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻳﺘﻢ ﻋﻼﺟﻪ ﺑﺘﻮﺯﻳﻊ ﺍﻟﻤﻌﻠﻤﺎﺕ ﺇﻟﻰ ﻣﺠﻤﻮﻋﺎﺕ ﺣﺴﺐ ﺍﻟﺘﺨﺼﺺ ،ﻭﻗﻠﺔ
ﻋﺪﺩ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ؛ ﺑﺤﻴﺚ ﻳﺘﻢ ﺍﻟﺘﺮﻛﻴﺰ ﻋﻠﻰ ﺍﻟﻤﻬﺎﺭﺍﺕ ،ﻭﺍﻷﺩﻭﺍﺕ ﺍﻟﺨﺎﺻﺔ ﺑﻤﺎﺩﺗﻬﺎ ،ﺃﻳﻀﺎ ً ﺗﺪﺭﻳﺐ ﺍﻟﻤﻌﻠﻤﺔ ﻋﻠﻰ
ﺑﻌﺾ ﺍﻟﺒﺮﺍﻣﺞ ،ﻣﺜﻞ ﻓﻮﺭﻣﺎﺕ ﻓﻜﺘﻮﺭﻱ ،ﻭﺍﻟﺬﻱ ﻳﺤﻮﻝ ﺍﻟﺼﻴﻎ ﺇﻟﻰ ﺻﻴﻎ ﺗﻘﺒﻠﻬﺎ ﺍﻟﺴﺒﻮﺭﺓ.

•

ﺃﻣﺎ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻌﻼﺝ ﻭﻗﺖ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻭﻣﻨﺎﺳﺒﺘﻪ ،ﻳﺘﻢ ﺯﻳﺎﺩﺓ ﺍﻟﻮﻗﺖ ﺍﻟﻤﺨﺼﺺ ﻟﻠﺘﺪﺭﻳﺐ ،ﻭﺗﻜﺮﺍﺭ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺃﻛﺜﺮ ﻣﻦ
ﻣﺮﺓ ﻓﻲ ﺍﻟﻔﺼﻞ ﺍﻟﺪﺭﺍﺳﻲ؛ ﺑﺤﻴﺚ ﺗﺨﺘﺎﺭ ﺍﻟﻤﻌﻠﻤﺔ ﻣﺎ ﻳﻨﺎﺳﺒﻬﺎ.

•

ﻭﺃﻣﺎ ﺑﺎﻟﻨﺴﺒﺔ ﻟﻀﻌﻒ ﺍﻟﺘﺪﺭﻳﺐ ،ﻳﺘﻢ ﺍﺳﺘﻘﻄﺎﺏ ﻣﺪﺭﺑﺎﺕ ﺫﺍﺕ ﻛﻔﺎءﺓ ﻋﺎﻟﻴﺔ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ،ﻭﺫﺍﺕ
ﻣﺆﻫﻼﺕ ﻋﺎﻟﻴﺔ ،ﻣﻊ ﺍﻻﺳﺘﻌﺎﻧﺔ ﺑﺎﻟﺘﺪﺭﻳﺐ ﻋﻦ ﺑﻌﺪ؛ ﻟﺤﻞ ﻫﺬﻩ ﺍﻟﺼﻌﻮﺑﺔ ،ﻭﻳﺘﻔﻖ ﺫﻟﻚ ﻣﻊ ﺩﺭﺍﺳﺔ ﻛﻼً ﻣﻦ ) Aysegul
(Altun and Bilge ,2010ﻭ ).(Muhammad Sarwar and Shafgat Hussain(2010

ﺗﻮﺻﻴﺎﺕ ﺍﻟﺪﺭﺍﺳﺔ
ﻋﻠﻰ ﺿﻮء ﻣﺎ ﺗﻮﺻﻠﺖ ﻟﻪ ﺍﻟﺪﺭﺍﺳﺔ ﻓﻲ ﻧﺘﺎﺋﺠﻬﺎ ﻓﺄﻧﻬﺎ ﺗﻮﺻﻲ ﺑﻤﺎ ﻳﻠﻲ:



ﺿﺒﻂ ﺃﻋﺪﺍﺩ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﻠﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.



ﺇﺳﻨﺎﺩ ﺍﻟﺘﺪﺭﻳﺐ ﻟﻠﻤﺘﺨﺼﺼﻴﻦ ﻓﻲ ﻣﺮﺍﻛﺰ ﺍﻟﺘﻘﻨﻴﺎﺕ ﻟﻠﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ.



ﺯﻳﺎﺩﺓ ﺍﻟﻮﻗﺖ ﺍﻟﻤﺨﺼﺺ ﻟﻠﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﻠﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺍﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ.



ﻻﺑﺪ ﻣﻦ ﺗﺪﺭﻳﺐ ﺳﺎﺑﻖ ﻟﻠﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻳﺸﻤﻞ :ﺃﺳﺎﺳﻴﺎﺕ ﺍﻷﻭﻓﻴﺲ،ﺷﺮﺡ ﺍﻣﺘﺪﺍﺩﺕ ﺍﻟﺼﻮﺕ ﻭﺍﻟﺼﻮﺭﺓ
ﻭﺍﻟﻔﺪﻳﻮ ،ﺣﻞ ﺍﻟﻤﺸﺎﻛﻞ ﺍﻟﻔﻨﻴﺔ ﺍﻟﺘﻲ ﺗﻮﺍﺟﻬﻬﺎ ﺍﻟﻤﻌﻠﻤﺔ ﺃﺛﻨﺎء ﺍﻻﺳﺘﺨﺪﺍﻡ ﻣﺜﻞ ﺍﻟﻤﺸﺎﻛﻞ ﺍﻟﻨﺎﺗﺠﺔ ﻣﻦ ﻋﺪﻡ ﺇﻛﺘﻤﺎﻝ ﺗﻨﺼﻴﺐ
ﺍﻟﺒﺮﻧﺎﻣﺞ.



ﺿﺮﻭﺭﺓ ﺃﻥ ﻳﻌﺘﻤﺪ ﺍﻟﺘﻘﻮﻳﻢ ﻓﻲ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻋﻠﻰ ﺗﻘﻮﻳﻢ ﺍﻷﺩﺍء ﺍﻟﻌﻤﻠﻲ ﻭﻟﻴﺲ ﻋﻠﻰ ﺍﻟﺠﺎﻧﺐ
ﺍﻟﻨﻈﺮﻱ ﻓﻘﻂ.



ﺿﺮﻭﺭﺓ ﺗﻨﻮﻉ ﺍﻷﺳﺎﻟﻴﺐ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻋﻨﺪ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﺑﻤﺎ ﻳﺘﻨﺎﺳﺐ ﻣﻊ ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻭﺣﺎﺟﺎﺕ
ﺍﻟﻤﺘﺪﺭﺑﻴﻦ.
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ﺍﻟﺘﻘﻮﻳﻢ ﻭﺍﻟﻤﺘﺎﺑﻌﺔ ﺍﻟﻤﺴﺘﻤﺮﺓ ﻟﻠﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻋﻠﻰ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﻣﻦ ﺃﺟﻞ ﺍﻟﻮﻗﻮﻑ ﻋﻠﻰ ﺍﻟﻤﺸﻜﻼﺕ ﻭﺍﻟﻤﻌﻮﻗﺎﺕ
ﺍﻟﺘﻲ ﻗﺪ ﺗﺤﻮﻝ ﺩﻭﻥ ﺗﺤﻘﻴﻘﻬﺎ ﻷﻫﺪﺍﻓﻬﺎ ﻭﻣﻌﺎﻟﺠﺘﻬﺎ.

ﺑﺤﻮﺙ ﻣﻘﺘﺮﺣﺔ
•

ﺩﺭﺍﺳﺎﺕ ﺗﻘﻮﻳﻤﻴﺔ ﻓﻲ ﻣﺴﺘﺤﺪﺛﺎﺕ ﺗﻔﻌﻴﻞ ﺍﻵﻳﺒﺎﺩ ﻓﻲ ﺍﻟﻤﺪﺍﺭﺱ.

•

ﺩﺭﺍﺳﺔ ﺗﻘﻮﻳﻤﻴﺔ ﻻﺳﺘﺨﺪﺍﻡ ﺍﻟﻤﻌﻠﻤﺎﺕ ﻟﺒﺮﺍﻣﺞ ﺍﻟﻌﺮﻭﺽ ﺍﻟﺘﻘﺪﻳﻤﻴﺔ ﺑﺎﻟﻤﺪﺍﺭﺱ ﺍﻟﺜﺎﻧﻮﻳﺔ.

•

ﺩﺭﺍﺳﺔ ﺃﺛﺮﺍﺳﺘﺨﺪﺍﻡ ﺃﺳﺎﻟﻴﺐ ﺍﻟﺘﺪﺭﻳﺐ ﺑﺎﻟﻤﺤﻤﻮﻝ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﺮﺣﻠﺔ ﺍﻟﺜﺎﻧﻮﻳﺔ ﻓﻲ ﻣﺨﺘﻠﻒ ﺍﻟﺘﺨﺼﺼﺎﺕ.

ﺍﻟﻤﺮﺍﺟﻊ
ﺃﻭﻻً :ﺍﻟﻤﺮﺍﺟﻊ ﺍﻟﻌﺮﺑﻴﺔ
ﺍﻷﺣﻤﺪ ،ﺧﺎﻟﺪ ﻁﻪ ) (2005ﺗﻜﻮﻳﻦ ﺍﻟﻤﻌﻠﻢ ﻣﻦ ﺍﻻﻋﺪﺍﺩ ﺍﻟﻰ ﺍﻟﺘﺪﺭﻳﺐ ،ﺍﻟﻌﻴﻦ ،ﺩﺍﺭ ﺍﻟﻜﺘﺎﺏ ﺍﻟﺠﺎﻣﻌﻲ.
ﺍﻟﺒﺸﺮ ،ﻣﺤﻤﺪ ) (1427ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﻤﻌﻠﻤﺎﺕ ﺍﻟﻤﻮﺍﺩ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﺑﺎﻟﻤﺤﻠﺔ ﺍﻻﺑﺘﺪﺍﺋﻴﺔ ﻓﻲ ﻣﺮﻛﺰ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺘﺮﺑﻮﻱ ﺑﻤﺪﻳﻨﺔ
ﺍﻟﺮﻳﺎﺽ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﺍﻟﻤﺘﺪﺭﺑﺎﺕ ﻭﺍﻟﻤﺪﺭﺑﺎﺕ ﻭﺍﻟﻤﺸﺮﻓﺎﺕ ﺍﻟﺘﺮﺑﻮﻳﺎﺕ ،ﺭﺳﺎﻟﺔ ﻏﻴﺮ ﻣﻨﺸﻮﺭﺓ.
ﺍﻟﺒﻘﻌﺎﻭﻱ ،ﺳﻠﻄﺎﻥ ﺣﻤﻮﺩ ) (2014ﺃﺳﺒﺎﺏ ﻋﺰﻭﻑ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻋﻦ ﺍﻟﺘﺪﺭﻳﺐ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﺑﻤﺮﻛﺰ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺘﺮﺑﻮﻱ ﺑﺤﻔﺮ ﺍﻟﺒﺎﻁﻦ ﻣﻦ
ﻭﺟﻬﺔ ﻧﻈﺮﻫﻢ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ،ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺳﻌﻮﺩ.
ﺍﻟﺒﻜﺮ،ﺟﺎﺳﻢ ) (2009ﻭﺍﻗﻊ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻓﻲ ﻭﺯﺍﺭﺓ ﺍﻟﺪﺍﺧﻠﻴﺔ ،ﺍﻟﻔﻜﺮ ﺍﻟﺸﺮﻁﻲ ،ﻣﺮﻛﺰ ﺑﺤﻮﺙ ﺷﺮﻁﺔ ﺍﻟﺸﺎﺭﻗﺔ،
ﺍﻟﻤﺠﻠﺪ) ،(15ﺍﻟﻌﺪﺩ) ،(57ﺍﻟﺸﺎﺭﻗﺔ ،ﺍﻹﻣﺎﺭﺍﺕ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﻤﺘﺤﺪﺓ.
ﺍﻟﺠﺒﺠﺒﻲ ،ﻋﻠﻲ) (2010ﺑﻨﺎء ﺑﺮﻧﺎﻣﺞ ﻟﺘﻨﻤﻴﺔ ﻣﻬﺎﺭﺍﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺃﺟﻬﺰﺓ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﺿﻮء ﺍﺳﺘﺮﺍﺗﻴﺠﻴﺎﺕ ﺍﻟﺘﺪﺭﻳﺲ ﺍﻟﺤﺪﻳﺜﺔ،
ﺑﺤﺚ ﻣﻨﺸﻮﺭ ،ﻁﻠﺒﺔ ﻛﻠﻴﺔ ﺍﻟﺘﺮﺑﻴﺔ ،ﺟﺎﻣﻌﺔ ﺫﻣﺎﺭ ،ﺍﻟﻴﻤﻦ.
ﺍﻟﺠﺰﺍﺭ ،ﻣﻨﻰ ﻭﺍﻟﻌﻤﺮﻱ ،ﻋﺎﺋﺸﺔ (2011) ،ﻣﺴﺘﺤﺪﺛﺎﺕ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ )ﺍﻟﻤﺠﻠﺪ  (3ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺴﻌﻮﺩﻳﺔ ،ﺍﻟﺮﻳﺎﺽ :ﻣﻜﺘﺒﺔ ﺍﻟﺮﺷﺪ.
ﺣﻤﺰﺓ ﺍﻳﻬﺎﺏ ﻣﺤﻤﺪ ) (2009ﻓﺎﻋﻠﻴﺔ ﺑﺮﻧﺎﻣﺞ ﻓﻲ ﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ ﻟﺘﺪﺭﻳﺐ ﺍﻟﻤﻌﻠﻤﻴﻦ ﺃﺛﻨﺎء ﺍﻟﺨﺪﻣﺔ ﻋﻠﻰ ﺗﺼﻤﻴﻢ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ
ﺍﻷﺩﺍء ﻓﻲ ﺍﻟﺘﻌﻠﻢ ﺍﻟﻨﺸﻂ ﻓﻲ ﺿﻮء ﺍﺣﺘﻴﺎﺟﺎﺗﻬﻢ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﺍﻟﻤﺠﻠﺪ ﺍﻟﺘﺎﺳﻊ ﻋﺸﺮ ﺍﻟﻌﺪﺩ ﺍﻟﺜﺎﻧﻲ ،ﺍﻟﻘﺎﻫﺮﺓ ،ﺍﻟﺠﻤﻌﻴﺔ ﺍﻟﻤﺼﺮﻳﺔ ﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ
ﺍﻟﺘﻌﻠﻢ.
ﺍﻟﺤﺮﺑﻲ،ﺻﺎﻟﺢ ﺑﻦ ﺭﺟﺎء ) (2007ﺍﺗﺠﺎﻫﺎﺕ ﺍﻟﻤﻌﻠﻤﻴﻦ ﻧﺤﻮ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻤﻘﺪﻣﺔ ﻟﻬﻢ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ،ﺟﺎﻣﻌﺔ ﺃﻡ ﺍﻟﻘﺮﻯ،ﻛﻠﻴﺔ
ﺍﻟﺘﺮﺑﻴﺔ.
ﺍﻟﺤﻮﻟﻲ ،ﻋﻠﻴﺎﻥ ﻋﺒﺪ ﷲ ،ﺃﺑﻮ ﺩﻗﺔ ،ﻭﺳﻨﺎء ﺍﺑﺮﺍﻫﻴﻢ ) (2004ﺗﻘﻮﻳﻢ ﺑﺮﺍﻣﺞ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﻌﻠﻴﺎ ﻓﻲ ﺍﻟﺠﺎﻣﻌﺔ ﺍﻻﺳﻼﻣﻴﺔ ﺑﻐﺰﺓ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ
ﺍﻟﺨﺮﻳﺠﻴﻦ ،ﻣﺠﻠﺔ ﺍﻟﺠﺎﻣﻌﺔ ﺍﻻﺳﻼﻣﻴﺔ ،ﺳﻠﺴﻠﺔ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻻﻧﺴﺎﻧﻴﺔ ،ﻏﺰﺓ  :ﺟﺎﻣﻌﺔ ﻏﺰﺓ ،ﻣﺠﻠﺪ ) ، 2004/12ﻋﺪﺩ ، (2ﺹ )-391
.(424
ﺍﻟﺨﻄﻴﺐ ،ﺃﺣﻤﺪ ،ﻭﺍﻟﺨﻄﻴﺐ ،ﺭﺩﺍﺡ ) ،(2008ﺍﺗﺠﺎﻫﺎﺕ ﺣﺪﻳﺜﺔ ﻓﻲ ﺍﻟﺘﺪﺭﻳﺐ ،ﺇﺭﺑﺪ :ﻋﺎﻟﻢ ﺍﻟﻜﺘﺐ ﺍﻟﺤﺪﻳﺚ ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ.
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ﺍﻟﺨﻠﻴﻔﺎﺕ ،ﻋﺼﺎﻡ ) ،(2010ﺗﺤﺪﻳﺪ ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻟﻀﻤﺎﻥ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ،ﺩﺍﺭ ﺻﻔﺎء ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ – ﻋﻤﺎﻥ –
ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ.
ﺭﻣﻮﺩ ،ﺭﺑﻴﻊ ) :(2009ﻓﺎﻋﻠﻴﺔ ﺍﺳﺘﺮﺍﺗﻴﺠﻴﺔ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻤﺪﻣﺞ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﻭﺍﻟﺘﻘﻠﻴﺪﻱ ﻓﻲ ﺗﻨﻤﻴﺔ ﻛﻔﺎﻳﺎﺕ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺴﺒﻮﺭﺓ ﺍﻟﺬﻛﻴﺔ ﺍﻟﺘﻔﺎﻋﻠﻴﺔ
ﻟﺪﻯ ﺍﻋﻀﺎء ﻫﻴﺌﺔ ﺍﻟﺘﺪﺭﻳﺐ ﺑﻜﻠﻴﺔ ﺍﻟﺘﺮﺑﻴﺔ – ﺍﻟﻤﺆﺗﻤﺮ ﺍﻟﻌﻠﻤﻲ ﺍﻟﺜﺎﻧﻲ ﻋﺸﺮ ﻟﻠﺠﻤﻌﻴﺔ ﺍﻟﻤﺼﺮﻳﺔ ﻟﺘﻜﻨﻠﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ "ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﻌﺎﻟﻲ
ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﺑﻴﻦ ﺗﺤﺪﻳﺎﺕ ﺍﻟﺤﺎﺿﺮ ﻭﺁﻓﺎﻕ ﺍﻟﻤﺴﺘﻘﺒﻞ" )(29 -28ﺃﻛﺘﻮﺑﺮ.
ﺳﺎﻟﻢ ﺃﺣﻤﺪ ) (2010ﻭﺳﺎﺋﻞ ﻭﺗﻜﻨﻮﻟﻮﺟﻴﺎ ﺍﻟﺘﻌﻠﻴﻢ )ﺍﻟﻤﺠﻠﺪ  ،(3ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺴﻌﻮﺩﻳﺔ ،ﺍﻟﺮﻳﺎﺽ :ﻣﻜﺘﺒﺔ ﺍﻟﺮﺷﺪ.
ﺃﺑﻮ ﺳﻠﻴﻤﺔ ،ﺑﺎﺳﻤﺔ ) ، (2007ﻣﺪﻯ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺐ ﻓﻲ ﺗﻄﻮﻳﺮ ﺍﻟﻤﻮﺍﺭﺩ ﺍﻟﺒﺸﺮﻳﺔ ﻓﻲ ﻣﻜﺘﺐ ﺍﻷﻧﻮﺍﺭ ﺍﻹﻗﻠﻴﻤﻲ )ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ﻏﻴﺮ
ﻣﻨﺸﻮﺭﺓ ،ﻛﻠﻴﺔ ﺍﻟﺘﺠﺎﺭﺓ ،ﺍﻟﺠﺎﻣﻌﺔ ﺍﻹﺳﻼﻣﻴﺔ  ،ﻏﺰﺓ(
ﺃﺑﻮ ﺳﻮﻳﺮﺡ ،ﺃﺣﻤﺪ ) (2009ﺑﺮﻧﺎﻣﺞ ﺗﺪﺭﻳﺒﻲ ﻗﺎﺋﻢ ﻋﻠﻰ ﺍﻟﺘﺼﻤﻴﻢ ﺍﻟﺘﻌﻠﻴﻤﻲ ﻓﻲ ﺿﻮء ﺍﻻﺣﺘﻴﺎﺟﺎﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻟﺘﻨﻤﻴﺔ ﺑﻌﺾ ﺍﻟﻤﻬﺎﺭﺍﺕ
ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺔ ﻟﺪﻯ ﻣﻌﻠﻤﻲ ﺍﻟﺘﻜﻨﻮﻟﻮﺟﻴﺎ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ )ﻏﻴﺮ ﻣﻨﺸﻮﺭﺓ ( ،ﻛﻠﻴﺔ ﺍﻟﺘﺮﺑﻴﺔ ،ﺍﻟﺠﺎﻣﻌﺔ ﺍﻻﺳﻼﻣﻴﺔ :ﻏﺰﺓ .
ﺍﻟﺴﻜﺎﺭﻧﺔ ،ﺑﻼﻝ ) (2009ﺍﻟﺘﺪﺭﻳﺐ ﺍﻻﺩﺍﺭﻱ ﺩﺍﺭ ﻭﺍﺋﻞ ﻟﻠﻨﺸﺮ ،ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ.
ﺍﻟﺴﻜﺎﺭﻧﻪ ،ﺑﻼﻝ ) (2011ﺍﺗﺠﺎﻫﺎﺕ ﺣﺪﻳﺜﺔ ﻓﻲ ﺍﻟﺘﺪﺭﻳﺐ ،ﻋﻤﺎﻥ ،ﺩﺍﺭ ﺍﻟﻤﺴﻴﺮﺓ ﻟﻠﻨﺸﺮ ،ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ.
ﺍﻟﺸﺮﻋﻪ ،ﻋﻄﺎ ﷲ ) (2014ﺍﺩﺍﺭﺓ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻨﻈﺮﻳﺔ ﻭﺍﻟﺘﻄﺒﻴﻖ ،ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ ،ﺩﺍﺭ ﺍﻟﺤﺎﻣﺪ ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ ،ﻋﻤﺎﻥ.
ﺃﺑﻮ ﺷﻴﺨﺔ ،ﻧﺎﺩﺭ ) (2010ﺍﺩﺍﺭﺓ ﺍﻟﻤﻮﺍﺭﺩ ﺍﻟﺒﺸﺮﻳﺔ :ﺍﻁﺎﺭ ﻧﻈﺮﻱ ﻭﺣﺎﻻﺕ ﻋﻤﻠﻴﺔ ،ﺩﺍﺭ ﺻﻔﺎء ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ – ﻋﻤﺎﻥ ،ﺍﻟﻄﺒﻌﺔ
ﺍﻻﻭﻟﻰ.
ﺍﻟﺼﻴﺮﻓﻲ ،ﻣﺤﻤﺪ ) (2009ﺍﻟﺘﺪﺭﻳﺐ ﺍﻻﺩﺍﺭﻱ :ﺍﻟﻤﺪﺭﺑﻮﻥ ﻭﺍﻟﻤﺘﺪﺭﺑﻮﻥ ﻭﺃﺳﺎﻟﻴﺐ ﺍﻟﺘﺪﺭﻳﺐ ،ﺩﺍﺭ ﺍﻟﻤﻨﺎﻫﺞ ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ.
ﺍﻟﻄﺎﺋﻲ ،ﻳﻮﺳﻒ ﻭﺍﻟﻔﻀﻴﻞ ،ﻣﺆﻳﺪ ﻭﺍﻟﻌﺒﺎﺩﻱ ،ﻫﺎﺷﻢ ) :(2006ﺍﺩﺍﺭﺓ ﺍﻟﻤﻮﺍﺭﺩ ﺍﻟﺒﺸﺮﻳﺔ :ﻣﺪﺧﻞ ﺍﺳﺘﺮﺍﺗﻴﺠﻲ ﻣﺘﻜﺎﻣﻞ ،ﺍﻟﻮﺭﺍﻕ ﻟﻠﻨﺸﺮ
ﻭﺍﻟﺘﻮﺯﻳﻊ ،ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ.
ﺍﻟﻄﻌﺎﻧﻲ ،ﺣﺴﻦ ) (2007ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﺩﺍﺭﻱ ﺍﻟﻤﻌﺎﺻﺮ ،ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ ،ﻋﻤﺎﻥ :ﺩﺍﺭ ﺍﻟﻴﺎﺯﻭﺭﻱ ﺍﻟﻌﻠﻤﻴﺔ ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ.
ﺍﻟﻄﻌﺎﻧﻲ ،ﺣﺴﻦ ) (2009ﺍﻟﺘﺪﺭﻳﺐ ﻣﻔﻬﻮﻣﻪ ﻭﻓﻌﺎﻟﻴﺘﻪ ،ﺑﻨﺎء ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺗﻘﻮﻳﻤﻬﺎ ،ﺩﺍﺭ ﺍﻟﺸﺮﻭﻕ ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ ،ﺍﻻﺻﺪﺍﺭ
ﺍﻟﺜﺎﻟﺚ.
ﺍﻟﻌﺒﺪ ﺍﻟﻜﺮﻳﻢ ﻥ ﺭﺍﺷﺪ ﺑﻦ ﺣﺴﻴﻦ ) ،(2010ﺍﻟﺘﺪﺭﻳﺐ ﺍﺳﺴﻪ ﻭﻣﻬﺎﺭﺍﺗﻪ ،ﺍﻟﺮﻳﺎﺽ ،ﻣﺮﻛﺰ ﺍﻟﺘﻄﻮﻳﺮ ﺍﻟﺪﻭﻟﻲ.
ﺍﻟﻐﺎﻣﺪﻱ ،ﻧﺎﺻﺮﻣﺤﻤﺪ) (2012ﺩﺭﺍﺳﺔ ﺗﻘﻮﻳﻤﻴﺔ ﻟﻨﻈﺎﻡ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﻦ ﺑﻌﺪ ﺑﻠﻸﻣﻦ ﺍﻟﻌﺎﻡ ﺑﺎﻟﻤﻤﻠﻜﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺴﻌﻮﺩﻳﺔ ،ﺭﺳﺎﻟﺔ
ﻣﺎﺟﺴﺘﻴﺮ،ﻛﻠﻴﺎﺕ ﺍﻟﺸﺮﻕ ﺍﻟﻌﺮﺑﻲ.
ﻓﻄﻴﺲ ،ﻋﺎﺩﻝ ) (2007ﺗﺤﻠﻴﻞ ﻭﺗﻘﻴﻴﻢ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺃﺛﻨﺎء ﺍﻟﻌﻤﻞ ﻭﺗﺄﺛﻴﺮﻫﺎ ﻋﻠﻰ ﺃﺩﺍء ﺍﻟﻌﺎﻣﻠﻴﻦ ﻭﺳﻠﻮﻛﻬﻢ )ﺩﺭﺍﺳﺔ ﺣﺎﻟﺔ(،
ﺷﺮﻛﺔ ﺭﺍﺱ ﻻ ﻧﻮﻑ ﻟﺘﺼﻨﻊ ﺍﻟﻨﻔﻂ ﻭﺍﻟﻐﺎﺯ ﻓﻲ ﺍﻟﺠﻤﻬﻮﺭﻳﺔ ﺍﻟﻠﻴﺒﻴﺔ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ﻣﻨﺸﻮﺭﺓ ﻛﻠﻴﺔ ﺍﻻﻗﺘﺼﺎﺩ ﻭﺍﻟﻌﻠﻮﻡ ﺍﻹﺩﺍﺭﻳﺔ-ﻗﺴﻢ
ﺍﻹﺩﺍﺭﺓ ﺍﻟﻌﺎﻣﺔ ،ﺟﺎﻣﻌﺔ ﺁﻝ ﺍﻟﺒﻴﺖ ،ﻟﻴﺒﻴﺎ.
ﺍﻟﻘﺮﻳﻮﺗﻲ ،ﻣﺤﻤﺪ ) (2010ﺍﻟﻮﺟﻴﺰ ﻓﻲ ﺍﺩﺍﺭﺓ ﺍﻟﻤﻮﺍﺭﺩ ﺍﻟﺒﺸﺮﻳﺔ ،ﺩﺍﺭ ﻭﺍﺋﻞ ﻟﻠﻨﺸﺮ ،ﺍﻟﻄﺒﻌﺔ ﺍﻻﻭﻟﻰ.
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ﺍﻟﻤﺤﺎﺳﻨﺔ ،ﺃﺣﻤﺪ ) (2004ﺗﻘﻴﻢ ﻓﺎﻋﻠﻴﺔ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﺍﻟﻤﺸﺎﺭﻛﻴﻦ ﻓﻲ ﺩﻭﺭﺍﺕ ﺍﻹﺩﺍﺭﺓ ﺍﻟﻌﻠﻴﺎ ﺑﺎﻟﻤﻌﻬﺪ ﺍﻟﻮﻁﻨﻲ
ﻟﻠﺘﺪﺭﻳﺐ) ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ﻏﻴﺮ ﻣﻨﺸﻮﺭﺓ( ،ﻋﻤﺎﺩﺓ ﺍﻟﺪﺭﺍﺳﺎﺕ ﺍﻟﻌﻠﻴﺎ ،ﺍﻹﺩﺍﺭﺓ ﺍﻟﻌﺎﻣﺔ -ﻗﺴﻢ ﺍﻹﺩﺍﺭﺓ ﺍﻟﻌﺎﻣﺔ ،ﺟﺎﻣﻌﺔ ﻣﺆﺗﺔ ،ﺍﻟﻤﻤﻠﻜﺔ
ﺍﻷﺭﺩﻧﻴﺔ ﺍﻟﻬﺎﺷﻤﻴﺔ.
ﺃﺑﻮ ﺍﻟﻨﺼﺮ ،ﻣﺪﺣﺖ ) (2009ﻣﺮﺍﺣﻞ ﺍﻟﻌﻤﻠﻴﺔ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ )ﺗﺨﻄﻴﻂ ﻭﺗﻨﻔﻴﺬ ﻭﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ( ،ﺍﻟﻘﺎﻫﺮﺓ  ،ﺍﻟﻤﺠﻤﻮﻋﺔ ﺍﻟﻌﺮﺑﻴﺔ
ﻟﻠﺘﺪﺭﻳﺐ ﻭﺍﻟﻨﺸﺮ.
ﺍﻟﻤﺮﻱ ،ﻋﻠﻲ ﺭﺑﻴﻊ ﺻﺎﻟﺢ ) ،(2009ﻓﺎﻋﻠﻴﺔ ﺑﺮﺍﻣﺞ ﺍﻋﺪﺍﺩ ﺍﻟﻘﺎﺩﺓ ﺍﻻﻣﻨﻴﻴﻦ ﻓﻲ ﻣﻮﺍﺟﻬﺔ ﺍﻟﺘﺤﺪﻳﺎﺕ ﺍﻟﻤﺴﺘﻘﺒﻠﻴﺔ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ﻏﻴﺮ
ﻣﻨﺸﻮﺭﺓ :ﺍﻟﺮﻳﺎﺽ ،ﺟﺎﻣﻌﺔ ﻧﺎﻳﻒ ﻟﻠﻌﻠﻮﻡ ﺍﻻﻣﻨﻴﺔ.
ﻣﻌﻤﺎﺭ ،ﺻﻼﺡ ﺻﺎﻟﺢ ) (2010ﺍﻟﺘﺪﺭﻳﺐ ﺍﻻﺳﺲ ﻭﺍﻟﻤﺒﺎﺩﺉ ،ﻋﻤﺎﻥ ،ﺩﺍﺭ ﺩﻳﺒﻮﻧﻮ ﻟﻠﻄﺒﺎﻋﺔ ﻭﺍﻟﻨﺸﺮ.
ﻣﻌﻤﺎﺭ,ﺻﻼﺡ ﺻﺎﻟﺢ ) (2007ﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﻤﻘﺪﻣﺔ ﻟﻤﻌﻠﻤﻲ ﺍﻟﻌﻠﻮﻡ ﺑﺎﻟﺼﻒ ﺍﻟﺜﺎﻟﺚ ﺍﻟﻤﺘﻮﺳﻂ ﻓﻲ ﻣﻨﻄﻘﺔ ﺍﻟﻤﺪﻳﻨﺔ ﺍﻟﻤﻨﻮﺭﺓ
ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮﻫﻢ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ،ﺟﺎﻣﻌﺔ ﺃﻡ ﺍﻟﻘﺮﻯ ،ﻛﻠﻴﺔ ﺍﻟﺘﺮﺑﻴﺔ.
ﻣﻜﺘﺐ ﺍﻟﺘﺮﺑﻴﺔ ﺍﻟﻌﺮﺑﻴﺔ ﻟﺪﻭﻝ ﺍﻟﺨﻠﻴﺞ ) (2011ﺍﻟﺘﻜﻮﻳﻦ ﺍﻟﻤﻬﻨﻲ ﻟﻠﻤﻌﻠﻢ ،ﻧﻤﻮﺫﺝ ﺍﻟﺘﻜﻮﻳﻦ ﺍﻟﻤﻬﻨﻲ ﻟﻠﻤﻌﻠﻢ ،ﺍﻟﺮﻳﺎﺽ :ﻣﻜﺘﺐ ﺍﻟﺘﺮﺑﻴﺔ ﺍﻟﻌﺮﺑﻲ
ﻟﺪﻭﻝ ﺍﻟﺨﻠﻴﺞ ﻟﻠﻨﺸﺮ.
ﻣﻴﻨﺎ ،ﻓﺎﻳﺰ ﻣﺮﺍﺩ ﻭﻓﺮﺍﺝ  ،ﻣﺤﺴﻦ ﺣﺎﻣﺪ ) (2005ﻣﺒﺎﺩﺉ ﻭﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺲ ،ﻛﻠﻴﺔ ﺍﻟﺘﺮﺑﻴﺔ ،ﺟﺎﻣﻌﺔ ﻋﻴﻦ ﺷﻤﺲ.
ﺍﻟﻨﺠﺪﻱ ،ﻋﺒﺪ ﷲ ) (2006ﺗﺼﻮﺭ ﻣﻘﺘﺮﺡ ﻟﻌﻼﺝ ﻣﻌﻮﻗﺎﺕ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺘﺮﺑﻮﻱ ﻓﻲ ﺿﻮء ﺑﻌﺾ ﺍﺗﺠﺎﻫﺎﺕ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺤﺪﻳﺜﺔ ،ﺭﺳﺎﻟﺔ
ﻣﺎﺟﺴﺘﻴﺮ ﻏﻴﺮ ﻣﻨﺸﻮﺭﺓ  ،ﻛﻠﻴﺔ ﺍﻟﺘﺮﺑﻴﺔ ،ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ.

ﺍﻟﻤﺮﺍﺟﻊ ﺍﻷﺟﻨﺒﻴﺔ ﺛﺎﻧﻴﺎً
Alexandrouet al.(2004) peer evaluation among teachers, acceptance of alternative roles, paper
presented at the Annual Meeting of the American Educational Research, SanFrancisco CA, April ,
pp.131-138.
Asif Jamil and other, effects of in (2011) Service Training in Meliorating Teachers, Performance
at Secondary Level, international Journal of academic research, vol. 930, no. 920, 2011, 624Aysegul Altun and Bilge Gok, Determining in (2010) Service Training Programs, Characteristics
Given To Teachers by Conjoint Analysis, Procedia Social and Behavioral Sciences (2), 2010,
1709-1714.
Campbell . (2010) . Interactive white boards and the first year experience integrating . IWBS into
pre-service teacher education , Australian journal of teacher education , 35 , (6) .67-75.
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Elliot,M., Dawson,R.,and Edwards,J .(2009):providing demonstrable return-on-investment for
organizational learning and training. Journal of European Industrial Training Vol.33, No. 7, PP.
657-670.
Hui lien, B.Y., Yun Hang, R.Y. and Mclean, G.N (2007). Training evaluational Journal of
Training and Development, Vol.11, No.1,PP. 35-48.
Leopold, j.(2002) . Human Resource in Organizations , personnel education ,Inc ,Upper Saddle
River , Newjer sey , prentice Hall Internatioal UK .
Marzano, R . J .8Haysted , M (2009) Final repot on the evaluation of the promethean technology .
Englewood Co:Marazono Research Laboratory .
Muhmmad Sarwar and Shafgat Hussain (2010) Teacher Training in Pakistan: problems and
Solutions for student Teaching Preparatory Programs, European Journal of scientific research.
Vol. (46), no. (2)2010, 179-185.
Osunde, A. U., Izevbigie, T,I.(2006) An Assessmsnt of Teachers Attitude Towards Teaching
Profession in Midwestern Nigeria . Educating , 126 (3).
Rang , R. 8Bhaskara , D. (2004) . Methods of teacher Training, New Delhi , Discovery publishing
House.
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ﺗﻘﻴﻴﻢ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ﻣﻦ ﻭﺟﻬﺔ ﻧﻈﺮ ﺍﻟﻄﻼﺏ
ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ
ﻣﺤﻤﺪ ﺟﺎﺭﷲ ﺍﻟﺤﺒﺎﺑﻲ
ﻣﺪﺭﺏ ﻓﻲ ﻣﺠﺎﻝ ﺍﻟﺘﻌﻠﻢ ﻭﺍﻟﺘﺪﺭﻳﺲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
ﻣﺤﻤﺪ ﺍﻟﺼﻐﻴﺮ ﻗﺎﺳﻢ ﺍﻟﺸﻌﻴﺒﻲ
ﻛﻠﻴﺔ ﺍﻟﻤﺠﺘﻤﻊ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ
ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﺴﻌﻮﺩﻳﺔ

ﺍﻟﻤﻠﺨﺺ
ﺍﻟﻜﻠﻤﺎﺕ ﺍﻟﺪﻟﻴﻠﻴﺔ :ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ؛ ﻭﺳﺎﺋﻞ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ؛ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻄﻠﺒﺔ ؛ ﺗﻮﻳﺘﺮ ؛ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ.

ﺑﻴﺎﻥ ﺍﻟﻤﺸﻜﻠﺔ:
ﺃﺻﺒﺤﺖ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺟﺰءﺍً ﻻ ﻳﺘﺠﺰﺃ ﻣﻦ ﺣﻴﺎﺗﻨﺎ ﺍﻟﻴﻮﻣﻴﺔ ﻭﺍﻟﻤﻬﻨﻴﺔ ،ﻓﻨﺤﻦ ﻧﺴﺘﺨﺪﻡ ﺑﺸﻜﻞ ﺃﻭ ﺑﺂﺧﺮ ﺃﺣﺪ ﺃﻭ ﻣﻌﻈﻢ
ﻫﺬﻩ ﺍﻟﺸﺒﻜﺎﺕ ﻛﺸﺒﻜﺔ ﺍﻟﺘﺪﻭﻳﻦ ﺍﻟﻤﺼﻐﺮ ﺗﻮﻳﺘﺮ ﺃﻭ ﺻﻔﺤﺎﺕ ﺍﻟﻔﻴﺲ ﺑﻮﻙ ﺃﻭ ﺣﺴﺎﺑﺎﺕ ﺍﻻﻧﺴﺘﻘﺮﺍﻡ ﻭﻏﻴﺮﻫﺎ.
ﻭﺗﻌﺪ ﻓﺌﺔ ﺍﻟﺸﺒﺎﺏ ﻓﻲ ﺍﻟﻤﻤﻠﻜﺔ ﻣﻦ ﺃﻛﺜﺮ ﻣﺴﺘﺨﺪﻣﻲ ﻫﺬﻩ ﺍﻟﺸﺒﻜﺎﺕ ﻭﺧﺎﺻﺔ ﺷﺒﻜﺔ ﺗﻮﻳﺘﺮ ،ﻭﻣﻦ ﻫﻨﺎ ﺟﺎءﺕ ﻓﻜﺮﺓ ﺗﺪﺭﻳﺐ ﺍﻟﻄﻼﺏ ﻣﻦ
ﺧﻼﻝ ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﺘﻲ ﻳﻔﻀﻠﻮﻥ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ،ﻭﻧﻀﺮﺍً ﻟﻤﺎ ﺗﺸﻬﺪﻩ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻣﻦ ﺗﺴﺎﺭﻉ ﻛﺒﻴﺮ ﻓﻲ ﺗﻔﻌﻴﻞ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﺑﺠﻤﻴﻊ
ﻣﺴﺘﻮﻳﺎﺗﻪ ﻛﺎﻥ ﻟﺰﺍﻣﺎ ً ﻋﻠﻴﻨﺎ ﺍﻻﻫﺘﻤﺎﻡ ﺑﺘﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﻠﻄﻼﺏ ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﻭﺣﻴﺚ ﺃﻥ ﺍﻟﺠﺎﻣﻌﺔ ﻳﺪﺭﺱ ﻓﻴﻬﺎ ﻣﺎ ﻳﺰﻳﺪ ﻋﻦ 70
ﺃﻟﻒ ﻁﺎﻟﺐ ﻭﻁﺎﻟﺒﺔ ﻭ ﻳﻠﺘﺤﻖ ﺑﻬﺎ ﺳﻨﻮﻳﺎ ً ﻣﺎ ﻻ ﻳﻘﻞ ﻋﻦ  12000ﻁﺎﻟﺐ ﻭﻁﺎﻟﺒﺔ ﻛﺎﻥ ﻣﻦ ﺍﻟﺼﻌﺐ ﺗﺪﺭﻳﺒﻬﻢ ﺑﺎﻟﻄﺮﻕ ﺍﻟﺘﻘﻠﻴﺪﻳﺔ ﻓﻲ ﺍﻟﻤﻌﺎﻣﻞ ﻭﺟﻬﺎ ً
ﻟﻮﺟﻪ ،ﻟﺬﺍ ﺗﻮﺟﻬﻨﺎ ﺇﻟﻰ ﻓﻜﺮﺓ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﻦ ﻁﺮﻳﻖ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ.
ﻭﻗﺪ ﺗﻢ ﺍﺳﺘﻄﻼﻉ ﺁﺭﺍء ﺍﻟﻄﻼﺏ ﻟﻤﻌﺮﻓﺔ ﺃﻛﺜﺮ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺍﻧﺘﺸﺎﺭﺍً ﺑﻴﻨﻬﻢ ﻭﺍﻟﻤﻔﻀﻠﺔ ﻟﺪﻳﻬﻢ ،ﻭﻛﺎﻧﺖ ﺍﻟﻨﺘﻴﺠﺔ ﻟﺼﺎﻟﺢ
ﺷﺒﻜﺔ ﺍﻟﺘﺪﻭﻳﻦ ﺍﻟﻤﺼﻐﺮ ﺗﻮﻳﺘﺮ ،ﻭﺑﻨﺎ ًء ﻋﻠﻰ ﻫﺬﻩ ﺍﻟﻨﺘﻴﺠﺔ ﻗﺮﺭﻧﺎ ﺗﻘﺪﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻟﺘﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺃﻧﻈﻤﺘﻪ
ﻣﻦ ﺧﻼﻝ ﺗﻮﻳﺘﺮ ،ﻭﺗﻢ ﺗﻘﺪﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻭﺣﻘﻖ ﻧﺘﺎﺋﺞ ﺇﻳﺠﺎﺑﻴﺔ ﻭﺣﺮﺻﺎ ً ﻋﻠﻰ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻭﻣﻌﺮﻓﺔ ﻧﻘﺎﻁ ﻗﻮﺗﻪ ﻭﺿﻌﻔﻪ ﻓﻘﺪ ﺗﻢ ﺇﺟﺮﺍء
ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ.
ﻭﻋﻠﻴﻪ ﻳﻤﻜﻦ ﺑﻠﻮﺭﺓ ﻣﺸﻜﻠﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻓﻲ ﺍﻟﺘﺴﺎﺅﻻﺕ ﺍﻟﺘﺎﻟﻴﺔ:
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•

ﻣﺎ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻠﺒﺔ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ(؟

•

ﻣﺎ ﻣﺪﻯ ﺭﺿﺎ ﺍﻟﻄﻼﺏ ﻋﻦ ﺗﻄﻮﺭ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻳﻬﻢ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ؟
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•

ﻫﻞ ﻫﻨﺎﻙ ﻓﺮﻭﻕ ﻣﻌﻨﻮﻳﺔ ﻓﻲ ﺁﺭﺍء ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ )ﺍﻟﻨﻮﻉ ،ﺍﻟﺘﺨﺼﺺ(؟

ﺃﻫﻤﻴﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻭﻣﺪﻯ ﺻﻠﺘﻪ:
ﺗﻨﺒﺜﻖ ﺃﻫﻤﻴﺔ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻣﻦ ﺃﻫﻤﻴﺔ ﺍﻟﺘﺠﺮﺑﺔ ﺍﻟﺘﻲ ﺍﺳﺘﻌﺮﺿﺘﻬﺎ ﻭﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﺘﻲ ﺗﻮﺻﻠﺖ ﺇﻟﻴﻬﺎ ﻓﻲ ﺗﻘﻴﻴﻢ ﻓﻌﺎﻟﻴﺔ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
ﻋﺒﺮ ﺗﻮﻳﺘﺮ ،ﺇﺫ ﻳﻤﻜﻦ ﺗﻌﻤﻴﻢ ﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﺘﻲ ﺗﻢ ﺍﻟﺘﻮﺍﺻﻞ ﺇﻟﻴﻬﺎ ﻓﻲ ﺗﺪﺭﻳﺐ ﺍﻷﻋﺪﺍﺩ ﺍﻟﻜﺒﻴﺮﺓ ﻣﻦ ﺍﻟﻄﻼﺏ ﺍﻟﻄﺎﻟﺒﺎﺕ ﺑﺎﻟﻘﻄﺎﻋﻲ ﺍﻟﺘﻌﻠﻴﻤﻲ ﻋﺒﺮ
ﻭﺳﺎﺋﻞ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺑﺼﻮﺭﺓ ﻋﺎﻣﺔ ﻭﺗﻮﻳﺘﺮ ﺑﺼﻮﺭﺓ ﺧﺎﺻﺔ.

