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Foreword
Dr. Narimane Hadj-Hamou
Assistant Chancellor, Learning and Development
Hamdan Bin Mohammed e-University and Congress Chair
The revolutionary trends in education have
led to a dramatic expansion of e-Learning,
allowing the institutions to take advantage of
e-Learning technologies. However, the
determinants of the success of e-Learning in
various parts of the world are yet to be fully
explored and analyzed. Being an e-Learning
institution, our university has been making
unfailing efforts to generate and disseminate
knowledge related to various aspects of eLearning. Of course, sustainable innovation in
education is an important area of study. It is
also a challenging area of study for scholars
and practitioners.
I am happy to observe that a large number of
research papers have come from various parts
of the world for presentation at the Fifth
Conference on e-Learning Excellence in the
Middle East. These papers are conceptual as
well as empirical. They quite impressively

address the issue of sustainable innovation in
education.
A review of these papers suggests that
sustainability should not be viewed as an
imposition on any institution, but as a vital
and achievable goal. Through the insights of
papers presented in this volume of conference
proceedings,
I am sure, scholars and
practitioners in the field of e-Learning would
feel inspired in their efforts to make eLearning sustainable.
I have no doubt in my mind that these papers
would
generate
thought-provoking
discussions at the conference sessions. I
express my appreciation for the conference
chair and members of the international
technical committee for reviewing and
approving these interesting papers.
I wish the conference all success and hope
that everyone will enjoy the sessions.
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Innovative Strategies for Arabic Studies in Contemporary World:
The ODL Option
Otunuyi, Abdul Kabeer Tihamiyu
National Open University of Nigeria, Abuja, Nigeria

paper attempt to explore the imperativeness
of Open and Distance Learning as a viable
and effective innovative pedagogic strategy in
the teaching and learning of Arabic as a
modern international language within the
context of contemporary global education
system. The thrust of the present discourse is
underscored by the indispensability of Arabic
scholarship in the contemporary world to
millions of Muslims (both Arabs and non –
Arabs), and more importantly, being a
dynamic language that is naturally endowed
with continuous growth in terms of its
responsiveness to new developments and fresh
ideas. The paper thus poses a great challenge
to the practitioners of open and distance
learning and also suggests ways through
which global benefits could be accrued from
well-packaged, sustainable Arabic studies
programmed
for
distant
learners,
particularly in the non-Arab nations.

Abstract
It is a non-arguable fact that ICT has
revolutionized the ways and manners
educational processes are conducted in the
present world. Most colleges and universities
across the globe are now faced with the
challenge of relating with learners online for
effective education delivery. The emergence
of Open and Distance Learning (ODL) system
is considered an inevitable and phenomenal
evolution in the history of educational
developments in contemporary world.
Consequently, ODL has now become an
accepted and indispensable part of the
mainstream of educational system worldwide.
This is more so because of the interest among
educators and trainers in the use of new,
internet-based and multimedia technologies,
and also due to the fact that the conventional
mode of education need to be reinforced by
modern innovative strategies in order to
realize the fundamental right of all people to
learning. In contemporary digital world, the
need for distinct tertiary institutions that
would provide accessible, affordable and
qualitative learning opportunities in various
academic programmes through the use of
modern communication and information
technologies had become an imperative.
Faced with this global educational
development,
Arabic
educators
and
educational institutions with capacities for
offering Arabic as a course of study cannot
but undertake profound changes especially in
terms of organizational structure, modes of
operation and pedagogical processes. This

Keywords:

Innovative
pedagogical
strategies, Arabic Studies, Open Distance
Learning

Introduction
The need to meet-up with the challenges of
Millennium Development Goals (MDGs) and
the goals of Education for All (EFA) in the
contemporary world make a paradigm-shift
from the conventional face-to-face mode of
education to an Open and Distance Learning
(ODL) mode imperative. It has been
established that through the ODL system,
students can benefit from e-learning as this
(9 )
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encourages their autonomy and improves their
language learning skills. Moreover, the
introduction of innovative technological
devices such as e-mail in language instruction
enhances student-centered learning. The
teacher is no more the central focus in the
learning process; rather he plays the role of a
facilitator, an advisor, an expert in the field
whose task is basically to support the
student‘s development. He is not seen as the
provider of knowledge as it were in the
conventional classroom setting, but he is there
to help the students learn and monitor their
education progression. The monitoring role of
the teacher is primarily to prevent domination
of students with more computer knowledge or
even better typing skills from taking
advantage of network power to control
discussions. He monitors and directs the
students to promote collaboration rather than
competition. The second benefit is that elearning can encourage greater participation
of quiet or shy students, such students‘
participation and written output increase in
electronic discussion than the traditional
discourse pattern which dominates most
classrooms. Thirdly, it provides the students
with
opportunities
for
real
natural
communication which requires students not
only to read and write, but also to respond to
the writing of others. This fosters a sense of
personal engagement and discovery essential
to successful language learning. Real purpose
and audience for writing is always an element
missing in the traditional writing classes. So,
when students know that their writing is going
to be read by interested readers, this gives
them motivation not only to write but also to
improve their writing so that they will be
interesting and understood by their readers.
This opportunity of practicing language in a
collaborative setting can improve students‘
communication skills. Also, students‘
enthusiasm to read what their colleagues have
written helps them develop a sense of reading
for interest (Choi, 1998).

Qualitative studies in several online
classrooms describe how students‘ reading
and writing processes became more
collaborative and purposeful as they engage
in project-oriented research and writing for
real audience (Barson et al, 1993). Thus, the
utilization of web-based application for
language learning encourages students to
develop skills for using the e-environment
and new technology. Students‘ enthusiasm is
heightened when they share assignment with
other students as well as answer questions
pasted on the net by their teachers. The
excitement of the use of internet could
increase students‘ motivation in learning and
encourage their responsibility for learning. It
also promotes innovation in instructional
delivery techniques. One other special benefit
is dematerialization, whereby the use of elearning web-based applications reduces the
use of papers. It also develops skill building
and practice. Common skills which often
require a great deal of practice can be
developed through these tools and made less
tedious through these collaborative learning
activities in and out of class (Ilegogie et al,
2011:156-7).
Although, renown modern Arabic schools
have the potentials of feeding tertiary
institutions across the globe with students that
have been well-grounded in Arabic language,
literature and Islamic sciences at the various
pre-degree levels, a vast majority of those
schools are still faced with several
instructional pedagogical challenges and high
level of backwardness especially in the area
of
Information
and
Communication
Technologies (ICTs). It is against this
background that the advocacy for Arabic
studies through the open and distance learning
system, in contemporary world, forms the
kernel of the present study.
Arabic Studies in Global Perspective
In order to accord the title of this paper the
deserved attention, it is imperative to preface
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our discourse with brief explanation on what
the term ―Arabic Studies‖ connotes. Before
delving into that, however, an x – ray of the
significance and relevance of Arabic language
in a global perspective, is also instructive.
Arabic is aptly described as a central Semitic
language which is related and classified
alongside other Semitic languages such as
Hebrew and the Neo – Aramaic languages.
According to Sanni (1990:121), Arabic is
known to be a language of great influence
over languages of Western Europe and the
most important of the Semitic language
group.
Globally, Arabic is adjudged to have more
speakers than any other language in the
Semitic language family. It is spoken by more
than 280 million people as a first language,
most of who live in the Middle East and
North Africa (Prochazka, 2006). Elucidating
on the global relevance of the Arabic
language, Amuni (2009: 243) submits thus:

and learning indispensable to millions of
Muslims (both Arabs and non – Arabs). Being
a dynamic language that is naturally endowed
with continuous growth in terms of its
responsiveness to new developments and
fresh ideas (Bidmos, 2000:51), Arabic is
considered not to be exclusive preserve of the
Muslims or the Islamic world, because there
exist numerous users and scholars from other
religions and regional affiliations. Arabic has
been taught worldwide in many elementary
and secondary schools. Universities around
the world have classes that teach Arabic as
part of their foreign languages, Middle
Eastern studies and religious studies courses.
In spite of the global relevance of Arabic
scholarship as enumerated above, the teaching
and learning of the language in contemporary
world is bedeviled with numerous shortfalls.
Paramount amongst which is the rigidity or
difficulty often attached to the language.
Amongst the factors adjudged to be
responsible for the notion of rigidity or
difficulty of Arabic studies, the following
three, in our opinion, are considered most
significant:
 The haphazard mode of introduction
of Arabic to most non-Arabic
speaking nations which was devoid of
sufficient interaction between the
native speakers and the foreign
learners.
 The caliber of the early Arabic
teachers who were basically traders
and itinerant.
 The crude methods of teaching the
language which made the teaching
uninteresting and ineffective.

Arabic language is the language of Islam and
the vehicle of thought for Islamic Science and
Muslim thinkers and writers all over the globe
and across the ages… Arabic language in
modern time is an international language. It
is one of the official languages of the United
Nations, the African Union and many
international bodies.
What are Arabic Studies?

The term ―Arabic Studies‖ has been vividly
defined and described by numerous scholars
in various ways and at different fora.
(Ogunbiyi, 1978; Abdul, 1986; Opeloye,
1996). In a submission by Otunuyi (2006:6),
Arabic Studies is described as ―a body of
knowledge or instructions which encompasses
studies of the Arabic language, literature,
cultural and socio – political history of the
Arabs, as well as sciences of the Islamic
religion, natural sciences and other aspects of
humanities.
The significance and relevance of Arabic in
the contemporary world makes its teaching

In view of the above observations, especially
on the poor Arabic scholarship delivery
methods, the open and distance learning mode
has been considered a better approach to
rectify most of the shortfalls. It is therefore,
pertinent for us at this juncture to expound the
relevance and essence of the distance
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education mode in the educational
pedagogical process of Arabic studies.