ﻣﻨﻬﺞ ﺍﻟﺪﺭﺍﺳﺔ:
ﺍﻋﺘﻤﺪ ﻓﻲ ﻫـﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ ﺗﺤﻠﻴﻞ ﻧﺘﺎﺋﺞ ﺍﻻﺳﺘﺒﺎﻧﺔ ﺍﻟﺘﻲ ﻭﺯﻋﺖ ﻋﻠﻰ ﺍﻟﻄﻠﺒﺔ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ
ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ،ﺣﻴﺚ ﺗﻢ ﺍﺧﻀﺎﻉ ﺗﻠﻚ ﺍﻟﺒﻴﺎﻧﺎﺕ ﻟﻌﻤﻠﻴﺔ ﺗﺤﻠﻴﻞ ﺇﺣﺼﺎﺋﻲ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻹﺣﺼﺎﺋﻲ SPSS

ﺍﻟﻨﺘﺎﺋﺞ
ﺗﻮﺻﻠﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﺘﺎﻟﻴﺔ:
 .1ﺃﻥ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻼﺏ ﻟﻠﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ﻛﺎﻥ ﺇﻳﺠﺎﺑﻴﺎ ً ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ﺍﻟﻮﺳﻂ
ﺍﻟﺤﺴﺎﺑﻲ ﻹﺟﺎﺑﺎﺗﻬﻢ )  ( 4.40ﻭﻫﺬﺍ ﻳﺆﻛﺪ ﻋﻠﻰ ﺃﻥ ﺍﻟﺘﺪﺭﻳﺐ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ﻓﻌﺎﻝ
ﻭﻳﺤﻘﻖ ﺍﻷﻫﺪﺍﻑ ﻓﻲ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻯ ﺍﻟﻄﻼﺏ۔
 .2ﻻ ﻳﻮﺟﺪ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ﺑﻴﻦ ﺇﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ ) ﺍﻟﻨﻮﻉ ،ﺍﻟﺘﺨﺼﺺ(
ﺍﻟﺨﺎﺗﻤﺔ
ﺗﻮﺻﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺑﻤﺎ ﻳﻠﻲ:
 .1ﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻭﺧﺎﺻﺔ ﺗﻮﻳﺘﺮ ﻓﻲ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻄﻠﺒﺔ ﻓﻲ ﺷﺘﻰ ﺍﻟﻤﺠﺎﻻﺕ۔
 .2ﺗﻌﻤﻴﻢ ﻭﻧﺸﺮ ﻫﺬﻩ ﺍﻟﺘﺠﺮﺑﺔ ﻟﺘﺸﻤﻞ ﺟﻤﻴﻊ ﺍﻟﻄﻠﺒﺔ ﻓﻲ ﺍﻟﺠﺎﻣﻌﺎﺕ ﺍﻟﺴﻌﻮﺩﻳﺔ ﻭﺍﻟﺘﻲ ﺗﺴﺘﺨﺪﻡ ﻧﻔﺲ ﺃﻧﻈﻤﺔ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ۔
 .3ﺗﺪﺭﻳﺐ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻄﻼﺏ ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﻛﻤﺪﺭﺑﻴﻦ ﻟﺘﻘﺪﻳﻢ ﻭﻣﺘﺎﺑﻌﺔ ﻫﺬﻩ ﺍﻟﻨﻮﻉ ﻣﻦ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ۔
 .4ﺗﺸﺠﻴﻊ ﺃﻋﻀﺎء ﻫﻴﺌﺔ ﺍﻟﺘﺪﺭﻳﺲ ﻭﺍﻟﻤﻌﻠﻤﻴﻦ ﻻﺳﺘﺨﺪﺍﻡ ﺷﻜﺒﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻓﻲ ﺗﻘﺪﻳﻢ ﺍﻟﻤﺎﺩﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻭﺍﻷﻧﺸﻄﺔ
ﻭﺍﻟﺘﻮﺍﺻﻞ ﺍﻷﻛﺎﺩﻳﻤﻲ۔
 .5ﺇﺟﺮﺍء ﺍﻟﻤﺰﻳﺪ ﻣﻦ ﺍﻟﺪﺭﺍﺳﺎﺕ ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺑﺸﻜﻞ ﻋﺎﻡ ﻭﺷﺒﻜﺔ ﺗﻮﻳﺘﺮ ﺑﺸﻜﻞ ﺧﺎﺹ ﻓﻲ
ﺍﻟﺘﺪﺭﻳﺐ ﻭﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ۔

ﻣﺸﻜﻠﺔ ﺍﻟﺪﺭﺍﺳﺔ
ﺃﺻﺒﺤﺖ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺟﺰءﺍً ﻻ ﻳﺘﺠﺰﺃ ﻣﻦ ﺣﻴﺎﺗﻨﺎ ﺍﻟﻴﻮﻣﻴﺔ ﻭﺍﻟﻤﻬﻨﻴﺔ ،ﻓﻨﺤﻦ ﻧﺴﺘﺨﺪﻡ ﺑﺸﻜﻞ ﺃﻭ ﺑﺂﺧﺮ ﺃﺣﺪ ﺃﻭ ﻣﻌﻈﻢ
ﻫﺬﻩ ﺍﻟﺸﺒﻜﺎﺕ ﻛﺸﺒﻜﺔ ﺍﻟﺘﺪﻭﻳﻦ ﺍﻟﻤﺼﻐﺮ ﺗﻮﻳﺘﺮ ﺃﻭ ﺻﻔﺤﺎﺕ ﺍﻟﻔﻴﺲ ﺑﻮﻙ ﺃﻭ ﺣﺴﺎﺑﺎﺕ ﺍﻻﻧﺴﺘﻘﺮﺍﻡ ﻭﻏﻴﺮﻫﺎ.
ﻭﺗﻌﺪ ﻓﺌﺔ ﺍﻟﺸﺒﺎﺏ ﻓﻲ ﺍﻟﻤﻤﻠﻜﺔ ﻣﻦ ﺃﻛﺜﺮ ﻣﺴﺘﺨﺪﻣﻲ ﻫﺬﻩ ﺍﻟﺸﺒﻜﺎﺕ ﻭﺧﺎﺻﺔ ﺷﺒﻜﺔ ﺗﻮﻳﺘﺮ ،ﻭﻣﻦ ﻫﻨﺎ ﺟﺎءﺕ ﻓﻜﺮﺓ ﺗﺪﺭﻳﺐ ﺍﻟﻄﻼﺏ ﻣﻦ ﺧﻼﻝ
ﺍﻟﻮﺳﺎﺋﻞ ﺍﻟﺘﻲ ﻳﻔﻀﻠﻮﻥ ﺍﺳﺘﺨﺪﺍﻣﻬﺎ ،ﻭﻧﻀﺮﺍً ﻟﻤﺎ ﺗﺸﻬﺪﻩ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻣﻦ ﺗﺴﺎﺭﻉ ﻛﺒﻴﺮ ﻓﻲ ﺗﻔﻌﻴﻞ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﺑﺠﻤﻴﻊ ﻣﺴﺘﻮﻳﺎﺗﻪ
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ﻛﺎﻥ ﻟﺰﺍﻣﺎ ً ﻋﻠﻴﻨﺎ ﺍﻻﻫﺘﻤﺎﻡ ﺑﺘﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﻠﻄﻼﺏ ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﻭﺣﻴﺚ ﺃﻥ ﺍﻟﺠﺎﻣﻌﺔ ﻳﺪﺭﺱ ﻓﻴﻬﺎ ﻣﺎ ﻳﺰﻳﺪ ﻋﻦ  70ﺃﻟﻒ
ﻁﺎﻟﺐ ﻭﻁﺎﻟﺒﺔ ﻭ ﻳﻠﺘﺤﻖ ﺑﻬﺎ ﺳﻨﻮﻳﺎ ً ﻣﺎ ﻻ ﻳﻘﻞ ﻋﻦ  12000ﻁﺎﻟﺐ ﻭﻁﺎﻟﺒﺔ ﻛﺎﻥ ﻣﻦ ﺍﻟﺼﻌﺐ ﺗﺪﺭﻳﺒﻬﻢ ﺑﺎﻟﻄﺮﻕ ﺍﻟﺘﻘﻠﻴﺪﻳﺔ ﻓﻲ ﺍﻟﻤﻌﺎﻣﻞ ﻭﺟﻬﺎ ً
ﻟﻮﺟﻪ ،ﻟﺬﺍ ﺗﻮﺟﻬﻨﺎ ﺇﻟﻰ ﻓﻜﺮﺓ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﻦ ﻁﺮﻳﻖ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ.
ﻭﻗﺪ ﺗﻢ ﺍﺳﺘﻄﻼﻉ ﺁﺭﺍء ﺍﻟﻄﻼﺏ ﻟﻤﻌﺮﻓﺔ ﺃﻛﺜﺮ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺍﻧﺘﺸﺎﺭﺍً ﺑﻴﻨﻬﻢ ﻭﺍﻟﻤﻔﻀﻠﺔ ﻟﺪﻳﻬﻢ ،ﻭﻛﺎﻧﺖ ﺍﻟﻨﺘﻴﺠﺔ
ﻟﺼﺎﻟﺢ ﺷﺒﻜﺔ ﺍﻟﺘﺪﻭﻳﻦ ﺍﻟﻤﺼﻐﺮ ﺗﻮﻳﺘﺮ ،ﻭﺑﻨﺎ ًء ﻋﻠﻰ ﻫﺬﻩ ﺍﻟﻨﺘﻴﺠﺔ ﻗﺮﺭﻧﺎ ﺗﻘﺪﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﻟﺘﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ
ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺃﻧﻈﻤﺘﻪ ﻣﻦ ﺧﻼﻝ ﺗﻮﻳﺘﺮ ،ﻭﺗﻢ ﺗﻘﺪﻳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻭﺣﻘﻖ ﻧﺘﺎﺋﺞ ﺇﻳﺠﺎﺑﻴﺔ ﻭﺣﺮﺻﺎ ً ﻋﻠﻰ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
ﻭﻣﻌﺮﻓﺔ ﻧﻘﺎﻁ ﻗﻮﺗﻪ ﻭﺿﻌﻔﻪ ﻓﻘﺪ ﺗﻢ ﺇﺟﺮﺍء ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ.
ﻭﻋﻠﻴﻪ ﻳﻤﻜﻦ ﺑﻠﻮﺭﺓ ﻣﺸﻜﻠﺔ ﺍﻟﺪﺭﺍﺳﺔ ﻓﻲ ﺍﻟﺘﺴﺎﺅﻻﺕ ﺍﻟﺘﺎﻟﻴﺔ:
•

ﻣﺎ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻠﺒﺔ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻟﻄﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ(؟

•

ﻣﺎ ﻣﺪﻯ ﺭﺿﺎ ﺍﻟﻄﻼﺏ ﻋﻦ ﺗﻄﻮﺭ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻳﻬﻢ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ؟

•

ﻫﻞ ﻫﻨﺎﻙ ﻓﺮﻭﻕ ﻣﻌﻨﻮﻳﺔ ﻓﻲ ﺁﺭﺍء ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ )ﺍﻟﻨﻮﻉ ،ﺍﻟﺘﺨﺼﺺ ،ﺍﻟﻤﺠﻤﻊ ﺍﻷﻛﺎﺩﻳﻤﻲ(؟

ﺃﻫﺪﺍﻑ ﻭﺭﻗﺔ ﺍﻟﻌﻤﻞ
ﺗﻬﺪﻑ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ:
•

ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻠﺒﺔ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻟﻄﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ(؟

•

ﻗﻴﺎﺱ ﻣﺪﻯ ﺭﺿﺎ ﺍﻟﻄﻼﺏ ﻋﻦ ﺗﻄﻮﺭ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻳﻬﻢ؟

•

ﻣﻌﺮﻓﺔ ﺍﻟﻔﺮﻭﻕ ﺍﻟﻤﻌﻨﻮﻳﺔ ﻓﻲ ﺁﺭﺍء ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ )ﺍﻟﻨﻮﻉ ،ﺍﻟﺘﺨﺼﺺ ،ﺍﻟﻤﺠﻤﻊ ﺍﻷﻛﺎﺩﻳﻤﻲ(؟

ﻣﺼﻄﻠﺤﺎﺕ ﺍﻟﺪﺭﺍﺳﺔ
ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ )(eTraining
ﻟﻘﺪ ﺗﻨﻮﻋﺖ ﺗﻌﺮﻳﻔﺎﺕ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻻﻟﻜﺘﺮﻭﻧﻲ ﻣﻦ ﻗﺒﻞ ﻋﺪﺩ ﻣﻦ ﺍﻟﻤﺘﺨﺼﺼﻴﻦ ﻓﻴﺬﻛﺮ ﺍﻷﺳﺘﺎﺫ ﺍﺣﻤﺪ ﺍﻟﻜﺮﺩﻱ ) (2010ﺃﻥ ﺍﻟﺘﺪﺭﻳﺐ
ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻫﻮ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺬﻱ ﻳﻌﺘﻤﺪ ﻋﻠﻰ ﺍﻟﺘﻘﻨﻴﺔ ﺑﺸﻜﻞ ﻋﺎﻡ ﻭﻋﻠﻰ ﺍﻟﺤﺎﺳﺐ ﺍﻵﻟﻲ ﻭﺍﻹﻧﺘﺮﻧﺖ ﺑﺸﻜﻞ ﺧﺎﺹ ،ﻭﻳﺘﻢ ﻓﻴﻬﺎ ﺗﻬﻴﺌﺔ ﺑﻴﺌﺔ ﺗﻔﺎﻋﻠﻴﺔ
ﻏﻨﻴﺔ ﺑﺎﻟﻤﺼﺎﺩﺭ ﺍﻟﻤﺘﻌﺪﺩﺓ ﻭﺍﻷﻧﺸﻄﺔ ﺍﻟﻤﺘﻨﻮﻋﺔ ﺍﻟﺘﻲ ﺗﻤﻜﻦ ﺍﻟﻤﺘﺪﺭﺏ ﻣﻦ ﺗﺤﻘﻴﻖ ﺃﻫﺪﺍﻓﻪ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺫﻟﻚ ﻣﻦ ﺧﻼﻝ ﺍﻟﺘﻔﺎﻋﻞ ﻣﻊ ﺍﻟﻤﺼﺎﺩﺭ
ﻭﺍﻷﻧﺸﻄﺔ ﻓﻲ ﺃﻱ ﻭﻗﺖ ﻭﻣﻦ ﺃﻱ ﻣﻜﺎﻥ.
ﻭﻫﺬﺍ ﺍﻟﻨﻮﻉ ﻣﻦ ﺍﻟﺘﺪﺭﻳﺐ ﻳﻌﺘﻤﺪ ﺑﻨﺴﺒﺔ ﻛﺒﻴﺮﺓ ﻋﻠﻰ ﺍﻟﺘﻌﻠﻢ ﻭﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺬﺍﺗﻲ ﺃﻭ ﺑﻤﺴﺎﻋﺪﺓ ﺍﻟﻤﺪﺭﺏ ﺃﻭ ﺍﻟﻤﻌﻠﻢ .ﻭﻳﻨﻘﺴﻢ ﻫﺬﺍ ﺍﻟﺘﺪﺭﻳﺐ
ﺇﻟﻰ ﻧﻮﻋﻴﻦ ﺗﺪﺭﻳﺐ ﺇﻟﻜﺘﺮﻭﻧﻲ ﻣﺘﺰﺍﻣﻦ ) (Synchronous eTrainingﻭﺗﺪﺭﻳﺐ ﺇﻟﻜﺘﺮﻭﻧﻲ ﻏﻴﺮ ﻣﺘﺰﺍﻣﻦ ) Asynchronous
 (eTrainingﻛﻤﺎ ﺗﻢ ﺫﻟﻚ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ) ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ (.
ﻛﻤﺎ ﻳﻌﺮﻑ ﺩ .ﻋﻠﻲ ﺍﻟﻤﻮﺳﻮﻱ )ﺃﺑﺮﻳﻞ  ( 2010ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﺑﺄﻧﻪ ﻋﻤﻠﻴﺔ ﻣﻨﻈﻮﻣﻴﺔ ﺗﺘﻢ ﻓﻲ ﺑﻴﺌﺔ ﺗﻔﺎﻋﻠﻴﺔ ﻣﺘﻨﻘﻠﺔ ﻣﺸﺒﻌﺔ
ﺑﺎﻟﺘﻄﺒﻴﻘﺎﺕ ﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﺮﻗﻤﻴﺔ ﺍﻟﻤﺒﻨﻴﺔ ﻋﻠﻰ ﺍﺳﺘﺨﺪﺍﻡ ﺷﺒﻜﺔ ﺍﻻﻧﺘﺮﻧﺖ ﻭﺍﻟﺤﺎﺳﻮﺏ ﻣﺘﻌﺪﺩ ﺍﻟﻮﺳﺎﺋﻂ ﻭﺍﻷﺟﻬﺰﺓ ﺍﻟﻤﺘﻨﻘﻠﺔ ﻟﻌﺮﺽ ﺍﻟﺒﺮﻣﺠﻴﺎﺕ
ﻭﺍﻟﺤﻘﺎﺋﺐ ﻭﺍﻟﺪﻭﺭﺍﺕ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻻﻟﻜﺘﺮﻭﻧﻴﺔ ،ﻟﺘﺼﻤﻴﻢ ﻭﺗﻄﺒﻴﻖ ﻭﺗﻘﻮﻳﻢ ﺍﻟﺒﺮﺍﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﺍﻟﺘﺰﺍﻣﻨﻴﺔ ﻭﻏﻴﺮ ﺍﻟﺘﺰﺍﻣﻨﻴﺔ ،ﺑﺈﺗﺒﺎﻉ ﺃﻧﻈﻤﺔ ﺍﻟﺘﺪﺭﺏ
ﺍﻟﺬﺍﺗﻲ ﻭﺍﻟﺘﻔﺎﻋﻠﻲ ﻭﺍﻟﻤﺰﻳﺞ ﻟﺘﺤﻘﻴﻖ ﺍﻷﻫﺪﺍﻑ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺇﺗﻘﺎﻥ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺑﻨﺎء ﻋﻠﻰ ﺳﺮﻋﺔ ﺍﻟﻤﺘﺪﺭﺑﻴﻦ ﻓﻲ ﺍﻟﺘﻌﻠﻢ ﻭﻣﺴﺘﻮﻳﺎﺗﻬﻢ ﺍﻟﻔﻜﺮﻳﺔ
ﻭﻅﺮﻭﻑ ﻋﻤﻠﻬﻢ ﻭﺣﻴﺎﺗﻬﻢ ﻭﻣﻮﺍﻗﻌﻬﻢ ﺍﻟﺠﻐﺮﺍﻓﻴﺔ.
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ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ
ﻭﺗﻌﺮﻑ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ،ﺑﺄﻧﻬﺎ ﺧﺪﻣﺎﺕ ﻳﺘﻢ ﺇﻧﺸﺎﺅﻫﺎ ﻭﺑﺮﻣﺠﺘﻬﺎ ﻣﻦ ﻗﺒﻞ ﺷﺮﻛﺎﺕ ﻛﺒﺮﻯ ﻟﺠﻤﻊ ﺍﻛﺒﺮ ﻋﺪﺩ ﻣﻦ
ﺍﻟﻤﺴﺘﺨﺪﻣﻴﻦ ﻭﺍﻷﺻﺪﻗﺎء ﻭﻣﺸﺎﺭﻛﺔ ﺍﻷﻧﺸﻄﺔ ﻭﺍﻻﻫﺘﻤﺎﻣﺎﺕ ،ﻭﻟﻠﺒﺤﺚ ﻋﻦ ﺗﻜﻮﻳﻦ ﺻﺪﺍﻗﺎﺕ ﻭﺍﻟﺒﺤﺚ ﻋﻦ ﺍﻫﺘﻤﺎﻣﺎﺕ ﻭﺃﻧﺸﻄﺔ ﻟﺪﻯ ﺃﺷﺨﺎﺹ
ﺁﺧﺮﻳﻦ ﻳﺘﺸﺎﺭﻛﻮﻥ ﻣﻌﻬﻢ ﺑﺈﺣﺪﻯ ﺍﻻﺷﺘﺮﺍﻛﺎﺕ ﺍﻟﻔﻜﺮﻳﺔ ﺃﻭ ﻏﻴﺮﻫﺎ  ,ﻭﺗﻮﻓﺮ ﻫﺬﻩ ﺍﻟﺨﺪﻣﺎﺕ ﻣﻴﺰﺍﺕ ﻣﺜﻞ ﺍﻟﻤﺤﺎﺩﺛﺔ ﺍﻟﻔﻮﺭﻳﺔ ﻭﺍﻟﺘﺮﺍﺳﻞ ﺍﻟﻌﺎﻡ
ﻭﺍﻟﺨﺎﺹ ﻭﻣﺸﺎﺭﻛﺔ ﺍﻟﻮﺳﺎﺋﻂ ﺍﻟﻤﺘﻌﺪﺩﺓ ﻣﻦ ﺻﻮﺕ ﻭﺻﻮﺭﺓ ﻭﻓﻴﺪﻳﻮ ﻭﺍﻟﻤﻠﻔﺎﺕ ،ﻭﻗﺪ ﺍﺳﺘﻘﻄﺒﺖ ﻫﺬﻩ ﺍﻟﺨﺪﻣﺎﺕ ﻣﻼﻳﻴﻦ ﺍﻟﻤﺴﺘﺨﺪﻣﻴﻦ ﻣﻦ ﺷﺘﻰ
ﺑﻼﺩ ﺍﻟﻌﺎﻟﻢ )ﺍﻟﺤﺴﻴﻨﻲ( 2012،
ﻭﻳﻌﺮﻓﻬـﺎ ﺍﻟﻤﻨﺼـﻮﺭ ﺑﺄﻧﻬـﺎ ﺷـﺒﻜﺔ ﻣﻮﺍﻗـﻊ ﻓﻌﺎﻟـﺔ ﺟـﺪﺍً ﻓﻲ ﺗﺴـﻬﻴﻞ ﺍﻟﺤﻴـﺎﺓ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﺑـﻴﻦ ﻣﺠﻤﻮﻋـﺔ ﻣـﻦ ﺍﻟﻤﻌـﺎﺭﻑ ﻭﺍﻷﺻﺪﻗﺎء،
ﻛﻤﺎ ﺗﻤﻜﻦ ﺍﻷﺻﺪﻗﺎء ﺍﻟﻘﺪﺍﻣﻰ ﻣﻦ ﺍﻻﺗﺼﺎﻝ ﺑﻌﻀﻬﻢ ﺍﻟﺒﻌﺾ ﻭﺑﻌﺪ ﻁﻮﻝ ﺳﻨﻮﺍﺕ ،ﻭﺗﻤﻜﻨﻬﻢ ﺃﻳﻀﺎ ً ﻣـﻦ ﺍﻟﺘﻮﺍﺻـﻞ ﺍﻟﻤﺮﺋـﻲ ﻭﺍﻟﺼـﻮﺗﻲ ﻭﺗﺒـﺎﺩﻝ
ﺍﻟﺼـﻮﺭ ﻭﻏﻴﺮﻫـﺎ ﻣـﻦ ﺍﻹﻣﻜﺎﻧـﺎﺕ ﺍﻟـﺘﻲ ﺗﻮﻁـﺪ ﺍﻟﻌﻼﻗـﺔ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﺑﻴـﻨﻬﻢ ) .ﺍﻟﻤﻨﺼﻮﺭ ،۲۰۱۲ ،ﺹ(۲٥ :

ﺗﻮﻳﺘﺮ
ﺗﻮﻳﺘﺮ )ﺑﺎﻹﻧﺠﻠﻴﺰﻳﺔ (Twitter :ﺃﺣﺪ ﺃﺷﻬﺮ ﺍﻟﺸﺒﻜﺎﺕ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﻭ ﻭﺳﺎﺋﻞ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ،ﻳﻘﺪﻡ ﺧﺪﻣﺔ ﺍﻟﺘﺪﻭﻳﻦ ﺍﻟﻤﺼﻐﺮ
ﻭﺍﻟﺘﻲ ﺗﺴﻤﺢ ﻟﻤﺴﺘﺨﺪﻣﻴﻪ ﺑﺈﺭﺳﺎﻝ »ﺗﻐﺮﻳﺪﺍﺕ« ﻋﻦ ﺣﺎﻟﺘﻬﻢ ﺃﻭ ﻋﻦ ﺃﺣﺪﺍﺙ ﺣﻴﺎﺗﻬﻢ ﺃﻭ ﺇﺑﺪﺍء ﺃﺭﺍءﻫﻢ ﺑﺤﺪ ﺃﻗﺼﻰ  140ﺣﺮﻑ ﻟﻠﺮﺳﺎﻟﺔ
ﺍﻟﻮﺍﺣﺪﺓ .ﻭﺫﻟﻚ ﻣﺒﺎﺷﺮﺓ ﻋﻦ ﻁﺮﻳﻖ ﻣﻮﻗﻊ ﺗﻮﻳﺘﺮ ﺃﻭ ﻋﻦ ﻁﺮﻳﻖ ﺇﺭﺳﺎﻝ ﺭﺳﺎﻟﺔ ﻧﺼﻴﺔ ﻗﺼﻴﺮﺓ  SMSﺃﻭ ﺑﺮﺍﻣﺞ ﺍﻟﻤﺤﺎﺩﺛﺔ ﺍﻟﻔﻮﺭﻳﺔ ﺃﻭ
ﺍﻟﺘﻄﺒﻴﻘﺎﺕ ﺍﻟﺘﻲ ﻳﻘﺪﻣﻬﺎ ﺍﻟﻤﻄﻮﺭﻭﻥ ﻣﺜﻞ ﺍﻟﻔﻴﺲ ﺑﻮﻙ ﻭ  TwitBirdﻭ  Twitterrificﻭ  Twhirlﻭ .twitterfox
ﻭﺗﻈﻬﺮ ﺗﻠﻚ ﺍﻟﺘﺤﺪﻳﺜﺎﺕ ﻓﻲ ﺻﻔﺤﺔ ﺍﻟﻤﺴﺘﺨﺪﻡ .ﻭﻳﻤﻜﻦ ﻟﻸﺻﺪﻗﺎء ﻗﺮﺍءﺗﻬﺎ ﻣﺒﺎﺷﺮﺓ ﻣﻦ ﺻﻔﺤﺘﻬﻢ ﺍﻟﺮﺋﻴﺴﻴﺔ ﺃﻭ ﺯﻳﺎﺭﺓ ﻣﻠﻒ
ﺍﻟﻤﺴﺘﺨﺪﻡ ﺍﻟﺸﺨﺼﻲ ،ﻭﻛﺬﻟﻚ ﻳﻤﻜﻦ ﺍﺳﺘﻘﺒﺎﻝ ﺍﻟﺮﺩﻭﺩ ﻭﺍﻟﺘﺤﺪﻳﺜﺎﺕ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﺒﺮﻳﺪ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ،ﻭﺧﻼﺻﺔ ﺍﻷﺣﺪﺍﺙ  RSSﻭﻋﻦ ﻁﺮﻳﻖ
ﺍﻟﺮﺳﺎﺋﻞ ﺍﻟﻨﺼﻴﺔ ﺍﻟﻘﺼﻴﺮﺓ  SMSﻭﺫﻟﻚ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺃﺭﺑﻌﺔ ﺃﺭﻗﺎﻡ ﺧﺪﻣﻴﺔ ﺗﻌﻤﻞ ﻓﻲ ﺍﻟﻮﻻﻳﺎﺕ ﺍﻟﻤﺘﺤﺪﺓ ﻭﻛﻨﺪﺍ ﻭﺍﻟﻬﻨﺪ ﺑﺎﻹﺿﺎﻓﺔ ﻟﻠﺮﻗﻢ ﺍﻟﺪﻭﻟﻲ
ﻭﺍﻟﺬﻱ ﻳﻤﻜﻦ ﻟﺠﻤﻴﻊ ﺍﻟﻤﺴﺘﺨﺪﻣﻴﻦ ﺣﻮﻝ ﺍﻟﻌﺎﻟﻢ ﺍﻹﺭﺳﺎﻝ ﺇﻟﻴﻪ ﻓﻲ ﺍﻟﻤﻤﻠﻜﺔ ﺍﻟﻤﺘﺤﺪﺓ.
ﻭﻳﻌﺮﻑ ﺃﺳﺎﻣﺔ ﺍﻟﻤﺤﻴﺎ ﻓﻲ ﻛﺘﺎﺑﺔ ﻏﺮﺩ ﻣﻊ ﺗﻮﻳﺘﺮ :ﻣﻮﻗﻊ ﺗﻮﻳﺘﺮ ﻫﻮ ﺷﺒﻜﺔ ﺍﺟﺘﻤﺎﻋﻴﺔ ﻋﺎﻟﻤﻴﺔ ،ﺗﺠﻴﺐ ﻓﻴﻬﺎ ﻋﻠﻰ ﺳﺆﺍﻝ ﻫﻮ :ﻣﺎﺫﺍ
ﻳﺤﺪﺙ ﺍﻵﻥ؟ ﻭﺫﻟﻚ ﻓﻲ  140ﺣﺮﻑ ﻓﻘﻂ )ﺍﻟﻤﺤﻴﺎ ،ﻻﻳﻮﺟﺪ ﺗﺎﺭﻳﺦ ،ﺹ.(2 :

ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﻠﻄﻼﺏ
ﻫﻲ ﺍﻟﻤﻬﺎﺭﺍﺕ ﻭﺍﻟﻘﺪﺭﺍﺕ ﺍﻟﻤﻌﺮﻓﻴﺔ ﻭﻣﺎ ﻭﺭﺍء ﺍﻟﻤﻌﺮﻓﻴﺔ ﻭﺍﻟﺘﻘﻨﻴﺔ ﺍﻟﺘﻲ ﻳﺤﺘﺎﺟﻬﺎ ﺍﻟﻤﺘﻌﻠﻢ ﻟﻴﺘﻤﻜﻦ ﻣﻦ ﺍﻛﺘﺴﺎﺏ ﺍﻟﻤﻌﺎﺭﻑ ﻭﺍﻟﻌﻠﻮﻡ
ﻭﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻼﺯﻣﺔ ﻭﻳﺘﻌﻠﻢ ﺑﺸﻜﻞ ﺟﻴﺪ ﻭﻳﺤﻘﻖ ﺃﻫﺪﺍﻑ ﺍﻟﺘﻌﻠﻢ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺗﻘﻨﻴﺎﺕ ﺍﻟﺘﻌﻠﻴﻢ ﺍﻟﺤﺪﻳﺜﺔ ،ﻭﻳﺼﺒﺢ ﻗﺎﺩﺭﺍً ﻋﻠﻰ ﺍﻻﺑﺘﻜﺎﺭ ﻭﺍﻹﺑﺪﺍﻉ ﺿﻤﻦ
ﺳﻮﻕ ﺗﻨﺎﻓﺴﻴﺔ ﻣﻌﺮﻓﻴﺔ ﺗﻘﻨﻴﺔ ﻣﺘﻄﻮﺭﺓ ﺑﺎﺳﺘﻤﺮﺍﺭ") .ﻣﺤﻤﺪ ﺍﻟﺠﺎﺭﷲ( 2015 ،

ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(
ﺑﺮﻧﺎﻣﺞ ﺗﺪﺭﻳﺒﻲ ﺇﻟﻜﺘﺮﻭﻧﻲ ﻳﻬﺪﻑ ﻟﺘﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻯ ﻁﻼﺏ ﻭﻁﺎﻟﺒﺎﺕ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﺗﻢ ﺗﻘﺪﻳﻤﻪ ﻋﻦ
ﻁﺮﻳﻖ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺍﻟﺸﻬﻴﺮﺓ ﺗﻮﺗﻴﺮ ﺿﻤﻦ ﺍﻟﺤﺴﺎﺏ ﺗﻮﻳﺘﺮ ﺍﻟﺮﺳﻤﻲ ﻟﻌﻤﺎﺩﺓ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻋﺒﺮ
ﺍﻟﻬﺎﺷﺘﺎﻕ #ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﺣﻴﺚ ﺗﻢ ﺭﺑﻂ ﺟﻤﻴﻊ ﺗﻐﺮﻳﺪﺍﺕ ﺍﻟﻤﺤﺘﻮﻯ ﻭﺍﻷﻧﺸﻄﺔ ﺿﻤﻦ ﻫﺬﺍ ﺍﻟﻬﺎﺵ ﺗﺎﻕ
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ﺍﻟﻬﺎﺵ ﺗﺎﻕ # Hashtag
ﻫﻮ ﺃﺷﺒﻪ ﻣﺎ ﻳﻜﻮﻥ ﺑﻌﻨﻮﺍﻥ ﻟﻤﻮﺿﻮﻉ ﻛﺒﺮﻱ ،ﻳﻤﻜﻦ ﻟﻠﺠﻤﻴﻊ ﺑﺪﻭﻥ ﺍﺳﺘﺜﻨﺎء ﺃﻥ ﻳﻄﺮﺣﻮﺍ ﺁﺭﺍﺋﻬﻢ ﻟﻴﻘﺮﺃﻫﺎ ﺍﻟﺠﻤﻴﻊ .ﻳﻤﻜﻦ
ﺃﻟﻲ ﻣﻐﺮﺩ ﺃﻥ ﻳﻨﺸﺊ ﻫﺎﺵ ﺗﺎﻕ ﺷﺮﻳﻄﺔ ﺃﻥ ﻳﻀﻊ ﻗﺒﻞ ﺍﻻﺳﻢ -ﺑﺎﻹﻧﺠﻠﻴﺰﻱ  -ﻋﻼﻣﺔ ﺍﻟﻬﺎﺵ ﺗﺎﻕ  #ﻭﺑﺪﻭﻥ ﻣﺴﺎﻓﺎﺕ .ﻳﻤﺘﺎﺯ ﺍﻟﻬﺎﺵ
ﺗﺎﻕ ﺑﻮﺟﻮﺩ ﻧﻘﺎﺵ ﺛﺮﻱ ﻭﺳﺎﺧﻦ ،ﻣﺘﻌﺪﺩ ﺍﻟﻠﻐﺎﺕ ﺃﺣﻴﺎﻧﺎ .ﻭﺳﺮﻳﻊ ﺍﻟﺘﺠﺎﻭﺏ ﻭﺍﻟﻄﺮﺡ .ﻗﺪ ﺗﺘﻔﺎﺟﺄ ﺃﺣﻴﺎﻧﺎ ﺑﻮﺟﻮﺩ ﺃﻛﺜﺮ  300ﺗﻐﺮﻳﺪﻩ
ﺟﺪﻳﺪﺓ ﻳﻒ ﺣﺪﻭﺩ  5ﺩﻗﺎﺋﻖ ﺇﺫﺍ ﻛﺎﻥ ً ﺟﺪﺍ ﺍﻟﻤﻮﺿﻮﻉ ﺳﺎﺧﻨﺎ ﻳﻌﺮﺽ ﺍﻟﻬﺎﺵ ﺗﺎﻕ ﺍﻟﺘﻐﺮﻳﺪﺍﺕ ﺑﺤﺴﺐ ﻭﻗﺖ ﻧﺮﺷﻬﺎ ﺃﻭ ﻭﻗﺖ ﺇﻋﺎﺩﺓ
ﻧﺮﺷﻬﺎ .ﻭﻳﻌﺮﺽ ﻟﻚ ﺍﻟﺰﻣﻦ ﻭﺃﻳﻀﺎ ﻣﻦ ﻗﺎﻡ ﺑﺈﻋﺎﺩﺓ ﺍﻟﻨﺸﺮ) .ﺍﻟﻤﺤﻴﺎ ،ﻻﻳﻮﺟﺪ ﺗﺎﺭﻳﺦ ،ﺹ.(13 :
ﻭﻓﻲ ﺑﺮﻧﺎﻣﺠﻨﺎ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﺗﻢ ﺇﻧﺸﺎء ﻫﺎﺵ ﺗﺎﻕ ﺧﺎﺹ ﺑﺎﻟﺒﺮﻧﺎﻣﺞ ﻳﺤﻤﻞ ﻋﻨﻮﺍﻥ ﺍﻟﺒﺮﻧﺎﻣﺞ )
#ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﺣﻴﺚ ﺃﻥ ﺟﻤﻴﻊ ﺗﻐﺮﻳﺪﺍﺕ ﺍﻟﻤﺤﺘﻮﻯ ﻭﺍﻷﻧﺸﻄﺔ ﺗﺘﻀﻤﻦ ﻫﺬﺍ ﺍﻟﻬﺎﺵ ﺗﺎﻕ ﻟﺘﺴﻬﻴﻞ ﻭﺻﻮﻝ ﺍﻟﻄﻼﺏ
ﻟﻠﻤﺤﺘﻮﻯ ﻭﺍﻷﻧﺸﻄﺔ.
ﺍﻟﺘﻐﺮﻳﺪﺓ Tweet
ﺭﺳﺎﺋﻞ ﻗﺼﻴﺮﺓ ﺗﺼﻞ ﺇﻟﻰ  140ﺣﺮﻑ ﻭﻳﻤﻜﻦ ﺃﻥ ﺗﺤﺘﻮﻱ ﻋﻠﻰ ﺭﻭﺍﺑﻂ ﺃﻭ ﻭﺳﺎﺋﻂ ﻣﺘﻌﺪﺩﺓ )ﺻﻮﺭﺓ – ﻓﻴﺪﻳﻮ( ﻭﻣﺆﺧﺮﺍً ﺗﻢ ﺇﺿﺎﻓﺔ ﺍﺳﺘﻄﻼﻉ.

ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ ( Blackboard ) LMS
 LMSﻫﻲ ﺍﺧﺘﺼﺮ  Learning Management Systemﻭﺗﻌﻨﻲ ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ ،ﻭﻳﺸﻴﺮ ﺇﻟﻰ ﺗﺨﺰﻳﻦ ﻣﺤﺘﻮﻳﺎﺕ ﺍﻟﻤﻘﺮﺭﺍﺕ
ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﻭﺇﺩﺍﺭﺓ ﻋﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻢ ﻭﺗﻨﻈﻴﻢ ﻭﺇﺩﺍﺭﺓ ﺍﻷﻧﺸﻄﺔ ﺍﻹﺩﺍﺭﻳﺔ ﻭﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺩﺍﺧﻞ ﺍﻟﻤﺆﺳﺴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ،ﺑﻤﺎ ﻳﺘﻀﻤﻨﻪ ﻣﻦ ﺇﺩﺍﺭﺓ ﺍﻟﻄﻼﺏ
ﺍﻟﻤﻘﻴﺪﻳﻦ ،ﻭﺍﻻﺧﺘﺒﺎﺭﺍﺕ ،ﻭﺍﻟﻤﻨﻬﺞ ﻭﺗﺤﺪﻳﺪ ﻭﺍﻟﻤﻬﺎﻡ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻭﺃﺳﺎﻟﻴﺐ ﺗﻨﻔﻴﺬﻫﺎ ﻭﺧﻄﻂ ﺍﻟﺪﺭﺱ ،ﻭﺗﻤﻜﻴﻦ ﺍﻟﻄﻼﺏ ﻣﻦ ﺍﻷﺩﻭﺍﺕ ﻻﺳﺘﺨﺪﺍﻣﻬﺎ
ﺑﺄﻏﺮﺍﺽ ﻣﺘﻨﻮﻋﺔ ﻭﻣﺴﺘﻘﻠﺔ ﻭﺗﺤﻘﻖ ﺍﻻﺳﺘﺨﺪﺍﻡ ﻭﺍﻟﺘﻨﻈﻴﻢ ﺍﻟﺬﺍﺗﻲ ﻭﺗﻨﻈﻴﻢ ﺍﻷﻧﺸﻄﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ،ﻭﺑﺬﻟﻚ ﻓﺈﻥ  LMSﻳﻬﺘﻢ ﺑﺈﺩﺍﺭﺓ ﻭﺗﻘﺪﻳﻢ ﺍﻟﺘﻌﻠﻴﻢ
ﻭﺗﻨﻈﻴﻢ ﺃﻧﺸﻄﺔ ﺍﻟﻄﻼﺏ ﺇﺿﺎﻓﺔ ﺇﻟﻰ ﺍﻟﺠﻮﺍﻧﺐ ﺍﻹﺩﺍﺭﻳﺔ ﺑﺎﻟﻤﺆﺳﺴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻓﻲ ﺇﻁﺎﺭ ﻧﻈﺎﻡ ﻣﺘﻜﺎﻣﻞ ) ﺩ .ﺍﻟﻐﺮﻳﺐ ، 2009 ،ﺹ .( 536

ﻣﻨﻬﺞ ﺍﻟﺪﺭﺍﺳﺔ:
ﺗﻌﺘﻤﺪ ﻫﺪﻩ ﺍﻟﺪﺭﺍﺳﺔ ﻋﻠﻰ ﺍﻟﻤﻨﻬﺞ ﺍﻟﻮﺻﻔﻲ ﺍﻟﻘﺎﺋﻢ ﻋﻠﻰ ﺃﺳﻠﻮﺏ ﺟﻤﻊ ﺍﻟﺒﻴﺎﻧﺎﺕ ﻭﺗﺤﻠﻴﻠﻬﺎ ﻟﻠﻮﺻﻮﻝ ﺇﻟﻰ ﺍﻟﻨﺘﺎﺋﺞ ﻛﻮﻧﻪ ﺃﻛﺜﺮ
ﻣﻼﺋﻤﺔ ﻟﻄﺒﻴﻌﺔ ﺍﻟﺪﺭﺍﺳﺔ .ﺣﻴﺚ ﺗﻢ ﺇﺟﺮﺍء ﺍﺳﺘﻄﻼﻉ ﺭﺃﻱ ﺍﻟﻄﻼﺏ ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﺍﻟﻤﺸﺎﺭﻛﻴﻦ ﻣﻦ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻓﻲ ﻧﻬﺎﻳﺔ ﻫﺬﺍ
ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ.
ﻣﺠﺘﻤﻊ ﻭﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ:
ﺗﻤﺜﻞ ﻣﺠﺘﻤﻊ ﺍﻟﺪﺭﺍﺳﺔ ﺑﻄﻼﺏ ﻭﻁﺎﻟﺒﺎﺕ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ،ﺑﻤﺨﺘﻠﻒ ﻛﻠﻴﺎﺗﻬﺎ ،ﻭﺍﻟﻤﻠﺘﺤﻘﻴﻦ ﺑﺎﻟﺠﺎﻣﻌﺔ ﻟﻠﻔﺼﻞ ﺍﻷﻭﻝ
ﻟﻠﻌﺎﻡ ﺍﻟﺪﺭﺍﺳﻲ  1437 – 1436ﻫـ ﻭﺍﻟﺒﺎﻟﻎ ﻋﺪﺩﻫﻢ ) (12565ﺃﻣﺎ ﻋﻴﻨﺔ ﺍﻟﺒﺤﺚ ﻓﻘﺪ ﺗﻤﺜﻠﺖ ﻓﻲ ﺍﻟﻄﻼﺏ ﺍﻟﺬﻳﻦ ﺍﺳﺘﺠﺎﺑﻮﺍ
ﻟﻠﺘﺴﺠﻴﻞ ﻓﻲ ﺍﻟﺪﻭﺭﺓ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺍﻟﺒﺎﻟﻎ ﻋﺪﺩﻫﻢ  129ﻁﺎﻟﺐ ﻭﻁﺎﻟﺒﺔ ﻭﻗﺪ ﺗﻢ ﺍﺳﺘﺒﻌﺎﺩ  4ﺍﺳﺘﺒﺎﻧﺎﺕ ﻧﻈﺮﺍً ﻟﻌﺪﻡ ﺍﺳﺘﻜﻤﺎﻝ ﺇﺟﺎﺑﺎﺗﻬﺎ،
ﻭﻋﻠﻴﻪ ﻓﺈﻥ ﺣﺠﻢ ﺍﻟﻌﻴﻨﺔ ﺍﻟﺬﻱ ﺧﻀﻊ ﻟﻠﺘﺤﻠﻴﻞ ﺍﻹﺣﺼﺎﺋﻲ ﺑﻠﻎ  125ﻣﻔﺮﺩﺓ.
ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﺗﻢ ﺗﻄﻮﻳﺮ ﺍﺳﺘﺒﺎﻧﺔ ﺟﻤﻊ ﺍﻟﺒﻴﺎﻧﺎﺕ ﻭﺍﻟﺘﻲ ﺗﻜﻮﻧﺖ ﻓﻲ ﻧﺴﺨﺘﻬﺎ ﺍﻻﻭﻟﻴﺔ ﻣﻦ ﻧﺤﻮ  50ﺳﺆﺍﻻً ،ﺗﻀﻤﻨﺖ ﺍﻟﻌﻮﺍﻣﻞ ﺍﻟﺘﻲ ﺗﻤﺜﻞ ﻣﺤﺎﻭﺭ
ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻭﺗﻜﻮﻧﺖ ﻣﻦ ﺃﺭﺑﻌﺔ ﻣﺤﺎﻭﺭ:
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•

ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﻋﺒﺮ ﺗﻮﻳﺘﺮ.

•

ﺗﻘﻴﻴﻢ ﻣﺪﺭﺏ ﺑﺮﻧﺎﻣﺞ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(.

•

ﺗﻘﻴﻴﻢ ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺒﺮﻧﺎﻣﺞ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﻋﺒﺮ ﺗﻮﻳﺘﺮ.

•

ﺗﻘﻴﻴﻢ ﺗﻄﻮﺭ ﻣﻌﻠﻮﻣﺎﺕ ﻭﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﻠﻄﻼﺏ ﺑﻌﺪ ﺇﻛﻤﺎﻝ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ.

ﺍﺧﺘﺒﺎﺭ ﺃﺩﺍﺓ ﺍﻟﺪﺭﺍﺳﺔ
ﺗﻢ ﻓﻲ ﻫﺬﻩ ﺍﻟﺨﻄﻮﺓ ﺍﻟﻘﻴﺎﻡ ﺑﺎﻵﺗﻲ:

•

ﻋﺮﺿﺖ ﺍﻻﺳﺘﺒﺎﻧﺔ ﻋﻠﻰ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻤﺤﻜﻤﻴﻦ )ﺃﻛﺎﺩﻳﻤﻴﻴﻦ ﻭﺑﺎﺣﺜﻴﻦ ﻭﻣﻬﺘﻤﻴﻦ( ﻭﺫﻟﻚ ﻟﻤﻌﺮﻓﺔ ﺁﺭﺍﺋﻬﻢ ﺑﺨﺼﻮﺹ
ﻣﺤﺘﻮﻯ ﺍﻻﺳﺘﺒﺎﻧﺔ ﻭﻣﺪﻯ ﺻﻼﺣﻴﺘﻬﺎ ﻟﺘﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ.

•

ﺑﻌﺪ ﻋﻮﺩﺗﻬﺎ ﻣﻦ ﺍﻟﺨﺒﺮﺍء ﺗﻢ ﺗﻌﺪﻳﻠﻬﺎ ﻭﻓﻘﺎ ﻟﻤﺎ ﻁﺮﺣﻮﻩ ﻣﻦ ﻣﻼﺣﻈﺎﺕ ﻭﺗﻢ ﺣﺬﻑ ﻓﻘﺮﺍﺕ ﻭﺩﻣﺞ ﺍﺧﺮﻯ.

•

ﺗﻢ ﺍﻋﺘﻤﺎﺩ ﺍﻟﻤﻘﻴﺎﺱ ﺑﺼﻮﺭﺗﻪ ﺍﻟﻨﻬﺎﺋﻴﺔ ﻭﺑﻔﻘﺮﺍﺕ ﺑﻠﻐﺖ  44ﻓﻘﺮﺓ.

ﺍﺳﺘﻌﺮﺍﺽ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(
ﻓﻜﺮﺓ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
ﺑﺮﻧﺎﻣﺞ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﺑﺮﻧﺎﻣﺞ ﺗﺪﺭﻳﺒﻲ ﺇﻟﻜﺘﺮﻭﻧﻲ ﻏﻴﺮ ﻣﺘﺰﺍﻣﻦ ﺗﻢ ﺗﻘﺪﻳﻤﻪ ﻋﻦ ﻁﺮﻳﻖ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ
ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ،ﻳﻬﺪﻑ ﺇﻟﻰ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻯ ﻁﻼﺏ ﻭﻁﺎﻟﺒﺎﺕ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﺑﺄﺣﺪﺙ ﺍﻟﻄﺮﻕ ﺍﻟﺤﺪﻳﺜﺔ
ﻭﺍﻟﻔﻌﺎﻟﺔ ﻭﺍﻟﻤﺤﺒﺒﺔ ﻟﺪﻯ ﺍﻟﻄﻠﺒﺔ ،ﻟﺘﻤﻜﻨﻬﻢ ﻣﻦ ﺍﻟﺘﻌﻠﻢ ﺑﺸﻜﻞ ﺃﻓﻀﻞ ﻓﻲ ﺍﻟﺠﺎﻣﻌﺔ.
ﻭﺗﻘﻮﻡ ﻓﻜﺮﺓ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻴﻮﺗﺮ( ﻓﻲ ﺗﻘﺪﻳﻢ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﺘﻌﻠﻴﻤﻲ
ﻭﺍﻷﻧﺸﻄﺔ ﻟﻠﻄﻼﺏ ﻣﻦ ﺧﻼﻝ ﻣﺠﻤﻮﻋﺔ ﺗﻐﺮﻳﺪﺍﺕ ﻣﺘﺴﻠﺴﻠﺔ ﺭﻗﻤﻴﺎ ً ﻛﻞ ﺗﻐﺮﻳﺪﺓ ﺗﺘﻀﻤﻦ ﻫﺎﺵ ﺗﺎﻕ ﻳﺤﻤﻞ ﺍﺳﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ
#ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ  ،ﻛﻤﺎ ﻳﻌﺘﻤﺪ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﻧﻈﺮﻳﺔ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻟﺬﺍﺗﻲ ﺣﻴﺚ ﻳﻌﺘﻤﺪ ﺍﻟﻄﺎﻟﺐ ﻋﻠﻰ ﻧﻔﺴﻴﻪ ﻓﻲ
ﺍﻻﻁﻼﻉ ﻋﻠﻰ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﺘﻌﻠﻴﻤﻲ ﺛﻢ ﻳﻘﻮﻡ ﺑﺘﻨﻔﻴﺬ ﺍﻷﻧﺸﻄﺔ ﺍﻟﻤﻄﻠﻮﺑﺔ ﻣﻨﻪ ﻓﻲ ﻧﻬﺎﻳﺔ ﻛﻞ ﺩﺭﺱ ﺑﺸﻜﻞ ﻋﻤﻠﻲ ﻭ ﻳﻜﻮﻥ ﺩﻭﺭ ﺍﻟﻤﺪﺭﺏ ﻣﻮﺟﻪ
ﻭﻣﻴﺴﺮ ﻟﻠﻌﻤﻠﻴﺔ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺃﻭ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ ﻭﺗﻘﻴﻴﻢ ﺃﻧﺸﻄﺔ ﺍﻟﻄﻼﺏ ﻭﺗﻘﺪﻳﻢ ﺍﻟﺘﻐﺬﻳﺔ ﺍﻟﺮﺍﺟﻌﺔ ﻭﺍﻟﺮﺩ ﻋﻠﻰ ﺍﻻﺳﺘﻔﺴﺎﺭﺍﺕ.
ﻛﻤﺎ ﺗﻢ ﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ﻛﻮﺳﻴﻠﺔ ﺃﺳﺎﺳﻴﺔ ﻟﻠﺘﻮﺍﺻﻞ ﻭﺍﻟﺘﻔﺎﻋﻞ ﻓﻲ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
ﺳﻮﺍء ﺑﻴﻦ ﺍﻟﻄﻼﺏ ﻭﺍﻟﻤﺪﺭﺏ ﺃﻭ ﺑﻴﻦ ﺍﻟﻄﻼﺏ ﺑﻌﻀﻬﻢ ﻣﻊ ﺑﻌﺾ ،ﺃﻣﺎ ﺑﺨﺼﻮﺹ ﺗﻨﻔﻴﺬ ﺍﻷﻧﺸﻄﺔ ﺍﻟﻌﻤﻠﻴﺔ ﻓﻘﺪ ﺗﻢ ﺇﺣﺎﻟﺔ ﺍﻟﻄﻼﺏ ﻟﺘﻨﻔﻴﺬ
ﺍﻷﻧﺸﻄﺔ ﺑﺸﻜﻞ ﻋﻤﻠﻲ ﺗﻄﺒﻴﻘﻲ ﻋﻠﻰ ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ ) (Blackboardﻭﺫﻟﻚ ﺑﻬﺪﻑ ﺍﻟﺘﺄﻛﺪ ﻣﻦ ﺍﻛﺘﺴﺎﺑﻬﻢ ﻟﻠﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻄﻠﻮﺑﺔ
ﻭﺗﺤﻘﻴﻘﻬﻢ ﻷﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ.

ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(
ﻓﻲ ﻧﻬﺎﻳﺔ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺳﻴﻜﻮﻥ ﺍﻟﻄﺎﻟﺐ ﻗﺎﺩﺭﺍً ﻋﻠﻰ:
 .1ﺗﺤﺪﻳﺪ ﻣﻔﻬﻮﻡ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﺃﻧﻮﺍﻋﻪ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ
 .2ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺧﺼﺎﺋﺺ ﺍﻟﻄﺎﻟﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﺍﻟﻤﺘﻄﻠﺒﺎﺕ ﺍﻟﺘﻘﻨﻴﺔ ﻟﺘﺼﻔﺢ ﺍﻟﻤﻘﺮﺭ
 .3ﺗﺼﻔﺢ ﺍﻟﻤﻘﺮﺭ ﺍﻟﺪﺭﺍﺳﻲ ﻭﺗﻌﺪﻳﻞ ﺍﻹﻋﺪﺍﺩﺍﺕ ﺍﻟﺸﺨﺼﻴﺔ
 .4ﺍﻟﺘﻨﻈﻴﻢ ﻭﺍﻟﺘﻮﺍﺻﻞ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﻤﻘﺮﺭ
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 .5ﺣﻞ ﺍﻟﻮﺍﺟﺒﺎﺕ ﻭﺍﻻﺧﺘﺒﺎﺭﺍﺕ ﻭﺗﺼﻔﺢ ﺩﺭﺟﺎﺗﻚ
 .6ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺃﺩﻭﺍﺕ ﺍﻟﺘﻔﺎﻋﻞ ﻭﺍﻟﺘﻌﺎﻭﻥ ﺍﻟﻤﺨﺘﻠﻔﺔ ﻋﻦ ﻁﺮﻳﻖ ﺍﻟﻤﻘﺮﺭ
 .7ﺍﻟﻮﺻﻮﻝ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺃﺩﻭﺍﺕ ﺍﻟﺘﻔﺎﻋﻞ ﻓﻲ ﺍﻟﻔﺼﻞ ﺍﻻﻓﺘﺮﺍﺿﻲ

ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(
 .1ﺍﻗﺮﺍء ﺟﻤﻴﻊ ﺗﻐﺮﻳﺪﺍﺕ ﻫﺬﺍ ﺍﻟﺤﺴﺎﺏ ﻣﻦ ﺃﻭﻝ ﺗﻐﺮﻳﺪﺓ ﺣﻴﺚ ﻛﻞ ﺗﻐﺮﻳﺪﺓ ﺗﺤﺘﻮﻱ ﻋﻠﻰ ﺭﻗﻢ ﺗﺴﻠﺴﻠﻲ ﻭﺍﻫﺎﺵ ﺗﺎﻕ
#ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ.
 .2ﻛﻞ ﻳﻮﻡ ﺳﻴﺘﻢ ﺇﺿﺎﻓﺔ ﺗﻐﺮﻳﺪﺍﺕ ﺩﺭﺱ ﺟﺪﻳﺪ ﻣﻊ ﺃﻧﺸﺘﻄﻪ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ.
 .3ﺑﻌﺪ ﻛﻞ ﺩﺭﺱ ﻳﻮﺟﺪ ﻧﺸﺎﻁ ﺃﻭ ﻋﺪﺓ ﺃﻧﺸﻄﺔ.
 .4ﻳﺘﻢ ﺗﻨﻔﻴﺬ ﺟﻤﻴﻊ ﺍﻷﻧﺸﻄﺔ ﻓﻲ ﻣﻘﺮﺭ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﻋﻠﻰ ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ ).(Blackboard
 .5ﻣﻘﺮﺭ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﺳﺘﺠﺪﻩ ﺿﻤﻦ ﻣﻘﺮﺭﺍﺗﻚ ﻋﻠﻰ ﺍﻟﺒﻼﻙ ﺑﻮﺭﺩ.
 .6ﺑﻌﺪ ﺇﻧﺠﺎﺯ ﺍﻟﻨﺸﺎﻁ ﻓﻲ ﺍﻟﺒﻼﻙ ﺑﻮﺭﺩ ﻋﺪ ﺇﻟﻰ ﺗﻐﺮﻳﺪﺓ ﺍﻟﻨﺸﺎﻁ ﻓﻲ ﺗﻮﺗﻴﺮ ﺛﻢ ﺍﺿﻐﻂ ﻋﻠﻰ ﺗﻔﻀﻴﻞ.
 .7ﺗﺴﺘﻄﻴﻊ ﻣﺸﺎﻫﺪﺓ ﺩﺭﺟﺎﺗﻚ ﺍﻟﺘﻲ ﺣﺼﻠﺖ ﻋﻠﻴﻬﺎ ﻭﺍﻟﺘﻐﺬﻳﺔ ﺍﻟﺮﺍﺟﻌﺔ ﻣﻦ ﺍﻟﻤﺪﺭﺏ ﻣﻦ ﺧﻼﻝ ﺻﻔﺤﺔ ﺩﺭﺟﺎﺗﻲ ﻓﻲ ﻣﻘﺮﺭ
ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﻠﻰ ﺍﻟﺒﻼﻙ ﺑﻮﺭﺩ.
 .8ﺳﻴﺘﻢ ﺗﺼﺤﻴﺢ ﺍﻷﻧﺸﻄﺔ ﺍﻟﺘﻲ ﻻ ﺗﺼﺤﺢ ﺗﻠﻘﺎﺋﻴﺎً ﻣﻦ ﺍﻟﻨﻈﺎﻡ ﺧﻼﻝ  48ﺳﺎﻋﺔ.
 .9ﺇﺫﺍ ﻟﻢ ﺗﺤﺼﻞ ﻋﻠﻰ ﺍﻟﺪﺭﺟﺔ ﺍﻟﻜﺎﻣﻠﺔ ﻟﻠﻨﺸﺎﻁ ﺑﺈﻣﻜﺎﻧﻚ ﺗﻘﺪﻳﻢ ﺍﻟﻨﺸﺎﻁ ﻣﺮﺓ ﺃﺧﺮﻯ ،ﻛﻞ ﻧﺸﺎﻁ ﻟﻪ ﻣﺤﺎﻭﻟﺘﻴﻦ ﻟﺘﻘﺪﻳﻤﻪ.
ﺍﺳﺘﺮﺍﺗﻴﺠﻴﺔ ﺍﻟﺘﻮﺍﺻﻞ ﻭﺍﻟﺘﻔﺎﻋﻞ
 .1ﺇﺫﺍ ﻛﺎﻥ ﻟﺪﻳﻚ ﺍﺳﺘﻔﺴﺎﺭ ﺃﻭ ﺳﺆﺍﻝ ﺣﻮﻝ ﺍﻟﻤﺤﺘﻮﻱ ﺍﻟﺘﻌﻠﻴﻤﻲ ﻟﻠﺪﺭﺱ ﺃﻭ ﺗﻨﻔﻴﺬ ﺍﻷﻧﺸﻄﺔ ﻣﻦ ﺧﻼﻝ ﺍﻟﺮﺩ ﻋﻠﻰ ﺗﻐﺮﻳﺪﺓ ﺍﻟﺪﺭﺱ ﺃﻭ
ﺍﻟﻨﺸﺎﻁ ﻭﺳﻮﻑ ﻳﺘﻢ ﺍﻟﺮﺩ ﻋﻠﻴﻚ ﺧﻼﻝ  24ﺳﺎﻋﺔ.
 .2ﺑﻌﺪ ﺇﻧﺠﺎﺯ ﻛﻞ ﻧﺸﺎﻁ ﻓﻲ ﺍﻟﺒﻼﻙ ﺑﻮﺭﺩ ﻋﺪ ﺇﻟﻰ ﺗﻐﺮﻳﺪﺓ ﺍﻟﻨﺸﺎﻁ ﻭﻗﻢ ﺑﻌﻤﻞ ﺭﻳﺘﻮﻳﺖ ﻭﺗﻔﻀﻴﻞ.
 .3ﺇﺫﺍ ﻛﺎﻥ ﻟﺪﻳﻚ ﺃﻱ ﻣﺸﺎﻛﻞ ﻓﻨﻴﺔ ﺗﻮﺍﺻﻞ ﻣﻊ ﺍﻟﺪﻋﻢ ﺍﻟﻔﻨﻲ ﻋﻠﻰ ﺍﻟﻬﺎﺗﻒ . 2417000

ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﺘﻌﻠﻴﻤﻲ
ﺣﺮﺻﻨﺎ ﻋﻨﺪ ﺇﻋﺪﺍﺩ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﺘﻌﻠﻴﻤﻲ ﻟﻬﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺃﻥ ﺍﻟﺘﻜﻮﻥ ﺍﻟﺪﺭﻭﺱ ﻭﻣﺨﺘﺼﺮﺓ ﻭﻣﺮﻛﺰﺓ ﻭﻣﺘﻨﻮﻋﺔ ﻭﺗﺴﺎﻋﺪ ﺍﻟﻄﺎﻟﺐ ﻋﻠﻰ
ﺍﻛﺘﺴﺎﺏ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻄﻠﻮﺑﺔ ﻭﺗﺤﻘﻴﻖ ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ،ﻭﻗﺪ ﺗﻨﻮﻋﺖ ﺍﻟﻤﺎﺩﺓ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺑﻴﻦ ﺍﻟﺼﻮﺭ ﻭﺍﻟﻔﻴﺪﻳﻮﻫﺎﺕ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ
ﻭﻋﺮﻭﺽ ﺍﻟﺒﻮﺭﺑﻮﻳﻨﺖ ،ﻋﻠﻤﺎ ً ﺑﺄﻧﻪ ﺗﻢ ﺭﻓﻊ ﺟﻤﻴﻊ ﺍﻟﻤﺤﺘﻮﻳﺎﺕ ﻋﻠﻰ ﺍﻹﻧﺘﺮﻧﺖ ﺣﻴﺚ ﺗﻢ ﺭﻓﻊ ﻋﺮﻭﺽ ﺍﻟﺒﻮﺭﺑﻮﻳﻨﺖ ﻓﻲ ﻣﺴﺘﻨﺪﺍﺕ ﻗﻮﻗﻞ
 Google Cocsﻭ ﺗﻢ ﺭﻓﻊ ﻣﻘﺎﻁﻊ ﺍﻟﻔﻴﺪﻳﻮ ﻓﻲ ﺍﻟﻴﻮﺗﻴﻮﺏ ﻣﺎ ﻋﺪﺍ ﺍﻟﺼﻮﺭ ﻓﺘﻢ ﺇﺿﺎﻓﺘﻬﺎ ﻣﺒﺎﺷﺮﺓ ﻓﻲ ﺍﻟﺘﻐﺮﻳﺪﺓ
ﻭﻛﺎﻥ ﻛﻞ ﺩﺭﺱ ﻳﺘﻢ ﻧﺸﺮﻩ ﻓﻲ ﺗﻐﺮﻳﺪﺓ ﺃﻭ ﺗﻐﺮﻳﺪﺗﻴﻦ ﻛﺤﺪ ﺃﻗﺼﻰ ﺑﻨﺎء ﻋﻠﻰ ﺗﻨﻮﻉ ﻋﻨﺎﺻﺮ ﺍﻟﺪﺭﺱ ﻭﻛﻞ ﺗﻐﺮﻳﺪﺓ ﻣﺤﺘﻮﻯ ﺗﻌﻠﻤﻲ
ﺗﺤﺘﻮﻱ ﻋﻠﻰ ﺍﻟﻌﻨﺎﺻﺮ ﺍﻟﺘﺎﻟﻴﺔ:

 .1ﺍﻟﺮﻗﻢ ﺍﻟﺘﺴﻠﺴﻠﻲ ﻟﻠﺘﻐﺮﻳﺪﺓ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ
 .2ﻋﻨﻮﺍﻥ ﺍﻟﺪﺭﺱ
 .3ﺭﺍﺑﻂ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﺘﻌﻠﻴﻤﻲ ﺃﻭ ﺍﻟﺼﻮﺭﺓ
 .4ﻫﺎﺵ ﺗﺎﻕ #ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
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ﻧﻤﺎﺫﺝ ﻟﺘﻐﺮﻳﺪﺍﺕ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﺘﻌﻠﻴﻤﻲ
ﺷﻜﻞ ) :(1ﻧﻤﻮﺫﺝ ﻟﺘﻐﺮﻳﺪﺓ ﻣﺤﺘﻮﻯ ﺗﻌﻠﻤﻲ

ﺭﺍﺑﻂ ﺍﻟﺘﻐﺮﻳﺪﺓhttps://twitter.com/KKUELD/status/644085197999181824 :
U2T

2TU

ﺷﻜﻞ ) :(2ﻧﻤﻮﺫﺝ ﻟﺘﻐﺮﻳﺪﺓ ﻣﺤﺘﻮﻯ ﺗﻌﻠﻤﻲ
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ﺭﺍﺑﻂ ﺍﻟﺘﻐﺮﻳﺪhttps://twitter.com/KKUELD/status/644818615728926720 :

ﻭﻓﻴﻤﺎ ﻳﻠﻲ ﻋﻨﺎﻭﻳﻦ ﺍﻟﺪﺭﻭﺱ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﺍﻟﺘﻲ ﺗﻢ ﺗﻘﺪﻳﻤﻬﺎ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ:

561

•

ﺍﻟﺪﺭﺱ ﺍﻷﻭﻝ  | 1ﻣﻔﻬﻮﻡ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﻣﻤﻴﺰﺍﺗﻪ

•

ﺍﻟﺪﺭﺱ ﺍﻷﻭﻝ  | 2ﺷﺎﻫﺪ ﻛﻴﻔﻴﺔ ﺍﻟﺪﺧﻮﻝ ﻟﻨﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ )ﺍﻟﺒﻼﻙ ﺑﻮﺭﺩ( ﻭ ﺗﺼﻔﺢ ﺍﻟﻤﻘﺮﺭﺍﺕ

•

ﺍﻟﺪﺭﺱ ﺍﻟﺜﺎﻧﻲ  |1ﺧﺼﺎﺋﺺ ﺍﻟﻄﺎﻟﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ

•

ﺍﻟﺪﺭﺱ ﺍﻟﺜﺎﻧﻲ  |2ﺍﻟﺒﺪء ﻓﻲ ﺗﺼﻔﺢ ﺍﻟﻤﻘﺮﺭﺍﺕ

•

ﺍﻟﺪﺭﺱ ﺍﻟﺜﺎﻟﺚ | ﺍﻟﺘﻮﺍﺻﻞ ﻭﺍﻟﺘﻨﻈﻴﻢ ﻓﻲ ﺍﻟﻤﻘﺮﺭ

•

ﺍﻟﺪﺭﺱ ﺍﻟﺮﺍﺑﻊ| ﺣﻞ ﻭﺗﻘﺪﻳﻢ ﺍﻟﻮﺍﺟﺒﺎﺕ ﻭﺍﻻﺧﺘﺒﺎﺭﺍﺕ

•

ﺍﻟﺪﺭﺱ ﺍﻟﺨﺎﻣﺲ| ﺍﻟﺘﻔﺎﻋﻞ ﻭﺍﻟﺘﻌﺎﻭﻥ ﻓﻲ ﺍﻟﻤﻘﺮﺭ

•

ﺍﻟﺪﺭﺱ ﺍﻷﺧﻴﺮ  | 1ﺍﻟﺪﻟﻴﻞ ﺍﻟﻤﺼﻮﺭ ﻟﻠﻔﺼﻞ ﺍﻻﻓﺘﺮﺍﺿﻲ

•

ﺍﻟﺪﺭﺱ ﺍﻷﺧﻴﺮ  |2ﺍﻟﻮﺻﻮﻝ ﻭﺍﺳﺘﺨﺪﺍﻡ ﺃﺩﻭﺍﺕ ﺍﻟﺘﻔﺎﻋﻞ ﻓﻲ ﺍﻟﻔﺼﻞ ﺍﻻﻓﺘﺮﺍﺿﻲ )ﻓﻴﺪﻳﻮ(

ISSN 2414-6099

ﺃﻧﺸﻄﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
ﻧﻈﺮﺍً ﻷﻫﻤﻴﺔ ﺍﻟﺘﻄﺒﻴﻖ ﺍﻟﻌﻠﻤﻲ ﻓﻲ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻷﻥ ﻣﻌﻈﻢ ﺍﻟﻤﻬﺎﺭﺍﺕ ﺍﻟﻤﻄﻠﻮﺏ ﺇﺗﻘﺎﻧﻬﺎ ﻫﻲ ﻣﻬﺎﺭﺍﺕ ﻋﻤﻠﻴﺔ ﺗﻄﺒﻴﻘﻴﺔ
ﻋﻠﻰ ﺃﻧﻈﻤﺔ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻓﻘﺪ ﻗﻤﻨﺎ ﺑﺘﺼﻤﻴﻢ ﺃﻧﺸﻄﺔ ﻋﻤﻠﻴﺔ ﻳﻘﻮﻡ ﺍﻟﻄﺎﻟﺐ ﺑﺘﻄﺒﻴﻖ ﺍﻟﻤﻬﺎﺭﺓ ﺑﺸﻜﻞ ﻋﻤﻠﻲ ﻋﻠﻰ ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ
) (Blackboardﻭﺫﻟﻚ ﻣﻦ ﺧﻼﻝ ﻣﻘﺮﺭ ﻋﻠﻰ ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ ) (Blackboardﺗﻢ ﺇﻧﺸﺎﺋﻪ ﻟﻬﺬﺍ ﺍﻟﻐﺮﺽ ﺣﻴﺚ ﺗﻢ ﺇﺿﺎﻓﺔ ﺟﻤﻴﻊ ﺍﻟﻄﻼﺏ
ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﺍﻟﻤﺸﺎﺭﻛﻴﻦ ﻓﻲ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺇﻟﻰ ﻫﺬﺍ ﺍﻟﻤﻘﺮﺭ ﺑﺤﻴﺚ ﻳﻘﻮﻡ ﺍﻟﻄﻼﺏ ﺑﺘﻘﺪﻳﻢ ﺟﻤﻴﻊ ﺍﻷﻧﺸﻄﺔ ﺍﻟﻌﻤﻠﻴﺔ ﻭﺍﻻﺧﺘﺒﺎﺭﺍﺕ ﺍﻟﺬﺍﺗﻴﺔ
ﻋﻦ ﻁﺮﻳﻘﻪ ،ﻛﻤﺎ ﻳﺴﺘﻄﻴﻊ ﺍﻟﻄﺎﻟﺐ ﺍﻟﺘﻌﺮﻑ ﻋﻠﻰ ﺭﺟﺎﺗﻪ ﺍﻟﺘﻲ ﺣﺼﻞ ﻋﻠﻴﻬﺎ ﻓﻲ ﺟﻤﻴﻊ ﺍﻷﻧﺸﻄﺔ ﻋﻦ ﻁﺮﻳﻖ ﺻﻔﺤﺔ ﺩﺭﺟﺎﺗﻲ ﺿﻤﻦ ﻫﺬﺍ
ﺍﻟﻤﻘﺮﺭ ،ﻛﻤﺎ ﻳﺴﺘﻄﻴﻊ ﺍﻟﻄﺎﻟﺐ ﻋﻦ ﻁﺮﻳﻖ ﺻﻔﺤﺔ ﺩﺭﺟﺎﺗﻲ ﻣﺸﺎﻫﺪﺓ ﺍﻟﺘﻌﻠﻴﻘﺎﺕ ﻭﺍﻟﺘﻐﺬﻳﺔ ﺍﻟﺮﺍﺟﻌﺔ ﺍﻟﺘﻲ ﻗﺪﻣﻬﺎ ﺍﻟﻤﺪﺭﺏ ﻋﻠﻰ ﺃﻧﺸﻄﺘﻪ.
ﻛﻤﺎ ﻗﻤﻨﺎ ﻓﻲ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺑﺘﻄﻮﻳﺮ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻻﺧﺘﺒﺎﺭﺍﺕ ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ﺍﻟﺬﺍﺗﻴﺔ ﻭﺍﻟﺘﻲ ﺗﺸﺒﻪ ﺇﻟﻰ ﺣﺪ ﻛﺒﻴﺮ ﺍﻟﻤﺤﺎﻛﺎﺓ ﻟﺘﻨﻔﻴﺬ ﺍﻟﻤﻬﺎﻡ
ﺑﺸﻜﻞ ﻋﻤﻠﻲ ﺫﻟﻚ ﺑﻬﺪﻑ ﺍﻟﺘﻨﻮﻉ ﻓﻲ ﺗﻘﺪﻳﻢ ﺍﻷﻧﺸﻄﺔ ﻭﺗﺤﻘﻴﻖ ﺑﻌﺾ ﺍﻷﻫﺪﺍﻑ ﺍﻟﺘﻌﻠﻴﻤﻴﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ.
ﻭﻛﺎﻥ ﻛﻞ ﺩﺭﺱ ﻳﺤﺘﻮﻱ ﻋﻠﻰ ﻧﺸﺎﻁ ﺃﻭ ﺃﻛﺜﺮ ﺣﻴﺚ ﻳﺘﻢ ﻧﺸﺮ ﺍﻟﻨﺸﺎﻁ ﻓﻲ ﺗﻐﺮﻳﺪﺓ ﻣﺴﺘﻘﻠﺔ ﺗﻮﺿﺢ ﺍﻟﻤﻄﻠﻮﺏ ﺗﻨﻔﻴﺬﻩ ﺛﻢ ﻳﻨﺘﻘﻞ ﺍﻟﻄﺎﻟﺐ
ﺑﻌﺪ ﺫﻟﻚ ﻟﺘﻨﻔﻴﺬ ﺍﻟﻤﻄﻠﻮﺏ ﻓﻲ ﺍﻟﻤﻘﺮﺭ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﻠﻰ ﺍﻟﺒﻼﻙ ﺑﻮﺭﺩ ﻟﺘﻨﻔﻴﺬ ﻭﺗﻘﺪﻳﻢ ﺍﻟﻨﺸﺎﻁ ﺑﺸﻜﻞ ﻋﻤﻠﻲ ﺗﻄﺒﻴﻘﻲ ،ﻭﻛﻞ ﺗﻐﺮﻳﺪﺓ ﻧﺸﺎﻁ ﺗﺤﺘﻮﻱ
ﻋﻠﻰ ﺍﻟﻌﻨﺎﺻﺮ ﺍﻟﺘﺎﻟﻲ:

 .1ﺍﻟﺮﻗﻢ ﺍﻟﺘﺴﻠﺴﻠﻲ ﻟﻠﺘﻐﺮﻳﺪﺓ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ
 .2ﻋﻨﻮﺍﻥ ﺍﻟﻨﺸﺎﻁ ﻭﺍﻟﺬﻱ ﻏﺎﻟﺒﺎ ً ﻣﺎ ﻳﻘﺮﻥ ﺑﻌﻨﻮﺍﻥ ﺍﻟﺪﺭﺱ ﻭﺭﻗﻢ ﺍﻟﻨﺸﺎﻁ ﺇﺫﺍ ﻛﺎﻥ ﻟﻬﺬﺍ ﺍﻟﺪﺭﺱ ﺃﻛﺜﺮ ﻣﻦ ﻧﺸﺎﻁ ﻣﺜﺎﻝ )ﻧﺸﺎﻁ
ﺍﻟﺪﺭﺱ ﺍﻟﺨﺎﻣﺲ (1
 .3ﺍﻟﻤﻄﻠﻮﺏ ﺗﻨﻔﻴﺬﻩ ﻓﻲ ﺍﻟﻨﺸﺎﻁ
 .4ﻫﺎﺵ ﺗﺎﻕ #ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
 .5ﻭﺃﺧﻴﺮﺍً :ﻋﺒﺎﺭﺓ )ﺑﻌﺪ ﺍﻹﻧﺠﺎﺯ ﺭﻳﺘﻮﻳﺖ ﻭﺗﻔﻀﻴﻞ(
ﻭﻓﻴﻤﺎ ﻳﻠﻲ ﻧﻤﺎﺫﺝ ﻟﺘﻐﺮﻳﺪﺍﺕ ﺑﻌﺾ ﺍﻷﻧﺸﻄﺔ ﺍﻟﺘﻲ ﺗﻢ ﺗﻘﺪﻳﻤﻬﺎ ﻓﻲ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ:
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ﺷﻜﻞ ) :(3ﻧﻤﻮﺫﺝ ﻟﺘﻐﺮﻳﺪﺓ ﻧﺸﺎﻁ ﻋﻤﻠﻲ

ﺷﻜﻞ ) :(4ﻧﻤﻮﺫﺝ ﻟﺘﻐﺮﻳﺪﺓ ﻧﺸﺎﻁ ﻋﻤﻠﻲ

ﻭﻧﺴﺘﻌﺮﺽ ﻓﻴﻤﺎ ﻳﻠﻲ ﻧﻤﺎﺫﺝ ﻟﻸﻧﺸﻄﺔ ﺍﻟﻌﻤﻠﻴﺔ ﻓﻲ ﺍﻟﻤﻘﺮﺭ ﺍﻟﺘﻄﺒﻴﻘﻲ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ( ﻋﻠﻰ ﻧﻈﺎﻡ ﺇﺩﺍﺭﺓ ﺍﻟﺘﻌﻠﻢ
):(Blackboard
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ﺷﻜﻞ ) :(5ﺻﻔﺤﺔ ﺍﻷﻧﺸﻄﺔ ﻓﻲ ﻣﻘﺮﺭ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(

ﺷﻜﻞ ) :(6ﻧﻤﻮﺫﺝ ﻷﻧﺸﻄﺔ ﺃﺣﺪ ﺍﻟﺪﺭﺱ ﻓﻲ ﻣﻘﺮﺭ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(
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ﺷﻜﻞ ) :(7ﻧﻤﻮﺫﺝ ﻷﻧﺸﻄﺔ ﺃﺣﺪ ﺍﻟﺪﺭﺱ ﻓﻲ ﻣﻘﺮﺭ )ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ(

ﺩﻭﺭﺓ ﺣﻴﺎﺓ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ #ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
ﺷﻜﻞ ) (8ﺩﻭﺭﺓ ﺣﻴﺎﺓ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﺗﻤﻜﻴﻦ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
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ﺗﺤﻠﻴﻞ ﺍﻟﻨﺘﺎﺋﺞ
ﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﺃﺳﺌﻠﺔ ﺍﻟﺪﺭﺍﺳﺔ ﺗﻢ ﺗﺤﻠﻴﻞ ﺍﻟﺒﻴﺎﻧﺎﺕ ﺍﻟﺘﻲ ﺟﻤﻌﺖ ﻣﻦ ﺧﻼﻝ ﺍﻻﺳﺘﺒﺎﻧﺔ ﻭﻳﻤﻜﻦ ﻋﺮﺽ ﺍﻟﻨﺘﺎﺋﺞ ﻭﻓﻘﺎ ً ﻟﻠﻤﺤﺎﻭﺭ ﺍﻟﺘﺎﻟﻴﺔ:

ﺃﻭﻻً :ﻭﺻﻒ ﻋﻴﻨﺔ ﺍﻟﺒﺤﺚ
ﺟﺪﻭﻝ )  :( 1ﺧﺼﺎﺋﺺ ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ

ﺍﻟﺒﻌﺪ
ﺍﻟﻨﻮﻉ

ﺍﻟﺘﺨﺼﺺ

ﺍﻟﻔﺌﺔ

ﺍﻟﻌﺪﺩ

ﺍﻟﻨﺴﺒﺔ %

ﺫﻛﺮ

46

36.8

ﺃﻧﺜﻰ

79

63.2

ﻁﺐ ﻭﻋﻠﻮﻡ ﻁﺒﻴﺔ

21

16.8

ﻋﻠﻮﻡ ﺇﻧﺴﺎﻧﻴﺔ

70

65

ﺍﻗﺘﺼﺎﺩ ﻭﺇﺩﺍﺭﺓ

10

8

ﻋﻠﻮﻡ ﺗﻄﺒﻴﻘﻴﺔ

10

8

ﻋﻠﻮﻡ ﺣﺎﺳﻮﺏ

14

11.2

ﻳﺘﻀﺢ ﻣﻦ ﻧﺘﺎﺋﺞ ﺍﻟﺠﺪﻭﻝ ﺃﻥ ﺣﺠﻢ ﺍﻟﻌﻴﻨﺔ ﺑﻠﻎ  125ﻁﺎﻟﺐ ﻭﻁﺎﻟﺒﺔ ﻣﺜﻠﺖ ﺍﻟﻄﺎﻟﺒﺎﺕ ﺍﻟﻨﺴﺒﺔ ﺍﻷﻛﺒﺮ ﻣﻨﻬﺎ ﺑﻮﺍﻗﻊ  ،% 63.2ﻭﻓﻴﻤﺎ
ﻳﺘﻌﻠﻖ ﺑﺎﻟﺘﺨﺼﺼﺎﺕ ﻓﺈﻥ ﻁﻼﺏ ﺍﻟﻌﻠﻮﻡ ﺍﻹﻧﺴﺎﻧﻴﺔ ﻣﺜﻠﻮﺍ ﺍﻟﻨﺴﺒﺔ ﺍﻷﻛﺒﺮ ﻣﻦ ﺣﺠﻢ ﺍﻟﻌﻴﻨﺔ ﺑﻮﺍﻗﻊ  % 56ﻓﻴﻤﺎ ﺗﻮﺯﻋﺖ ﺍﻟﻨﺴﺒﺔ ﺍﻟﺒﺎﻗﻴﺔ ﻋﻠﻰ
ﺑﻘﻴﺔ ﺍﻟﺘﺨﺼﺼﺎﺕ.