act of depositing in which the students are
depositories and the teacher is the depositor.
Instead of communicating he issues
communiqués and ‗makes deposits‘ which the
students patiently receive, memorize and
repeat. In this kind of pedagogical process,
the system of examination only tests the
student‘s capacity to memorize and repeat.
This calls for innovative strategies in
language education.
A number of factors combined to project
Open and Distance Learning (ODL) as an
important form of education in contemporary
world. The need to shrink professional and
disciplinary borders, to meet the everincreasing human quest for knowledge while
at the same time battling to equip oneself to
satisfy the ever-increasing and the everinsatiable material needs of the human person,
coupled with the infinite capacity of
Information and Communication Technology
(ICT) to transport instructional materials to a
wide audience, are few of the many factors
that favoured the emergence of ODL in the
past century. According to John Daniel (cited
in Ifeanyi and Olakunle
2010: 3), the
relevance of ODL today rests on its ability to
move the focus of education from pre-service
to in-service training. What else could have
emboldened the United Nations (UN) to list
Education for All (EFA) as one of the
Millennium Development Goals (MDGs)?
In the context of this paper, distance learning
is the provision of education by a mode other
than the conventional face – to – face method
whose goals are similar to, and just as noble
and practical as those of on – campus full –
time, face – to – face education. It is a system
characterized by physical separation between
the teacher and the learner, in which
instruction is delivered through a variety of
media including print, and other information
communication technologies (ICTs) to
learners who may either have missed the
opportunity earlier in life or have hitherto
been denied the traditional face – to – face

Arabic Studies and the Imperative of ODL
The subject of this study cannot be treated in
isolation from the general system of language
education. So, we propose to analyze first, the
general system of language education with the
view to identifying the innovations made in
teaching methods and learning materials in
the light of the new pedagogical strategies and
then examine their suitability to the
requirements of contemporary world of
information and communication technologies.
Language has been identified as a strictly
human phenomenon. Martin Heidegger
(1973:27) holds that man is man by virtue of
the fact that he uses language. He states
further that it is ―exactly language that makes
of man that living being that he is, inasmuch
as he is man.‖ In actual fact, language
conceals the meanings and the intentions of a
culture. At the same time, this concealment
beckons for discovery as language is also an
expression of the intrinsic desire in our
species to communicate. Therefore, language
is a human-invented symbol whose purpose is
to communicate concealed meaning among
users.
Having stressed the dynamic nature of
language, it now becomes undeniable that
language education, especially in the
conventional school system, is taught through
the Lecture Method. This method, with its
inherent narrative characteristic, makes
language education a monologue and the
student a passive spectator in the class. As a
result the student is unable to look at language
as an instrument of social control and to study
it in the context of the complexity and reality
of contemporary world. This pedagogy is said
to have degenerated to what is called
‗narration sickness‘ and led to the banking
concept of education. In the banking concept,
according to MohmmedGhouse (1988:158,
quoting Paulo Friere), education becomes an
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formal education due to socio – economic,
career, family and other circumstances. It is a
cost – effective system of instruction
independent of time, location, pace and space
which can be used for a variety of learning
situations – primary, secondary, tertiary,
vocational and non – formal education.
The unlimited potentials of ODL to impact
education to anybody, anywhere and anytime
is now recognized by educationists, policy
makers and planners. This is because ODL
system has the capacity to integrate the state
of the art technologies with the time – tested
methodologies (Eyisi et al, 2011:401). Today,
education policies in many countries
worldwide now recognizes the efficacy of
open and distance learning. India, Australia,
Canada, South Africa, Malaysia, Nigeria, etc.
are few notable examples. For instance, the
Nigerian National Policy on Education
(2004:44)states that:

Arabic is offered as an independent school
subject to consider the ODL system as a
better mode of educational delivery to
supplement the conventional mode of face –
to – face learning. The educational and
teaching support available in ODL can be
used for creating e-learning environment for
teaching the Arabic Language skills.
In the case of writing, for instance, e-learning
is particularly consequential when students
are introduced to the writing skill as a
process. The opportunities for students to
discuss their writing work and give feedback
to each other that does not exist in a
conventional classroom setting is found in
online discussions. In the view of Leppanen
and Kalaja (1995), engaging students in
online discussions on their written
assignments like essays, improves their
writing skills. When students discover that
they have real readers with whom they can
share their thoughts and ideas, there is
tendency for them to get more interested in
writing both for the fun of it and for serious
intellectual reasons. When this interaction
online is sustained, students prove to be more
motivated and consequently display a positive
attitude towards writing. This will, no doubt,
dramatically
improve
the
cognitive
development, increase hard work and thinking
skills of the students over time.
And for the skill of reading, students get
enthusiastic to read what their online
colleagues have written for them and in the
process they develop a sense of reading for
interest. Choi (1998) shows that children‘s
reading skills improve greatly as a result of
exchanging e-mails with their online friends.
Students‘ reading and writing processes in
online classrooms makes collaboration and
purposeful language learning a reality.
Concerning the speaking skill, it is often
asserted by modern linguists that computer
communication proved as a medium for
facilitating the acquisition of interactive skills
in speaking.