ﺛﺎﻧﻴﺎً :ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺳﺆﺍﻝ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻷﻭﻝ
ﻧﺺ ﺍﻟﺴﺆﺍﻝ ﺍﻷﻭﻝ ﻋﻠﻰ ﺍﻵﺗﻲ )ﻣﺎ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻠﺒﺔ ﺑﺠﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ ﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ
)ﺗﻮﻳﺘﺮ(؟ ﻭﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﻫﺬﺍ ﺍﻟﺴﺆﺍﻝ ﺗﻢ ﻋﻤﻞ ﺗﺤﻠﻴﻞ ﻭﺻﻔﻲ ﻹﺟﺎﺑﺎﺕ ﺍﻟﻄﻠﺒﺔ
ﺟﺪﻭﻝ ) :(2ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﺤﺴﺎﺑﻲ ﻭﺍﻻﻧﺤﺮﺍﻑ ﺍﻟﻤﻌﻴﺎﺭﻱ ﻹﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﻋﻠﻰ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ
ﻡ

.1
.2
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.4
.5
.6
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.10
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ﺍﻟﻤﺘﻮﺳﻂ
ﺍﻟﺴﺆﺍﻝ
ﺍﻟﺤﺴﺎﺑﻲ
4.46
ﺃﻫﺪﺍﻑ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻛﺎﻧﺖ ﻭﺍﺿﺤﺔ.
4.53
ﺗﻢ ﺗﻨﻈﻴﻢ ﻣﺤﺘﻮﻯ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻓﻲ ﺗﻮﻳﺘﺮ ﺑﺘﺴﻠﺴﻞ ﻣﻨﻄﻘﻲ.
ﺯﺍﺩﺕ ﻗﺮﺍءﺍﺗﻲ ﻟﻠﻌﺮﻭﺽ ﺍﻟﺘﻘﺪﻳﻤﻴﺔ ﻭﻣﺸﺎﻫﺪﺍﺗﻲ ﻟﻤﻘﺎﻁﻊ ﺍﻟﻔﻴﺪﻳﻮ ﻣﻦ ﻓﻬﻤﻲ ﻟﻤﻮﺍﺿﻴﻊ ﺍﻟﺒﺮﻧﺎﻣﺞ 4.38
ﺍﻟﺘﺪﺭﻳﺒﻲ ﻓﻲ ﺗﻮﻳﺘﺮ.
ﺳﺎﻋﺪﺗﻨﻲ ﺍﻷﻧﺸﻄﺔ ﺍﻟﻌﻤﻠﻴﺔ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻋﻠﻰ ﺍﻛﺘﺴﺎﺏ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ 4.55
ﺍﻹﻟﻜﺘﺮﻭﻧﻲ.
4.52
ﺍﻟﻤﺪﺓ ﺍﻟﺰﻣﻨﻴﺔ ﻟﻬﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻛﺎﻧﺖ ﻣﻨﺎﺳﺒﺔ.
ﺍﻟﺘﻮﻗﻴﺖ ﻟﻬﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻛﺎﻥ ﻣﻨﺎﺳﺒﺎً
4.40
4.42
ﺍﻟﺘﺪﺭﻳﺐ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ – ﺗﻮﻳﺘﺮ  -ﻓﻌﺎﻝ ﻭﻣﻤﺘﻊ.
4.46
ﻋﺮﺽ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﻌﻠﻤﻲ ﻭﺍﻷﻧﺸﻄﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻭﺍﺿﺢ ﻭﻣﻨﻈﻢ.
4.45
ﻋﺮﺽ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﻌﻠﻤﻲ ﻭﺍﻷﻧﺸﻄﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﺳﻬﻞ ﺍﻟﻮﺻﻮﻝ.
4.38
ﺍﻟﺘﻮﺍﺻﻞ ﻣﻊ ﻣﺪﺭﺏ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﺳﻬﻞ ﻭﺳﺮﻳﻊ.
4.58
ﺗﻌﻠﻴﻘﺎﺕ ﻣﺪﺭﺏ ﺍﻟﺒﺮﻧﺎﻣﺞ ﻣﻔﻴﺪﺓ

ﺍﻻﻧﺠﺮﺍﻑ
ﺍﻟﻤﻌﻴﺎﺭﻱ
0.69
0.69
0.90
0.72
0.86
0.95
0.84
0.80
0.82
0.90
0.70

ISSN 2414-6099

.12
.13
.14
.15
.16
.17
.18
.19
.20
.21
.22
.23
.24
.25
.26
.27

4.50
ﺃﺟﺎﺏ ﺍﻟﻤﺪﺭﺏ ﻋﻠﻰ ﺍﻷﺳﺌﻠﺔ ﺑﺸﻜﻞ ﻭﺍﺿﺢ
4.42
ﺃﺟﺎﺏ ﺍﻟﻤﺪﺭﺏ ﻋﻠﻰ ﺍﻷﺳﺌﻠﺔ ﺑﺸﻜﻞ ﺳﺮﻳﻊ
4.42
ﻳﺮﺍﻋﻲ ﺍﻟﻤﺪﺭﺏ ﺍﺣﺘﻴﺎﺟﺎﺗﻲ ﺍﻟﺘﺪﺭﻳﺒﻴﺔ
4.09
ﻳﺘﻮﺍﺻﻞ ﺍﻟﻤﺪﺭﺏ ﻣﻌﻲ ﺑﺎﺳﺘﻤﺮﺍﺭ
4.60
ﻳﻘﺪﻡ ﺍﻟﻤﺪﺭﺏ ﺍﻟﺮﺳﺎﺋﻞ ﺍﻟﺘﻮﺟﻴﻬﻴﺔ ﺍﻟﻼﺯﻣﺔ ﻟﻠﻨﺠﺎﺡ ﻓﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ
4.46
ﺷﺠﻌﻨﻲ ﺍﻟﻤﺪﺭﺏ ﻋﻠﻰ ﺇﻛﻤﺎﻝ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
4.38
ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻦ ﻁﺮﻳﻖ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ) ﺗﻮﻳﺘﺮ ( ﻣﻤﺘﻌﻪ
4.34
ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ﻋﻦ ﻁﺮﻳﻖ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ) ﺗﻮﻳﺘﺮ ( ﺗﺤﻘﻖ ﺍﻷﻫﺪﺍﻑ
ﺳﺎﻋﺪﺗﻨﻲ ﻓﻜﺮﺓ ﺇﻧﺸﺎء ﻫﺎﺵ ﺗﺎﻕ #ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﻠﻰ ﺍﻟﻮﺻﻮﻝ ﻟﻠﻤﺤﺘﻮﻯ ﻭﺍﻷﻧﺸﻄﺔ 4.52
ﺑﺴﻬﻮﻟﺔ.
4.50
ﺳﺎﻋﺪﻧﻲ ﺍﻟﺘﺪﺭﻳﺐ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻋﻠﻰ ﺍﻛﺘﺴﺎﺏ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
4.52
ﺳﺎﻋﺪﻧﻲ ﺍﻟﺘﺪﺭﻳﺐ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻋﻠﻰ ﺍﻟﺘﺪﺭﺏ ﻭﺍﻟﺘﻌﻠﻢ ﻓﻲ ﺃﻱ ﻭﻗﺖ ﻭﻣﻦ ﺃﻱ ﻣﻜﺎﻥ
4.48
ﺳﺎﻋﺪﻧﻲ ﺍﻟﺘﺪﺭﻳﺐ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻋﻠﻰ ﻓﻬﻢ ﺍﻟﻤﺤﺘﻮﻯ ﺍﻟﻌﻠﻤﻲ ﻟﻠﺒﺮﻧﺎﻣﺞ
4.48
ﺳﺎﻋﺪﻧﻲ ﺍﻟﺘﺪﺭﻳﺐ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻋﻠﻰ ﺳﻬﻮﻟﺔ ﺍﻟﺘﻮﺍﺻﻞ ﻭﺍﻟﺘﻔﺎﻋﻞ ﻣﻊ ﺍﻟﻤﺪﺭﺏ
ﺳﺎﻋﺪﺗﻨﻲ ﺍﻷﻧﺸﻄﺔ ﺍﻟﻌﻤﻠﻴﺔ ﻓﻲ ﻫﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻋﻠﻰ ﻓﻬﻢ ﻭﺍﻛﺘﺴﺎﺏ ﺍﻟﻤﻬﺎﺭﺍﺕ 4.50
ﺍﻟﻌﻤﻠﻴﺔ ﻻﺳﺘﺨﺪﺍﻡ ﺃﻧﻈﻤﺔ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
ﺳﻮﻑ ﺃﻧﺼﺢ ﺟﻤﻴﻊ ﺯﻣﻼﺋﻲ ﺃﻭ ﺯﻣﻴﻼﺗﻲ ﺑﺎﻻﻟﺘﺤﺎﻕ ﺑﻬﺬﺍ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻣﺴﺘﻘﺒﻼً
4.51
4.62
ﺗﻘﻴﻴﻤﻚ ﺍﻟﻌﺎﻡ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ #ﺗﻤﻜﻴﻦ_ﺍﻟﺘﻌﻠﻢ_ﺍﻹﻟﻜﺘﺮﻭﻧﻲ

ﺍﻹﺟﻤﺎﻟﻲ

0.81
0.79
0.83
0.98
0.67
0.80
0.80
0.79
0.74
0.68
0.69
0.62
0.70
0.68
0.73
0.58

4.46

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ )  ( 2ﺃﻥ ﺇﺟﺎﺑﺎﺕ ﺍﻟﻄﻼﺏ ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﻋﻠﻰ ﺃﺳﺌﻠﺔ ﺗﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﺑﺄﺑﻌﺎﺩﻩ ) ﻣﺤﺘﻮﻯ
ﺍﻟﺒﺮﻧﺎﻣﺞ  ،ﺍﻟﻤﺪﺭﺏ ،ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ( ﻛﺎﻧﺖ ﺇﻳﺠﺎﺑﻴﺔ ﺣﻴﺚ ﺗﺠﺎﻭﺯﺕ ﻗﻴﻢ ﺍﻟﻮﺳﻂ ﺍﻟﺤﺴﺎﺑﻲ ﻟﺠﻤﻴﻊ ﺍﻟﻔﻘﺮﺍﺕ ﻓﻲ ﺍﻷﺑﻌﺎﺩ ﺍﻟﺜﻼﺛﺔ ﺍﻟﻘﻴﻤﺔ ) ( 4
ﻭﺑﻠﻐﺖ ﻗﻴﻤﺔ ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﺤﺴﺎﺑﻲ ﺍﻟﻌﺎﻡ ﻟﺠﻤﻴﻊ ﺍﻟﻔﻘﺮﺍﺕ ﻓﻲ ﺍﻷﺑﻌﺎﺩ ﺍﻟﺜﻼﺛﺔ ﺍﻟﺨﺎﺻﺔ ﺑﺘﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ) (4.46ﻭﻫﻲ ﻗﻴﻤﺔ ﺗﻘﻊ ﻓﻲ
ﺍﻟﻤﺪﻯ ﺍﻟﻌﺎﻟﻲ ،ﻭﻫﺬﺍ ﻳﺪﻝ ﻋﻠﻰ ﺗﻘﻴﻴﻢ ﻋﺎﻟﻲ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ،ﻭﺑﺎﻟﺘﺎﻟﻲ ﻳﻤﻜﻦ ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺍﻟﺴﺆﺍﻝ ﺑﺄﻥ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻼﺏ ﻟﻠﺒﺮﻧﺎﻣﺞ
ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﺇﻳﺠﺎﺑﻴﺎ ً ﺑﺪﺭﺟﺔ ﻋﺎﻟﻴﺔ.

ﺛﺎﻟﺜﺎً :ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺳﺆﺍﻝ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺜﺎﻧﻲ
ﻧﺺ ﺍﻟﺴﺆﺍﻝ ﺍﻟﺜﺎﻧﻲ ﻋﻠﻰ ﺍﻵﺗﻲ )ﻣﺎ ﻣﺪﻯ ﺭﺿﺎ ﺍﻟﻄﻼﺏ ﻋﻦ ﺗﻄﻮﺭ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻳﻬﻢ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
ﻋﺒﺮ ﺗﻮﻳﺘﺮ؟( ﻭﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﻫﺬﺍ ﺍﻟﺴﺆﺍﻝ ﺗﻢ ﻋﻤﻞ ﺗﺤﻠﻴﻞ ﻭﺻﻔﻲ ﻹﺟﺎﺑﺎﺕ ﺍﻟﻄﻠﺒﺔ
ﺟﺪﻭﻝ ) :(3ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﺤﺴﺎﺑﻲ ﻭﺍﻻﻧﺤﺮﺍﻑ ﺍﻟﻤﻌﻴﺎﺭﻱ ﻹﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﻋﻠﻰ ﻣﺪﻯ ﺭﺿﺎ ﺍﻟﻄﻼﺏ ﻋﻦ ﺗﻄﻮﺭ
ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻳﻬﻢ
ﺍﻟﺴﺆﺍﻝ

.1
.2
.3
.4
.5
.6
.7
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ﻟﺪﻱ ﺍﻵﻥ ﺍﻟﺜﻘﺔ ﻓﻲ ﺃﻥ ﺃﺑﺪﺃ ﻓﻲ ﺍﺳﺘﺨﺪﺍﻡ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ
ﺳﺎﻋﺪﻧﻲ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﻠﻰ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺓ ﺍﻟﺘﻌﻠﻢ ﻭﺍﻟﺘﺪﺭﺏ ﺍﻟﺬﺍﺗﻲ
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4.71

0.44

4.54

0.49

4.52

0.71

4.79

0.34

4.59

0.43

1.02

0.40

4.66

0.42

4.45

0.51

4.44

0.71

4.70

0.37

4.51

0.45

1.15

0.34

ﻳﺘﺒﻴﻦ ﻣﻦ ﺍﻟﺠﺪﻭﻝ )  ( 5ﺃﻥ ﻣﺴﺘﻮﻯ ﺩﻻﻟﺔ )  ( Fﻛﺎﻧﺖ ﺃﻛﺒﺮ ﻣﻦ ﻣﺴﺘﻮﻯ ﺍﻟﻤﻌﻨﻮﻳﺔ  0.05ﻭﻫﺬﺍ ﻳﻌﻨﻲ ﻋﺪﻡ ﻭﺟﻮﺩ ﻓﺮﻭﻕ ﺫﺍﺕ

ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ﺑﻴﻦ ﺇﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﺗﺒﻌﺎ ً ﻟﻤﺘﻐﻴﺮ ﺍﻟﺘﺨﺼﺺ ،ﺳﻮﺍ ًء ﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺃﺑﻌﺎﺩ ﺍﻟﻤﻘﻴﺎﺱ ﻣﻔﺮﺩﺓً ﺃﻭ ﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺍﻟﻤﻘﻴﺎﺱ ﻛﻜﻞ،
ﻣﻤﺎ ﻳﺪﻝ ﻋﻠﻰ ﺗﺠﺎﻧﺲ ﺇﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﺑﻤﺨﺘﻠﻒ ﺍﻟﺘﺨﺼﺼﺎﺕ.
ﻭﺑﻨﺎء ﻋﻠﻰ ﻣﺎ ﺳﺒﻖ ﻳﻤﻜﻦ ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺳﺆﺍﻝ ﺍﻟﺪﺭﺍﺳﺔ ﺍﻟﺜﺎﻟﺜﺔ ﺑﺄﻧﻪ ﻻ ﻳﻮﺟﺪ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ﻓﻲ ﺁﺭﺍء ﻋﻴﻨﺔ ﺍﻟﺪﺭﺍﺳﺔ
ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ )ﺍﻟﻨﻮﻉ ،ﺍﻟﺘﺨﺼﺺ(

ﻣﻠﺨﺺ ﻧﺘﺎﺋﺞ ﺍﻟﺪﺭﺍﺳﺔ
ﺗﻮﺻﻠﺖ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺇﻟﻰ ﺍﻟﻨﺘﺎﺋﺞ ﺍﻟﺘﺎﻟﻴﺔ:
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 .1ﺃﻥ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻼﺏ ﻟﻠﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ﻛﺎﻥ ﺇﻳﺠﺎﺑﻴﺎ ً ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ﺍﻟﻮﺳﻂ
ﺍﻟﺤﺴﺎﺑﻲ ﻹﺟﺎﺑﺎﺗﻬﻢ )  ( 4.40ﻭﻫﺬﺍ ﻳﺆﻛﺪ ﻋﻠﻰ ﺃﻥ ﺍﻟﺘﺪﺭﻳﺐ ﺑﺎﺳﺘﺨﺪﺍﻡ ﺷﺒﻜﺔ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ )ﺗﻮﻳﺘﺮ( ﻓﻌﺎﻝ
ﻭﻳﺤﻘﻖ ﺍﻷﻫﺪﺍﻑ ﻓﻲ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻯ ﺍﻟﻄﻼﺏ۔
 .2ﺃﻥ ﺗﻘﻴﻴﻢ ﺍﻟﻄﻠﺒﺔ ﻟﻠﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﺑﺄﺑﻌﺎﺩﻩ ) ﻣﺤﺘﻮﻯ ﺍﻟﺒﺮﻧﺎﻣﺞ  ،ﺍﻟﻤﺪﺭﺏ ،ﻁﺮﻳﻘﺔ ﺍﻟﺘﺪﺭﻳﺐ ( ﻛﺎﻧﺖ ﺇﻳﺠﺎﺑﻴﺔ
ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﺤﺴﺎﺑﻲ ﺍﻟﻌﺎﻡ ﻟﺠﻤﻴﻊ ﺍﻟﻔﻘﺮﺍﺕ ﻓﻲ ﺍﻷﺑﻌﺎﺩ ﺍﻟﺜﻼﺛﺔ ﺍﻟﺨﺎﺻﺔ ﺑﺘﻘﻴﻴﻢ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ
).(4.46
 ( .3ﺃﻥ ﺭﺿﺎ ﺍﻟﻄﻠﺒﺔ ﻋﻦ ﺗﻄﻮﺭ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺪﻳﻬﻢ ﻓﻲ ﻧﻬﺎﻳﺔ ﺍﻟﺒﺮﻧﺎﻣﺞ ﺍﻟﺘﺪﺭﻳﺒﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ ﻛﺎﻧﺖ
ﺇﻳﺠﺎﺑﻴﺔ ،ﺣﻴﺚ ﺑﻠﻐﺖ ﻗﻴﻤﺔ ﺍﻟﻤﺘﻮﺳﻂ ﺍﻟﺤﺴﺎﺑﻲ ﺍﻟﻌﺎﻡ ﻟﺠﻤﻴﻊ ﺃﺳﺌﻠﺔ ).(4.59
 .4ﻻ ﻳﻮﺟﺪ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ﺑﻴﻦ ﺇﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ ) ﺍﻟﻨﻮﻉ ( ﺳﻮﺍ ًء ﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺃﺑﻌﺎﺩ
ﺍﻟﻤﻘﻴﺎﺱ ﻣﻔﺮﺩﺓً ﺃﻭ ﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺍﻟﻤﻘﻴﺎﺱ ﻛﻜﻞ.
 .5ﻻ ﻳﻮﺟﺪ ﻓﺮﻭﻕ ﺫﺍﺕ ﺩﻻﻟﺔ ﺇﺣﺼﺎﺋﻴﺔ ﺑﻴﻦ ﺇﺟﺎﺑﺎﺕ ﺃﻓﺮﺍﺩ ﺍﻟﻌﻴﻨﺔ ﺗﻌﺰﻯ ﻟﻤﺘﻐﻴﺮﺍﺕ ) ﺍﻟﺘﺨﺼﺺ ( ﺳﻮﺍ ًء ﻋﻠﻰ ﻣﺴﺘﻮﻯ
ﺃﺑﻌﺎﺩ ﺍﻟﻤﻘﻴﺎﺱ ﻣﻔﺮﺩﺓً ﺃﻭ ﻋﻠﻰ ﻣﺴﺘﻮﻯ ﺍﻟﻤﻘﻴﺎﺱ ﻛﻜﻞ.

ﺍﻟﺘﻮﺻﻴﺎﺕ
ﺗﻮﺻﻲ ﻫﺬﻩ ﺍﻟﺪﺭﺍﺳﺔ ﺑﻤﺎ ﻳﻠﻲ:
 .1ﺍﻻﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻭﺧﺎﺻﺔ ﺗﻮﻳﺘﺮ ﻓﻲ ﺗﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻄﻠﺒﺔ ﻓﻲ ﺷﺘﻰ ﺍﻟﻤﺠﺎﻻﺕ۔
 .2ﺗﻌﻤﻴﻢ ﻭﻧﺸﺮ ﻫﺬﻩ ﺍﻟﺘﺠﺮﺑﺔ ﻟﺘﺸﻤﻞ ﺟﻤﻴﻊ ﺍﻟﻄﻠﺒﺔ ﻓﻲ ﺍﻟﺠﺎﻣﻌﺎﺕ ﺍﻟﺴﻌﻮﺩﻳﺔ ﻭﺍﻟﺘﻲ ﺗﺴﺘﺨﺪﻡ ﻧﻔﺲ ﺃﻧﻈﻤﺔ ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ۔
 .3ﺗﺪﺭﻳﺐ ﻣﺠﻤﻮﻋﺔ ﻣﻦ ﺍﻟﻄﻼﺏ ﻭﺍﻟﻄﺎﻟﺒﺎﺕ ﻛﻤﺪﺭﺑﻴﻦ ﻟﺘﻘﺪﻳﻢ ﻭﻣﺘﺎﺑﻌﺔ ﻫﺬﻩ ﺍﻟﻨﻮﻉ ﻣﻦ ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻋﺒﺮ ﺗﻮﻳﺘﺮ۔
 .4ﺗﺸﺠﻴﻊ ﺃﻋﻀﺎء ﻫﻴﺌﺔ ﺍﻟﺘﺪﺭﻳﺲ ﻭﺍﻟﻤﻌﻠﻤﻴﻦ ﻻﺳﺘﺨﺪﺍﻡ ﺷﻜﺒﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻓﻲ ﺗﻘﺪﻳﻢ ﺍﻟﻤﺎﺩﺓ ﺍﻟﻌﻠﻤﻴﺔ ﻭﺍﻷﻧﺸﻄﺔ
ﻭﺍﻟﺘﻮﺍﺻﻞ ﺍﻷﻛﺎﺩﻳﻤﻲ۔
 .5ﺇﺟﺮﺍء ﺍﻟﻤﺰﻳﺪ ﻣﻦ ﺍﻟﺪﺭﺍﺳﺎﺕ ﻓﻲ ﻣﺠﺎﻝ ﺍﺳﺘﺨﺪﺍﻡ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺑﺸﻜﻞ ﻋﺎﻡ ﻭﺷﺒﻜﺔ ﺗﻮﻳﺘﺮ ﺑﺸﻜﻞ ﺧﺎﺹ ﻓﻲ
ﺍﻟﺘﺪﺭﻳﺐ ﻭﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ۔
 .6ﺩﻋﻮﺓ ﺍﻟﻤﺨﺘﺼﻴﻦ ﻭﺍﻟﻤﻬﺘﻤﻴﻦ ﺑﺎﻟﺘﻌﻠﻴﻢ ﻭﺍﻟﺘﺪﺭﻳﺐ ﻟﻼﺳﺘﻔﺎﺩﺓ ﻣﻦ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﺍﻷﺧﺮﻯ ﻛﻤﻨﺼﺎﺕ ﺗﻌﻠﻴﻤﻴﺔ
ﻭﺗﺪﺭﻳﺒﻴﺔ.
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ﺍﻟﻤﺮﺍﺟﻊ
ﻛﺮﺩﻱ

ﺃﺣﻤﺪ

-

ﻣﻔﻬﻮﻡ

ﺍﻟﺘﺪﺭﻳﺐ

ﺍﻹﻟﻜﺘﺮﻭﻧﻲ

)4

ﺃﻛﺘﻮﺑﺮ

(2010

ﻋﻠﻰ

ﺍﻟﺮﺍﺑﻂ:

http://kenanaonline.com/users/ahmedkordy/posts/153528
UT

2

ﺩ .ﻋﻠﻲ ﺑﻦ ﺷﺮﻑ ﺍﻟﻤﻮﺳﻮﻱ ﻭﺭﻗﺘﻪ ﺍﻟﺒﺤﺜﻴﺔ )ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻭﺗﻄﺒﻴﻘﺎﺗﻪ ﻓﻲ ﺗﻄﻮﻳﺮ ﺍﻟﻤﻮﺍﺭﺩ ﺍﻟﺒﺸﺮﻳﺔ ﻓﻲ ﻗﻄﺎﻉ ﺍﻟﺘﻌﻠﻴﻢ ﻓﻲ ﺩﻭﻝ
ﺍﻟﺨﻠﻴﺞ ﺍﻟﻌﺮﺑﻲ( )ﺃﺑﺮﻳﻞ ( 2010
ﺍﻟﺤﺴﻴﻨﻲ،

ﻋﺒﺪ

ﺍﻟﺮﺣﻤﻦ،

ﺧﺪﻣﺎﺕ

ﺷﺒﻜﺎﺕ

ﺍﻟﺘﻮﺍﺻﻞ

ﺍﻻﺟﺘﻤﺎﻋﻲ

.ﻓﺘﺢ

ﺑﺘﺎﺭﻳﺦ

2012/2/9

.

www.almustagbal.com/node/78110
U2T

2TU

ﺍﻟﻤﻨﺼﻮﺭ ،ﻣﺤﻤﺪ )۲۰۱۲ﻡ( ﺗﺄﺛﻴﺮ ﺷﺒﻜﺎﺕ ﺍﻟﺘﻮﺍﺻﻞ ﺍﻻﺟﺘﻤﺎﻋﻲ ﻋﻠﻰ ﺟﻤﻬﻮﺭ ﺍﻟﻤﺘﻠﻘﻴﻦ ﺩﺭﺍﺳﺔ ﻣﻘﺎﺭﻧﺔ ﻟﻠﻤﻮﺍﻗﻊ ﺍﻻﺟﺘﻤﺎﻋﻴﺔ ﻭﺍﻟﻤﻮﺍﻗﻊ
ﺍﻹﻟﻜﺘﺮﻭﻧﻴﺔ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺴﺘﻴﺮ ﻏﻴﺮ ﻣﻨﺸﻮﺭﺓ ،ﺍﻷﻛﺎﺩﻳﻤﻴﺔ ﺍﻟﻌﺮﺑﻴﺔ ﺍﻟﻤﻔﺘﻮﺣﺔ ،ﺍﻟﺪﻧﻤﺎﺭﻙ.
ﺃﺳﺎﻣﺔ ﺍﻟﻤﺤﻴﺎ )ﻻ ﻳﻮﺟﺪ ﺗﺎﺭﻳﺦ( ﻏﺮﺩ ﻣﻊ ﺗﻮﻳﺘﺮ
)ﻣﺤﻤﺪ ﺍﻟﺠﺎﺭﷲ ﺍﻟﺤﺒﺎﺑﻲ ( 2015 ،ﻭﺭﻗﺔ ﺑﺜﺤﻴﺔ )ﺗﻌﻠﻢ ﻛﻴﻒ ﺗﺘﻌﻠﻢ ﻛﻴﻒ ﺗﺘﻌﻠﻢ ﺇﻟﻜﺘﺮﻭﻧﻴﺎ ً ﺍﻟﺘﺪﺭﻳﺐ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻟﺘﻄﻮﻳﺮ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺘﻌﻠﻢ
ﺍﻟﺬﻛﻲ ﻟﻄﻼﺏ ﻭﻁﺎﻟﺒﺎﺕ ﺟﺎﻣﻌﺔ ﺍﻟﻤﻠﻚ ﺧﺎﻟﺪ(.

) ﺩ .ﺍﻟﻐﺮﻳﺐ ( 2009 ،ﺍﻟﺘﻌﻠﻢ ﺍﻹﻟﻜﺘﺮﻭﻧﻲ ﻣﻦ ﺍﻟﺘﻄﺒﻴﻖ ﺇﻟﻰ ﺍﻻﺣﺘﺮﺍﻑ ﻭﺍﻟﺠﻮﺩﺓ ،ﺍﻟﻄﺒﻌﺔ ﺍﻷﻭﻟﻰ ﺍﻟﻘﺎﻫﺮﺓ ،ﻋﺎﻟﻢ ﺍﻟﻜﺘﺐ ﻟﻠﻨﺸﺮ ﻭﺍﻟﺘﻮﺯﻳﻊ
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ﺗﺄﺛﻳﺭ ﺍﻟﺗﻁﻭﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻋﻠﻰ ﻣﻣﺎﺭﺳﺔ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻋﻼﻗﺗﻪ
ﺑﺄﺳﺎﻟﻳﺏ ﺗﻌﻠﻣﻬﻡ ﻟﻬﺎ

ﻋﺑﺩﺍﻟﻌﺯﻳﺯ ﺑﻥ ﺭﺷﻳﺩ ﺍﻟﻌﻣﺭﻭ
ﺃﺳﺗﺎﺫ ﺍﻟﻣﻧﺎﻫﺞ ﻭﻁﺭﻕ ﺍﻟﺗﺩﺭﻳﺱ ﺍﻟﻣﺷﺎﺭﻙ ،ﺟﺎﻣﻌﺔ ﺣﺎﺋﻝ ،ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ

ﻣﻧﺫﺭ ﺑﻥ ﻋﺑﺩﷲ ﺍﻟﺑﻠﻳﻬﺩ
ﺍﻟﻣﺣﺎﺿﺭ ﺑﻘﺳﻡ ﻭﺳﺎﺋﻝ ﻭﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺗﻌﻠﻳﻡ ،ﺟﺎﻣﻌﺔ ﺣﺎﺋﻝ ،ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ

ﻣﻠﺧﺹ
ﻫﺩﻓﺕ ﺍﻟﺩﺭﺍﺳﺔ ﺇﻟﻰ ﺭﺻﺩ ﺍﺗﺟﺎﻩ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻧﺣﻭ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ،ﻭﺗﺄﺛﻳﺭ ﺍﻟﺗﻁﻭﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻋﻠﻳﻪ ،ﻭﻋﻼﻗﺔ ﺫﻟﻙ ﺑﺄﺳﺎﻟﻳﺏ
ﺗﻌﻠﻣﻬﻡ ﻟﻠﻣﻬﺎﺭﺍﺕ ﺍﻟﺧﺎﺻﺔ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ،ﻭﻣﺩﻯ ﻭﻋﻳﻬﻡ ﺑﺄﺳﺱ ﺍﻟﺗﺻﻣﻳﻡ ،ﻭﺍﻹﺑﺩﺍﻉ ﺍﻟﻔﻧﻲ ،ﻭﺇﻟﻣﺎﻣﻬﻡ ﺑﻘﻭﺍﻋﺩ ﺑﻧﺎء ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ
ﺍﻟﺟﻳﺩ ،ﻭﺭﺑﻁ ﻋﻧﺎﺻﺭﻩ ﺿﻣﻥ ﻣﻘﺗﺿﻳﺎﺕ ﺍﻟﻘﻳﻡ ﺍﻟﺟﻣﺎﻟﻳﺔ ،ﻫﺫﺍ ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﺭﺻﺩ ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﺍﻟﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻣﻳﺔ ﻭﺍﻟﺛﻘﺎﻓﻳﺔ ﻣﻥ ﻭﺟﻬﺔ
ﻧﻅﺭﻫﻡ.

ﻭﻓﻲ ﺇﻁﺎﺭ ﺇﺟﺭﺍءﺍﺕ ﺍﻟﺩﺭﺍﺳﺔ ﺗﻡ ﺑﻧﺎء ﺇﺳﺗﺑﻳﺎﻥ ﺗﻛﻭﻥ ﻣﻥ ﺧﻣﺳﺔ ﻣﺣﺎﻭﺭ ﺭﺋﻳﺳﻳﺔ ﻫﻲ  :ﻣﺟﺎﻻﺕ ﻭﺗﻘﻧﻳﺎﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ
ﻳﻣﺎﺭﺳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ،ﻭﺃﺳﺎﻟﻳﺏ ﺍﻟﺗﻌﻠﻡ ﺍﻟﺗﻲ ﻳﻠﺟﺋﻭﻥ ﺇﻟﻳﻬﺎ ﻓﻲ ﺇﺗﻘﺎﻥ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﺍﻣﺗﻼﻙ ﺍﻟﺷﺑﺎﺏ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﺎﻟﻔﻧﻭﻥ
ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻭﻋﻲ ﺑﺎﻟﻣﻔﺎﻫﻳﻡ ﺍﻷﺳﺎﺳﻳﺔ ﻟﻠﻔﻥ ،ﻭﺑﺎﻷﺳﺱ ﻭﺍﻟﻘﻳﻡ ﺍﻟﻔﻧﻳﺔ ،ﺍﻟﺩﻭﺭ ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﺛﻘﺎﻓﺔ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ
ﺍﻟﺳﻌﻭﺩﻳﺔ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻣﻥ ﻭﺟﻬﺔ ﻧﻅﺭﻫﻡ.

ﺗﻡ ﺗﻁﺑﻳﻕ ﺍﻻﺳﺗﺑﺎﻧﻪ ﻋﻠﻰ ﻋﻳﻧﺔ ﻣﻛﻭﻧﺔ ﻣﻥ  612ﺷﺎﺑﺎ ً  /ﻭﺷﺎﺑﺔ ،ﻣﻥ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺍﻟﻣﻬﺗﻡ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﺗﻭﺍﺻﻝ ﻣﻌﻬﻡ
ﺍﻟﺑﺎﺣﺛﺎﻥ ﺑﺷﻛﻝ ﻣﺑﺎﺷﺭ ،ﻭﺍﻟﻛﺗﺭﻭﻧﻳﺎً ،ﻭﻗﺩ ﺑﻠﻎ ﻋﺩﺩ ﺍﻟﺫﻛﻭﺭ  432ﻣﺷﺎﺭﻙ ،ﻭﺍﻹﻧﺎﺙ  180ﻣﺷﺎﺭﻛﺔ .ﻭﻗﺩ ﺃﻅﻬﺭﺕ ﻧﺗﺎﺋﺞ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻻﺗﺟﺎﻩ
ﺍﻹﻳﺟﺎﺑﻲ ﺍﻟﻛﺑﻳﺭ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺫﻱ ﺃﺣﺩﺛﺗﻪ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ،ﻭﺧﺻﻭﺻﺎ ً ﻓﻧﻭﻥ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺿﻭﺋﻲ ﺍﻟﺭﻗﻣﻲ ،ﻭﻓﻧﻭﻥ ﻣﻌﺎﻟﺟﺔ
ﺍﻟﺻﻭﺭ ﺍﻟﺿﻭﺋﻳﺔ ،ﻭﺍﻋﺗﻣﺎﺩ ﺍﻟﻧﺳﺑﺔ ﺍﻷﻛﺑﺭ ﻣﻥ ﻋﻳﻧﺔ ﺍﻟﺩﺭﺍﺳﺔ ﻋﻠﻰ ﺍﻟﺗﻌﻠﻡ ﺑﺎﻟﻣﻣﺎﺭﺳﺔ ﺍﻟﺷﺧﺻﻳﺔ ،ﻭﺍﻟﺗﺟﺭﺑﺔ ،ﻭﺑﺎﻻﺳﺗﻌﺎﻧﺔ ﺑﺄﺳﺎﻟﻳﺏ ﺍﻟﺗﻌﻠﻡ
ﺍﻟﺫﺍﺗﻲ ،ﺃﻭ ﺍﻻﻁﻼﻉ ﺍﻻﻟﻛﺗﺭﻭﻧﻲ ﻭﻣﺳﺎﻋﺩﺓ ﺍﻷﻗﺭﺍﻥ.
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ﻛﻣﺎ ﺃﻅﻬﺭﺕ ﺍﻟﻧﺗﺎﺋﺞ ﻏﻳﺎﺏ ﺩﻭﺭ ﺍﻟﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻣﻳﺔ ﻭﺍﻟﺛﻘﺎﻓﻳﺔ ﻓﻲ ﺗﻁﻭﻳﺭ ﻗﺩﺭﺍﺗﻬﻡ ﻭﺇﻣﻛﺎﻧﺎﺗﻬﻡ ﺍﻟﻔﻧﻳﺔ ،ﺑﺎﻟﺭﻏﻡ ﻣﻥ ﺃﻥ ﺍﻟﻧﺗﺎﺋﺞ
ﺃﻭﺿﺣﺕ ﺍﻟﻧﺗﺎﺋﺞ ﺍﺗﺟﺎﻩ ﻣﺧﺗﻠﻑ ﺍﻟﻔﺋﺎﺕ ﺍﻟﻌﻣﺭﻳﺔ ﻟﻬﺫﻩ ﺍﻟﻔﻧﻭﻥ .ﻭﻗﺩﻣﺕ ﺍﻟﺩﺭﺍﺳﺔ ﻣﺟﻣﻭﻋﺔ ﻣﻥ ﺍﻟﺗﻭﺻﻳﺎﺕ ﻣﻥ ﺃﻫﻣﻬﺎ :ﺿﺭﻭﺭﺓ ﻧﺷﺭ ﺍﻟﻭﻋﻲ
ﺍﻟﺛﻘﺎﻓﻲ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺗﺑﻧﻲ ﺇﺳﺗﺣﺩﺍﺙ ﺑﺭﺍﻣﺞ ﺃﻛﺎﺩﻳﻣﻳﺔ ﻣﺗﺧﺻﺻﺔ ﻓﻲ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻋﻘﺩ ﺍﻟﺑﺭﺍﻣﺞ ﺍﻟﺗﺩﺭﻳﺑﻳﺔ ،ﻭﺍﻟﻣﻠﺗﻘﻳﺎﺕ ﺍﻟﻔﻧﻳﺔ ﺫﺍﺕ
ﺍﻟﻌﻼﻗﺔ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺇﺟﺭﺍء ﺍﻟﺩﺭﺍﺳﺎﺕ ﺍﻟﻣﺗﺧﺻﺻﺔ ﺣﻭﻝ ﺗﻔﺎﺻﻳﻝ ﺇﻫﺗﻣﺎﻣﺎﺕ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺇﺳﺗﺛﻣﺎﺭ
ﺇﻣﻛﺎﻧﺎﺗﻬﻡ ﻓﻲ ﻫﺫﺍ ﺍﻟﻣﺟﺎﻝ.

ﻣﻘﺩﻣﺔ
ﺗﻁﻭﺭ ﻋﺩﻳﺩ ﻣﻥ ﺍﻟﻣﺟﺎﻻﺕ
ﻳﺷﻬﺩ ﺍﻟﻌﺻﺭ ﺍﻟﺣﺎﻟﻲ ﻋﺩﺩﺍً ﻣﻥ ﺍﻟﺗﻁﻭﺭﺍﺕ ﺍﻟﻣﺗﺗﺎﻟﻳﺔ ﻭﺍﻟﻣﺗﺳﺎﺭﻋﺔ ،ﻭﺍﻟﺗﻰ ﺇﻣﺗﺯﺟﺕ ﻓﻳﻬﺎ ﺧﻼﺻﺎﺕ
ٍ
ﺍﻟﻬﺎﻣﺔ ،ﻛﺎﻥ ﻣﻥ ﺃﺑﺭﺯﻫﺎ :ﻣﺟﺎﻝ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ،ﺍﻟﺫﻱ ﺃﺣﺩﺙ ﺗﻁﻭﺭﻩ ﺍﻟﻣﺳﺗﻣﺭ ﺍﻧﻔﺟﺎﺭﺍً ﻣﻌﺭﻓﻳﺎ ً ﺗﺷﻌّﺏ ﻓﻲ ﻓﻲ ﻣﻧﺎﺣﻲ ﺍﻟﺣﻳﺎﺓ ﺍﻟﻣﺧﺗﻠﻔﺔ ،ﻭﻗﺩ
ﺗﻭﺍﺋﻡ ﻫﺫﺍ ﺍﻟﺗﻁﻭﺭ -ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ  -ﻣﻊ ﺛﻭﺭﺓ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ،ﻟﺗﻧﺗﻘﻝ ﺍﻟﻣﺟﺗﻣﻌﺎﺕ ﺍﻟﻳﻭﻡ ﻧﺣﻭ ﺗﺣ ٍﺩ ﺃﻛﺛﺭ ﺻﻌﻭﺑﺔ ﻭﻋﻣﻘﺎً ،ﻭﺁﻓﺎﻕ
ﺟﺩﻳﺩﺓ ،ﻭﻏﻳﺭ ﻣﺣﺩﻭﺩﺓ ،ﺍﻟﻧﺟﺎﺡ ﻓﻳﻬﺎ ﻭﺍﻟﺗﻣﻳﺯ ﻟﻣﺟﺗﻣﻌﺎﺕ ﺍﻟﻣﻌﺭﻓﺔ ،ﺗﻠﻙ ﺍﻟﻘﺎﺋﻣﺔ ﻋﻠﻰ ﺗﻛﺎﻣﻝ ﻭﺗﻣﺎﺳﻙ ﺑﻧﻳﺔ ﺑﺭﺍﻣﺞ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﻌﻠﻭﻡ ﻭﺍﻟﺛﻘﺎﻓﺔ
ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﻭﺍﻻﺗﺻﺎﻝ.

ﻭﻟﻡ ﺗﻛﻥ ﺍﻟﻔﻧﻭﻥ ﺑﻣﻌﺯﻝ ﻋﻥ ﻫﺫﺍ ﺍﻟﺗﻁﻭﺭ ،ﻓﻛﺎﻥ ﻟﺩﺧﻭﻝ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ﻓﻲ ﺍﻟﻣﺟﺎﻝ ﺍﻟﻔﻧﻲ ﻓﺭﺻﺔ ﺳﺎﻧﺣﺔ ﻟﻔﺗﺢ ﺁﻓﺎﻕ ﻟﺗﻧﻣﻳﺔ
ﺍﻟﺗﻔﻛﻳﺭ ﺍﻹﺑﺩﺍﻋﻲ ،ﻭﻣﺳﺎﺣﺎﺕ ﻟﺗﻁﻭﻳﺭ ﺍﻟﻘﺩﺭﺍﺕ ﺍﻹﺑﺗﻛﺎﺭﻳﺔ ،ﻭﻓﺭﺹ ﻣﺗﻌﺩﺩﺓ ﻟﻠﺗﺟﺭﻳﺏ ،ﻭﻣﺳﺎﺭﺍﺕ ﻣﺗﺟﺩﺩﺓ ﻟﻠﻌﻼﻗﺔ ﺑﻳﻥ ﺍﻟﻔﻧﺎﻥ ﻭﺍﻟﻣﺗﻠﻘﻲ ﻣﻥ
ﺟﻬﺔ ،ﻭﺍﻟﻔﻧﺎﻥ ﻭ ﺍﻟﻣﺻﻣﻡ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻣﻥ ﺟﻬﺔ ﺃﺧﺭﻯ ،ﻭﺧﻠﻕ ﺃﺭﺿﻳﺎﺕ ﻣﺗﻳﻧﺔ ﻟﺭﺑﻁ ﺍﻹﺑﺩﺍﻉ ﺑﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﻳﺎﺓ ﺍﻟﻣﻌﺎﺻﺭﺓ .

ﺣﻳﺙ ﻳﺷﻳﺭ )ﺍﻟﺣﺳﻳﻥ2012،ﻡ،ﺹ (7ﺃﻥ ﺍﻟﻔﻳﻠﺳﻭﻑ ﺍﻷﻟﻣﺎﻧﻲ ﻭﺍﻟﺗﺭ ﺑﻧﻳﺎﻣﻳﻥ  1940 - 1892 / W. Benjaminﺗﻧﺑﺄ ﺑﺄﺛﺭ
ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﻋﻠﻰ ﺍﻟﻔﻥ ﻭﺩﻭﺭ ﻭﺳﺎﺋﻁ ﺍﻻﺗﺻﺎﻝ ﻓﻲ ﺗﻐﻳﻳﺭ ﺍﻟﻁﺎﺑﻊ ﺍﻟﺗﻔﺭﱡ ﺩﻱ ﻟﻠﻔﻥ ﻛﺎﻥ ﻋﻠﻰ ﺣﺩﺱ ﻛﺑﻳﺭ ﻟﻣﻌﺭﻓﺔ ﺩﺭﺟﺔ ﺗﺄﺛﻳﺭ ﺍﻟﻭﺳﺎﺋﻁ
ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ﻋﻠﻰ ﺭﺅﻳﺔ ﺍﻟﻔﻧﺎﻥ ﻭﺗﻔﻛﻳﺭﻩ ﺗﺟﺎﻩ ﺍﻟﻔﻥ ﻭﺩﻓﻌﻪ ﺇﻟﻰ ﺇﻋﺎﺩﺓ ﺍﻟﻧﻅﺭ ﻓﻲ ﺃﺷﻛﺎﻟﻪ ﺍﻟﻔﻧﻳﺔ ،ﻓﺎﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻛﺗﺷﺎﻑ ﺑﺷﺭﻱ ﺟﺩﻳﺩ
ﺃﻣﺳﻰ ﻳﻣﻧﺢ ﺍﻟﻔﻧﺎﻥ ﺗﺭﺳﺎﻧﺔ ﻣﻥ ﺍﻹﻣﻛﺎﻧﺎﺕ ﺍﻟﺗﻌﺑﻳﺭﻳﺔ ﺍﻟﺗﻲ ﺗﺟﻌﻝ ﺍﻟﻣﻭﺍﺩ ﻭﺍﻷﺩﻭﺍﺕ ﻭﺍﻟﺣﻭﺍﻣﻝ ﺍﻟﻭﺳﻳﻁﺔ ﺃﻛﺛﺭ ﻁﻭﺍﻋﻳﺔ ﻓﻲ ﻳﺩ ﺍﻟﻣﺳﺗﻌﻣﻝ.

ﻭﻳﺭﻯ )ﻁﻣﺎﻥ2004،ﻡ،ﺹ (28ﺃﻧﻪ ﻧﺗﻳﺟﺔ ﻟﻺﺳﻬﺎﻣﺎﺕ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﻓﻲ ﻣﺟﺎﻝ ﺍﻹﺑﺩﺍﻉ ﺍﻟﻔﻧﻲ ،ﻅﻬﺭﺕ ﺻﻭﺭﺓ ﻣﻌﺎﺻﺭﺓ ﻟﻠﺭﺅﻳﺔ
ﺍﻟﻔﻧﻳﺔ ،ﻛﻣﺎ ﻁﺭﺣﺕ ﻫﺫﻩ ﺍﻹﺳﻬﺎﻣﺎﺕ ﺗﺟﺎﺭﺏ ﺟﻣﺎﻟﻳﺔ ﻣﺳﺗﺣﺩﺛﺔ ﻭﻣﺗﻣﻳﺯﺓ ،ﻭﻻﻳﻣﻛﻥ ﺗﻧﻔﻳﺫ ﻫﺫﻩ ﺍﻹﺑﺩﺍﻋﺎﺕ ﺇﻻ ﺑﺎﻟﺣﺎﺳﺏ ﺍﻵﻟﻲ ،ﺃﻭ ﺍﻟﻭﺳﺎﺋﻁ
ﺍﻟﺗﻛﻧﻠﻭﺟﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ،ﻭﺃﺻﺑﺣﺕ ﻫﺫﻩ ﺍﻷﺩﻭﺍﺕ ﻣﺻﺩﺭﺍً ﻹﺷﺑﺎﻉ ﺍﻟﺭﻏﺑﺔ ﺍﻹﺑﺗﻛﺎﺭﻳﺔ ﺍﻟﻔﻧﻳﺔ ،ﺣﻳﺙ ﺗﻣﻛﻥ ﺍﻟﻔﻧﺎﻥ ﻣﻥ ﺇﺳﺗﺛﻣﺎﺭ ﻗﺩﺭﺍﺕ ﺍﻵﻟﺔ ﻓﺄﺩﻯ
ﺫﻟﻙ ﺇﻟﻰ ﺗﻁﻭﺭ ﺷﻛﻝ ﺍﻹﺑﺩﺍﻉ.

ﻫﺫﺍ ﺍﻟﺗﻁﻭﺭ ﺍﻟﻣﻠﺣﻭﻅ ﻓﻲ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﺧﺩﻣﺕ ﺍﻟﻣﺟﺎﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻭﻟّﺩ ﻣﺎﻳﻌﺭﻑ ﺍﻵﻥ ﺑﺎﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ،ﺍﻟﺫﻱ
ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﻣﻌﺎﻟﺟﺔ ﺍﻟﺑﻳﺎﻧﺎﺕ ﺍﻟﺭﻗﻣﻳﺔ ﻭﺗﺣﻭﻳﻠﻬﺎ ﻷﻋﻣﺎﻝ ﻓﻧﻳﺔ ،ﺗﻣﺗﺯﺝ ﻓﻳﻬﺎ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺑﺎﻹﺑﺩﺍﻉ ﺍﻟﻔﻧﻲ .ﻭﺗﺷﻳﺭ ﺩﺭﺍﺳﺎﺕ )ﺍﻟﻌﺎﻳﺩ(2010،
ﻭ)ﺍﻟﺷﺎﻋﺭ (2010،ﻭ)ﺍﻟﻌﺗﺑﺎﻧﻲ (1995،ﺇﻟﻰ ﺃﻥ ﺗﺎﺭﻳﺦ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻳﻌﻭﺩ ﺇﻟﻰ ﻋﺎﻡ 1952ﻡ ﻋﻧﺩﻣﺎ ﺇﺳﺗﺧﺩﻡ "ﺑﻥ.ﻑ.ﻻﺑﻭﺳﻛﻲ Ben
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 "Laposkyﻓﻲ ﺍﻟﻭﻻﻳﺎﺕ ﺍﻟﻣﺗﺣﺩﺓ ﺍﻹﻣﺭﻳﻛﻳﺔ ﺍﻟﺣﺎﺳﺏ ﺍﻵﻟﻲ ﻭﻁﺎﺑﻌﺔ ﺑﻳﺎﻧﻳﺔ ﻓﻲ ﺇﻧﺗﺎﺝ ﻟﻭﺣﺔ ﺗﺟﺭﻳﺩﻳﺔ ﺇﻟﻛﺗﺭﻭﻧﻳﺔ ،ﺣﻳﺙ ﻗﺎﻡ ﺑﺭﺳﻡ ﺫﺑﺫﺑﺎﺕ
ﺇﻟﻛﺗﺭﻭﻧﻳﺔ ﻓﺗﻛﻭﻧﺕ ﺻﻭﺭﺓ ﻣﺟﺭﺩﺓ ﻷﻗﻭﺍﺱ ﺗﺷﺑﻪ ﺍﻷﻣﻭﺍﺝ ،ﺛﻡ ﺃﺗﺑﻌﻬﺎ ﻋﺩﺩﺍً ﻣﻥ ﺍﻷﻋﻣﺎﻝ ﺍﻟﻣﻠﻭﻧﺔ ،ﺍﻟﺗﻲ ﻗﺎﻡ ﺑﻌﺭﺿﻬﺎ ﻓﻲ ﻋﺩﺩ ﻣﻥ ﺍﻟﻣﻌﺎﺭﺽ
ﺍﻟﻔﻧﻳﺔ ﺧﻼﻝ ﺍﻟﻔﺗﺭﺓ ﻣﻥ ﻋﺎﻡ 1952ﻡ ﻭﺣﺗﻰ ﻋﺎﻡ 1975ﻡ.

ﻭﻋﻠﻰ ﺇﺛﺭ ﺫﻟﻙ ﺗﻭﺍﻟﺕ ﺍﻟﺟﻬﻭﺩ ،ﻭﻧﻣﺕ ﻋﻼﻗﺔ ﻣﺗﺳﺎﺭﻋﺔ ﺑﻳﻥ ﺍﻟﻔﻥ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ،ﻭﺍﻟﺗﻲ ﻭﻟّﺩﺕ ﻋﺩﻳﺩ ﻣﻥ ﺻﻧﻭﻑ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ،
ﻟﺗﻧﺷﺄ ﻋﻠﻰ ﺇﺛﺭﻩ ً
ﻟﻐﺔ ﺑﺻﺭﻳﺔ ﺭﺍﻗﻳﺔ ﺗﻬﺗﻡ ﺑﺎﻟﺻﻭﺭﺓ ،ﻭﺗﻌﺗﻣﺩ ﻋﻠﻳﻬﺎ ﻓﻲ ﺍﻟﺗﻌﺑﻳﺭ ﺍﻟﻔﻧﻲ ﻭﺍﻟﺗﻭﺍﺻﻝ ﺍﻟﺑﺻﺭﻱ ،ﻭﺍﻟﺗﻲ ﺟﺎءﺕ ﺇﺿﺎﻓﺔ ﺟﺩﻳﺩﺓ
ﻭﻧﻭﻋﻳّﺔ ﻟﻺﺑﺩﺍﻉ ﺍﻹﻧﺳﺎﻧﻲ .ﻭﻟﻳﺱ ﻣﻥ ﺷﻙ ﺃﻥ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺭﻗﻣﻲ ﻻ ﻳﺄﺗﻲ ﺻﺩﻓﺔ ﺃﻭ ﻋﺑﺛﺎ ً ﺑﻝ ﻫﻭ ﻋﻣﻠﻳﺔ ﻭﺍﻋﻳﺔ ﺗﺧﺿﻊ ﻷﺑﺟﺩﻳﺎﺕ،
ﻭﺧﺻﺎﺋﺹ ،ﻭﺃﺳﺱ ،ﻭﻗﻭﺍﻋﺩ ﻭﻣﺿﻣﻭﻥ ﻓﻛﺭﻱ ،ﻭﻣﻬﺎﺭﺍﺕ ﺃﺩﺍﺋﻳﺔ ،ﻭﺗﻘﻧﻳﺔ ،ﻭﺧﻠﻔﻳﺔ ﺛﻘﺎﻓﻳﺔ ﻣﺣﻠﻳﺔ ﻣﻣﺗﺯﺟﺔ ﺑﺎﻟﺛﻘﺎﻓﺔ ﺍﻟﻌﺎﻟﻣﻳﺔ ﺍﻟﻣﻌﺎﺻﺭﺓ،
ﻭﻣﺗﻧﺎﻏﻡ ﻣﻊ ﺍﻟﻣﺳﺗﺣﺩﺛﺎﺕ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﺍﻟﻣﻌﺎﺻﺭﺓ ﺑﻐﻳﺔ ﺍﻟﻭﺻﻭﻝ ﺍﻟﻰ ﺍﺳﺗﻳﻌﺎﺏ ﺍﻟﺻﻭﺭﺓ – ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺣﺩﻳﺙ  -ﻭﻧﺟﺎﺣﻬﺎ ﻭﺍﻧﺗﺷﺎﺭﻫﺎ.

ﻭﻗﺩ ﺃﺷﺎﺭﺕ )ﺍﻟﺟﺭﻳﺎﻥ2013،ﻡ،ﺹ (8ﺇﻟﻰ ﺃﻥ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻅﻬﺭ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ ﺧﻼﻝ ﺍﻟﻌﻘﺩﻳﻥ ﺍﻟﻣﺎﺿﻳﻳﻥ
ﻣﻭﺍﻛﺑﺎ ً ﻟﻧﻣﻭ ﺗﻘﻧﻳﺔ ﺍﻟﺣﺎﺳﺏ ﺍﻵﻟﻲ ،ﻭﺗﻭﻓﺭ ﺁﻻﺕ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺿﻭﺋﻲ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺍﺗﺳﺎﻉ ﺧﺩﻣﺎﺕ ﺍﻟﺷﺑﻛﺔ ﺍﻟﻌﺎﻟﻣﻳﺔ " ﺍﻹﻧﺗﺭﻧﺕ" ﻫﺫﺍ ﺍﻟﻅﻬﻭﺭ
ﺍﻟﺫﻱ ﻧﻣﺎ ﻓﻲ ﻅﻝ ﺃﻫﺩﺍﻑ ﺗﺟﺎﺭﻳﺔ ﺑﺣﺗﺔ ،ﺃﻭ ﻷﻏﺭﺍﺽ ﺗﺳﻭﻳﻘﻳﺔ ،ﻭﺭﺍﻓﻘﻪ ﺍﻫﺗﻣﺎﻡ ﻣﻥ ﺑﻌﺽ ﺍﻟﻔﻧﺎﻧﻳﻥ ﻭﺍﻟﻣﺗﺧﺻﺻﻳﻥ ﻣﺛﻝ ﻓﻭﺯﻳﺔ ﺍﻟﻣﻁﻳﺭﻱ،
ﻭﻣﻧﺎﻝ ﺍﻟﺭﻭﻳﺷﺩ  ،ﻭﻫﺩﻯ ﺍﻟﺭﻭﻳﺱ ،ﻭﻋﺎﺋﺷﺔ ﺍﻟﺣﺎﺭﺛﻲ  ،ﻭﻫﻧﺎء ﺍﻟﺷﺑﻠﻲ.

ﻣﺷﻛﻠﺔ ﺍﻟﺩﺭﺍﺳﺔ
ﻳﺩﺭﻙ ﺍﻟﻣﺗﺗﺑﻊ ﺃﻥ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ – ﻣﻥ ﺍﻟﺟﻧﺳﻳﻥ – ﻣﺗﻁﻠﻌﻭﻥ ﻭﺷﻐﻭﻓﻭﻥ ﻓﻲ ﺍﻟﺗﻌﺎﻣﻝ ﻣﻊ ﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﻣﺧﺗﻠﻔﺔ ،ﻭﻣﺎ ﺗﻘﺩﻣﻪ ﻣﻥ
ﺧﺩﻣﺎﺕ ﻣﺗﻧﻭﻋﺔ ﻭﻣﺧﺗﻠﻔﺔ ،ﺳﻭﺍء ﺗﻠﻙ ﺍﻟﺗﻲ ﺗﺳﺎﻋﺩﻫﻡ ﻋﻠﻰ ﺇﻧﺗﺎﺝ ﺃﻋﻣﺎﻝ ﻓﻧﻳﺔ ﻣﺗﻧﻭﻋﺔ ،ﺃﻭ ﺗﻠﻙ ﺍﻟﻣﺗﺧﺻﺻﺔ ﻓﻲ ﻧﺷﺭ ﺇﺑﺩﺍﻋﺎﺗﻬﻡ ﻟﺩﻯ
ﺃﻗﺭﺍﻧﻬﻡ ،ﺃﻭ ﻓﻲ ﺍﻟﻣﻭﺍﻗﻊ ﺍﻟﻣﺗﺧﺻﺻﺔ ﻓﻲ ﻧﺷﺭ ﻧﺗﺎﺝ ﺍﻹﺑﺩﺍﻉ ﺍﻟﺭﻗﻣﻲ ،ﻭﻫﺫﺍ ﺍﻷﻣﺭ ﺑﺎﻟﻎ ﺍﻷﻫﻣﻳﺔ ﻭﻳﺳﺗﺣﻕ ﺍﻟﺩﺭﺍﺳﺔ.

ﻭﻫﻭ ﻣﺎ ﺩﻋﻰ ﺇﻟﻰ ﺇﺟﺭﺍء ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ ،ﻭﺍﻟﺗﻲ ﺗﻬﺩﻑ ﺭﺻﺩ ﺗﻔﺎﺻﻳﻝ ﻫﺫﺍ ﺍﻻﺗﺟﺎﻩ ﻟﺩﻯ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻧﺣﻭ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ،
ﻭﺗﺄﺛﻳﺭ ﺍﻟﺗﻁﻭﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻋﻠﻳﻪ ،ﻭﻋﻼﻗﺔ ﺫﻟﻙ ﺑﺄﺳﺎﻟﻳﺏ ﺗﻌﻠﻣﻬﻡ ﻟﻠﻣﻬﺎﺭﺍﺕ ﺍﻟﺧﺎﺻﺔ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ،ﻭﻣﺩﻯ ﻭﻋﻳﻬﻡ ﺑﺄﺳﺱ
ﺍﻟﺗﺻﻣﻳﻡ ،ﻭﺍﻹﺑﺩﺍﻉ ﺍﻟﻔﻧﻲ ﺍﻟﺗﺷﻛﻳﻠﻲ ،ﻭﺇﻟﻣﺎﻣﻬﻡ ﺑﻘﻭﺍﻋﺩ ﺑﻧﺎء ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺟﻳﺩ ،ﻭﺭﺑﻁ ﻋﻧﺎﺻﺭﻩ ﺿﻣﻥ ﻣﻘﺗﺿﻳﺎﺕ ﺍﻟﻘﻳﻡ ﺍﻟﺟﻣﺎﻟﻳﺔ ،ﻭﺍﻟﻘﻳﻡ
ﺍﻟﻣﻭﺿﻭﻋﻳﺔ ،ﻭﻣﺭﺍﻋﺎﺓ ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﻣﺟﺗﻣﻌﻳﺔ ﻭﺍﻟﺑﻧﺎء ﺍﻟﻛﻭﻧﻲ ﺍﻟﻣﺣﻳﻁ،ﻫﺫﺍ ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﺭﺻﺩ ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﺍﻟﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻣﻳﺔ ﻭﺍﻟﺛﻘﺎﻓﻳﺔ ﻣﻥ
ﻭﺟﻬﺔ ﻧﻅﺭﻫﻡ.

ﺃﺳﺋﻠﺔ ﺍﻟﺩﺭﺍﺳﺔ

ﻓﻲ ﺿﻭء ﻣﺎﺳﺑﻕ ﺗﺳﻌﻰ ﺍﻟﺩﺭﺍﺳﺔ ﺇﻟﻰ ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺍﻟﺗﺳﺎﺅﻻﺕ ﺍﻟﺗﺎﻟﻳﺔ :
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ﻣﺎ ﺃﻛﺛﺭ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﻳﻣﺎﺭﺳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ ؟
ﻣﺎ ﺗﺄﺛﻳﺭ ﺗﻭﻓﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ﻓﻲ ﺇﻗﺑﺎﻝ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻋﻠﻰ ﻣﻣﺎﺭﺳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ؟
ﻣﺎ ﺃﺳﺎﻟﻳﺏ ﺍﻟﺗﻌﻠﻡ ﺍﻟﺗﻲ ﻳﻠﺟﺄ ﺇﻟﻳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻓﻲ ﺇﺗﻘﺎﻥ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ؟
ﻣﺎ ﻭﺍﻗﻊ ﺍﻣﺗﻼﻙ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻣﻔﺎﻫﻳﻡ ﻭﺍﻷﺳﺱ ﻭﺍﻟﻘﻳﻡ ﺍﻟﻔﻧﻳﺔ؟
ﻣﺎ ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﻭﺟﻬﺔ ﻧﻅﺭ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻣﻥ ﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﺛﻘﺎﻓﺔ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ ؟

ﻣﻧﻬﺞ ﺍﻟﺩﺭﺍﺳﺔ
ﺗﺳﺗﻧﺩ ﻫﺫﻩ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ ﺇﻟﻰ ﺍﻟﻣﻧﻬﺞ ﺍﻟﻭﺻﻔﻲ ﺍﻟﺗﺣﻠﻳﻠﻲ.
ﺃﻫﻣﻳﺔ ﺍﻟﺩﺭﺍﺳﺔ
ﻳﺣﺗﺎﺝ ﺍﻟﻣﻳﺩﺍﻥ ﺍﻟﻔﻧﻲ ﻭﺍﻟﺛﻘﺎﻓﻲ ﻋﻣﻭﻣﺎً ،ﻭﻛﺫﻟﻙ ﺍﻟﺗﺭﺑﻭﻱ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﺩﺭﺍﺳﺎﺕ ﺍﻟﺗﻲ ﺗﺗﻧﺎﻭﻝ ﺍﻟﻛﺷﻑ ﻋﻥ ﺃﺛﺭ ﺇﺳﺗﺧﺩﺍﻡ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ
ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺍﻹﺗﺟﺎﻩ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ،ﻭﻣﻥ ﺛﻡ ﺗﻛﻣﻥ ﺃﻫﻣﻳﺔ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ ﻓﻲ ﻛﻭﻧﻬﺎ ﻗﺩ ﺗﻔﻳﺩ ﻓﻲ :
•

ﺗﺣﺩﻳﺩ ﻭﺍﻗﻊ ﺇﺳﺗﺧﺩﺍﻡ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﻔﻧﻭﻥ .

•

ﺗﻭﺿﻳﺢ ﺃﻫﻣﻳﺔ ﺗﻭﻅﻳﻑ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﻔﻧﻭﻥ .

•

ﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﻣﺩﻯ ﺃﻫﻣﻳﺔ ﺍﻹﺗﺟﺎﻩ ﻧﺣﻭ ﺇﻋﺗﻣﺎﺩ ﺑﺭﺍﻣﺞ ﺃﻛﺎﺩﻳﻣﻳﺔ ﺣﺩﻳﺛﺔ ﺗﻬﺗﻡ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

•

ﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﻣﺩﻯ ﺍﻟﺣﺎﺟﺔ ﺇﻟﻰ ﺗﻭﻅﻳﻑ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺑﺭﺍﻣﺞ ﻭﻣﻘﺭﺭﺍﺕ ﺍﻟﺗﻌﻠﻳﻡ ﺍﻟﻌﺎﻡ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ.

ﺃﻫﺩﺍﻑ ﺍﻟﺩﺭﺍﺳﺔ
ﺗﻬﺩﻑ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ ﺇﻟﻰ ﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ :
•

ﺃﻛﺛﺭ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﻳﻣﺎﺭﺳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ.

•

ﻣﺩﻯ ﺗﺄﺛﻳﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺇﺗﺟﺎﻩ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

•

ﻣﺩﻯ ﻭﻋﻲ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻣﻥ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺑﻣﻔﺎﻫﻳﻡ ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻔﻧﻲ ﻭﺃﺳﺳﻪ.

•

ﺃﻫﻡ ﺃﺳﺎﻟﻳﺏ ﺍﻟﺗﻌﻠﻡ ﺍﻟﺗﻲ ﻳﻠﺟﺄ ﺇﻟﻳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻓﻲ ﺇﺗﻘﺎﻥ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

•

ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﺛﻘﺎﻓﺔ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ ،ﻣﻥ ﻭﺟﻬﺔ ﻧﻅﺭ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

ﺃﺩﺍﺓ ﺍﻟﺩﺭﺍﺳﺔ
ﺍﺳﺗﺧﺩﻡ ﺍﻟﺑﺎﺣﺛﺎﻥ ﺍﺳﺗﺑﺎﻧﻪ ﻟﺟﻣﻊ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ،ﺗﻛﻭﻧﺕ ﻣﻥ ﻗﺳﻣﻳﻥ:
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•

ﺍﻟﻘﺳﻡ ﺍﻷﻭﻝ :ﻭﺍﺷﺗﻣﻝ ﻋﻠﻰ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﺍﻟﻌﺎﻣﺔ ،ﻭﻫﻲ ﺍﻟﺟﻧﺱ  ،ﻭﺍﻟﻣﺅﻫﻝ ،ﻭﺍﻟﺳﻥ ،ﻭﻋﺩﺩ ﺳﻧﻭﺍﺕ ﻣﻣﺎﺭﺳﺔ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺭﻗﻣﻲ
.

•

ﺍﻟﻘﺳﻡ ﺍﻟﺛﺎﻧﻲ :ﻭﺍﺷﺗﻣﻝ ﻋﻠﻰ ﺃﺭﺑﻌﺔ ﻣﺣﺎﻭﺭ:
o

ﺍﻟﻣﺣﻭﻝ ﺍﻷﻭﻝ  :ﻣﺟﺎﻻﺕ ﻭﺗﻘﻧﻳﺎﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﻳﻣﺎﺭﺳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ .

o

ﺍﻟﻣﺣﻭﺭ ﺍﻟﺛﺎﻧﻲ :ﺗﺄﺛﻳﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺇﺗﺟﺎﻩ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

o

ﺍﻟﻣﺣﻭﺭ ﺍﻟﺛﺎﻟﺙ :ﺃﺳﺎﻟﻳﺏ ﺍﻟﺗﻌﻠﻡ ﺍﻟﺗﻲ ﻳﻠﺟﺄ ﺇﻟﻳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﻓﻲ ﺇﺗﻘﺎﻥ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ

o

ﺍﻟﻣﺣﻭﺭ ﺍﻟﺭﺍﺑﻊ :ﻭﻋﻲ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺑﻣﻔﺎﻫﻳﻡ ﺍﻟﻔﻥ،ﻭﺍﻷﺳﺱ ﻭﺍﻟﻘﻳﻡ ﺍﻟﻔﻧﻳﺔ.

o

ﺍﻟﻣﺣﻭﺭ ﺍﻟﺧﺎﻣﺱ :ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﺛﻘﺎﻓﺔ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

ﻣﺻﻁﻠﺣﺎﺕ ﺍﻟﺩﺭﺍﺳﺔ
ﺍﺗﻔﻘﺕ ﻋﺩﻳﺩ ﻣﻥ ﺍﻟﻣﺻﺎﺩﺭ ﻋﻠﻰ ﺃﻥ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ) ﺍﻟﻧﻅﻡ ﺍﻟﺭﻗﻣﻳﺔ ( :ﻫـﻲ ﺍﻷﺳﺎﻟﻳﺏ ﺍﻟـﺗﻲ ﺗﺩﺍﺭ ﻓﻳﻬﺎ ﺍﻷﺟﻬﺯﺓ ﻭﺍﻷﺩﻭﺍﺕ
ﺑﺎﻷﺭﻗﺎﻡ .ﻭﻗﺩ ﺫﻛﺭﺕ )ﺍﻟﻌﺎﺑﺩ2010،ﻡ،ﺹ" (14ﺑﺄﻥ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻫﻲ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺗﻲ ﺗﺳﺗﺧﺩﻡ ﺍﻟﺣﺎﺳﺏ ﺍﻵﻟﻲ ﻓﻲ ﺇﻧﺗﺎﺝ ﺍﻷﻋﻣﺎﻝ ﻭﺗﺄﺧﺫ
ﻣﺻﺩﺭﻫﺎ ﻣﻥ ﻋﻧﺎﺻﺭ ﺃﺧﻰ ﻛﺎﻟﻣﺎﺳﺢ ﺍﻟﺿﻭﺋﻲ ،ﻓﻌﻥ ﻁﺭﻳﻘﻪ ﻳﻣﻛﻥ ﺇﺩﺧﺎﻝ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﻭﺍﻟﺑﻳﺎﻧﺎﺕ ﺩﺍﺧﻝ ﺍﻟﺣﺎﺳﻭﺏ  ،ﻛﺎﻟﺻﻭﺭ
ﺍﻟﺿﻭﺋﻳﺔ  ،ﻭﺍﻟﺭﺳﻭﻡ ﺍﻟﺧﻁﻳﺔ ،ﻭﻣﻥ ﺛﻡ ﺗﻌﺩﻳﻠﻬﺎ ﺑﺷﻛﻝ ﻛﺑﻳﺭ".

ﻭﻳﻌ ّﺭﻑ ﺍﻟﺑﺎﺣﺛﺎﻥ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺑﺄﻧﻬﺎ :ﺍﻟﻔﻧﻭﻥ ﺍﻟﺗﻲ ﺗﺳﺗﺧﺩﻡ ﺍﻟﻛﺎﻣﻳﺭﺍ ﺍﻟﺿﻭﺋﻳﺔ ،ﺃﻭ ﺍﻟﺣﺎﺳﺏ ﺍﻵﻟﻲ ﻓﻲ ﺇﻧﺗﺎﺝ ﺍﻷﻋﻣﺎﻝ ﺍﻟﻔﻧﻳﺔ،
ﺑﻛﺎﻓﺔ ﺃﻧﻣﺎﻁﻬﺎ ﻭﺗﻘﻧﻳﺎﺗﻬﺎ ،ﺳﻭﺍء ﻣﻥ ﺧﻼﻝ ﺗﻛﻭﻳﻥ ﺍﻟﻌﻧﺎﺻﺭ ﺩﻭﻥ ﻧﺳﺧﻬﺎ ﺃﻭ ﻗﺻﻬﺎ ،ﺃﻭ ﻣﻥ ﺧﻼﻝ ﺃﺧﺫ ﻋﻧﺎﺻﺭﻫﺎ ﻣﻥ ﻣﺻﺎﺩﺭ ﺃﺧﺭﻯ،
ﻛﺎﻟﻣﺎﺳﺢ ﺍﻟﺿﻭﺋﻲ ،ﻭﺍﻟﺻﻭﺭ ﺍﻟﺿﻭﺋﻳﺔ ،ﻭﺍﻟﺭﺳﻭﻡ ﺍﻟﺧﻁﻳﺔ ،ﻭﻣﻌﺎﻟﺟﺗﻬﺎ ﻓﻧﻳﺎ ً ﻟﺗﻛﻭﻳﻥ ﻋﻣﻝ ﻓﻧﻲ ﺟﺩﻳﺩ.
ﻋﻳﻧﺔ ﺍﻟﺩﺭﺍﺳﺔ
ﺗﻣﺛﻠﺕ ﻋﻳﻧﺔ ﺍﻟﺩﺭﺍﺳﺔ ﻓﻲ  612ﺷﺎﺑﺎ ً  /ﺷﺎﺑﺔ  ،ﻣﻥ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺍﻟﻣﻬﺗﻡ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﺗﻭﺍﺻﻝ ﻣﻌﻬﻡ ﺍﻟﺑﺎﺣﺛﺎﻥ ﺑﺷﻛﻝ
ﻣﺑﺎﺷﺭ ﻭﺫﻟﻙ ﻓﻲ ﺣﺩﻭﺩ ﻋﻣﻝ ﺍﻟﺑﺎﺣﺛﻳﻥ ﻓﻲ ﺟﺎﻣﻌﺔ ﺣﺎﺋﻝ  ،ﻭﺇﻟﻛﺗﺭﻭﻧﻳﺎ ً ﻣﻥ ﺧﻼﻝ ﺍﺳﺗﺑﻳﺎﻥ ﺇﻟﻛﺗﺭﻭﻧﻲ ﺗﻡ ﻧﺷﺭﻩ ﻓﻲ ﻋﺩﺩ ﻣﻥ ﺍﻟﻣﺟﻣﻭﻋﺎﺕ
ﻭﺍﻟﻣﻭﺍﻗﻊ ﺍﻟﺗﺧﺻﺻﻳﺔ  ،ﻭﻛﺫﻟﻙ ﻋﺑﺭ ﺣﺳﺎﺑﺎﺕ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺍﻟﺭﺳﻣﻳﺔ ﻋﻠﻰ ﻣﻭﺍﻗﻊ ﺍﻟﺗﻭﺍﺻﻝ ﺍﻻﺟﺗﻣﺎﻋﻲ ،ﻭﻗﺩ ﺑﻠﻎ ﻋﺩﺩ ﺍﻟﺫﻛﻭﺭ  ،432ﻭﺍﻹﻧﺎﺙ
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ﺍﻹﻁﺎﺭ ﺍﻟﻧﻅﺭﻱ ﻭﺍﻟﺩﺭﺍﺳﺎﺕ ﺍﻟﺳﺎﺑﻘﺔ
ﻟﻳﺱ ﻣﻥ ﺷﻙ ﻓﻲ ﺃﻥ ﺍﻹﺗﺻﺎﻝ ﺍﻟﺑﺻﺭﻯ ﻳﺅﺩﻱ ﺩﻭﺭﺍً ﻫﺎﻣﺎ ً ﻓﻲ ﻧﺷﺭ ﺍﻟﻣﻌﺭﻓﺔ ﻭﺍﻟﺛﻘﺎﻓﺔ ﻭﺍﻟﻭﻋﻰ ،ﺣﻳﺙ ُﺗﻌﺩ ﺃﺩﻭﺍﺗﻪ ﻭﻣﻔﺭﺩﺍﺗﻪ ﻓﻲ
ﺩﺍﺋﺭﺓ ﺇﻫﺗﻣﺎﻡ ﺍﻷﻓﺭﺍﺩ ﻭﺍﻟﻣﺟﺗﻣﻌﺎﺕ ،ﻭﻳﺟﺫﺏ ﺍﻻﻧﺗﺑﺎﻩ ﺇﻟﻳﻪ ﺑﺈﺳﺗﻣﺭﺍﺭ ،ﻭﻫﻭ ﻣﺎﻳﺿﻌﻪ ﺗﺣﺕ ﺗﺟﺎﺭﺏ ﺍﻹﺑﺩﺍﻉ ﻭﺍﻻﺑﺗﻛﺎﺭ ،ﻟﻳﺳﻬﻡ ﻓﻲ ﺗﻌﺯﻳﺯ
ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﺑﺻﺭﻳﺔ ،ﻭﻓﻲ ﺇﻳﺿﺎﺡ ﻣﺩﻯ ﺍﻟﺗﻘﺩﻡ ﻭﺍﻟﺗﻁﻭﺭ ﺍﻟﺣﺿﺎﺭﻱ ﻟﻸﻣﻡ ،ﻭﻳﺯﺩﺍﺩ ﻫﺫﺍ ﺍﻹﻫﺗﻣﺎﻡ ﻣﻊ ﻣﺎ ﻳﺷﻬﺩﻩ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻣﻥ ﺇﻧﺟﺎﺯﺍﺕ ﻭ
ﺗﻁﻭﺭ ﻣﺳﺗﻣﺭ ﻭﻣﺗﺳﺎﺭﻉ ﻣﻊ ﺗﻁﻭﺭ ﺍﻷﺩﻭﺍﺕ ﻭﺍﻟﻭﺳﺎﺋﻝ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ.
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ﻭﻻﺷﻙ ﺇﻥ ﺍﻟﻅﺭﻭﻑ ﺍﻟﻣﺣﻳﻁﺔ ﺑﺎﻟﻔﻧﺎﻥ ﻓﻲ ﺍﻟﻌﺻﺭ ﺍﻟﺣﺩﻳﺙ ﺍﺧﺗﻠﻔﺕ ﻛﺛﻳﺭﺍً ﻋﻧﻬﺎ ﺳﺎﺑﻘﻬﺎ ،ﻓﺎﻟﺗﻁﻭﺭ ﺍﻟﻌﻠﻣﻲ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻭﻛﻡ
ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﻣﻌﺎﺻﺭﺓ ﻭﺍﺧﺗﻼﻑ ﻓﻠﺳﻔﺔ ﺍﻟﻌﺻﺭ ﺗﻣﺛﻝ ﻓﺎﺭﻗﺎ ً ﻛﺑﻳﺭﺍً ﺃﺗﺎﺡ ﻟﻠﻔﻧﺎﻧﻳﻥ ﺍﻟﺗﺷﻛﻳﻠﻳﻳﻥ ﻓﺭﺻﺔ ﺍﻻﺳﺗﻣﺭﺍﺭ ﻓﻲ ﺍﺳﺗﻐﻼﻝ ﻛﺎﻓﺔ ﺍﻹﻣﻛﺎﻧﺎﺕ
ﺍﻟﻣﺗﺎﺣﺔ ﻟﻠﺗﻌﺑﻳﺭ ﻋﻥ ﺭﺅﺍﻫﻡ ﺍﻟﻔﻧﻳﺔ ﻭﺗﻁﻠﻌﺎﺗﻬﻡ ﺍﻹﻧﺳﺎﻧﻳﺔ ،ﻣﺳﺗﻐﻠﻳﻥ ﻛﺎﻓﺔ ﻣﺎ ﺗﺗﻳﺣﻪ ﺍﻟﺧﺎﻣﺎﺕ ﻭﺍﻟﻭﺳﺎﺋﻁ ﺍﻟﻁﺑﻳﻌﻳﺔ ﻭﺍﻟﺻﻧﺎﻋﻳﺔ ﻟﺗﻘﺩﻳﻡ ﺍﻟﻌﺩﻳﺩ ﻣﻥ
ﺍﻷﻋﻣﺎﻝ ﺍﻟﺗﻲ ﺗﺗﺳﻡ ﺑﺎﻷﺻﺎﻟﺔ ﻭﺍﻟﻣﻌﺎﺻﺭﺓ  ،ﻭﺍﻟﺗﻲ ﺗﻔﺗﺢ ﺃﻣﺎﻡ ﺍﻟﻣﺗﻠﻘﻲ ﺁﻓﺎﻗﺎ ً ﺭﺣﺑﺔ ﻣﻥ ﺍﻟﺭﺅﻳﺔ ﻭﺍﻹﺑﺩﺍﻉ ﺍﻹﻧﺳﺎﻧﻲ ﺍﻟﻣﺗﺟﺩﺩ ،ﻭﻗﺩ ﻋُﺭﻑ ﻋﻥ
ﺍﻟﻔﻥ  -ﺗﺎﺭﻳﺧﻳﺎ ً  -ﻗﺩﺭﺗﻪ ﻋﻠﻰ ﺍﻟﺗﻌﺎﻳﺵ ﻣﻊ ﺳﺎﺋﺭ ﺍﻟﻣﺗﻐﻳﺭﺍﺕ ﺍﻟﺗﻲ ﺗﻭﺍﺟﻬﻪ ،ﻭﺍﻟﺗﻲ ﻣﻥ ﺃﻫﻣﻬﺎ ﺗﻠﻙ ﺍﻟﺗﻐﻳﺭﺍﺕ ﺍﻟﺗﻲ ﻧﺑﻌﺕ ﻣﻥ ﺍﻟﺗﻘﺩﻡ
ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﺍﻟﻣﻌﺎﺻﺭ ،ﻭﺍﻟﺗﻲ ﻣ ّﻛﻧﺕ ﺍﻟﺣﺎﺳﻭﺏ ﻣﻥ ﺍﺣﺗﻼﻝ ﻣﻛﺎﻧﺔ ﻫﺎﻣﺔ ﺑﻳﻥ ﻭﺳﺎﺋﻝ ﺍﻟﺗﻌﺑﻳﺭ ﻓﻲ ﺍﻟﻔﻥ ﺍﻟﺗﺷﻛﻳﻠﻲ ،ﺣﻳﺙ ﺃﺗﺎﺡ ﺍﺳﺗﺧﺩﺍﻣﻪ
ﻓﺭﺻﺎ ً ﻭﺍﺳﻌﺔ ﻟﺭﺑﻁ ﺍﻟﻔﻛﺭ ﺍﻹﺑﺩﺍﻋﻲ ﺑﺎﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ،ﻛﻣﺎ ﻭﻓّﺭ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻹﻣﻛﺎﻧﻳﺎﺕ ﺍﻟﻬﺎﺋﻠﺔ ﻓﻲ ﺇﺛﺭﺍء ﺍﻟﻌﻣﻠﻳﺎﺕ ﺍﻟﻔﻧﻳﺔ ﺍﻹﺑﺩﺍﻋﻳﺔ.

ﻭﻗﺩ ﺗﻛﺎﺛﺭﺕ ﻣﺛﻝ ﻫﺫﻩ ﺍﻹﻧﺟﺎﺯﺍﺕ ﺑﻔﺿﻝ ﺍﻻﺳﺗﻌﻣﺎﻝ ﺍﻟﻣﻛﺛﻑ ﻟﻠﻔﻥ ﺍﻟﺭﻗﻣﻲ  Digital Artﺍﻟﺫﻱ ﺟﺳﱠﺩ ﺑﺎﻟﻔﻌﻝ ﺍﻻﺭﺗﺑﺎﻁ ﺍﻟﻭﺛﻳﻕ
ﺑﻳﻥ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﻭﺍﻟﻔﻥ ،ﻣﻥ ﺧﻼﻝ ﺟﻌﻝ ﺍﻵﻻﺕ ﺍﻹﻟﻛﺗﺭﻭﻧﻳﺔ ﺻﺎﻧﻌﺔ ﻭﻣﺑﺩﻋﺔ ﻟﻔﻥ ﻏﻳﺭ ﻣﺄﻟﻭﻑ ﻟﺩﻯ ﺍﻟﺑﺷﺭ ،ﻓﺎﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﺻﺎﺭ ً
ﻟﻐﺔ
ﺑﺻﺭﻳﺔ ﺗﻬﺗﻡ ﺑﺎﻟﺻﻭﺭﺓ ﻭﺗﺟﻌﻠﻬﺎ ﺃﺳﺎﺳﻳﺔ ﻓﻲ ﺍﻟﺗﻌﺑﻳﺭ ﻭﺍﻟﺗﻭﺍﺻﻝ ،ﺣﻳﺙ ﺃﺻﺑﺢ ﻟﻠﻔﻥ ﺗﻛﻧﻭﻟﻭﺟﻳﺗﻪ ﺍﻟﺧﺎﺻﺔ ،ﻟﻐﺗﻪ ﺍﻟﺗﻌﺑﻳﺭﻳﺔ ﺍﻟﺟﺩﻳﺩﺓ،
ﻭﺍﻟﻣﺗﻣﺛﻠﺔ ﻓﻲ ﻣﺟﻣﻭﻋﺔ ﻣﻥ ﺍﻵﻟﻳﺎﺕ ﺍﻟﻭﺳﺎﺋﻁ ﺍﻟﺣﺩﻳﺛﺔ ﺍﻟﻣﺳﺎﻋﺩﺓ ﻋﻠﻰ ﺍﻻﺑﺗﻛﺎﺭ ﻭﺍﻟﺗﺻﻣﻳﻡ ﻭﺍﻹﻧﺗﺎﺝ ﺍﻟﺳﺭﻳﻊ ﻭﺍﻟﻣﺗﻛﺭﱢ ﺭ ،ﻫﺫﻩ ﺍﻟﻭﺳﺎﺋﻁ
ﺣﺭﱠ ﺭﺕ ﺍﻟﻔﻧﺎﻥ ﻣﻥ ﺫﺍﺗﻳﺗﻪ ﻭﺟﻌﻠﺗﻪ ﻳﺗﻐﻠﱠﺏ ﻋﻠﻰ ﻛﻝ ﻣﺎ ﻫﻭ ﺷﺧﺻﻲ ﺑﻔﻌﻝ ﺍﻟﺗﻌﺎﻣﻝ ﻣﻊ ﺍﻵﻟﺔ ﺍﻟﻘﻭﱠ ﺓ ﺍﻟﺣﻳﻭﻳﺔ ﺫﺍﺕ ﺍﻟﺻﺑﻐﺔ ﺍﻟﻣﻳﻛﺎﻧﻳﻛﻳﺔ.