Open and Distance Learning is the mode of
teaching in which learners are removed in
time and space from the teacher. It uses a
variety of media and technologies to provide
and improve access to good quality education
for large numbers of learners wherever they
may be.
The above policy statement must have
informed the decision of the Federal
Government of Nigeria in the establishment
of the National Open University of Nigeria
(NOUN), a foremost tertiary institution in the
country that operates majorly on electronic
platform. Worthy of note at this juncture also
is the effort of the government of United Arab
Emirate in the establishment of another
distinct electronic institution similar to that of
Nigeria which is called Hamdan Bin
Mohammed
e-University
(HBMeU)
strategically situated at Dubai.
From the foregoing, it has become imperative
for
Arabic
educators/instructors
and
particularly the various institutions where
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It is clear from the above that the acquisition
of language skills can be more enhanced
through the distance learning environment
than the traditional face-to-face learning
environment because it creates the
opportunities of collaborative and cooperative learning through networked
computers such that students can share ideas
and information and also access teachers and
feedback on learning activities. The computer
environment instruction, rather than face-toface classroom environment, has proved
positive and stimulating both for students and
teachers of language education studies.
Kristina (2010) indicates that in language
teaching, the educational and tutoring support
available can be used in creating the elearning environment for teaching general
language courses in different languages at
different levels and for learning terminology
in different fields of specialization. At the
same time, ICT enables us to foster studentcentered learning, individualism and support
building up a sense of belonging to the
community.
The merits of Arabic studies through the ODL
system as an innovative instructional strategy
are that from narration-sickness and from the
communiqués issued by his teachers, it
compels the student to read and study
independently of the teacher, exposes him to
the policies underlying a decision and to the
interaction between course materials and
reality of life. For these reasons –there
abound many other and perhaps more weighty
reasons- Arabic may be considered as a
desirable and viable instrument
of
communication in contemporary world. Once
this is clear, the teaching/learning of the
language through the ODL system should be a
welcome development.

The digital learning environment of
contemporary age is characterized by
numerous e-learning mechanisms that must be
appropriately adopted or adapted by the
custodians of Arabic Studies for the survival
and development of the discipline. It is
therefore imperative for stakeholders in
Arabic scholarship to develop innovative
strategies for effective delivery of the
language in contemporary world. Some of the
strategies, in our view, are highlighted as
follows:
Appropriate Competence in the use of
Technological Tools and Devices
Undoubtedly,
Information
and
Communication Technology (ICT) has
broken so many grounds to provide ease and
comfort for humanity. A lot of time, material
and human resources as well as sweat are
preserved through such technological
breakthrough.
In fact, lack of computer literacy and
expertise in ICT tools greatly impede Arabic
scholarship (and indeed many other academic
disciplines) in the present world. According
to Murphy and Greenwood (in Ilegogie et al
2011:157), research findings suggest that
Information and Communication Technology
is significantly under-used by students and
teachers. The problem is worldwide and many
explanations were offered for it, among which
are the unavailability and/or inaccessibility of
resources in schools. The scarcity of
opportunity to use computers, the lack of
teachers or teacher trainers‘ encouragement to
students on using ICT in schools and the lack
of confidence on the part of teachers and their
students in computing skills have also been
cited as reasons for the low ICT use. This
explains why Oloyede (2004:31), asserts that:
…In the delivery of the mandate of Arabic
Studies, it is wasteful to neglect or fail to take
full advantage of such devices which facilitate
the tasks of a contemporary world. With
cautious vigilance, such devices could be

Some Innovative Strategies for
Functional Arabic Studies in
Contemporary World
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analyzed and adapted to achieve the goals
and aspirations of Arabic Studies. In the
fields of internet and computerization,
research and learning are enhanced at
comparatively little or no cost. At even the
elementary stage of computerization, certain
software has reduced significantly the labor
and mental exertion required in research and
learning in the field of Arabic and Islamic
Studies.



It may not be out of place, at this juncture, to
provide
some
basic
technological
tools/devices for improved Arabic Studies in
e-learning environment thus:
 Electronic Mail: This is an innovative
strategy which involves the use of
internet or a complete network in
sending addressable messages to
another person connected to the
internet or network. The internet has
become an important instructional
medium to facilitate the transfer of
many types of information from one
computer to another, and is rapidly
becoming an effective means of
communication in schools and
colleges. This innovative learning
strategy
(i.e.
internet-based
instructional mechanism) has been
manifested in one-to-one (tutor-tostudent), one-to-many (group-togroup) approaches to instruction. The
forms of communication may be
synchronous when members of the
communication interaction are able to
interact in real time and each
participant is simultaneously a sender
and receiver; or may be asynchronous
when the communication interaction
has delays and each participant must
take turns being the sender and
receiver (Eyisi et al, 2011:400 ).
 Power Point Presentations: This is
another
innovative
instructional
strategy which has proved to be most
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popular with students. Presented to the
classroom,
the
power
point
presentation remains up on the net,
and offers students the possibility of
revising the presentations they like the
most, checking up the new vocabulary
items presented in the power point
reports, and revising new knowledge
on topics interesting to them.
Learning
Management
System:
Learning
Management
Systems
(LMS) or Course Management
Systems (CMS) are online packages to
help educators create effective online
learning communities. Teachers can
post discussion topics, questions,
assignments or resources in the forum,
and answer questions or send
messages online or they can set
quizzes for test review. It can provide
a secure place for e-mail exchange. A
CMS can provide the learning
experience
and
collaborative
opportunities missed in the classroom.
Video
Conferencing/Chat/File
Sharing Applications: These are
various applications which allow
students from around the world to
engage in synchronous conferencing
through live video feeds, video
replays, chatting and/or voice.
Teachers can create online working
spaces for student groups within their
classrooms, across classrooms, etc.
Students can work collaboratively on
group assignments and keep active
communications ongoing. This webbased environment can host different
multimedia
possibilities
for
developing communication/speaking
skills.
Blogs: These are interactive online
journals. Teachers may write a blog
for students in their classrooms with
links to internet sites which aid in
learning and/or research tasks.
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Teachers may have students use blogs
as learning reflections, story writing,
etc. Viewers can leave comments
which aid the writer in his writing.
Online Collaborative Work Spaces:
These
are
various
web-based
applications which allow groups of
students to work together on common
documents in various formats whether
synchronously or asynchronously.
Many applications include to-do lists,
calendars and ample storage space.
These spaces are not always secure;
however some applications include
blogs and wikis for group work as
well. There is possibility to upload
various types of documents or
spreadsheets,
even
power-point
presentations in many applications and
have students working entirely online
asynchronously on a product. Partners
and groups can be inside the same
classroom, or across the country or
world from one another.