ﻭﻗﺩ ﺫﻛﺭ )  (Mathew Baigell 1982ﺗﺎﺭﻳﺧﻳﺎ ً ﻳﺭﺟﻊ ﻅﻬﻭﺭ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﺇﻟﻰ ﺍﻟﻌﺎﻡ 1952ﻡ ﻋﻧﺩﻣﺎ ﺍﺳﺗﺧﺩﻡ ) ﺑﻥ .ﻓﺎ .
ﻻﺑﻭﺳﻛﺎﻱ  ( Ben .F. Laposky .ﺍﻟﺣﺎﺳﻭﺏ ﻭﺭﺍﺳﻣﺔ ﺑﻳﺎﻧﻳﺔ ﺑﺄﻧﺑﻭﺏ ﻛﺎﺛﻭﺩ ﻭﻗﺩﻡ ﻋﻣﻼً ﻛﺗﻛﻭﻳﻥ ﻟﺻﻭﺭﺓ ﺇﻟﻛﺗﺭﻭﻧﻳﺔ ﻣﺟﺭﺩﺓ  ،ﺛﻡ ﻗﺎﻡ ﺑﻌﺩ
ﺫﻟﻙ ﺑﻌﻣﻝ ﺻﻭﺭﺓ ﺇﻟﻛﺗﺭﻭﻧﻳﺔ ﻣﻠﻭﻧﺔ ﻋﺎﻡ 1956ﻡ ﻭﻓﻲ ﻧﻔﺱ ﺍﻟﻌﺎﻡ ﺃﻳﺿﺎ ً ﺍﺑﺗﻛﺭ ) ﻫﺭﺑﺭﺕ ﻓﺭﺍﻧﻙ  (Herbert Frankﺭﺍﺳﻣﺎﺕ ﺍﻟﺫﺑﺫﺑﺎﺕ
ﻓﻲ ﻓﻳﻧﺎ  ،ﻭﻓﻲ ﻋﺎﻡ 1960ﻡ ﻅﻬﺭﺕ ﺭﺳﻭﻡ ﺍﻟﺣﺎﺳﻭﺏ ﻓﻲ ﺃﻟﻣﺎﻧﻳﺎ ﻷﻭﻝ ﻣﺭﺓ ﻋﻠﻰ ﻳﺩ ) ﻙ .ﺍﻟﺳﻠﻳﺳﻥ  ( K. Alselsen .ﻭ ) ﻓﻳﺗﺭ
 ،(Feterﻭﻓﻲ ﻅﻝ ﺍﻫﺗﻣﺎﻡ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﻔﻧﺎﻧﻳﻥ ﺑﻬﺫﺍ ﺍﻟﻭﺳﻳﻁ ﺍﻟﺟﺩﻳﺩ ﺃﻗﻳﻡ ﺃﻭﻝ ﻣﻌﺭﺽ ﻟﻠﺭﺳﻭﻡ ﺍﻟﻧﺎﺗﺟﺔ ﻣﻥ ﺍﻟﺣﺎﺳﻭﺏ ﻓﻲ ﻋﺎﻡ 1965ﻡ ﻓﻲ
ﺃﻣﺭﻳﻛﺎ ﻭﺫﻟﻙ ﻓﻲ ﻣﺗﺣﻑ ) ﻫﺎﻭﺭﺩ ﻭﺍﻳﺯ .( Haward Wise

ﻭﻳﺿﻳﻑ )ﻋﺑﺩﷲ 1997،ﻡ،ﺹ (43ﺑﺄﻥ ﺍﻻﻫﺗﻣﺎﻡ ﺍﻟﻣﺗﺯﺍﻳﺩ ﻓﻲ ﻫﺫﺍ ﺍﻟﻣﺟﺎﻝ ﺩﻋﺎ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﻔﻧﺎﻧﻳﻥ ﺇﻟﻰ ﺍﺭﺗﻳﺎﺩ ﺍﻟﻣﺟﺎﻝ ﺍﻟﺟﺩﻳﺩ
ﻭﺳﺑﺭ ﺃﻏﻭﺍﺭﻩ  ،ﺣﻳﺙ ﺑﺭﺯﺕ ﺃﺳﻣﺎء ﻟﻌﺩﺩ ﻣﻥ ﺍﻟﻔﻧﺎﻧﻳﻥ ﻓﻲ ﻫﺫﺍ ﺍﻟﻣﺟﺎﻝ ،ﻣﻧﻬﻡ ﻋﻠﻰ ﺳﺑﻳﻝ ﺍﻟﻣﺛﺎﻝ ﺍﻟﻔﻧﺎﻧﺔ ) ﻟﻳﻠﻳﺎﻥ ﺷﻭﺍﺭﺗﺯ( ،ﻭﺍﻟﻔﻧﺎﻧﺔ )
ﺑﺎﺭﺑﺭﺍ ﺗﺳﻳﻡ ( ،ﻭﻛﻝ ﻣﻥ ﺍﻟﻔﻧﺎﻧﻳﻥ ) ﺟﻭﻥ ﺑﻳﺭﺳﻭﻥ ( ،ﻭ) ﻛﻳﻧﻳﺙ ﻧﻭﻻﻧﺩ ( ،ﻭ) ﺟﻭﺭﺝ ﻧﺳﻳﻡ ( ،ﻭ)ﻫﻭﺍﺭﺩﻭﻳﺯ ( ,ﻭ)ﻧﺎﻡ ﺟﻭﻧﺑﻳﻙ( ،ﻭ)
ﻣﺎﺭﻛﻭﺩﻳﺭ ( ،ﻭﻛﺛﻳﺭﻭﻥ ﻏﻳﺭﻫﻡ ،ﻭﺑﺎﻟﺭﻏﻡ ﻣﻥ ﺗﻌﺩﺩ ﺃﺳﻣﺎء ﺍﻟﻔﻧﺎﻧﻳﻥ ﺍﻟﺫﻳﻥ ﺗﻌﺎﻣﻠﻭﺍ ﻣﻊ ﺍﻟﺣﺎﺳﻭﺏ ﻛﺄﺩﺍﺓ ﻭﻭﺳﻳﻁ ﺟﺩﻳﺩ ،ﺇﻻ ﺃﻥ ﺍﻟﻣﻼﺣﻅ ﺃﻥ
ﺍﻷﻋﻣﺎﻝ ﺍﻟﻧﺎﺗﺟﺔ ﺗﺅﻛﺩ ﺃﻳﺿﺎ ً ﻋﻠﻰ ﺗﻧﻭﻉ ﺍﻻﺗﺟﺎﻫﺎﺕ ﻭﺍﻷﺳﺎﻟﻳﺏ ،ﻭﺇﻥ ﺩﻝ ﺫﻟﻙ ﻋﻠﻰ ﺷﻲء ﻓﺈﻧﻣﺎ ﻳﺩﻝ ﻋﻠﻰ ﺃﻥ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﺣﺎﺳﻭﺏ ﻛﺄﺩﺍﺓ ﻻ
ﻳﻠﻐﻲ ﺍﻟﺟﺎﻧﺏ ﺍﻹﻧﺳﺎﻧﻲ ﺍﻟﻣﺑﺗﻛﺭ ﻟﺷﺧﺻﻳﺔ ﺍﻟﻔﻧﺎﻥ ،ﺑﻝ ﻳﺳﻬﻡ ﻓﻲ ﺇﺧﺭﺍﺝ ﺃﻋﻣﺎﻝ ﻓﻧﻳﺔ ﺫﺍﺕ ﺃﺳﺎﻟﻳﺏ ﻣﺗﻧﻭﻋﺔ.
ﻭﻳ��ﺫﻛﺭ )ﺍﻟﺷ��ﺎﻋﺭ2010،ﻡ،ﺹ  ( 38ﺃﻧ��ﻪ ﻧﺗﻳﺟ��ﺔ ﻟﻬ��ﺫﺍ ﺍﻻﻫﺗﻣ��ﺎﻡ ﺍﻟﻌ��ﺎﻟﻣﻲ ﺍﻧﺑﺛﻘ��ﺕ ﻋ��ﺩﺓ ﻣ��ﺅﺗﻣﺭﺍﺕ ﻭﺩﻭﺭﻳ��ﺎﺕ ﻭﺟﻣﺎﻋ��ﺎﺕ ﺗﻬ��ﺗﻡ
ﺑﺗﻔﺎﺻﻳﻝ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻭﻣﺳﺗﺟﺩﺍﺗﻪ  ،ﻭ ُﺗﻌ ّﺭﻑ ﺑﺄﺳﺎﻟﻳﺑﻪ ﻭﻁﺭﻗﻪ ﺍﻟﺟﺩﻳﺩﺓ  ،ﻭﺗﺳﻠﻁ ﺍﻟﺿﻭء ﻋﻠﻰ ﺍﻟﺣﺭﻛﺎﺕ ﻭﺍﻟﻔﻧﺎﻧﻳﻥ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﻬﺫﺍ ﺍﻟﻣﺟﺎﻝ ،
ﻭﺗﻧﻅﻡ ﺍﻟﻠﻘﺎءﺍﺕ ﻭﺍﻟﻣﻌﺎﺭﺽ ﻭﺍﻟﻭﺭﺵ ﺍﻟﻔﻧﻳﺔ ﺍﻟﺧﺎﺻﺔ ﺑﻔﻧﻭﻥ ﺍﻟﺣﺎﺳﻭﺏ ،ﻭﻟﻌﻝ ﻣﻥ ﺃﺑﺭﺯﻫﺎ:
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•

ﻣﻧﻅﻣﺔ ﺍﻟﺗﺟﺭﻳﺏ ﻓﻲ ﺍﻟﻔﻥ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﻣﺅﺳﺳﺔ ﻓﻲ ﻋﺎﻡ 1966ﻡ  ،ﻭﺍﻟﺗﻲ ﺗﻬﺩﻑ ﺇﻟﻰ ﺗﺷﺟﻳﻊ ﺍﻟﺗﻌﺎﻭﻥ ﺑﻳﻥ ﺍﻟﻌﻠﻡ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ
ﻭﺍﻟﻔﻥ،ﻭﺗﻌﻣﻝ ﻋﻠﻰ ﻧﺷﺭ ﻣﻘﺎﻻﺕ ﺻﻐﻳﺭﺓ ﺗﺣﺕ ﻣﺳﻣﻰ ) (EATNNEWSﻛﻣﺎ ﺗﺻﺩﺭ ﺍﻟﻣﻧﻅﻣﺔ ﻣﻁﺑﻭﻋﺔ ﺗﺳﻣﻰ ). (Techne

•

ﺍﺗﺣﺎﺩ ﻓﻧﺎﻧﻲ ﺍﻟﺣﺎﺳﻭﺏ ،ﻭﺍﻟﺫﻱ ﺃﻧﺷﺊ ﻋﻧﺩ ﺗﺄﺳﻳﺱ ﺟﻣﻌﻳﺔ ﻓﻧﻭﻥ ﺍﻟﺣﺎﺳﻭﺏ ﻛﺟﻣﺎﻋﺔ ﻣﺗﺧﺻﺻﺔ ﻟﻠﺟﻣﻌﻳﺔ ﺍﻟﺑﺭﻳﻁﺎﻧﻳﺔ ﻟﻠﺣﺎﺳﻭﺏ،
ﻭﺗﺻﺩﺭ ﻣﻥ ﺧﻼﻟﻪ ﻧﺷﺭﺓ ﺗﺳ�ﻣﻰ ) (Pageﺗﺭﻛ�ﺯ ﻋﻠ�ﻰ ﺍﻻﺧﺗﺑ�ﺎﺭﺍﺕ ﺍﻟﻣﺧﺗﻠﻔ�ﺔ ﻓ�ﻲ ﻛ�ﻝ ﻣﺟ�ﺎﻻﺕ ﺍﻟﺣﺎﺳ�ﻭﺏ ﻭﺍﻟﻌﻼﻗ�ﺔ ﺑ�ﻳﻥ ﺍﻟﻔ�ﻥ
ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ .

•

ﻣﺟﻣﻭﻋﺔ ﺯﻏﺭﺏ ﺍﻟﺗﻲ ﺃﺻﺩﺭﺕ ﺩﻭﺭﻳﺎﺕ ﺑﺎﺳﻡ ﻭﺣﺩﺍﺕ ﺍﻟﺣﺎﺳﻭﺏ ﺍﻟﻌﺎﻟﻣﻳﺔ ﻣﻧﺫ ﺳﻧﺔ 1969ﻡ ،ﺧﺻﺻﺕ ﺃﻭﻝ ﺛﻼﺛﺔ ﺃﻋﺩﺍﺩ ﻟﻔﻥ
ﺍﻟﺣﺎﺳﻭﺏ .

•

ﺟﻣﻌﻳ�ﺔ ﻓﻧ�ﻭﻥ ﺍﻟﺣﺎﺳ��ﻭﺏ ﺑﻠﻧ�ﺩﻥ  ،ﻭﻛﻠﻳ��ﺔ ﺟﻭﻳﻧ�ﺕ ﻟﻠﺗﻌﻠ�ﻳﻡ ﺍﻟﻌ��ﺎﻟﻲ  ،ﺍﻟﻠﺗ�ﻳﻥ ﺃﺳﺳ��ﺗﺎ ﻓ�ﻲ ﺿ�ﻭء ﺍﻟﺗﻁ��ﻭﺭ ﻓ�ﻲ ﻫ��ﺫﺍ ﺍﻟﻣﻳ�ﺩﺍﻥ ﻭﺗﺯﺍﻳ��ﺩ
ﺍﻟﻣﻌﺎﺭﺽ ﺍﻟﻔﻧﻳﺔ ﻭﺍﻟﻣﺅﺗﻣﺭﺍﺕ ﺍﻟﻌﻠﻣﻳﺔ  ،ﻭ ﺗﺯﺍﻳﺩ ﻋﺩﺩ ﺍﻟﻣﻧﺷﻭﺭﺍﺕ ﺍﻟﺗﻲ ﺗﻬﺗﻡ ﺑﺎﻻﺗﺟﺎﻩ ﺍﻟﻌﻠﻣﻲ ﺍﻟﻔﻧﻲ.

•

ﺟﻣﺎﻋﺔ ﻓﻥ ﺍﻟﺣﺎﺳﻭﺏ ،ﻭﺍﻟﺗﻲ ﺃﻧﺷﺋﺕ ﻓﻲ ﻁﻭﻛﻳﻭ ﻋﺎﻡ 1967ﻡ  ،ﻭﺍﻫﺗﻣﺕ ﺑﺈﻧﺗﺎﺝ ﺃﻋﻣﺎﻟﻬﺎ ﻋﻥ ﻁﺭﻳﻕ ﺍﻟﺣﺎﺳﻭﺏ.

•

ﺟﻣﺎﻋﺔ ﻣﺟﺗﻣﻊ ﺍﻟﺣﺎﺳﻭﺏ ،ﻭﺍﻟﺗﻲ ﺃﻧﺷ�ﺋﺕ ﻓ�ﻲ ﺍﻧﺟﻠﺗ�ﺭﺍ ﻋ�ﺎﻡ 1968ﻡ  ،ﻭﺍﻟﺗ�ﻲ ﺍﺳ�ﺗﺧﺩﻣﺕ ﺍﻟﺣﺎﺳ�ﻭﺏ ﻛﻭﺳ�ﻳﻁ ﻟﻌ�ﺭﺽ ﺍﻟﻔﻧ�ﻭﻥ
ﺍﻟﻣﺭﺋﻳﺔ ﺍﻹﺑﺗﻛﺎﺭﻳﺔ.

•

ﺟﻣﺎﻋ��ﺔ ﺍﻟﺗﺟﺭﻳ��ﺏ ﻓ��ﻲ ﺍﻟﻔ��ﻥ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳ��ﺎ ،ﻭﺍﻟﺗ��ﻲ ﺃﻧﺷ��ﺋﺕ ﻓ��ﻲ ﻧﻳﻭﻳ��ﻭﺭﻙ ﻋ��ﺎﻡ 1969ﻡ  ،ﻭﺍﻟﺗ��ﻲ ﻫ��ﺩﻓﺕ ﺇﻟ��ﻰ ﺭﺑ��ﻁ ﺍﻹﺑ��ﺩﺍﻉ
ﺑﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﻌﺻﺭ ،ﻭﺗﻭﻅﻳﻑ ﺧﺑﺭﺍﺕ ﺍﻟﻔﻧﺎﻧﻳﻥ ﻓﻲ ﻫﺫﺍ ﺍﻟﻣﺟﺎﻝ.

ﻭﻳﺫﻛﺭ) ﺍﻟﻌﺗﺑﺎﻧﻲ1995،ﻡ،ﺹ  (38ﺃﻥ ﺃﺑﺭﺯ ﺳﻣﺎﺕ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻳﻣﻛﻥ ﺇﻳﺟﺎﺯﻫﺎ ﻓﻳﻣﺎ ﻳﻠﻲ :
•

ﺇﺳﺗﺧﺩﺍﻡ ﺍﻷﺳﻠﻭﺏ ﺍﻟﻌﻠﻣﻲ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ :ﺇﻥ ﺃﻫﻡ ﺳﻣﺔ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺃﻧﻬﺎ ﺗﺳﺗﺧﺩﻡ ﺍﻹﻟﻛﺗﺭﻭﻧﺎﺕ ﻭﺍﻟﻁﺎﻗﺔ ﺍﻟﻣﻌﺎﺻﺭﺓ ﻣﺛﻝ
ﺍﻟﻠﻳﺯﺭ ﻭﺍﻟﻛﻬﺭﺑﺎء ،ﻭﻛﺫﻟﻙ ﺇﺗﻔﺎﻗﻬﺎ ﻣﻊ ﺃﺣﺩﺙ ﺍﻟﻧﻅﺭﻳﺎﺕ ﺍﻟﻌﻠﻣﻳﺔ ﻭﺍﻹﺳﺗﺣﺩﺍﺛﺎﺕ ﺍﻟﺗﻁﺑﻳﻘﻳﺔ ﻟﻬﺎ.

•

ﺣﺭﻳّﺔ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ :ﺗﺗﻣﻳﺯ ﻣﻭﺿﻭﻋﺎﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺑﺈﺗﺳﺎﻉ ﻗﺎﻋﺩﺓ ﺇﺧﺗﻳﺎﺭ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ،ﺍﻟﺗﻲ ﺗﺗﻳﺢ ﻟﻠﻔﻧﺎﻥ ﺍﻹﺑﺣﺎﺭ ﻓﻲ ﻋﺩﺩ
ﻣﻥ ﺍﻟﻣﺟﺎﻻﺕ ﻭﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﻣﺧﺗﻠﻔﺔ ﻭﺍﻟﻣﻧﺗﺷﺭﺓ ﻭﺍﻟﺳﻬﻠﺔ.

•

ﻛﻡ ﺍﻷﺩﺍء ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ :ﺗﻭﻓﺭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻔﺭﺹ ﺍﻟﻣﺗﻧﻭﻋﺔ ﻟﻣﻌﺎﻟﺟﺔ ﺍﻟﻌﻣﻝ ﺑﺷﻛﻝ ﻣﺗﻧﺎﻫﻲ ﺍﻟﺩﻗﺔ ،ﻭﺗﺗﻳﺢ ﻟﻪ ﻓﺭﺹ ﺗﺣﺭﻳﻙ
ﺍﻟﻌﻣﻝ ،ﻭﺭﺳﻣﺔ ﻭﻓﻕ ﺃﻁﺭ ﻭﻣﺳﺎﺭﺍﺕ ﻭﻗﻭﺍﻋﺩ ﻻ ﻳﺣﻳﺩ ﻋﻧﻬﺎ ،ﻭﻳﺳﻬﻡ ﺍﻷﺩﺍء ﺍﻵﻟﻲ ﻓﻲ ﺗﻧﻔﻳﺫ ﻫﺫﻩ ﺍﻟﻣﺗﻁﻠﺑﺎﺕ ﺑﺷﻛﻝ ﻣﻳﺳّﺭ ﻭﺩﻗﻳﻕ
.

•

ﺍﻟﺯﻣﻥ ) ﺍﻟﺑﻌﺩ ﺍﻟﺭﺍﺑﻊ ( :ﺍﻟﺯﻣﻥ ﻫﻭ ﺍﻟﺑﻌﺩ ﺍﻟﺭﺍﺑﻊ ﺍﻟﻣﺿﺎﻑ ﻟﻠﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺭﻗﻣﻲ ،ﺣﻳﺙ ﺗﺗﻣﻳﺯ ﺑﻌﺽ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ
ﺑﺈﻣﻛﺎﻧﻳﺔ ﺇﺿﺎﻓﺔ ﺍﻟﺣﺭﻛﺔ ﻟﺑﻌﺽ ﺗﻔﺎﺻﻳﻠﻬﺎ ،ﺣﻳﺙ ﻳﻠﺯﻡ ﺯﻣﻥ ﺣﻘﻳﻘﻲ ﻟﻣﺗﺎﺑﻌﺔ ﺍﻟﻌﻣﻝ ﻭﺗﺄﻣﻠﻪ ،ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﺍﻟﺯﻣﻥ ﺍﻟﺩﺍﺧﻠﻲ ﻟﻠﻌﻣﻝ
ﺍﻟﻔﻧﻲ ﺫﺍﺗﻪ.

•

ﺍﻟﻠﻭﻥ ﻭﺗﺩﺭﺟﺎﺗﻪ :ﺗﻌﺗﻣﺩ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻋﻠﻰ ﻋﻧﺻﺭ ﺍﻟﻠﻭﻥ ،ﻭﺗﻅﻬﺭ ﺇﻣﻛﺎﻧﻳﺎﺕ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ﻓﺭﺻﺔ ﻟﻳﺱ ﻟﻬﺎ
ﻣﺛﻳﻝ ﻓﻲ ﺃﻱ ﻣﻥ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺗﻘﻠﻳﺩﻳﺔ ﺑﺈﺗﺎﺣﺗﻬﺎ ﺍﻟﻣﺟﺎﻝ ﻟﻠﻔﻧﺎﻥ ﺑﺎﻹﺧﺗﻳﺎﺭ ﻭﺍﻟﻣﻔﺎﺿﻠﺔ ﺑﻳﻥ  16ﻣﻠﻳﻭﻥ ﺩﺭﺟﺔ ﻟﻭﻧﻳﺔ .

•

ﺇﺧﺭﺍﺝ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ :ﺗﺗﻳﺢ ﺍﻟﺗﻘﻧﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ﺇﺧﺭﺍﺝ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺑﻌﺩﺓ ﺷﻛﺎﻝ ﻭﻧﻣﺎﺫﺝ ،ﻛﺎﻟﻁﺑﺎﻋﺔ ﻋﻠﻰ ﺍﻟﻭﺭﻕ ،ﺃﻭ ﺍﻟﻘﻣﺎﺵ ،ﺃﻭ
ﺍﻟﺑﻼﺳﺗﻳﻙ ،ﺃﻭ ﺗﻌﺭﺽ ﻋﻠﻰ ﺍﻟﺷﺎﺷﺎﺕ ﺍﻟﻣﺗﺧﺻﺻﺔ ،ﺃﻭ ﻋﻠﻰ ﻫﻳﺋﺔ ﺃﺷﻛﺎﻝ ﻣﺟﺳﻣﺔ ﻛﻣﺎ ﻓﻲ ﺗﻘﻧﻳﺔ ﺍﻟﻠﻳﺯﺭ .

•

ﺍﻹﺗﺟﺎﻫﺎﺕ ﺍﻟﻔﻧﻳﺔ :ﺗﺗﻳﺢ ﺗﻘﻧﻳﺎﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺇﻧﺗﺎﺝ ﺍﻷﻋﻣﺎﻝ ﺍﻟﻔﻧﻳﺔ ﻓﻲ ﻣﺧﺗﻠﻑ ﺍﻟﻣﺩﺍﺭﺱ ﻭﺍﻹﺗﺟﺎﻫﺎﺕ ﺍﻟﻔﻧﻳﺔ ،ﺣﻳﺙ ﺃﻧﺗﺞ
ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﻔﻧﺎﻧﻳﻥ ﺃﻋﻣﺎﻻً ﻓﻧﻳﺔ ﻓﻲ ﻣﺧﺗﻠﻑ ﺍﻟﻣﺩﺍﺭﺱ ﺍﻟﻔﻧﻳﺔ ﻛﺎﻟﻭﺍﻗﻌﻳﺔ ﻭﺍﻟﺗﺟﺭﻳﺩﻱ ﻭﺍﻟﺗﻌﺑﻳﺭﻳﺔ ﻭﺍﻟﺳﺭﻳﺎﻟﻳﺔ ﻭﻏﻳﺭﻫﺎ .

•

ﺍﻹﻳﻬﺎﻡ ﺑﺎﻟﺑﻌﺩ ﺍﻟﻔﺭﺍﻏﻲ :ﻭﻫﻲ ﺍﻟﺳﻣﺔ ﺍﻟﺗﻲ ﻳﻅﻬﺭ ﻓﻳﻬﺎ ﺍﻟﺑﻌﺩ ﺍﻟﺛﺎﻟﺙ ﺑﻭﺿﻭﺡ  ،ﻭﺍﻟﺗﻲ ﺗﻠﻌﺏ ﻓﻳﻬﺎ ﺍﻷﺷﻌﺔ ﺍﻟﻣﺳﻘﻁﺔ ﻋﻠﻰ ﺍﻟﺷﺎﺷﺔ
ﺍﻟﺩﻭﺭ ﺍﻷﺳﺎﺳﻲ ،ﻭﺗﺗﻳﺢ ﺭﺅﻳﺔ ﺍﻷﺣﺟﺎﻡ ﺗﺗﺑﺎﻋﺩ ﺑﻧﻔﺱ ﺍﻹﺣﺳﺎﺱ ﺍﻟﻁﺑﻳﻌﻲ ﻭﺍﻟﻔﺭﺍﻍ ﺍﻟﻭﺍﻗﻌﻲ .
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•

ﺍﻷﺳﺎﺱ ﺍﻹﻧﺷﺎﺋﻲ )ﺍﻟﻣﺳﺎﺣﺎﺕ( :ﺑﺎﻟﺭﻏﻡ ﻣﻥ ﻣﺣﺩﻭﺩﻳﺔ ﻣﺳﺎﺣﺔ ﺷﺎﺷﺔ ﺍﻟﻌﺭﺽ ﻓﻲ ﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﺭﻗﻣﻳﺔ ﺇﻻ ﺃﻥ ﻧﻭﻋﻳﺔ ﺑﻌﺽ
ﺍﻟﺑﺭﺍﻣﺞ ﻭﺍﻟﺗﻁﺑﻳﻘﺎﺕ ﻭﻗﺩﺭﺍﺕ ﺑﻌﺽ ﺍﻷﺟﻬﺯﺓ ﺗﺗﻳﺢ ﻓﺭﺹ ﺇﻧﺷﺎء ﺃﻋﻣﺎﻝ ﻓﻧﻳﺔ ﺑﻣﺳﺎﺣﺎﺕ ﻛﺑﻳﺭﺓ ﺟﺩﺍً ،ﻳﺗﻣﻛﻥ ﺍﻟﻔﻧﺎﻥ ﺑﻌﺩﻫﺎ ﻣﻥ
ﻁﺑﺎﻋﺗﻬﺎ ﻭﺇﺧﺭﺍﺟﻬﺎ ﻋﻠﻰ ﺧﺎﻣﺎﺕ ﻭﺃﺩﻭﺍﺕ ﻛﺑﻳﺭﺓ ﺟﺩﺍً .

•

ﺗﻘﻧﻳﺎﺕ ﺍﻟﺣﻔﻅ ﻭﺍﻟﺗﻌﺩﻳﻝ :ﺗﻌﺗﻣﺩ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻋﻠﻰ ﺍﻟﺑﺭﺍﻣﺞ ﺍﻟﻣﺗﺧﺻﺻﺔ ﺍﻟﺗﻲ ﺗﺗﻳﺢ ﺣﻔﻅ ﺍﻷﻋﻣﺎﻝ ﻋﻠﻰ ﺇﺳﻁﻭﺍﻧﺎﺕ ﺧﺎﺻﺔ ﺃﻭ
ﻭﺣﺩﺍﺕ ﺗﺧﺯﻳﻥ ﻟﺣﻳﻥ ﺗﻧﻔﻳﺫﻫﺎ  ،ﻭﻫﻭ ﻣﺎ ﻳﻣﻛﻥ ﻣﻥ ﻧﻘﻠﻬﺎ ،ﻭﺇﻋﺎﺩﺓ ﺗﻌﺩﻳﻠﻬﺎ ﻭﻣﻭﺍﺋﻣﺗﻬﺎ.

ﻭﻓﻲ ﺿﻭء ﻣﺎﺃﻭﺭﺩﺗﻪ ﺩﺭﺍﺳﺎﺕ):ﺍﻟﺟﺭﻳﺎﻥ،(2010،ﻭ)ﻓﻭﺯﻱ،(2011،ﻭ)ﺍﻟﺣﺭﺍﺯﻱ (2007،ﻭ)ﻫﻳﺑﺔ،(2007،ﻭ)ﻁﻣﺎﻥ(2004،
ﺇﺗﺿﺢ ﻟﻠﺑﺎﺣﺛﻳﻥ ﻋﺩﺩ ﻣﻥ ﻧﻘﺎﻁ ﺍﻹﺗﻔﺎﻕ ﻭﺍﻟﺗﺑﺎﻳﻥ ﻓﻲ ﻋﻣﻠﻳﺎﺕ ﺗﺻﻧﻳﻑ ﻣﺟﺎﻻﺕ ﻭﺃﻧﻭﺍﻉ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﺣﻳﺙ ﺃﻭﺭﺩﻫﺎ ﺍﻟﺑﻌﺽ ﺗﺣﺕ ﻣﺳﻣﻰ
ﺃﻧﻭﺍﻉ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ،ﻭﺍﻟﺑﻌﺽ ﺗﺣﺕ ﻣﺳﻣﻰ ﺗﻳﺎﺭﺍﺕ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ،ﻭﻫﻧﺎﻙ ﻣﻥ ﺃﺷﺎﺭ ﺇﻟﻰ ﻛﻭﻧﻬﺎ ﻣﺩﺍﺭﺱ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ،ﻭﺁﺧﺭﻭﻥ ﺗﺣﺕ
ﻣﺳﻣﻰ ﺇﺗﺟﺎﻫﺎﺕ ﺃﻭ ﺃﺳﺎﻟﻳﺏ ،ﻭﻓﻲ ﺿﻭء ﻣﺎﺳﺑﻕ ﺍﻹﻁﻼﻉ ﻋﻠﻳﻪ ،ﻭﻓﻲ ﺿﻭء ﺃﻫﺩﺍﻑ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ ،ﻳﻣﻛﻥ ﺍﻟﻘﻭﻝ ﺃﻥ ﺇﺗﺟﺎﻫﺎﺕ ﻭﺗﻘﻧﻳﺎﺕ
ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﺗﻘﺳﻡ ﺇﻟﻰ) :ﺍﻟﺑﻳﻛﺳﻝ ،ﺍﻟﻣﺗﺟﻬﺎﺕ ،ﺍﻟﻔﺭﺍﻛﺗﻼﺕ ،ﺍﻟﻛﻭﻻﺝ ،ﺍﻟﺩﻣﺞ ،ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻛﺗﺎﺑﻲ ،ﺍﻟﺗﺣﺭﻳﻙ ،ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﻔﻭﺗﻭﻏﺭﺍﻓﻲ
ﺍﻟﺭﻗﻣﻲ(.

ﺃﻭﻻً :ﺍﻟﺑﻳﻛﺳﻝ pixel
ﺍﻟﺑﻳﻛﺳﻝ ﻫﻭ ﺃﺣﺩ ﺃﻧﻭﺍﻉ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ  ،ﻭﻫﻭ ﻋﺑﺎﺭﺓ ﻋﻥ ﻣﺭﺑﻌﺎﺕ ﺻﻐﻳﺭﺓ ﺗﺗﻛﻭﻥ ﻣﻧﻬﺎ ﺍﻟﺻﻭﺭﺓ ﺍﻟﻭﺍﺣﺩﺓ ,ﻭﺗﺗﻌﺎﻣﻝ ﻣﻌﻬﺎ ﺑﺭﺍﻣﺞ
ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻔﻧﻲ ﻟﻣﻌﺎﻟﺟﺗﻬﺎ ،ﻭﺇﻅﻬﺎﺭﻫﺎ ﺑﺎﻟﺷﻛﻝ ﺍﻟﺫﻱ ﻳﺗﻭﺍﺋﻡ ﻣﻊ ﻭﺟﻬﺔ ﻧﻅﺭ ﺍﻟﻔﻧﺎﻥ ﻟﻠﻌﻣﻝ ﺍﻟﻔﻧﻲ ،ﻭﻛﻠﻣﺎ ﻛﺎﻥ ﻋﺩﺩ " ﺍﻟﺑﻳﻛﺳﻝ " ﻛﺑﻳﺭ ﻓﻲ
ﺍﻟﺻﻭﺭﺓ ﻓﺈﻥ ﻭﺿﻭﺣﻬﺎ ﻳﻛﻭﻥ ﻋﺎﻟﻳﺎً ،ﻭﻛﻠﻣﺎ ﻗ ّﻝ ﻓﺈﻥ ﺍﻟﺻﻭﺭﺓ ﺗﺑﺩﺃ ﺑﻔﻘﺩﺍﻥ ﻣﻼﻣﺣﻬﺎ ﻭﺗﻅﻬﺭ ﻋﻠﻰ ﺷﻛﻝ ﻣﺭﺑﻌﺎﺕ ﺷﻔﺎﻓﺔ ﺻﻐﻳﺭﺓ ،ﻭﻳﻣﻛﻥ
ﺗﻘﺳﻳﻡ ﺃﺳﻠﻭﺏ ﺇﺳﺗﺧﺩﺍﻡ ﺍﻟﺑﻛﺳﻝ ) (Pixel Artﺇﻟﻰ ﻣﺟﻣﻭﻋﺗﻳﻥ ﻓﺭﻋﻳﺗﻳﻥ ﻫﻣﺎ:
 -1ﻣﺗﻣﺎﺛﻠﺔ ﺍﻷﺑﻌﺎﺩ ) :(isometricﻭﻫﻲ ﻋﺑﺎﺭﺓ ﻋﻥ ﺭﺳﻭﻣﺎﺕ ﺑﻛﺳﻠﻳﺔ ﺛﻼﺛﻳﺔ ﺍﻷﺑﻌﺎﺩ ﻳﺗﻡ ﺭﺳﻣﻬﺎ ﺑﺩﻭﻥ ﺍﺳﺗﺧﺩﺍﻡ ﺑﺭﺍﻣﺞ ﺍﻟﺗﺻﻣﻳﻡ ﺛﻼﺛﻲ
ﺍﻷﺑﻌﺎﺩ.
 -2ﻏﻳﺭ ﻣﺗﻣﺎﺛﻠﺔ ﺍﻷﺑﻌﺎﺩ ) :(isometric-nonﻋﺑﺎﺭﺓ ﻋﻥ ﺭﺳﻭﻣﺎﺕ ﻏﻳﺭ ﺛﻼﺛﻳﺔ ﺍﻷﺑﻌﺎﺩ.

ﺛﺎﻧﻳﺎ ً  :ﺍﻟﻣﺗﺟﻬﺎﺕ Vector
ﺇﺳﻠﻭﺏ ﺍﻟﻣﺗﺟﻬﺎﺕ  ،ﻭﻫﻭ ﻣﻥ ﺍﻷﺳﺎﻟﻳﺏ ﺍﻻﺋﻌﺔ ﻟﺗﻧﻔﻳﺫ ﻭﺇﺧﺭﺍﺝ ﺍﻟﺯﺧﺎﺭﻑ ﻭﺍﻟﺷﻌﺎﺭﺍﺕ )ﻟﻭﺟﻭ( ﻭﺍﻟﻠﻭﺣﺎﺕ ﺍﻹﻋﻼﻧﻳﺔ )ﺍﻟﺑﻭﺳﺗﺭ( ،ﺑﺎﻹﺿﺎﻓﺔ
ﺇﻟﻰ ﺇﺧﺭﺍﺝ ﻛﺛﻳﺭ ﻣﻥ ﺍﻷﻋﻣﺎﻝ ﺍﻟﻔﻧﻳﺔ ﺍﻟﻣﺗﻣﻳﺯﺓ ،ﻭﻳﺗﻣﻳﺯ ﺑﻭﺿﻭﺡ ﻭﺩﻗﺔ ﺃﻋﻣﺎﻟﻪ ﻷﻧﻪ ﻓﻥ ﻗﺎﺋﻡ ﻋﻠﻰ ﺍﻟﺗﻌﺎﻣﻝ ﻣﻊ ) .(Points Ancor
ﺛﺎﻟﺛﺎ ً  :ﺍﻟﻔﺭﺍﻛﺗﻼﺕ fractals
ﻭﻫﻭ ﺍﻷﺳﻠﻭﺏ ﺍﻟﺫﻱ ﻳﻌﺗﻣﺩ ﺗﻧﻔﻳﺫ ﺍﻟﺗﺻﺎﻣﻳﻡ ﻭﺍﻷﻋﻣﺎﻝ ﺍﻟﻔﻧﻳﺔ ﻋﻥ ﻁﺭﻳﻕ ﺍﻟﻣﻌﺎﺩﻻﺕ ﺍﻟﺭﻳﺎﺿﻳﺔ ،ﻭﻫﻭ ﻣﺷﺗﻕ ﻣﻥ ﺍﻟﻛﻠﻣﺔ ﺍﻟﻼﺗﻳﻧﻳﺔ
) (fractusﻭﺗﻌﻧﻲ ﺍﻟﺗﻛﺳﻳﺭ ،ﻭﺍﻟﺗﻲ ﺗﺻﻧﻑ ﻣﺟﻣﻭﻋﺔ ﻣﻥ ﺍﻟﺧﻁﻭﻁ ﻭﺍﻟﻧﻘﺎﻁ ﻭﺍﻟﺗﻌﺭﺟﺎﺕ ،ﻭﻳﻌﺗﺑﺭ ﻣﻥ ﺃﻛﺛﺭ ﺍﻟﺗﻛﻭﻳﻧﺎﺕ ﺍﻟﺭﻗﻣﻳﺔ ﺗﻌﻘﻳﺩﺍً ﻏﻳﺭ
ﻣﺗﺷﺎﺑﻪ ﻣﻅﻬﺭﻳﺎً ،ﻭﺗﺧﺿﻊ ﺟﻣﻳﻌﻬﺎ ﻟﻧﻅﺎﻡ ﺑﻧﺎﺋﻲ ﻫﻧﺩﺳﻲ .
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ﺭﺍﺑﻌﺎً :ﺍﻟﻛﻭﻻﺝ collage Digital
ﺷﻛﻝ ﺟﺩﻳﺩ ﻛﻠﻳﺎً ،ﺃﻭ
ﻭﻫﻭ ﺍﻷﺳﻠﻭﺏ ﺍﻟﺫﻱ ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﻗﺹ ﻭﻟﺻﻕ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﻣﻔﺭﺩﺍﺕ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ ﺃﻭ ﺍﻟﺻﻭﺭ ،ﻭﺑﺎﻟﺗﺎﻟﻲ ﺗﻛﻭﻳﻥ
ٍ
ﺍﻟﺟﻣﻊ ﺑﻳﻥ ﺃﻛﺛﺭ ﻣﻥ ﺻﻭﺭﺓ ﺃﻭ ﻣﻔﺭﺩﺍﺕ ﻣﺗﻧﻭﻋﺔ ﻣﻥ ﻋﺩﺓ ﺃﻋﻣﺎﻝ ﻓﻲ ﻋﻣﻝ ﻭﺍﺣﺩ.

ﻭﻳﻌﻭﺩ ﻫﺫﺍ ﺍﻷﺳﻠﻭﺏ ﺇﻟﻰ ﻓﻥ ﺍﻟﻛﻭﻻﺝ ﺍﻟﺗﻘﻠﻳﺩﻱ ﺍﻟﺫﻱ ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﺗﻛﻭﻳﻥ ﻋﻣﻝ ﻓﻧﻲ ﻣﻥ ﻗﺻﺎﺻﺎﺕ ﺍﻟﺟﺭﺍﺋﺩ ،ﺍﻷﺷﺭﻁﺔ ﺃﺟﺯﺍء ﻣﻥ
ﺍﻟﻭﺭﻕ ﺍﻟﻣﻠﻭﻥ ﺍﻟﺗﻲ ﺻﻧﻌﺕ ﺑﺎﻟﻳﺩ،ﻭ ﻧﺳﺑﻪ ﻣﻥ ﺍﻷﻋﻣﺎﻝ ﺍﻟﻔﻧﻳﺔ ﺍﻷﺧﺭﻯ ﻭﺍﻟﺻﻭﺭ ﺍﻟﺿﻭﺋﻳﺔ ﺣﻳﺙ ُﺗﺟﻣﻊ ﻫﺫﻩ ﺍﻟﻘﻁﻊ ﻭﺗﻠﺻﻕ ﻋﻠﻰ ﻗﻁﻌﺔ ﻣﻥ
ﺍﻟﻭﺭﻕ ﺃﻭ ﺍﻟﻘﻣﺎﺵ.

ﺧﺎﻣﺳﺎً :ﺍﻟﺩﻣﺞ Photomanipulation
ﻭﻫﻭ ﺍﻷﺳﻠﻭﺏ ﺍﻟﺫﻱ ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﺇﺟﺭﺍء ﻣﻌﺎﻟﺟﺎﺕ ﻭﺗﻌﺩﻳﻼﺕ ﻋﻠﻰ ﺍﻟﺻﻭﺭ ،ﺑﺷﻛﻝ ﻁﺑﻳﻌﻲ ﺃﻭ ﺧﻳﺎﻟﻲ ﺃﺣﻳﺎﻧﺎً ،ﻭﺫﻟﻙ ﻣﻥ ﺧﻼﻝ
ﺍﻟﺣﺫﻑ ﺃﻭ ﺍﻹﺿﺎﻓﺔ ﺃﻭ ﺍﻟﺗﻌﺩﻳﻝ ،ﺑﻬﺩﻑ ﺗﺣﻘﻳﻕ ﺭﺅﻳﺔ ﺍﻟﻔﻧﺎﻥ ﻟﻠﻣﻭﺿﻭﻉ ﺫﺍﺗﻪ ﻭﺍﻟﺭﺳﺎﻟﺔ ﺍﻟﺗﻲ ﻳﻭﺩ ﺇﻳﺻﺎﻟﻬﺎ ﻟﻠﻣﺗﻠﻘﻲ.

ﺳﺎﺩﺳﺎً :ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻛﺗﺎﺑﻲ TypoGraphy
ﻭﻫﻭ ﺃﺳﻠﻭﺏ ﺍﻟﺗﺻﻣﻳﻡ ﺑﺎﻟﺣﺭﻭﻑ ،ﻣﻥ ﺧﻼﻝ ﺗﺭﻛﻳﺏ ﻭﺗﺭﺗﻳﺏ ﺍﻟﺣﺭﻭﻑ ﻭﻓﻕ ﺃﺷﻛﺎﻝ ﻭﻧﻣﺎﺫﺝ ﻣﻌﻳﻧﺔ ،ﻭﺣﺎﻟﻳﺎ ً ﻳﻌﺗﺑﺭ ﻣﻥ ﺃﻫﻡ
ﺃﻧﻭﺍﻉ ﺍﻟﻔﻧﻭﻥ ﻓﻲ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ,ﻭﻗﺩ ﻳﻛﻭﻥ ﺃﺻﻌﺑﻬﺎ ،ﻭﻳﻌﺗﻣﺩ ﺍﻟﻔﻧﺎﻥ ﻓﻳﻪ ﻋﻠﻰ ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﺣﺭﻭﻑ ﻓﻲ ﻣﺧﺗﻠﻑ ﺍﻟﻠﻐﺎﺕ ﻓﻲ ﻣﺣﺎﻭﻟﺔ
ﻹﺧﺭﺍﺝ ﻟﻭﺣﺔ ﻓﻧﻳﺔ ﻣﻌﺑﺭﺓ.

ﺳﺎﺑﻌﺎً :ﺍﻟﺗﺣﺭﻳﻙ Animation
ﻫﻭ ﺍﻷﺳﻠﻭﺏ ﺍﻟﺫﻱ ﻳﺗﻌﻣﺩ ﻋﻠﻰ ﺍﺧﺗﻳﺎﺭ ﻭ ﺗﺭﺗﻳﺏ ﺍﻟﻣﺷﺎﻫﺩ ﺿﻣﻥ ﻁﻭﻝ ﺯﻣﻧﻲ ﻣﺣﺩﺩ ﻭﻓﻕ ﺷﺭﻭﻁ ﻣﻌﻳﻧﺔ ،ﻹﻧﺗﺎﺝ ﻣﺷﺎﻫﺩ ﻣﺗﺣﺭﻛﺔ
ﻣﻊ ﺇﺿﺎﻓﺔ ﻣﺅﺛﺭﺍﺕ ﻣﺧﺗﻠﻔﺔ ﻛﺎﻟﺻﻭﺕ ،ﺗﻧﺗﻬﻲ ﺑﺈﻧﺷﺎء ﻓﻳﻠﻡ ﺫﻭ ﺭﺳﺎﻟﺔ ﻣﺣﺩﺩﺓ.