Intensive Collaboration and Global
Networking for Arabic Language
Development
Compared with the developmental efforts
made by the custodians of some world
languages like English, French and German, it
is most unfortunate to note that Arabic does
not have a one-country native home to cater
for its growth and development. It does
instead have a regional home consisting of
many independent nations where Arabic is
spoken as a native language. Ordinarily, this
should not be a minus for Arabic except that
these native country homes care less for the
advancement of Arabic as a foreign language,
unlike other western countries who cater for
their national languages across the globe. The
Arab‘s effort in promotion of Arabic is not
yielding maximal dividends probably due to
lack of networking among the Arab-nations,
and absence of strategic intervention in
Arabic Language-promotion in non –Arab
areas of the world. Is it not high time, if one
may suggest that a Global Academy for the
Promotion and Advancement of Arabic
Language (GAPAAL) is established? Such
academy, if jointly promoted by Arab-nations
of the world, would create generallyacceptable
Arabic
and
Scientific
terminologies for contemporary inventions
and technological concepts. Moreover, the
academy will serve as superintending agency
for authorization of scientific devices
especially in the area of Arabic scholarship.
In achieving this great feat, therefore, the
Arab and the entire Muslim world need to
collaborate in galvanizing their intellectual
potentialities
and
coordinating
their
apparently disjointed efforts in the promotion
of Arabic language and culture.

Expanding and Restructuring of the Arabic
Studies Curricula in line with Current
Global Educational System
In order to attain high level of proficiency in
Arabic Studies, there is need to expand its
curricula through incorporation of some
conventional disciplines such as official
language of the immediate community of the
learner, Economics, Basic Science and
Technology, Political Science, International
Relations, status and situation of Muslims in
different parts of the world as well as the use
of the computer. We sincerely have the
believe that a total repackage of the content
and methodological structure of the Arabic
education curricula is a sine qua non for
reprojecting the language for pivotal roles in
the
reconstruction
of
contemporary
worldview.

Creation of Special Arabic Website for
Educational Purpose
In view of the obvious threat posed by
globalization towards the survival of Arabic
as a world language, there is urgent need for
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Arabic institutions worldwide to establish
Special Arabic Website (SAW). This point is
underscored by the crucial role played by ICT
especially in the online delivery of
instructional materials through no other
medium but English. Since Arabic language
has a peculiar nature in the area of writing
system which is totally different from
English, the need to create appropriate
layout/platform for the Arabic content/texts
for successful online textual interaction
become expedient. Here lie the roles of the
Special Arabic Website which will serve as a
global platform of interaction within Arabic
institutions from different parts of the world.
This technological initiative would also serve
as catalyst for international net-work and cooperation so essential for the survival and reinvigoration of Arabic Studies in the
globalized world. It is not unlikely that the
initiative would find ready sponsorship
among numerous world organizations and
assemblies who are fully committed to
intellectual development and scholarship in
Arabic medium.

Murphy
and
Greenwood
(1998:415),
―research findings suggest that Information
and
Communication
Technology
is
significantly under-used by students and
teachers. The problem is worldwide and many
explanations were offered for it‖, among
which are the unavailability
and/or
inaccessibility of resources in school, the
scarcity of opportunity to use computers is
one other reason why students and teachers
are slow to ICT uptake [Ilegogie et al, 2011
p.157, citing Abdlyhameed: The Innovation
Journal Vol. 11 (3)].The lack of teachers or
teacher trainers‘ encouragement to students
on using ICT in schools and the lack of
confidence on the part of teachers and their
students in computing skills have also been
cited as reasons for the low ICT use.
In view of our discussions so far, distance
learning institutions are called upon to devise
more useful strategies that would not only
fulfill the quality criteria for mass electronic
learning, but also lower the cost in order to
expand access to higher education. Scholars
of Arabic and indeed Islamic institutions
across the globe should Endeavour to
organize workshops, seminars on ICT.
Experts in the field should be invited to
present papers to create awareness among
scholars especially in the area of Modern
Standard Arabic (MSA), and also about the
potentials and benefits of ICT and its impact
in effective delivery of Arabic instructions.
There should be collaborative efforts between
Arabic scholars and experts in information
technologies to develop and design relevant
softwares that are suitable to the educational
needs of the Arabic learners.
Government at all levels should develop
appropriate mechanisms to support and
promote educational delivery through ODL
by the use of latest ICT, and create awareness
of the benefits of e-learning as well as its
application in the field of Arabic education.
Some existing soft-wares on Arabic should

Challenges and Way Forward
In the light of the technological
advancements enumerated above, Arabic
educators and institutions in many countries
especially the developing nations like Nigeria
envisage some obstacles and challenges
paramount among which is ICT illiteracy.
This constitutes one of the major challenges
facing the Arabic educationists most of who
are yet to be ICT compliant. If the literacy
rate cannot be improved, it will be difficult to
harness the potentials of ODL system through
the promotion of ICT. Lack of computer
literacy and expertise in ICT greatly impede
Arabic scholarship in the present world.
Since ICT tools constitute the basic means
and medium of working on the computer
nowadays, it is most unfortunate to note that
many teachers are still new to these tools and
how to use them effectively. According to
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also be fully utilized. These soft-wares, as
mentioned by Oloyede (2004:32), include:
 Turath-Arabic as a second language
software, which puts the audience
through all that is necessary to have, at
least a working knowledge of Arabic
within three months.
 Pocket-size Al-Qamusunnatiq, 7900
super (Speaking Dictionary), which is
provided in both audio and visual
forms. Apart from its 128KB memory
trilingual organizer, it contains a
whole module of English studies;
thousands of phrases and idioms in
Arabic, English and French; and
simultaneous
translations
and
dictionaries
of
English-Arabic,
Arabic-English,
Arabic-French,
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English-English, French-Arabic, and
Arabic-Arabic with spell-checker.
This is, no doubt, a good companion
for modern users of Arabic.
Pen-man digital Qur‘an, with whish
the visual presentation in Arabic,
English or French is displayed while
the Arabic-Qur‘an is being read in a
sonorous voice.
The Islamic Library, a soft-ware that
contains the essentials of a wellstocked standard library on Islamic. In
a CD-ROM, the whole library is
compressed.

978-9948-497-11-0

Paramount among the strategies is capacity
building of Arabic educators and instructors
on computer literacy skills. It is equally
important for the open and distance learning
institutions running Arabic as an independent
academic programme to produce highly
qualitative course materials that will serve the
overall interest of the learners of Modern
Standard Arabic (MSA). This can be achieved
only if emphasis is placed on quality and
innovative pedagogical processes devoid of
conservative pedagogical procedures being
presently adopted by most Arabic teachers
especially in the non-Arab nations. Frantic
efforts must, therefore, be made by institutes
of Arabic for the maintenance of quality and
best practice in terms of modern
infrastructural facilities, learner-centered
curriculum and flexible study materials with
proper planning and regard for contemporary
needs of the society. It is only then that
Arabic scholarship shall command greater
influence and sustain global linguistic
relevance in the contemporary digital world.

Conclusion
We have attempted in this paper to explore
the significance of ODL in the teaching and
learning of Arabic within the context of
contemporary global education system. Some
examples of tertiary institutions that have
successfully practiced ODL system using
modern innovative pedagogical tools were
surveyed with a view to drawing lessons that
can be applied to contemporary educational
institutions where Arabic is offered as
independent academic programme.
It has now become an established fact that
globalization poses a great challenge and
serious threat to the survival of many world
languages, Arabic is not exempted. In order to
sustain the global relevance of Arabic,
scholars and institutes of Arabic need to map
out innovative strategies which would attract
the interest of more learners to the language
and thereby outwit the possible menace of
globalization. As a matter of current
necessity, those strategies must take into
consideration new trends in language
education which, up to now, have been
somehow neglected by Arabic teachers.

(19 )

978-9948-497-11-0

Ilegogie, J.O. et al 2011. Assessing The Use
Of E-Learning/ICT Tools For Instructional
Delivery In Teaching The English Language.
NJECS: NNATCEP Journal of English and
Communication Studies, Vol. 7, September.
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A Survey of the Level of Digital Literacy and Open Educational
Resources (OER) Awareness Among Teacher Educators in Nigeria
Aminu Ladan Sharehu
National Teachers Institute, Nigeria

The teacher is very critical in the educative
process. Nigeria‘s National Policy on
Education (2004) states that ―no educational
system may rise above the quality of its
teachers‖. The very high expectation of
education as an instrument ―par excellence‖
for effecting national development cannot be
realized unless there is a corps of ―highly
motivated, conscientious and efficient
classroom teachers for all levels of our
educational system‖ (Nigeria‘s National
Policy on Education (NPE, 2004))
At the global level, the world has set critical
development agenda and goals for education
and development. The Education for All
(EFA) and Millennium Development Goals
(MDGs) initiatives lay important premium on
education. These goals and development
initiatives cannot be realized except there are
well motivated and trained teachers.
Jegede (2003) points at the conclusion made
at a National Seminar on Quantities and
Qualities in Nigerian Education in 1980 to the
effect that:
… teachers are the main determinants of
quality in education. If they are apathetic,
uncommitted, uninspired, lazy, unmotivated,
immoral, anti-social, the whole nation is
doomed. If they are ignorant in their
discipline and implant wrong information
they are not only useless but dangerous. The
kind of teachers trained and posted to schools
may well determine what the next generation
will be.
Adeyanju (2004) states that Bruce Fuller‘s
analysis of 30 research studies confirmed that
teacher quality clearly influenced the degree