ﺛﺎﻣﻧﺎً :ﺍﻟﻧﺣﺕ ﺍﻟﺭﻗﻣﻲ Digital sculpting
ﻭﻳﻌﺭﻑ ﺑﺈﺳﻡ ﺍﻟﻧﻣﺫﺟﺔ ﺃﻭ ﺍﻟﻧﺣﺕ ﺳﻛﻭﻟﺑﺕ  ،3Dﻭﻫﻭ ﺃﺳﻠﻭﺏ ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﺇﺳﺗﺧﺩﺍﻡ ﺍﻟﺑﺭﻣﺟﻳﺎﺕ ﺍﻟﺗﻲ ﺗﻭﻓﺭ ﺍﻷﺩﻭﺍﺕ ﺍﻟﻼﺯﻣﺔ
ﻟﻠﻧﺣﺕ ﻭﺍﻟﺭﺳﻡ ،ﻋﻠﻰ ﻧﺣﻭ ﺳﻠﺱ ،ﻓﺗﻅﻬﺭ ﻛﻣﺎ ﻟﻭﻛﺎﻧﺕ ﻣﺻﻧﻭﻋﺔ ﻣﻥ ﻣﺎﺩﺓ ﺣﻘﻳﻘﻳﺔ  ،ﻣﺛﻝ ﺍﻟﻁﻳﻥ  ،ﺣﻳﺙ ﺗﺗﻳﺢ ﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﺣﺩﻳﺛﺔ ﻓﺭﺹ
ﺍﻟﺭﺳﻡ ﺑﺷﻛﻝ ﺩﻗﻳﻕ ،ﻭﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﺧﺎﻣﺎﺕ ﺍﻟﻣﺧﺗﻠﻔﺔ ،ﻭﺍﻟﺗﺭﻛﻳﺏ.
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ﺗﺎﺳﻌﺎ ً  :ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﻔﻭﺗﻭﻏﺭﺍﻓﻲ ﺍﻟﺭﻗﻣﻲ Digital photography
ﻳﻌﺩ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﻔﻭﺗﻭﻏﺭﺍﻓﻲ ﺃﺣﺩ ﺍﻟﻔﻧﻭﻥ ﺍﻟﻣﻌﺭﻭﻓﺔ ،ﻭﺗﻁﻭﺭ ﻫﺫﺍ ﺍﻟﻔﻥ ﺑﺎﺳﺗﺧﺩﺍﻡ ﺍﻟﻛﺎﻣﻳﺭﺍ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﺗﺣﻔﻅ ﺍﻟﺻﻭﺭ ﺩﺍﺧﻠﻬﺎ
ﻛﻣﻠﻔﺎﺕ ﻳﻣﻛﻥ ﻧﻘﻠﻬﺎ ﻟﻠﺣﺎﺳﻭﺏ ،ﻟﻳﺩﺧﻝ ﺿﻣﻥ ﺃﻫﻡ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ،ﻭﺗﻛﻣﻥ ﻣﻳﺯﺗﻪ ﻓﻲ ﺩﻗﺗﻪ ﺍﻟﻌﺎﻟﻳﺔ ﻓﻲ ﺍﻟﺗﻘﺎﻁ ﺍﻟﺗﻔﺎﺻﻳﻝ،
ﻭﺑﺗﻣﻛﻳﻥ ﺍﻟﻔﻧﺎﻥ ﻣﻥ ﺇﺟﺭﺍء ﺑﻌﺽ ﺍﻟﺗﻌﺩﻳﻼﺕ ﻭﺍﻟﻣﻌﺎﻟﺟﺎﺕ ﻋﻠﻰ ﺍﻟﺻﻭﺭ ﺍﻟﺭﻗﻣﻳﺔ ﺑﻌﺩ ﺇﻟﺗﻘﺎﻁﻬﺎ ﻟﻠﻣﺭﺓ ﺍﻷﻭﻟﻰ.
ﻛﻣﺎ ﺃﺷﺎﺭﺕ ﺗﻠﻙ ﺍﻟﺩﺭﺍﺳﺎﺕ ﺑﺄﻧﻪ ﻣﻥ ﻧﺎﺣﻳﺔ ﺗﻛﻭﻳﻥ ﺍﻟﻌﻣﻝ ﺍﻟﺭﻗﻣﻲ ﺑﺄﺣﺩ ﺍﻷﺳﺎﻟﻳﺏ ﺍﻟﺗﺎﻟﻳﺔ:
 .1ﺍﻷﺳﻠﻭﺏ ﺍﻟﺻﻔﺭﻱ
ﻭﻫﻭ ﺍﻟﺫﻱ ﻳﺗﻡ ﻣﻥ ﺧﻼﻝ ﺧﻠﻕ ﺍﻟﻌﻧﺎﺻﺭ ﺩﻭﻥ ﻧﺳﺧﻬﺎ ﺃﻭ ﻗﺻﻬﺎ ﻣﻥ ﻣﻛﺎﻥ ﺁﺧﺭ ﺑﺎﺳﺗﺧﺩﺍﻡ ﺃﺩﻭﺍﺕ ﺍﻟﺑﺭﺍﻣﺞ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻣﺗﺧﺻﺻﺔ
ﻛﺎﻷﺷﻛﺎﻝ ﺍﻟﻬﻧﺩﺳﻳﺔ ﻭﺍﻟﻌﺿﻭﻳﺔ ﻭﺍﻷﻟﻭﺍﻥ ﻭﺍﻟﻔﺭﺵ ﻭﻏﻳﺭﻫﺎ،ﻣﻥ ﺃﺩﻭﺍﺕ ﺍﻹﺑﺩﺍﻉ ﺍﻟ َﻔ ّﻧﻲ ،ﻭﻳﺗﻣﺛﻝ ﺫﻟﻙ ﻓﻲ ﺍﺳﺗﺧﺩﺍﻡ ﺃﺳﻠﻭﺏ ﺍﻟﻣﺗﺟﻬﺎﺕ ﻓﻲ ﺗﻧﻔﻳﺫ
ﺑﻌﺽ ﺍﻟﺷﻌﺎﺭﺍﺕ ﻭﺍﻟﺑﻭﺳﺗﺭﺍﺕ .

 .2ﺍﻷﺳﻠﻭﺏ ﺍﻟﺗﺟﻣﻳﻌﻲ
ﻭﻫﻭ ﺍﻟﺫﻱ ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﺗﺟﻣﻳﻊ ﻣﺟﻣﻭﻋﺔ ﻣﻥ ﺍﻟﺻﻭﺭ ﻭﺇﺣﺩﺍﺙ ﻋﻼﻗﺎﺕ ﺑﻳﻧﻬﻣﺎ ﻓﻲ ﺗﻛﻭﻳﻥ ﻭﺍﺣﺩ ،ﻭﻳﺗﻣﺛﻝ ﺫﻟﻙ ﻓﻲ ﺃﺳﻠﻭﺏ
ﺍﻟﻛﻭﻻﺝ ﺍﻟﺭﻗﻣﻲ ﻣﺛﻼً ،ﺩﻭﻥ ﺇﺣﺩﺍﺙ ﺗﻌﺩﻳﻝ ﺟﺫﺭﻱ ﻋﻠﻰ ﺍﻟﺻﻭﺭ ﺍﻟﻣﺟﻣﻌﺔ.

 .3ﺍﻷﺳﻠﻭﺏ ﺍﻟﻣﺷﺗﺭﻙ ﺑﻳﻥ ﺍﻟﺻﻔﺭﻱ ﻭﺍﻟﺗﺟﻣﻳﻌﻲ:
ﻭﻫﻭ ﺍﻟﺫﻱ ﻳﻌﺗﻣﺩ ﻋﻠﻰ ﺟﻣﻊ ﻋﺩﺩ ﻣﻥ ﺍﻟﺻﻭﺭ ﻭﺍﻷﺷﻛﺎﻝ ﻭﺗﻧﺳﻳﻘﻬﺎ ﻭﺍﻟﺗﻌﺩﻳﻝ ﻋﻠﻳﻬﺎ ﺣﺳﺏ ﺭﺅﻳﺔ ﺍﻟﻔﻧﺎﻥ ﻁﺎﺑﻌﻪ ﺍﻟﺷﺧﺻﻲ ،
ﻭﻳﺗﻣﺛﻝ ﺫﻟﻙ ﻓﻲ ﺃﺳﻠﻭﺏ ﺍﻟﺩﻣﺞ.

ﺍﻟﺩﺭﺍﺳﺎﺕ ﺍﻟﺳﺎﺑﻘﺔ
ﻓﻲ ﺿﻭء ﺍﻟﺑﺣﺙ ﻋﻥ ﺩﺭﺍﺳﺎﺕ ﺫﺍﺕ ﻋﻼﻗﺔ ﺑﻣﻭﺿﻭﻉ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ  ،ﻟﻡ ﻳﺗﻭﺻﻝ ﺍﻟﺑﺎﺣﺛﺎﻥ ﺇﻟﻰ ﺩﺭﺍﺳﺎﺕ ﺗﻧﺎﻭﻟﺕ ﺗﺄﺛﻳﺭ
ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﻓﻲ ﺍﻹﺗﺟﺎﻩ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺇﻧﻣﺎ ﺗﻭﺻﻝ ﺇﻟﻰ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﺩﺭﺍﺳﺎﺕ ﺍﻟﺗﻲ ﺗﻧﺎﻭﻟﺕ ﺗﺎﺭﻳﺦ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻛﻳﻔﻳﺔ ﺗﻭﻅﻳﻔﻬﺎ
ﻓﻲ ﺑﻌﺽ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﻣﻌﺎﺻﺭﺓ ،ﻭﺍﻟﺑﺣﺙ ﻓﻲ ﺗﻁﻭﻳﺭ ﺑﺭﺍﻣﺞ ﻣﺗﺧﺻﺻﺔ ﻟﺗﻧﻣﻳﺔ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻣﺗﺧﺻﺻﻳﻥ ﻓﻲ ﺑﻌﺽ ﺍﻟﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻳﺔ،
ﻭﻛﺫﻟﻙ ﺃﺛﺭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻋﻠﻰ ﺑﻌﺽ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ ﺍﻟﺗﻘﻠﻳﺩﻳﺔ.

ﻣﻥ ﻫﺫﻩ ﺍﻟﺩﺭﺍﺳﺎﺕ ﺩﺭﺍﺳﺔ ﻧﺩﻯ ﺍﻟﺟﺭﻳﺎﻥ )2013ﻡ( ﺍﻟﺗﻲ ﻫﺩﻓﺕ ﺇﻟﻰ ﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﻣﻔﻬﻭﻡ ﻭﺃﺳﺎﻟﻳﺏ ﻭﺇﺗﺟﺎﻫﺎﺕ ﺍﻟﻔﻥ ﺍﻟﺟﺩﺍﺭﻱ
ﻭﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ،ﺗﻘﺩﻳﻡ ﺭﺅﻳﺔ ﻣﻌﺎﺻﺭﺓ ﻟﻠﻔﻥ ﺍﻟﺟﺩﺍﺭﻱ ﻣﺳﺗﻣﺩﺓ ﻣﻥ ﻣﻔﺭﺩﺍﺕ ﺍﻟﺗﺭﺍﺙ ﺍﻟﺷﻌﺑﻲ ﺍﻟﺳﻌﻭﺩﻱ ،ﻭﻗﺩ ﺗﻭﺻﻠﺕ ﺍﻟﺑﺎﺣﺛﺔ ﻓﻳﻬﺎ ﺇﻟﻰ ﺃﻥ
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ﺍﻟﺗﻁﻭﺭ ﺍﻟﻌﻠﻣﻲ ﺍﻟﻣﻌﺎﺻﺭ ﻟﻪ ﺍﺛﺭ ﻫﺎﻡ ﻓﻲ ﺗﻔﺳﻳﺭ ﺍﻟﻭﺳﺎﺋﻁ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ ،ﻭﺃﺛﺭ ﻓﻲ ﺇﺿﺎﻓﺔ ﺍﻟﻣﻌﺎﻧﻲ ﺍﻹﻧﺳﺎﻧﻳﺔ ﻳﺻﻌﺏ ﻋﻠﻰ ﺍﻟﻭﺳﺎﺋﻁ ﺍﻟﺗﻘﻠﻳﺩﻳﺔ
ﺗﻠﺑﻳﺗﻬﺎ ﻭﺗﺣﻘﻳﻘﻬﺎ ،ﻛﻣﺎ ﺃﺳﺗﺧﻠﺻﺕ ﺍﻟﺑﺎﺣﺛﺔ ﻣﺩﺍﺧﻼﺕ ﺗﺻﻣﻳﻣﺔ ﺟﺩﻳﺩﺓ ﺗﻌﺗﻣﺩ ﻋﻠﻰ ﻭﺣﺩﺍﺕ ﻣﺳﺗﻭﺣﺎﺓ ﻣﻥ ﺍﻟﺗﺭﺍﺙ ﺍﻟﺳﻌﻭﺩﻱ ،ﻭﻛﻳﻔﻳﺔ ﺗﻭﻅﻳﻔﻬﺎ
ﻓﻲ ﺍﻟﻠﻭﺣﺔ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ ﺍﻟﺭﻗﻣﻳﺔ ﺗﺟﻣﻊ ﺗﺟﻣﻊ ﻣﺎﺑﻳﻥ ﺍﻟﻬﻭﻳﺔ ﻭﺍﻟﻣﻌﺎﺻﺭﺓ.

ﻭﻛﺫﻟﻙ ﺩﺭﺍﺳﺔ ﻧﺳﺭﻳﻥ ﻓﻭﺯﻱ )2011ﻡ( ﻭﺍﻟﺗﻲ ﻫﺩﻓﺕ ﺇﻟﻰ ﺍﻟﺑﺣﺙ ﻋﻥ ﺍﻷﺩﻭﺍﺭ ﺍﻟﺗﻲ ﺗﻘﺩﻣﻬﺎ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻛﻭﺍﺣﺩﺓ ﻣﻥ
ﺍﻹﻣﻛﺎﻧﺎﺕ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ ﺍﻟﺗﻲ ﺗﺯﻳﺩ ﻣﻥ ﻓﺎﻋﻠﻳﺔ ﻭﺗﺄﺛﻳﺭ ﺍﻟﺟﺩﺍﺭﻳﺎﺕ ﻟﺩﻯ ﺍﻟﻣﺗﻠﻘﻲ .ﻭﺩﺭﺍﺳﺔ ﺣﻣﺩﻯ ﻋﺑﺩ ﺍﻟﻌﻅﻳﻡ )2010ﻡ( ﺗﻬﺩﻑ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﺣﺎﻟﻳﺔ
ﺇﻟﻰ ﻣﺣﺗﻭﻯ ﺑﺭﻧﺎﻣﺞ ﻗﺎﺋﻡ ﻋﻠﻲ ﺷﺑﻛﺔ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﺍﻟﺩﻭﻟﻳﺔ ﻓﻲ ﺗﻧﻣﻳﺔ ﺑﻌﺽ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺭﻗﻣﻲ ﻓﻲ ﺿﻭء ﻣﻔﻬﻭﻡ ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﺑﺻﺭﻳﺔ
ﻟﺩﻱ ﻁﻼﺏ ﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺗﻌﻠﻳﻡ ،ﻭﺗﺣﺩﻳﺩ ﻣﻬﺎﺭﺍﺕ ﺗﻛﻭﻳﻥ ﺍﻟﺻﻭﺭ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻌﻠﻳﻣﻳﺔ ﺍﻟﻼﺯﻣﺔ ﻟﻁﻼﺏ ﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺗﻌﻠﻳﻡ ،ﻭﺗﺣﺩﻳﺩ ﻣﻌﺎﻳﻳﺭ
ﺍﻟﺑﺭﻧﺎﻣﺞ ﺍﻟﻘﺎﺋﻡ ﻋﻠﻰ ﺷﺑﻛﺔ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﺍﻟﺩﻭﻟﻳﺔ ﻟﺗﻧﻣﻳﺔ ﻣﻬﺎﺭﺍﺕ ﺗﻛﻭﻳﻥ ﺍﻟﺻﻭﺭ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺿﻭء ﻣﻔﻬﻭﻡ ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﺑﺻﺭﻳﺔ.

ﻭﺩﺭﺍﺳﺔ ﺷﻳﺭﻳﻥ ﺍﻟﺣﺭﺍﺯﻱ )2007ﻡ( ﺍﻟﺗﻲ ﻫﺩﻓﺕ ﺇﻟﻰ ﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﺃﺳﺎﻟﻳﺏ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺟﺩﺍﺭﻱ ﺍﻟﻣﺳﺗﺣﺩﺛﺔ ،ﻭﺇﻳﺟﺎﺩ ﻣﺩﺍﺧﻝ
ﺗﺷﻛﻳﻠﻳﺔ ﻹﺳﺗﺣﺩﺍﺙ ﺗﻛﻭﻳﻧﺎﺕ ﺟﺩﺍﺭﻳﺔ ﻣﻌﺎﺻﺭﺓ ﻣﻥ ﺧﻼﻝ ﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﺭﻗﻣﻳﺔ ﻭﺭﺑﻁﻬﺎ ﺑﺛﻘﺎﻓﺔ ﻭﺗﺭﺍﺙ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ.

ﻭﺩﺭﺍﺳﺔ ﻣﻬﺭﺓ ﺻﻘﺭ )2005ﻡ( ﻭﺍﻟﺗﻲ ﻫﺩﻓﺕ ﺇﻟﻰ ﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﺍﻟﺣﺎﺳﻭﺏ ﺑﻭﺻﻔﻪ ﺃﺩﺍﺓ ﺍﻟﺗﻌﺑﻳﺭ ﻓﻲ ﺍﻟﻣﺩﺭﺳﺔ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ
 ،ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﺃﻫﻡ ﺍﻟﻌﻠﻣﺎء ﺍﻟﺫﻳﻥ ﺃﺛﺭﻭﺍ ﻣﺟﺎﻝ ﻓﻥ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺭﻗﻣﻲ ،ﻭﺍﻟﺗﻌﺭﻑ ﻋﻠﻰ ﺃﻫﻡ ﺑﺭﺍﻣﺞ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺗﺷﻛﻳﻠﻲ ﺍﻟﺭﻗﻣﻲ  ،ﻭﺍﻟﺗﻲ
ﺃﻭﺻﺕ ﻓﻳﻬﺎ ﻋﻠﻰ ﺇﻧﺷﺎء ﻗﺳﻡ ﻣﺧﺗﺹ ﺃﻭ ﺷﻌﺑﺔ ﻟﻠﺗﺻﻭﻳﺭ ﺍﻟﺗﺷﻛﻳﻠﻲ ﺍﻟﺭﻗﻣﻲ ﻓﻲ ﻛﻠﻳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺟﻣﻳﻠﺔ ،ﻭﺍﺿﻌﺔ ﺗﺻﻭﺭﺍً ﻣﻘﺗﺭﺣﺎ ً ﻟﻣﺗﻁﺑﺎﺕ
ﺫﻟﻙ.

ﻭﻛﺫﻟﻙ ﺩﺭﺍﺳﺔ ﺩﺍﻟﻳﺎ ﺍﻟﻌﺩﻭﻱ )2004ﻡ( ﻭﺍﻟﺗﻲ ﻫﺩﻓﺕ ﺇﻟﻰ ﺇﻋﺩﺍﺩ ﺑﺭﻧﺎﻣﺞ ﺣﺎﺳﻭﺑﻲ ﻛﻭﺳﻳﻠﺔ ﻟﺭﻋﺎﻳﺔ ﺍﻟﻣﻭﻫﻭﺑﻳﻥ ﻓﻲ ﺍﻟﻔﻥ ﺍﻟﺗﺷﻛﻳﻠﻲ
ﺑﺎﻟﻣﺭﺣﻠﺔ ﺍﻟﺛﺎﻧﻭﻳﺔ ،ﺣﻳﺙ ﺗﻧﺎﻭﻟﺕ ﻣﻔﺎﻫﻳﻡ ﻭﺃﺳﺱ ﺗﻭﻅﻳﻑ ﺍﻟﻭﺳﺎﺋﻁ ﺍﻟﻣﻌﺗﺩﺩﺓ ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﻣﻭﻫﺑﺔ ،ﻭﺍﺳﺗﺭﺍﺗﻳﺟﻳﺎﺕ ﺗﻌﻠﻳﻡ ﺍﻟﻣﻭﻫﻭﺑﻳﻥ.

ﻭﺩﺭﺍﺳﺔ ﺗﻐﺭﻳﺩ ﻣﺣﻣﺩ ﻣﺣﻣﺩ )2003ﻡ( ﻭﺍﻟﺗﻲ ﻫﺩﻓﺕ ﺇﻟﻰ ﺇﺳﺗﺣﺩﺍﺙ ﻣﺷﻐﻭﻟﺔ ﻣﻌﺩﻧﻳﺔ ﺗﻘﻭﻡ ﻋﻠﻰ ﺍﻟﻣﺗﻐﻳﺭﺍﺕ ﺍﻟﺷﻛﻠﻳﺔ ﻟﻠﺣﺭﻭﻑ
ﺍﻟﻛﻭﻓﻳﺔ ﻣﻥ ﺧﻼﻝ ﺗﻭﻅﻳﻑ ﺍﻟﺣﺎﺳﻭﺏ ،ﻭﻗﺎﻣﺕ ﺍﻟﺑﺎﺣﺛﺔ ﺑﺈﺟﺭﺍء ﺩﺭﺍﺳﺔ ﺗﺣﻠﻳﻠﻳﺔ ﻟﺑﻌﺽ ﺍﻷﻋﻣﺎﻝ ﺍﻟﺗﺭﺍﺛﻳﺔ ،ﻭﺍﻟﺑﺣﺙ ﻋﻥ ﻣﺎﺗﺣﺗﻭﻳﻪ ﻣﻥ ﻗﻳﻡ
ﺟﻣﺎﻟﻳﺔ  ،ﻭﺗﻌﺭﻳﺿﻬﺎ ﻻﺣﻘﺎ ً ﻟﻣﺟﻣﻭﻋﺔ ﻣﻥ ﺍﻟﺗﺟﺎﺭﺏ ﺑﺈﺳﺗﺧﺩﺍﻡ ﺑﻌﺽ ﺑﺭﺍﻣﺞ ﺍﻟﺣﺎﺳﻭﺏ ﺍﻟﻣﺧﺗﻠﻔﺔ .ﻭﻗﺩ ﺇﺳﺗﻔﺎﺩ ﺍﻟﺑﺎﺣﺛﺎﻥ ﻣﻥ ﻫﺫﻩ ﺍﻟﺩﺭﺍﺳﺎﺕ
ﻓﻲ ﺑﻠﻭﺭﺓ ﻣﺷﻛﻠﺔ ﺍﻟﺩﺭﺍﺳﺔ ،ﻭﺗﻛﻭﻳﻥ ﺍﻹﻁﺎﺭ ﺍﻟﻧﻅﺭﻱ ﺍﻟﺧﺎﺹ ﺑﺄﻧﻭﺍﻉ ﻭﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ  ،ﻭﺃﻫﻡ ﻣﺯﺍﻳﺎﻫﺎ ،ﻭﻓﻲ ﺇﻋﺩﺍﺩ ﺃﺩﺍﺓ ﺍﻟﺩﺭﺍﺳﺔ
ﺍﻟﺗﻲ ﺗﻧﺎﻭﻟﺕ ﻋﺩﺩﺍً ﻣﻥ ﺃﻫﻡ ﺍﻟﺟﻭﺍﻧﺏ ﺍﻟﺗﻲ ﺗﺗﻌﻠﻕ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

ﻧﺗﺎﺋﺞ ﺍﻟﺩﺭﺍﺳﺔ
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ﺑﻌﺩ ﺃﻥ ﺗﻡ ﺗﻁﺑﻳﻕ ﺍﻟﺩﺭﺍﺳﺔ ،ﻭﺟﻣﻊ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ،ﻭﺗﺣﻠﻳﻠﻬﺎ ،ﺑﺈﺳﺗﺧﺩﺍﻡ ﺃﺳﻠﻭﺏ ﺍﻟﺗﻛﺭﺍﺭ ﺍﻟﺫﻱ ﻳﺗﻧﺎﺳﺏ ﻣﻊ ﻣﻧﻬﺞ ﺍﻟﺩﺭﺍﺳﺔ ﺍﻟﻭﺻﻔﻲ،
ﻣﻊ ﺗﻭﻅﻳﻑ ﺍﻟﻧﺳﺑﺔ ﺍﻟﻣﺋﻭﻳﺔ ،ﻟﻛﻝ ﻣﺟﺎﻝ ﻣﻥ ﺍﻟﻣﺟﺎﻻﺕ ﺍﻟﺗﻲ ﺗﻧﺎﻭﻟﺗﻬﺎ ﺃﺩﺍﺓ ﺍﻟﺩﺭﺍﺳﺔ ﻟﻺﺟﺎﺑﺔ ﻋﻠﻰ ﺃﺳﺋﻠﺗﻬﺎ ،ﻭﻗﺩ ﺧﻠﺻﺕ ﺍﻟﺩﺭﺍﺳﺔ ﺇﻟﻰ ﻋﺩﺩ ﻣﻥ
ﺍﻟﻧﺗﺎﺋﺞ  ،ﻣﻥ ﺃﺑﺭﺯﻫﺎ ﻣﺎﻳﻠﻲ:

ﺍﻟﺳﺅﺍﻝ ﺍﻷﻭﻝ :ﻣﺎ ﺃﻛﺛﺭ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﻳﻣﺎﺭﺳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ ﺍﻟﺳﻌﻭﺩﻳﺔ؟
ﺍﺗﺿﺢ ﻣﻥ ﺧﻼﻝ ﺇﺳﺗﺟﺎﺑﺎﺕ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻓﻲ ﺍﻻﺳﺗﺑﺎﻧﻪ ﻓﻳﻣﺎ ﻳﺗﻌﻠﻕ ﺑﻬﺫﺍ ﺍﻟﺳﺅﺍﻝ ﺑﺄﻥ ﻧﺳﺑﺔ ) (٪2ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻣﻣﻥ ﻳﺣﻣﻠﻭﻥ
ﻣﺅﻫﻝ ﺍﻟﻣﺭﺣﻠﺔ ﺍﻟﻣﺗﻭﺳﻁﺔ ،ﻭ) (٪30ﻣﻧﻬﻡ ﻣﻥ ﺣﻣﻠﺔ ﺍﻟﺛﺎﻧﻭﻳﺔ ،ﻭ ) (٪67ﻣﻧﻬﻡ ﻣﻥ ﺣﻣﻠﺔ ﺍﻟﺷﻬﺎﺩﺓ ﺍﻟﺟﺎﻣﻌﻳﺔ ،ﻭ ) (٪1ﻣﻥ ﺣﻣﻠﺔ ﺩﺭﺟﺔ
ﺍﻟﻣﺎﺟﺳﺗﻳﺭ ،ﻭﻫﻭ ﻣﺎﻳﺷﻳﺭ ﺇﻟﻰ ﺃﻫﺗﻣﺎﻣﺎﺕ ﻣﺧﺗﻠﻑ ﺍﻟﻔﺋﺎﺕ ﺑﻬﺫﻩ ﺍﻟﻔﻧﻭﻥ .

ﻛﻣﺎ ﺇﺗﺿﺢ ﺃﻥ ) (٪10ﻣﻧﻬﻡ ﺗﺗﺭﺍﻭﺡ ﺃﻋﻣﺎﺭﻫﻡ ﺑﻳﻥ  20 – 15ﻋﺎﻣﺎً ،ﻭ ) (٪24ﺑﻳﻥ  ،25 – 21ﻭﻣﺎﻧﺳﺑﺗﻪ ) (٪21ﺗﻘﻊ
ﺃﻋﻣﺎﺭﻫﻡ ﺑﻳﻥ  ، 30 – 26ﻭ ) (٪18ﻣﻥ ﺫﻭﻱ ﺍﻷﻋﻣﺎﺭ ﺑﻳﻥ  ، 35 – 31ﻓﻲ ﺣﻳﻥ ﺑﻠﻐﺕ ﻧﺳﺑﺔ ﻣﻥ ﺃﻋﻣﺎﺭﻫﻡ ﺑﻳﻥ  ،(٪6) 45 – 41ﻭ
ﺑﻠﻐﺕ ﻧﺳﺑﺔ ﻣﻥ ﺯﺍﺩﺕ ﺃﻋﻣﺎﺭﻫﻡ ﻋﻥ  45ﻋﺎﻣﺎ ً ) ،(٪8ﻭﻫﻭ ﻳﺩﻝ ﺩﻻﻟﺔ ﻭﺍﺿﺣﺔ ﻋﻠﻰ ﺇﻫﺗﻣﺎﻡ ﺍﻟﺟﻣﻳﻊ ﻓﻲ ﻣﺧﺗﻠﻑ ﺍﻷﻋﻣﺎﺭ ﺑﺄﻧﻭﺍﻉ ﺍﻟﻔﻧﻭﻥ
ﺍﻟﺭﻗﻣﻳﺔ.

ﻭﻗﺩ ﺍﺗﺿﺢ ﺃﻥ ) (٪18ﻣﻧﻬﻡ ﻳﻣﺎﺭﺳﻭﻥ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺭﻗﻣﻲ ﻣﻧﺫ  5ﺳﻧﻭﺍﺕ  ،ﻭ) (٪16ﻣﻧﻬﻡ ﻣﻧﺫ  4ﺳﻧﻭﺍﺕ ،ﻭ) (٪8ﻣﻧﻬﻡ ﻣﻧﺫ
ﺛﻣﺎﻥ ﺳﻧﻭﺍﺕ ﻣﺿﺕ .ﻭﻗﺩ ﺃﻓﺎﺩ ﻣﺎﻧﺳﺑﺗﻪ ) (٪88ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺑﺄﻧﻬﻡ ﻏﻳﺭ ﻣﺗﺧﺻﺻﻳﻥ ،ﻭﻟﻡ ﻳﺗﻠﻘﻭﺍ ﺇﻱ ﺩﺭﺍﺳﺎﺕ ﺃﻛﺎﺩﻳﻣﻳﺔ ﺫﺍﺕ ﻋﻼﻗﺔ
ﺑﺎﻟﻔﻧﻭﻥ ،ﺃﻭ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ،ﻛﻣﺎ ﺍﺷﺎﺭ ﻣﺎﻧﺳﺑﺗﻪ ) (٪79ﻟﻡ ﻳﺳﺑﻕ ﻟﻬﻡ ﺇﻧﺗﺎﺝ ﺃﻋﻣﺎﻝ ﺗﺷﻛﻳﻠﻳﺔ ﺗﻘﻠﻳﺩﻳﺔ ﻗﺑﻝ ﺇﺗﺟﺎﻫﻬﻡ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

ﻭﻳﺗﺿﺢ ﻣﻥ ﺧﻼﻝ ﻫﺫﻩ ﺍﻹﺳﺗﺟﺎﺑﺎﺕ ﺃﻥ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﻣﻣﺎﺭﺳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺃﺗﺟﻬﻭﺍ ﻟﻬﺎ ﻣﻌﺗﻣﺩﻳﻥ ﻋﻠﻰ ﻗﺩﺭﺍﺗﻬﻡ ﺍﻟﺷﺧﺻﻳﺔ
ﻭﺭﺅﺍﻫﻡ ﺍﻟﺧﺎﺻﺔ ﺍﻟﺗﻲ ﻟﻡ ﺗﻌﺗﻣﺩ ﻋﻠﻰ ﺍﻟﺗﺄﻫﻳﻝ ،ﺃﻭ ﺍﻟﺗﺩﺭﻳﺏ ﻓﻲ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺗﻘﻠﻳﺩﻳﺔ ﺍﻟﻣﻌﺭﻭﻓﺔ  ،ﻭﻻﺷﻙ ﺃﻥ ﻫﺫﺍ ﺍﻷﻣﺭ ﻟﻪ ﺗﺄﺛﻳﺭﻩ ﻋﻠﻰ
ﺍﻟﻘﻣﻳﺔ ﻭﺍﻷﺑﻌﺎﺩ ﺍﻟﻔﻧﻳﺔ ﻷﻋﻣﺎﻟﻬﻡ ﻭﻣﻧﺗﺟﺎﺗﻬﻡ ﺍﻟﻣﺧﺗﻠﻔﺔ.

ﺃﻣﺎ ﺑﺷﺄﻥ ﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺗﻲ ﻳﻣﺎﺭﺳﻬﺎ ﺍﻟﻣﺷﺎﺭﻛﻭﻥ ﻓﻲ ﺍﻹﺟﺎﺑﺔ ﻋﻠﻰ ﺃﺩﺍﺓ ﺍﻟﺩﺭﺍﺳﺔ ،ﻓﻘﺩ ﺃﺷﺎﺭ ﻣﺎﻧﺳﺑﺗﻪ ) (٪61ﻣﻥ
ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺑﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﺗﺻﻭﻳﺭ ﺍﻟﻔﻭﺗﻭﻏﺭﺍﻓﻲ ﺍﻟﺭﻗﻣﻲ ،ﻭ) (٪53ﺑﻣﻌﺎﻟﺟﺔ ﺍﻟﺻﻭﺭ ﺍﻟﺿﻭﺋﻳﺔ ،ﻭ) (٪6ﺑﺎﻟﺭﺳﻡ ﺍﻟﺭﻗﻣﻲ ،ﻛﻣﺎ ﺃﺷﺎﺭ)(٪43
ﺇﻟﻰ ﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﺗﺻﻣﻳﻡ ﺍﻟﺭﻗﻣﻲ ﺑﺄﻧﻣﺎﻁﻪ ﺍﻟﻣﺧﺗﻠﻔﺔ ،ﻭﺃﻓﺎﺩ ) (٪33ﺑﻣﻳﻠﻬﻡ ﻭﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻔﻧﻭﻥ ﺍﻟﺩﻣﺞ ﻭﺍﻟﺗﻼﻋﺏ ﺑﺎﻟﺻﻭﺭ ،ﻓﻲ ﺣﻳﻥ ﺃﻓﺎﺩ
) (٪8ﺇﻫﺗﻣﺎﻣﻬﻡ ﺑﻔﻧﻭﻥ ﺍﻟﺗﻳﺑﻭﻏﺭﺍﻓﻲ ،ﻭ ﻣﺎﻧﺳﺑﺗﻪ ) (٪22ﻣﻬﺗﻣﻭﻥ ﺑﺈﻧﺗﺎﺝ ﺍﻷﻓﻼﻡ ﺍﻟﻘﺻﻳﺭﺓ ،ﻭﺑﻠﻐﺕ ﻧﺳﺑﺔ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﺎﻟﺗﺻﻣﻳﻡ ﺛﻼﺛﻲ ﺍﻻﺑﻌﺎﺩ
) ،(٪10ﺃﻣﺎ ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻣﻌﻣﺎﺭﻱ ﺍﻟﺭﻗﻣﻲ ﻓﻘﺩ ﺑﻠﻐﺕ ﻧﺳﺑﻪ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﻣﻣﺎﺭﺳﺗﻪ ) ،(٪4ﺗﺻﻣﻳﻡ ﺍﻷﺯﻳﺎء ﺍﻟﺭﻗﻣﻲ ) ،(٪2ﻓﻲ ﺣﻳﻥ ﻟﻡ ﻳﺷﺭ ﺃﻱ
ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺇﻟﻰ ﺇﻫﺗﻣﺎﻣﻪ ﺑﻔﻧﻭﻥ ﺍﻟﻧﺣﺕ ﺍﻟﺭﻗﻣﻲ.
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ﻭﻳﺗﺿﺢ ﺍﻟﺗﻔﺎﻭﺕ ﺍﻟﻛﺑﻳﺭ ﺑﻳﻥ ﺇﺗﺟﺎﻩ ﺍﻟﻣﺷﺎﺭﻛﻭﻥ ﻭﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻳﺭﺟﻊ ﺍﻟﺑﺎﺣﺛﺎﻥ ﺫﻟﻙ ﺇﻟﻰ ﺻﻌﻭﺑﺔ ﺑﻌﺽ ﺍﻟﻔﻧﻭﻥ،
ﻭﺻﻌﻭﺑﺔ ﺍﻟﺗﻣﻛﻥ ﻣﻥ ﺗﻘﻧﻳﺎﺗﻬﺎ ﺍﻟﻣﻌﻘﺩﺓ ،ﺃﻳﺿﺎ ً ﻟﻌﻝ ﻧﺩﺭﺓ ﺍﻟﻣﻬﺗﻣﻳﻥ ﻓﻳﻬﺎ ،ﻭﺍﻟﻣﺻﺎﺩﺭ ﺍﻟﻌﻠﻣﻳﺔ ﺍﻟﻣﺗﻌﻠﻘﺔ ﻓﻳﻬﺎ ﺃﺩﺕ ﺇﻟﻰ ﻋﺩﻡ ﺇﻫﺗﻣﺎﻡ ﺍﻟﻬﻭﺍﺓ ﺑﻬﺫﻩ
ﺍﻟﻔﻧﻭﻥ ،ﻓﻲ ﺣﻳﻥ ﻧﺟﺩ ﺇﻗﺑﺎﻻً ﻛﺑﻳﺭﺍً ﻋﻠﻰ ﻓﻧﻭﻥ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﻔﻭﺗﻭﻏﺭﺍﻓﻲ ﺍﻟﺭﻗﻣﻲ ،ﻭﻣﻌﺎﻟﺟﺔ ﺍﻟﺻﻭﺭ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﺭﻗﻣﻲ ﺑﺄﻧﻣﺎﻁﻪ
ﺍﻟﻣﺧﺗﻠﻔﺔ .

ﺍﻟﺳﺅﺍﻝ ﺍﻟﺛﺎﻧﻲ :ﻣﺎ ﺗﺄﺛﻳﺭ ﺗﻭﻓﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ﻓﻲ ﺇﻗﺑﺎﻝ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻋﻠﻰ ﻣﻣﺎﺭﺳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ؟
ﺍﺗﺿﺢ ﻣﻥ ﺧﻼﻝ ﺇﺳﺗﺟﺎﺑﺎﺕ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻓﻳﻣﺎ ﻳﺗﻌﻠﻕ ﺑﻬﺫﺍ ﺍﻟﺳﺅﺍﻝ ﺑﺄﻥ ﻧﺳﺑﺔ ) ( ٪78ﻳﺭﻭﻥ ﺃﻥ ﻟﺗﻭﻓﺭ ﺍﻟﺗﻘﻧﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ﺍﻟﻣﺗﻁﻭﺭﺓ
ﺩﻭﺭ ﻣﻬﻡ ﻓﻲ ﺇﺗﺟﺎﻫﻬﻡ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻓﻲ ﺣﻳﻥ ﺃﺷﺎﺭ ) (٪20ﺑﺄﻧﻪ ﻛﺎﻥ ﺳﺑﺑﺎ ً ﺇﻟﻰ ﺣ ٍﺩ ﻣﺎ ،ﻭﻗﺩ ﺃﻛﺩ ) (٪82ﻣﻧﻬﻡ ﺑﺄﻥ ﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﺣﺩﻳﺛﺔ
ﺳﺎﻫﻣﺕ ﻓﻲ ﺇﻛﺳﺎﺑﻬﻡ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻛﻣﺎ ﺃﻭﺿﺢ ) (٪76ﺑﺄﻥ ﻟﺩﻳﻬﻡ ﺍﻟﺭﻏﺑﺔ ﺍﻟﻣﺗﺯﺍﻳﺩﺓ ﻓﻲ ﺗﻌﻠﻡ ﺍﻟﻣﺯﻳﺩ ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ،
ﻭﺃﻭﺿﺢ ) (٪67ﺑﺄﻧﻬﻡ ﻳﺷﻌﺭﻭﻥ ﺑﺛﻘﺔ ﻛﺑﻳﺭﺓ ﻋﻧﺩ ﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻗﺩ ﺗﻘﺎﺭﺑﺕ ﻧﺳﺑﺔ ﺍﻟﻣﺗﻔﻘﻳﻥ ﻭﺍﻟﻣﻌﺎﺭﺿﻳﻥ ﻋﻠﻰ ﺃﻥ ﺃﻱ ﺷﺧﺹ
ﻳﻣﻛﻧﻪ ﻣﻣﺎﺭﺳﺔ ﺍﻟﻔﻥ ﺑﻣﺳﺎﻋﺩﺓ ﺍﻟﺗﻘﻧﻳﺎﺕ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﺣﺩﻳﺛﺔ ،ﺣﻳﺙ ﺃﺷﺎﺭ ) (٪33ﺑﺄﻧﻪ ﻳﻣﻛﻥ ﻟﻠﺷﺧﺹ ﻣﻣﺎﺭﺳﺔ ﺍﻟﻌﻣﻝ ﺍﻟﻔﻧﻲ ﺍﻟﺭﻗﻣﻲ ﻭﺇﻥ ﻟﻡ
ﻳﻣﺗﻠﻙ ﺍﻻﺳﺗﻌﺩﺍﺩﺍﺕ ﺍﻟﻼﺯﻣﺔ ﻟﺫﻟﻙ  ،ﻓﻲ ﺣﻳﻥ ﺫﻛﺭ ) (٪27ﺑﺄﻥ ﺫﻟﻙ ﻟﻳﺱ ﻣﻣﻛﻧﺎ ً .

ﻭﻗﺩ ﺃﺷﺎﺭ ) (٪69ﺑﺄﻥ ﻟﺗﻭﻓﺭ ﺍﻟﻣﺻﺎﺩﺭ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻣﺗﻧﻭﻋﺔ ﻛﺎﻥ ﺩﺍﻓﻌﺎ ً ﻟﺗﻧﻣﻳﺔ ﻣﻬﺎﺭﺍﺗﻪ ﻭﺍﺗﺟﺎﻫﻪ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻛﻣﺎ ﺃﻛﺩ
) (٪78ﺑﺄﻥ ﻟﺩﻳﻬﻡ ﺍﻟﺭﻏﺑﺔ ﻓﻲ ﺗﺯﻭﻳﺩ ﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﻣﻌﻠﻭﻣﺎﺕ ﻭﻣﻬﺎﺭﺍﺕ ﻋﻥ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺃﻛﺩ ) (٪82ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻋﻠﻰ ﺃﻧﻬﻡ
ﻳﺳﺗﻣﺗﻌﻭﻥ ﺃﺛﻧﺎء ﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻣﺧﺗﻠﻔﺔ.

ﻭﻻﺷﻙ ﺃﻥ ﻫﺫﻩ ﺍﻹﺷﺎﺭﺍﺕ ﺍﻟﻣﺗﺿﻣﻧﺔ ﻓﻲ ﺍﺳﺗﺟﺎﺑﺎﺕ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺫﺍﺕ ﺩﻻﻟﺔ ﻋﺎﻟﻳﺔ ﻋﻠﻰ ﻣﺩﻯ ﺗﺄﺛﻳﺭ ﺍﻟﺗﻁﻭﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻲ ﻓﻲ
ﺍﺗﺟﺎﻫﻬﻡ ﻧﺣﻭ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺯﻳﺎﺩﺓ ﺭﻏﺑﺗﻬﻡ ﻭﻣﺗﻌﺗﻬﻡ ﻓﻲ ﺗﻘﺩﻳﻡ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﻭﺍﻟﺗﺟﺎﺭﺏ ﻷﻗﺭﺍﻧﻬﻡ ﻭﺃﺻﺩﻗﺎﺋﻬﻡ ،ﻭﺍﻟﻣﻬﺗﻣﻳﻥ ﺑﺎﻟﻔﻧﻭﻥ
ﺍﻟﺭﻗﻣﻳﺔ .ﺣﻳﺙ ﺃﻛﺩ ) (٪82ﺑﺄﻧﻬﻡ ﻳﺳﺗﻣﺗﻌﻭﻥ ﻋﻧﺩ ﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻗﺩ ﺃﺷﺎﺭ ) (٪55ﺑﺎﻧﻬﻡ ﻳﺗﺷﻭﻗﻭﻥ ﺇﻟﻰ ﺃﻧﺗﺎﺝ ﺃﻋﻣﺎﻝ ﻓﻧﻳﺔ
ﺟﺩﻳﺩﺓ ،ﻭﻗﺩ ﺫﻛﺭ ) (٪80ﻣﻧﻬﻡ ﺑﺎﻥ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺟﺩﻳﺭﺓ ﺑﺎﻟﺩﺭﺍﺳﺔ ﻭﺍﻻﻫﺗﻣﺎﻡ ،ﻭﺫﻛﺭ ) (٪80ﻣﻧﻬﻡ ﺃﻥ ﺍﻟﺗﺣﺩﻱ ﻓﻲ ﻋﻣﻠﻳﺎﺕ ﺗﻌﻠﻡ
ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺟﺎﺫﺏ ﻭﻣﺛﻳﺭ.

ﻭﻗﺩ ﺃﻛﺩ ) (٪84ﺃﻧﻪ ﻳﻛﻭﻥ ﺳﻌﻳﺩﺍً ﻋﻧﺩ ﻧﺷﺭ ﺃﻋﻣﺎﻟﻪ ﻋﺑﺭ ﻭﺳﺎﺋﻝ ﺍﻟﺗﻭﺍﺻﻝ ﺍﻟﺭﻗﻣﻲ ،ﻭﻟﻌﻝ ﺍﻟﻣﺛﻳﺭ ﻓﻲ ﻫﺫﺍ ﺍﻟﺟﺎﻧﺏ ﻫﻭ ﺃﻥ )(٪41
ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺃﺷﺎﺭﻭﺍ ﺇﻟﻰ ﺃﻥ ﻣﻣﺎﺭﺳﺗﻬﻡ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻟﻥ ﺗﺩﻓﻌﻬﻡ ﻳﻭﻣﺎ ً ﻣﺎ ﻟﻣﻣﺎﺭﺳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺗﺷﻛﻳﻠﻳﺔ ﺍﻟﺗﻘﻠﻳﺩﻳﺔ.

ﺍﻟﺳﺅﺍﻝ ﺍﻟﺛﺎﻟﺙ :ﻣﺎ ﺃﺳﺎﻟﻳﺏ ﺍﻟﺗﻌﻠﻡ ﺍﻟﺗﻲ ﻳﻠﺟﺄ ﺇﻟﻳﻬﺎ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﻓﻲ ﺇﺗﻘﺎﻥ ﻣﻬﺎﺭﺍﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ؟
ﺍﺗﺿﺢ ﻣﻥ ﺧﻼﻝ ﺇﺳﺗﺟﺎﺑﺎﺕ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻓﻲ ﺍﻻﺳﺗﺑﺎﻧﻪ ﻓﻳﻣﺎ ﻳﺗﻌﻠﻕ ﺑﻬﺫﺍ ﺍﻟﺳﺅﺍﻝ ﺑﺄﻥ ﻧﺳﺑﺔ ) (٪94ﻣﻧﻬﻡ ﺃﻛﺗﺳﺑﻭﺍ ﻣﻬﺎﺭﺍﺗﻬﻡ
ﺑﺎﻟﻣﻣﺎﺭﺳﺔ ﺍﻟﺷﺧﺻﻳﺔ ،ﻭ ﻣﺎﻧﺳﺑﺗﻪ ) (٪29ﺑﻣﺳﺎﻋﺩﺓ ﺍﻷﺳﺭﺓ ﻭﺍﻷﺻﺩﻗﺎء ﺍﻟﻣﻬﺗﻣﻳﻥ ،ﻭ ) (٪84ﻋﻥ ﻁﺭﻳﻕ ﺷﺑﻛﺔ ﺍﻹﻧﺗﺭﻧﺕ ،ﻓﻳﻣﺎ ﺍﺷﺎﺭ
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) (٪33ﺑﺄﻥ ﺍﻟﻛﺗﺏ ﻭﺍﻟﻣﺭﺍﺟﻊ ﺍﻟﻣﺗﺧﺻﺻﺔ ﺃﻓﺎﺩﺗﻬﻡ ﻓﻲ ﺇﻛﺗﺳﺎﺏ ﻋﺩﺩ ﻣﻥ ﺍﻟﻣﻬﺎﺭﺍﺕ ،ﻓﻳﻣﺎ ﺃﻧﺧﻔﺿﺕ ﻧﺳﺑﺔ ﺍﻟﻣﺳﺗﻔﻳﺩﻳﻥ ﻣﻥ ﺍﻟﻣﺅﺳﺳﺎﺕ
ﺍﻟﺗﻌﻠﻳﻣﻳﺔ ﻭﺍﻟﺛﻘﺎﻓﻳﺔ ﺇﻟﻰ) (٪6ﻟﻠﻣﺩﺍﺭﺱ (٪10) ،ﻟﻠﺟﺎﻣﻌﺎﺕ ،ﻭ) (٪6ﻟﻠﻣﺅﺳﺳﺎﺕ ﺍﻟﺛﻘﺎﻓﻳﺔ ،ﻭﻻﺷﻙ ﺃﻥ ﻫﺫﺍ ﺍﻷﻣﺭ ﻳﺩﻝ ﻋﻠﻰ ﻋﺩﻡ ﺇﻫﺗﻣﺎﻡ ﺗﻠﻙ
ﺍﻟﻣﺅﺳﺳﺎﺕ ﺑﻬﺫﺍ ﺍﻟﻧﻭﻉ ﻣﻥ ﺍﻟﻔﻧﻭﻥ ،ﻭﻳﺯﻳﺩ ﻣﻥ ﺿﺭﻭﺭﺓ ﺇﻫﺗﻣﺎﻣﻬﺎ ،ﻭﺍﻟﻌﻣﻝ ﻋﻠﻰ ﺗﻭﻓﻳﺭ ﺑﺭﺍﻣﺞ ،ﻭﻣﺭﺍﻛﺯ ﻣﺗﺧﺻﺻﺔ ﻟﺗﻧﻣﻳﺔ ﻣﻭﺍﻫﺏ ﺍﻟﺷﺑﺎﺏ
ﻓﻲ ﻫﺫﻩ ﺍﻟﻣﺟﺎﻻﺕ.

ﻓﻲ ﺣﻳﻥ ﺃﺷﺎﺭ ) (٪90ﺃﻧﻬﻡ ﻳﻠﺟﺄﻭﻥ ﻟﺗﺣﻣﻳﻝ ﺍﻟﻣﻭﺍﺩ ﺍﻟﻣﺭﺋﻳﺔ ﻭﺍﻟﻣﺳﻣﻭﻋﺔ ﺍﻟﺗﻲ ﺗﺣﻭﻱ ﻣﻌﻠﻭﻣﺎﺕ ،ﻭﺗﺩﺭﻳﺑﺎﺕ ﻟﺗﻧﻣﻳﺔ ﻣﻬﺎﺭﺍﺗﻬﻡ ﻓﻲ
ﻫﺫﺍ ﺍﻟﺻﺩﺩ ،ﻭﻗﺭﺍﺑﺔ ) (٪86ﻳﻠﺟﺄﻭﻥ ﻟﻣﺗﺎﺑﻌﺔ ﺍﻟﻣﻭﺍﻗﻊ ﺍﻟﻣﺗﺧﺻﺻﺔ ﻓﻲ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﺗﺩﺭﻳﺏ ﺍﻟﻣﺗﺧﺻﺹ ﻓﻲ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻓﻳﻣﺎ ﺃﻓﺎﺩ)(٪94
ﺑﺄﻧﻬﻡ ﻳﻠﺟﺄﻭﻥ ﺇﻟﻰ ﺍﻟﺑﺣﺙ ﺍﻟﺫﺍﺗﻲ ﻋﻥ ﺍﻟﺑﺭﻣﺟﻳﺎﺕ ﺍﻟﻣﺗﺧﺻﺻﺔ ﻭﺍﻟﺗﻁﺑﻳﻘﺎﺕ ﻭﺗﺣﻣﻳﻠﻬﺎ ﻭﺗﻧﺻﻳﺑﻬﺎ ﻟﻣﺳﺎﻋﺩﺗﻬﻡ ﻓﻲ ﺍﻟﺗﻌﻠﻡ ﻭﺍﻟﺗﺩﺭﻳﺏ ﻓﻲ ﻣﺟﺎﻝ
ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻓﻳﻣﺎ ﺃﺷﺎﺭ ) (٪76ﺑﺄﻧﻬﻡ ﻳﺗﻭﺍﺻﻠﻭﻥ ﺑﺷﻛﻝ ﻣﺑﺎﺷﺭ ﻋﻥ ﻁﺭﻳﻕ ﺍﻟﺑﺭﻳﺩ ﺍﻹﻟﻛﺗﺭﻭﻧﻲ ﻭﺍﻟﺭﺳﺎﺋﻝ ﺍﻟﻔﻭﺭﻳﺔ ﻣﻊ ﺍﻷﺻﺩﻗﺎء ﻟﺗﻠﻘﻲ
ﻣﺯﻳﺩﺍً ﻣﻥ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﺍﻟﻣﺗﻌﻠﻘﺔ ﺑﻬﺫﻩ ﺍﻟﻣﺟﺎﻻﺕ.

ﻭﻗﺩ ﺣﻅﻳﺕ ﻣﻭﺍﻗﻊ ﺍﻟﺗﻭﺍﺻﻝ ﺍﻹﺟﺗﻣﺎﻋﻲ ﺑﻧﺻﻳﺏ ﻛﺑﻳﺭ ﻣﻥ ﺇﻫﺗﻣﺎﻣﻬﻡ ،ﺣﻳﺙ ﺃﺷﺎﺭ ) (٪97ﺑﺄﻧﻬﻡ ﻳﺳﺗﺛﻣﺭﻭﻥ ﻣﻭﺍﻗﻊ ﺍﻟﺗﻭﺍﺻﻝ
ﺍﻹﺟﺗﻣﺎﻋﻲ ﻟﻠﺑﺣﺙ ﻋﻥ ﺍﻟﺟﺩﻳﺩ ﻭﺍﻟﻣﻔﻳﺩ ﻓﻲ ﻫﺫﺍ ﺍﻟﺷﺄﻥ ،ﻭﻳﻬﺗﻡ ) (٪59ﻣﻧﻬﻡ ﺑﻣﺗﺎﺑﻌﺔ ﺗﻁﻭﺭ ﺍﻟﺧﺩﻣﺎﺕ ﻭﺍﻗﺗﻧﺎء ﺍﻷﺟﻬﺯﺓ ﻭﺍﻟﻣﻌﺩﺍﺕ ﺍﻟﺗﻲ
ﺗﺣﺳّﻥ ﻣﻥ ﺃﺩﺍﺋﻬﻡ ﺍﻟﻔﻧﻲ.

ﻭﻓﻲ ﻫﺫﻩ ﺍﻹﺳﺗﺟﺎﺑﺎﺕ ﺩﻟﻳﻝ ﻋﻠﻰ ﺗﺄﺛﻳﺭ ﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ﻭﺍﻟﻣﺗﻁﻭﺭﺓ ﻓﻲ ﻧﻘﻝ ﺍﻟﻣﻌﺎﺭﻑ ﻭﺍﻟﻣﻬﺎﺭﺍﺕ ﺍﻟﺧﺎﺻﺔ ﺑﺗﻌﻠﻡ ﺍﻟﻔﻧﻭﻥ
ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻛﺫﻟﻙ ﺯﻳﺎﺩﺓ ﻓﻲ ﺩﺍﻓﻌﻳﺔ ﺍﻟﺷﺑﺎﺏ ﻓﻲ ﺍﻟﺗﻌﺎﻣﻝ ﻣﻊ ﻫﺫﻩ ﺍﻷﻧﻭﺍﻉ ﻣﻥ ﺍﻟﻭﺳﺎﺋﻝ ﺍﻟﺣﺩﻳﺛﺔ ﻓﻲ ﺍﻟﺗﻭﺍﺻﻝ  ،ﻭﻫﻭ ﻣﺎ ﻳﺩﻋﻭ ﺇﻟﻰ ﺿﺭﻭﺭﺓ
ﺍﻻﻫﺗﻣﺎﻡ ﺑﻬﺫﻩ ﺍﻟﻭﺳﺎﺋﻝ ﻓﻲ ﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻡ  ،ﻭﺍﻟﺛﻘﺎﻓﺔ ﻟﺗﻌﺯﻳﺯ ﺍﻟﻣﻔﺎﻫﻳﻡ ﻭﺗﻧﻣﻳﺔ ﺍﻟﻘﺩﺭﺍﺕ ﺍﻟﺧﺎﺻﺔ ﺑﻣﺟﺎﻻﺕ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

ﺍﻟﺳﺅﺍﻝ ﺍﻟﺭﺍﺑﻊ :ﻣﺎ ﻭﺍﻗﻊ ﺍﻣﺗﻼﻙ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻣﻔﺎﻫﻳﻡ ﻭﺍﻷﺳﺱ ﻭﺍﻟﻘﻳﻡ ﺍﻟﻔﻧﻳﺔ؟
ﺍﺗﺿﺢ ﻣﻥ ﺧﻼﻝ ﺇﺳﺗﺟﺎﺑﺎﺕ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻓﻲ ﺍﻻﺳﺗﺑﺎﻧﻪ ﻓﻳﻣﺎ ﻳﺗﻌﻠﻕ ﺑﻬﺫﺍ ﺍﻟﺳﺅﺍﻝ ﺑﺄﻥ ﻧﺳﺑﺔ ) (٪69ﻣﻧﻬﻡ ﻟﻡ ﻳﺳﺑﻕ ﻟﻬﻡ ﺍﻟﻣﺷﺎﺭﻛﺔ
ﻓﻲ ﻣﻌﺎﺭﺽ ﻭﻣﻠﺗﻘﻳﺎﺕ ﻣﺗﺧﺻﺻﺔ  ،ﻛﻣﺎ ﺃﻓﺎﺩ ) (٪70ﻣﻧﻬﻡ ﺑﺄﻧﻬﻡ ﻏﻳﺭ ﻣﻧﺗﺳﺑﻳﻥ ﻷﻱ ﻣﻥ ﺍﻟﺟﻣﻌﻳﺎﺕ ﻭﺍﻟﺟﻣﺎﻋﺎﺕ ﺍﻟﻔﻧﻳﺔ ﺍﻟﻣﺗﺧﺻﺻﺔ ،ﻭﻟﻡ
ﻳﻘﻡ) (٪98ﺑﻧﺷﺭ ﻛﺗﺏ ﻓﻧﻳﺔ ﻣﻁﺑﻭﻋﺔ ،ﻓﻲ ﺣﻳﻥ ﺃﺷﺎﺭ ) (٪75ﺑﺄﻧﻬﻡ ﻻ ﻳﻣﺗﻠﻛﻭﻥ ﻣﻌﻠﻭﻣﺎﺕ ﺩﻗﻳﻘﺔ ﻋﻥ ﺃﺳﺱ ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻔﻧﻲ ،ﻭﻗﺩ ﺃﻓﺎﺩ
) (٪77ﺑﺄﻧﻬﻡ ﻻ ﻳﻣﺗﻠﻛﻭﻥ ﻣﻌﻠﻭﻣﺎﺕ ﻋﻥ ﺍﻟﻣﺩﺍﺭﺱ ﺍﻟﻔﻧﻳﺔ ،ﻭ) (٪81ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺃﺷﺎﺭﻭﺍ ﺇﻟﻰ ﻋﺩﻡ ﺇﺩﺭﺍﻛﻬﻡ ﻣﻔﻬﻭﻡ ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﺑﺻﺭﻳﺔ ،ﻓﻲ
ﺣﻳﻥ ﻟﻡ ﻳﻁﻠﻊ ) (٪68ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻋﻠﻰ ﺃﻱ ﻣﻥ ﺍﻟﻛﺗﺏ ﺍﻟﻣﺗﺧﺻﺻﺔ ﻓﻲ ﺃﺳﺱ ﺍﻟﺗﺫﻭﻕ ﺍﻟﻔﻧﻲ ،ﺃﻭ ﻣﻌﻠﻭﻣﺎﺕ ﻋﻧﻪ ﻓﻲ ﺃﻱ ﻣﻥ ﺍﻟﻣﺻﺎﺩﺭ،
ﻭﻻ ﻳﺩﺭﻙ ) (٪79ﻓﻠﺳﻔﺔ ﻋﻠﻡ ﺍﻟﺟﻣﺎﻝ ،ﻓﻲ ﺣﻳﻥ ﺃﺷﺎﺭ ) (٪35ﻓﻘﻁ ﺑﺄﻧﻬﻡ ﻳﻣﺗﻠﻛﻭﻥ ﻣﻌﻠﻭﻣﺎﺕ ﺣﻭﻝ ﺗﺎﺭﻳﺦ ﺍﻟﻔﻥ ﺍﻹﻧﺳﺎﻧﻲ ،ﻭﻗﺩ ﺃﻛﺩ )(٪78
ﻣﻧﻬﻡ ﻋﻠﻰ ﺃﻫﻣﻳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺇﺑﺭﺍﺯ ﺍﻟﻬﻭﻳﺔ ﺍﻟﻭﻁﻧﻳﺔ ،ﻭﻗﺩ ﺃﺷﺎﺭ ) (٪82ﺃﻥ ﺍﻟﻔﻥ ﺿﺭﻭﺭﺓ ﺇﻧﺳﺎﻧﻳﺔ.

ﻭﺍﻟﻧﺗﺎﺋﺞ ﺍﻟﺗﻲ ﺗﻡ ﺍﻟﺗﻭﺻﻝ ﺇﻟﻳﻬﺎ ﻓﻲ ﻫﺫﺍ ﺍﻟﺳﺅﺍﻝ ﺗﺷﻳﺭ ﺇﻟﻰ ﺿﻌﻑ ﺍﻫﺗﻣﺎﻡ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻓﻲ ﺗﻠﻘﻲ ﻣﻌﻠﻭﻣﺎﺕ ﻣﺗﺧﺻﺻﺔ ﻓﻲ ﺃﺳﺱ
ﺍﻟﺗﺻﻣﻳﻡ ﺍﻟﻔﻧﻲ  ،ﻭﻛﺫﻟﻙ ﻋﻥ ﺍﻟﻣﺩﺍﺭﺱ ﻭﺍﻷﺳﺎﻟﻳﺏ ﺍﻟﻔﻧﻳﺔ  ،ﻫﺫﺍ ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﻋﺩﻡ ﺇﺩﺭﺍﻛﻬﻡ ﻣﻔﻬﻭﻡ ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﺑﺻﺭﻳﺔ  ،ﻭﻟﻡ ﻳﻁﻠﻊ ﺃﻏﻠﺑﻬﻡ
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ﻋﻠﻰ ﻣﻌﻠﻭﻣﺎﺕ ﻋﻥ ﻓﻠﺳﻔﺔ ﻋﻠﻡ ﺍﻟﺟﻣﺎﻝ  ،ﻭﻻﺷﻙ ﺃﻥ ﻫﺫﺍ ﻳﺅﺛﺭ ﺗﺄﺛﻳﺭﺍً ﻛﺑﻳﺭﺍً ﻋﻠﻰ ﻋﻣﻕ ﻭﻗﻭﺓ ﻣﻧﺗﺟﺎﺗﻬﻡ ﺍﻟﻔﻧﻳﺔ  ،ﻭﻗﺩﺭﺗﻬﻡ ﻋﻠﻰ ﻣﻌﺎﻟﺟﺔ
ﺍﻟﻣﻭﺿﻭﻋﺎﺕ ﺍﻟﺗﻲ ﻳﺗﺻﺩﻭﻥ ﻟﻬﺎ ﻣﻥ ﺍﻟﺯﻭﺍﻳﺎ ﺍﻟﻔﻧﻳﺔ  ،ﻭﻻ ﻳﺅﻫﻠﻬﻡ ﻫﺫﺍ ﺍﻷﻣﺭ ﻟﺗﻘﺩﻳﻡ ﺃﻋﻣﺎﻟﻬﻡ ﻭﻓﻕ ﺳﻳﺎﻕ ﻓﻧﻲ ﻳﺯﻳﺩ ﻣﻥ ﻗﻳﻣﺗﻬﺎ ﻭﻳﺿﻳﻑ
ﻟﻠﺗﺟﺭﺑﺔ ﺍﻟﺗﻲ ﻳﺧﻭﺿﻭﻧﻬﺎ ﻓﻲ ﻫﺫﺍ ﺍﻟﻣﺟﺎﻝ.

ﺍﻟﺳﺅﺍﻝ ﺍﻟﺧﺎﻣﺱ :ﻣﺎ ﺍﻟﻣﺄﻣﻭﻝ ﻣﻥ ﻭﺟﻬﺔ ﻧﻅﺭ ﺍﻟﻣﻬﺗﻣﻭﻥ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻣﻥ ﻣﺅﺳﺳﺎﺕ ﺍﻟﺗﻌﻠﻳﻡ ﻭﺍﻟﺛﻘﺎﻓﺔ ﻓﻲ ﺍﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ
ﺍﻟﺳﻌﻭﺩﻳﺔ ؟
ﺍﺗﺿﺢ ﻣﻥ ﺧﻼﻝ ﺇﺳﺗﺟﺎﺑﺎﺕ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﻓﻲ ﺍﻻﺳﺗﺑﺎﻧﻪ ﻓﻳﻣﺎ ﻳﺗﻌﻠﻕ ﺑﻬﺫﺍ ﺍﻟﺳﺅﺍﻝ ﺑﺄﻥ ﻧﺳﺑﺔ ) (٪90ﻳﺭﻏﺑﻭﻥ ﻓﻲ ﺃﻥ ﺗﻭﻓﺭ ﺍﻟﺟﺎﻣﻌﺎﺕ
ﺍﻟﺳﻌﻭﺩﻳﺔ ﺑﺭﺍﻣﺞ ﺃﻛﺎﺩﻳﻣﻳﺔ ﻣﺗﺧﺻﺻﺔ ﻓﻲ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻛﻣﺎ ﻳﺭﻏﺏ ) (٪80ﺃﻥ ﺗﻭﻓﺭ ﺍﻟﻣﺅﺳﺳﺎﺕ ﺍﻟﺛﻘﺎﻓﻳﺔ ﺃﻧﺩﻳﺔ ﺧﺎﺻﺔ ﻭﻣﻧﺎﺷﻁ
ﻟﻠﻣﻬﺗﻣﻳﻥ ﻭﻫﻭﺍﺓ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻗﺩ ﺭﺃﻯ ) (٪85ﻣﻧﻬﻡ ﺑﺿﺭﻭﺭﺓ ﻋﻘﺩ ﻣﻌﺎﺭﺽ ﻣﺗﺧﺻﺻﺔ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﻳﺭﻏﺏ) (٪83ﻣﻧﻬﻡ ﺃﻥ
ﺗﻌﺗﻣﺩ ﻣﺳﺎﺑﻘﺔ ﻭﻁﻧﻳﺔ ﻣﻬﻣﺔ ﻟﻠﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ .

ﻭﻓﻲ ﻫﺫﺍ ﺇﺷﺎﺭﺓ ﺇﻟﻰ ﺿﺭﻭﺭﺓ ﺃﻥ ﺗﺿﻁﻠﻊ ﻫﺫﻩ ﺍﻟﻣﺅﺳﺳﺎﺕ ﺑﺩﻭﺭﻫﺎ ﺍﻟﻣﻬﻡ ﻓﻲ ﻫﺫﺍ ﺍﻟﺟﺎﻧﺏ ﺗﻠﺑﻳﺔ ﻟﻼﺣﺗﻳﺎﺟﺎﺕ ﺍﻟﺗﻲ ﺃﺷﺎﺭ ﺇﻟﻳﻬﺎ
ﺍﻟﻣﺷﺎﺭﻛﻭﻥ ﻓﻲ ﻫﺫﻩ ﺍﻟﺩﺭﺍﺳﺔ.

ﻛﻣﺎ ﺃﺿﺎﻑ ﺍﻟﻌﺩﻳﺩ ﻣﻥ ﺍﻟﻣﺷﺎﺭﻛﻳﻥ ﺃﺭﺍﺋﻬﻡ ﺣﻭﻝ ﻫﺫﺍ ﺍﻷﻣﺭ  ،ﻭﺃﺷﺎﺭﻭﺍ ﺇﻟﻰ ﺿﺭﻭﺭﺓ:
•

ﻣﻧﺢ ﺍﻟﻔﺭﺹ ﺍﻟﺣﻘﻳﻘﻳﺔ ﻟﻠﻣﻭﻫﻭﺑﻳﻥ ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ.

•

ﺍﺿﺎﻓﺔ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻟﻠﻣﻧﺎﻫﺞ ﺍﻟﺩﺭﺍﺳﻳﺔ  ،ﺗﻁﻭﻳﺭ ﻣﻧﺎﻫﺞ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ،ﻭﺍﻗﺎﻣﺔ ﺍﻟﻣﺳﺎﺑﻘﺎﺕ ﺍﻟﻔﻧﻳﺔ.

•

ﺩﻋﻡ ﻫﻭﺍﺓ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻣﻥ ﻗﺑﻝ ﺍﻟﺟﻬﺎﺕ ﺍﻟﺧﺎﺻﺔ  ،ﺑﺎﻹﺿﺎﻓﺔ ﺇﻟﻰ ﺗﻁﻭﻳﺭ ﺍﻻﻫﺗﻣﺎﻡ ﺑﻬﺎ ﻣﻥ ﻗﺑﻝ ﺍﻟﺟﻬﺎﺕ ﺍﻟﺭﺳﻣﻳﺔ.

•

ﻋﻘﺩ ﻣﻠﺗﻘﻳﺎﺕ ﺑﺷﻛﻝ ﻣﺳﺗﻣﺭ ﻟﻠﻣﻬﺗﻣﻳﻥ ﻟﻠﻔﻧﻭﻥ.

•

ﺍﻥ ﻳﺗﻡ ﺗﺩﺭﻳﺱ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﺿﻣﻥ ﻣﻘﺭﺭﺍﺕ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ﻓﻲ ﺍﻟﺗﻌﻠﻳﻡ ﺍﻟﻌﺎﻡ .

•

ﻧﺷﺭ ﺍﻟﻭﻋﻲ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ  ،ﻭﺗﻘﺩﻳﺭﻫﺎ  ،ﻭﺗﻘﺩﻳﺭ ﺍﻟﻣﻬﺗﻣﻳﻥ ﻓﻳﻬﺎ .

ﺗﻭﺻﻳﺎﺕ ﺍﻟﺩﺭﺍﺳﺔ
ﻓﻲ ﺿﻭء ﻧﺗﺎﺋﺞ ﺍﻟﺩﺭﺍﺳﺔ ﻓﺈﻥ ﺍﻟﺑﺎﺣﺛﻳﻥ ﻳﻭﺻﻳﺎﻥ ﺑﻣﺎﻳﻠﻲ :
•

ﺿﺭﻭﺭﺓ ﻧﺷﺭ ﺍﻟﻭﻋﻲ ﺍﻟﺛﻘﺎﻓﻲ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ .

•

ﺗﺑﻧﻲ ﺇﺳﺗﺣﺩﺍﺙ ﺑﺭﺍﻣﺞ ﺃﻛﺎﺩﻳﻣﻳﺔ ﻣﺗﺧﺻﺻﺔ ﻓﻲ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ .

•

ﻋﻘﺩ ﺍﻟﺑﺭﺍﻣﺞ ﺍﻟﺗﺩﺭﻳﺑﻳﺔ  ،ﻭﺍﻟﻣﻠﺗﻘﻳﺎﺕ ﺍﻟﻔﻧﻳﺔ ﺫﺍﺕ ﺍﻟﻌﻼﻗﺔ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ

•

ﺇﺟﺭﺍء ﺍﻟﺩﺭﺍﺳﺎﺕ ﺍﻟﻣﺗﺧﺻﺻﺔ ﺣﻭﻝ ﺗﻔﺎﺻﻳﻝ ﺇﻫﺗﻣﺎﻣﺎﺕ ﺍﻟﺷﺑﺎﺏ ﺍﻟﺳﻌﻭﺩﻱ ﺑﺎﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ،ﻭﺇﺳﺗﺛﻣﺎﺭ ﺇﻣﻛﺎﻧﺎﺗﻬﻡ ﻓﻲ ﻫﺫﺍ
ﺍﻟﻣﺟﺎﻝ ،ﻭﺑﻧﺎء ﻭﺗﺻﻣﻳﻡ ﺍﻟﺑﺭﺍﻣﺞ ﺍﻷﻛﺎﺩﻳﻣﻳﺔ ﻭﺍﻟﺗﺩﺭﻳﺑﻳﺔ ﺍﻟﻣﺗﺧﺻﺻﺔ ﻓﻲ ﻫﺫﺍ ﺍﻟﻣﺟﺎﻝ.
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ﺍﻟﻣﺭﺍﺟﻊ
 .1ﺍﻟﺣﺳﻳﻥ،ﺇﺑﺭﺍﻫﻳﻡ2012).ﻡ2012 / 5 / 30،ﻡ(.ﺍﻟﻔﻥ ﻭﺍﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ :ﺗﺣﻭﱡ ﻻﺕ ﺍﻹﺑﺩﺍﻉ ﺍﻟﺗﺷﻛﻳﻠﻲ ﻓﻲ ﻋﺻﺭ ﺍﻟﻣِﻠﺗﻲ ﻣﻳﺩﻳﺎ ،ﺻﺣﻳﻔﺔ
ﺍﻟﻘﺩﺱ ﺍﻟﻌﺭﺑﻲ ،ﺍﻟﻌﺩﺩ ).(7140
 .2ﻫﻳﺑﺔ،ﺇﺳﻼﻡ ﻣﺣﻣﺩ2007) .ﻡ( .ﺗﺣﻠﻳﻝ ﺍﻟﻣﻧﻅﻭﻣﺎﺕ ﺍﻟﺭﻗﻣﻳﺔ ﺍﻟﻣﺅﺳﺳﺔ ﻟﻠﺗﺻﻣﻳﻣﺎﺕ ﺍﻟﺯﺧﺭﻓﻳﺔ ﺍﻟﻣﻌﺎﺻﺭﺓ ﻛﻣﺗﻁﻠﺏ ﻟﺑﻧﺎء ﺍﻟﻠﻭﺣﺔ
ﺍﻟﺯﺧﺭﻓﻳﺔ .ﺭﺳﺎﻟﺔ ﺩﻛﺗﻭﺭﺍﺓ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ ،ﺍﻟﻘﺎﻫﺭﺓ.
 .3ﺍﻟﻌﺗﺑﺎﻧﻲ ،ﺃﺷﺭﻑ ﺃﺣﻣﺩ1995) .ﻡ( .ﺍﻟﺳﻣﺎﺕ ﺍﻟﻔﻧﻳﺔ ﻟﻣﺧﺗﺎﺭﺍﺕ ﻣﻥ ﺍﻟﻔﻥ ﺍﻟﻣﻌﺎﺻﺭ ﺍﻟﻣﺭﺗﺑﻁ ﺑﺎﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ﻭﺩﻭﺭﻫﺎ ﻓﻲ
ﺇﺛﺭﺍء ﺍﻟﺗﺫﻭﻕ ﺍﻟﻔﻧﻲ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺳﺗﻳﺭ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ  ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ.
 .4ﺍﻟﻌﺎﺑﺩ ،ﺃﻣﺎﻧﻲ ﻧﺎﺻﺭ2010).ﻡ( .ﻣﻔﻬﻭﻡ ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻭﺩﻭﺭﻩ ﻓﻲ ﺭﻓﻊ ﻣﺳﺗﻭﻯ ﺍﻟﺗﻌﺑﻳﺭ ﺍﻟﻔﻧﻲ ﻋﻧﺩ ﺍﻟﻔﻧﺎﻥ ﺍﻟﺗﺷﻛﻳﻠﻲ ﺍﻟﺳﻌﻭﺩﻱ،
ﺭﺳﺎﻟﺔ ﻣﺎﺟﺳﺗﻳﺭ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ  ،ﺟﺎﻣﻌﺔ ﺍﻟﻣﻠﻙ ﺳﻌﻭﺩ .
 .5ﻣﺣﻣﺩ ،ﺗﻐﺭﻳﺩ ﻣﺣﻣﺩ 2003).ﻡ(.ﺍﻟﻣﺗﻐﻳﺭﺍﺕ ﺍﻟﺷﻛﻠﻳﺔ ﻟﻠﺣﺭﻑ ﺍﻟﻛﻭﻓﻲ ﺑﺈﺳﺗﺧﺩﺍﻡ ﺍﻟﻛﻣﺑﻳﻭﺗﺭ ﻛﻣﺩﺧﻝ ﻹﺳﺗﺣﺩﺍﺙ ﻣﺷﻐﻭﻟﺔ ﻣﻌﺩﻧﻳﺔ،
ﺭﺳﺎﻟﺔ ﻣﺎﺟﺳﺗﻳﺭ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ ،ﺍﻟﻘﺎﻫﺭﺓ .
 .6ﻋﺑﺩﺍﻟﻌﻅﻳﻡ ،ﺣﻣﺩﻯ ﺃﺣﻣﺩ2010).ﻡ( .ﻓﻌﺎﻟﻳﺔ ﺑﺭﻧﺎﻣﺞ ﻗﺎﺋﻡ ﻋﻠﻲ ﺷﺑﻛﺔ ﺍﻟﻣﻌﻠﻭﻣﺎﺕ ﺍﻟﺩﻭﻟﻳﺔ ﻓﻲ ﺗﻧﻣﻳﺔ ﺑﻌﺽ ﻣﻬﺎﺭﺍﺕ ﺍﻟﺗﺻﻭﻳﺭ
ﺍﻟﺭﻗﻣﻲ ﻓﻲ ﺿﻭء ﻣﻔﻬﻭﻡ ﺍﻟﺛﻘﺎﻓﺔ ﺍﻟﺑﺻﺭﻳﺔ ﻟﺩﻱ ﻁﻼﺏ ﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺗﻌﻠﻳﻡ  ،ﺭﺳﺎﻟﺔ ﺩﻛﺗﻭﺭﺍﺓ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻣﻌﻬﺩ ﺍﻟﺩﺭﺍﺳﺎﺕ
ﺍﻟﺗﺭﺑﻭﻳﺔ ،ﺟﺎﻣﻌﺔ ﺍﻟﻘﺎﻫﺭﺓ ،ﺍﻟﻘﺎﻫﺭﺓ .
 .7ﻋﺑﺩﷲ ،ﺣﻣﺩﻱ ﻋﺑﺩ ﷲ1997) .ﻡ( .ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ﻭﺩﻭﺭﻫﺎ ﺍﻟﺭﻳﺎﺩﻱ ﻓﻲ ﻣﺟﺎﻝ ﺍﻹﺑﺩﺍﻉ ﻭﺍﻟﺗﻌﻠﻳﻡ ،ﻛﺗﺎﺏ ﺍﻟﺑﺣﻭﺙ ،ﺟﺎﻣﻌﺔ
ﺣﻠﻭﺍﻥ ،ﺝ ،1ﻣﺣﻭﺭ ،1ﺹ.111
 .8ﺍﻟﻌﺩﻭﻱ،ﺩﺍﻟﻳﺎ ﺣﺳﻧﻲ2004).ﻡ( .ﺇﻋﺩﺍﺩ ﺑﺭﻧﺎﻣﺞ ﻛﻣﺑﻳﻭﺗﺭ ﻛﻭﺳﻳﻠﺔ ﻟﺭﻋﺎﻳﺔ ﺍﻟﻣﻭﻫﻭﺑﻳﻥ ﻓﻲ ﺍﻟﻔﻥ ﺍﻟﺗﺷﻛﻳﻠﻲ ﻟﺩﻯ ﻁﻼﺏ ﺍﻟﻣﺭﺣﻠﺔ
ﺍﻟﺛﺎﻧﻭﻳﺔ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺳﺗﻳﺭ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ ،ﺍﻟﻘﺎﻫﺭﺓ .
 .9ﺇﺳﻣﺎﻋﻳﻝ ،ﺳﺎﻣﺢ ﺧﻣﻳﺱ1997).ﻡ( .ﺍﺳﺗﺧﺩﺍﻡ ﺍﻟﺣﺎﺳﻭﺏ ﻓﻲ ﺗﻌﻠﻳﻡ ﺍﻟﺗﺻﻣﻳﻡ ﻭﺃﺛﺭﻩ ﻓﻲ ﺗﻧﻣﻳﺔ ﺑﻌﺽ ﺍﻟﻘﺩﺭﺍﺕ ﺍﻟﻌﻘﻠﻳﺔ ﺍﻟﻣﺭﺗﺑﻁﺔ
ﺑﺎﻹﺑﺩﺍﻉ .ﺭﺳﺎﻟﺔ ﺩﻛﺗﻭﺭﺍﻩ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  .ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ  .ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ.
 .10ﺍﻟﺣﺭﺍﺯﻱ،ﺷﻳﺭﻳﻥ ﻣﻌﺗﻭﻕ2007).ﻡ( .ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺟﺩﺍﺭﻱ ﺍﻟﻣﺭﺗﺑﻁ ﺑﺎﻟﺗﻛﻧﻭﻟﻭﺟﻳﺎ ﺍﻟﺣﺩﻳﺛﺔ ﻛﻭﺍﺟﻬﺔ ﺣﺿﺎﺭﻳﺔ ﺑﺎﻟﻣﻣﻠﻛﺔ ﺍﻟﻌﺭﺑﻳﺔ
ﺍﻟﺳﻌﻭﺩﻳﺔ ،ﺭﺳﺎﻟﺔ ﺩﻛﺗﻭﺭﺍﺓ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ .ﻛﻠﻳﺔ ﺍﻹﻗﺗﺻﺎﺩ ﺍﻟﻣﻧﺯﻟﻲ ﻭﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ،ﺟﺎﻣﻌﺔ ﺍﻟﻣﻠﻙ ﻋﺑﺩﺍﻟﻌﺯﻳﺯ ،ﺟﺩﺓ .
 .11ﺍﻟﺷﺎﻋﺭ ،ﻋﺑﺩﷲ ﻣﺷﺭﻑ2010).ﻡ(.ﻓﺎﻋﻠﻳﺔ ﺇﺳﺗﺧﺩﺍﻡ ﺍﻟﺗﻧﻘﻳﺔ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺗﺣﻘﻳﻕ ﺍﻟﻘﻳﻡ ﺍﻟﻔﻧﻲ ﺑﻣﻘﺭﺭ ﺃﺷﻐﺎﻝ ﺍﻟﺧﺷﺏ ﻟﺩﻯ ﻁﻼﺏ
ﻗﺳﻡ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ ﺑﺟﺎﻣﻌﺔ ﺃﻡ ﺍﻟﻘﺭﻯ ،ﺭﺳﺎﻟﺔ ﺩﻛﺗﻭﺭﺍﺓ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ ،ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ  ،ﺟﺎﻣﻌﺔ ﺃﻡ ﺍﻟﻘﺭﻯ.
 .12ﻁﻣﺎﻥ،ﻣﺣﻣﺩ2004).ﻡ(.ﺍﻟﻔﻥ ﺍﻟﺭﻗﻣﻲ ﻛﺄﺣﺩ ﺇﺗﺟﺎﻫﺎﺕ ﻓﻧﻭﻥ ﻣﺎﺑﻌﺩ ﺍﻟﺣﺩﺍﺛﺔ ﻭﺗﻁﺑﻳﻘﻬﺎ ﻓﻲ ﻣﺟﺎﻝ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﺭﻗﻣﻲ  ،ﺭﺳﺎﻟﺔ
ﻣﺎﺟﺳﺗﻳﺭ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ  ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ .
 .13ﺻﻘﺭ،ﻣﻬﺭﺓ ﺣﺎﻣﺩ2005).ﻡ(.ﺍﻟﻣﺩﺭﺳﺔ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﻓﻥ ﺍﻟﺗﺻﻭﻳﺭ ﺍﻟﻐﺭﺑﻲ ﺍﻟﻣﻌﺎﺻﺭ ﻣﻥ 1960ﻡ ﻭﺣﺗﻰ ﺍﻵﻥ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺳﺗﻳﺭ
ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻛﻠﻳﺔ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺟﻣﻳﻠﺔ  ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ  ،ﺍﻟﻘﺎﻫﺭﺓ .
 .14ﻓﻭﺯﻱ،ﻧﺳﺭﻳﻥ ﻧﺑﻳﻝ2011).ﻡ(.ﺗﻭﻅﻳﻑ ﺍﻟﻔﻧﻭﻥ ﺍﻟﺭﻗﻣﻳﺔ ﻓﻲ ﺍﻟﺑﻧﺎء ﺍﻟﺗﺻﻣﻳﻣﻲ ﻟﻠﺟﺩﺍﺭﻳﺎﺕ ﺩﺍﺧﻝ ﺍﻟﻣﺅﺳﺳﺎﺕ ﺍﻟﺛﻘﺎﻓﻳﺔ ،ﺭﺳﺎﻟﺔ
ﺩﻛﺗﻭﺭﺍﺓ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ  ،ﻛﻠﻳﺔ ﺍﻟﺗﺭﺑﻳﺔ ﺍﻟﻔﻧﻳﺔ  ،ﺟﺎﻣﻌﺔ ﺣﻠﻭﺍﻥ  ،ﺍﻟﻘﺎﻫﺭﺓ .
 .15ﺍﻟﺟﺭﻳﺎﻥ ،ﻧﺩﻯ ﺳﻌﻭﺩ2013).ﻡ(.ﺭﺅﻳﺔ ﻣﻌﺎﺻﺭﺓ ﻟﻔﻥ ﺍﻟﺟﺩﺍﺭﻳﺎﺕ ﻓﻲ ﺿﻭء ﺍﻟﺗﻘﻧﻳﺔ ﺍﻟﺭﻗﻣﻳﺔ ،ﺭﺳﺎﻟﺔ ﻣﺎﺟﺳﺗﻳﺭ ﻏﻳﺭ ﻣﻧﺷﻭﺭﺓ ،
ﺟﺎﻣﻌﺔ ﺃﻡ ﺍﻟﻘﺭﻯ  ،ﻣﻛﺔ ﺍﻟﻣﻛﺭﻣﺔ .
16- Mathew Baigell, "Dictionary of American Art, Harper and Row Publishers, New York, 1982.
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