Abstract
The National Teachers Institute, Nigeria is a
member of the Teacher Education in SubSaharan Africa (TESSA). As a member of the
18-institutions (from 9 nations) consortium,
the Institute participated in producing the
project‘s online ‗open content‘ educational
resources for teachers. These TESSA
materials have been integrated into the
training manuals for the nationwide MDGs
capacity building workshops in Nigeria. They
have been distributed in print format to over
400,000 primary school teachers since 2008.
To transit to using these and other open
educational resources online requires digital
literacy and awareness of open educational
resources by the trainers and trainees, among
other requirements. This study therefore seeks
to survey the level of digital literacy and OER
awareness among the resource persons that
served as facilitators at the MDGs workshops
held from 5th to 17th September, 2011
nationwide. The goal is to answer the
questions: How much access do the teacher
educators have to digital technologies? Do
the teacher educators have skills for using
digital technologies? The answers to these
questions will inform the interventions to be
made.

Keywords:

Digital
Literacy,
Open
Educational Resources, Teacher Education

Introduction
The Need for Teachers
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of student achievement. He emphasises that
high quality teachers, using proven teaching
methodologies produced high achieving
students. He quotes Hanushek, America‘s top
education economist, thus:
A good teacher will get a gain of one and half
grade – level equivalents, whereas a bad
teacher will get a gain of only half a year for
a single academic year... high quality
teachers can make up for the typical deficits
that we see in the preparation of kids from
disadvantaged backgrounds

to cope with the scale and urgency of demand
required in the twenty-first. These were
mostly ‗bricks and mortar‘ institutions,
offering a traditional college-based course in
the foundations of education and some
practical experience. These institutions did,
and do, concentrate on pre-service, initial
training with only limited involvement in the
career-long development of teachers.
There is no doubt that concerted efforts must
be made to continuously upgrade, and build
the capacity of teachers through workshops
and school-based training. Teachers will need
to take advantage of opportunities for selfimprovement.
Fortunately, resources now abound for the
teachers‘ self development. The Open
Educational Resources Movement has led to
increasing production and availability of
quality educational resources on the Internet.
The Teacher Education in Sub-Saharan Africa
(TESSA) is a good example.

Teacher Supply and Innovative Approaches
Despite the well known importance of the
teacher, national reality shows there is a
shortage of trained teachers of all kinds
especially at the primary and secondary levels
and at tertiary level. This shortage is in terms
of quantity and quality.
Moreover in this era of globalization and the
new
information
and
communication
technology, there is change in the role of the
teacher, in the teaching situation and in the
environment of teaching. Jegede (2004)
suggests that our concept of teaching must
move with shifting global paradigm where
emphasis is on the principles of learner
centeredness, life-long learning, flexibility of
learning, removal of barriers and the use of
innovative methods of learning and teaching.
Various strategies have been adopted for
coping with teacher shortages in Nigeria.
According to Agboola (2000), the federal and
state governments of Nigeria took a number
of measures including the introduction of
―crash‖ programmes for graduate teachers,
emergency teacher training programmes as
from 1974 for the Universal Primary
Education Scheme (UPE), etc. These
measures have saddled the educational system
with teachers that are in dire need for
continuing professional development.
According to Moon (2004),
... the institutions of teacher education
created in the twentieth century will be unable

Open Educational Resources and Teacher
Education
According to Nigeria‘s National Policy on
Education, access to quality education is the
right of every Nigerian. Nigeria is one of the
countries committed to promoting Education
for All (EFA.). In the new knowledge society
in which we find ourselves, life-long learning
has become crucial and critical. Moreover, the
information and communication technology
revolution has made the world a global
village.
Even
the
illiterate
and
underprivileged have taken advantage of the
new technologies.
In 1992, when the World Wide Web was
launched, a new chapter was opened in the
globalization of world economy, education,
governance, communication and technology.
It marked a fundamental push for the
emergence of a knowledge society. More and
more institutions and individuals began to see
the need to share digital learning resources
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over the Internet openly and without cost, as
open educational resources (OER).
Although there is no authoritatively
accredited definition for the term OER at
present, the William and Flora Hewlett
foundation (2008) defines OER as:
Teaching, learning and research resources
that reside in the public domain or have been
released under an intellectual property
license that permits their free use or repurposing by others. Open educational
resource include full courses, course
materials, modules, text books, streaming
videos, tests, software, and any other tools,
materials or techniques used to support
access to knowledge.
Higher education institutions around the
world have been using the Internet and other
digital technologies to develop and distribute
teaching and learning for decades. Recently,
Open Educational Resources (OER) have
gained increased attention for their potential
and promise to obviate demographic,
economic, and geographic educational
boundaries and to promote life-long learning
and personalised learning.
According to the Cape Town Open Education
Declaration, ―Educators worldwide are
developing a vast pool of educational
resources on the Internet, open and free for all
to use. These educators are creating a world
where each and every person on earth can
access and contribute to the sum of all human
knowledge…‖ Educators and particularly
teacher education in Nigeria cannot afford to
ignore this trend. Rather, we have to take
advantage of it and be active participants both
as consumers and producers of open
education materials.
OER users enjoy the freedom to access, use,
re-use, modify, re-produce, distribute, recreate and make many copies of learning
materials without seeking prior permission
from the owner or producer. This freedom is
given because the resources are being used
specifically for educational purposes. OER

comes under open licenses that help remove
the restrictions of ―All Rights Reserved‖.
Everyone should be interested and involved in
open educational resources. Educational
institutions, community members, leaders,
employers, workers,
teachers, pupils,
professional bodies, librarians, learners and
governments all have stake in OER. They
should all use and produce open educational
resources.
The Commonwealth of Learning (2010) lists
the following key OER projects around the
world:
 The William and Flora Hewlett
Foundation, originally involved with
UNESCO to coin the term OER,
maintains
their own resource:
www.hewlett.org/oer
 The California Open Source Textbook
project is a private-public partnership
to create textbooks for the California
K-12
school
system:
www.opensourcetext.org
 Free High School Science Texts is a
pioneering South African programme
where college students got together to
improve
science
textbooks:
www.fhsst.org
 Connexions is fast emerging as
perhaps
the
most
interesting
publishing platform and environment
for OER: www.cnx.org
 Wikibooks has over 35,000 pages
worth of material, much of it being
OER, and has established itself as a
reputable
aggregator:
http://en.wikibooks.org
 Wiki Educator is a community
resource
supported
by
the
Commonwealth of Learning and
Otago Polytechnic, New Zealand:
http://WikiEducator.org
Other important initiatives include:
 UK Open University‘s OpenLearn:
http: //openlearn.open.ac.uk/
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Teacher Education in Sub Saharan
Africa
(TESSA)
http://
www.tessafrica.net/
South Africa Institute for Distance
Education (SAIDE)‘s OER Africa :
http://www.oerafrica.org/
African Virtual University (AVU)
http:// www.avu.org/
Wiki
http://en.wikipedia.org/wiki/Main_Pag
e
Open Course Ware Consortium http://www.ocwconsortium.org/en/cou
rses
Massachusetts Institute of Technology
(MIT) http://web.mit.edu/
Merlot
–
http://www.merlot.org/merlot/index.ht
m





NTI/MDGs
capacity
building
workshops for teachers since 2006 –
over 600,000 have participated in the
workshops
NTI/World Bank Project for 2663
teachers in 169 schools
FME/NTI/JICA‘s
Strengthening
Mathematics and Science Education
Project.
Customised CPDs for teachers on
request from states

In 2005, the Teacher Education in SubSaharan Africa (TESSA), a consortium of 18
institutions from 9 nations was formed under
the auspices of the UK Open University. The
National Teachers‘ Institute has been a
worthy member of the TESSA Consortium
since its establishment. TESSA maintains an
online repository of open educational
resources (OER). These online materials have
been integrated into the continuing
professional development programmes of the
Institute.
The
Federal
Government
Millennium Development Goals (MDGs)
capacity building programme for teachers,
administered by the Institute, produces
TESSA integrated manuals in the four core
subjects of English Language, Mathematics,
Basic Science and Technology and Social
Studies. So far, over 400,000 teachers have
received these materials. The ultimate goal is
for the teachers to begin to access the rich
repository of TESSA materials and other open
educational resources online. The benefits
from such access and use of OERs are well
documented.

TESSA and NTI
The National Teachers‘ Institute is a single
mode distance education teacher training
institution established for the training,
retraining and upgrading of unqualified
teachers. Since its inception in 1976, the
Institute has trained mostly serving teachers
in its various programmes including:
 Teacher‘s Certificate Grade II (TCII)
 Nigeria Certificate in Education
(NCE)
 Special
Teacher
Upgrading
Programmes (STUP)
 Post Graduate Diploma in Education
(PGDE)
 Advanced Diploma in Education
(ADE)
 Pivotal
Teachers‘
Training
Programme (PTTP)

Digital Literacy and Digital Divide
According to the Wikipedia, digital literacy is
the ability to locate, organise, understand,
evaluate, and analyse information using
digital technology. It is closely related to
computer literacy. To access and use Open
Educational Resources on the Internet
requires digital literacy. Unfortunately, it has

Over 600,000 teachers have benefited from
these courses.
Apart from these regular certificate courses,
the Institute runs various continuing
professional development (CPD) programmes
including:
(25 )
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been identified that a divide exists between
developed and developing nations and even
within nations.
According to Lane (2009), there are a number
of barriers to particular groups and
communities engaging with available
educational provision. One of these barriers is
the digital divide,
...in that although computers and the web
offer many freedoms, they still cost money to
access and people with less money may not
easily afford such technology and may even
find that the absolute cost to them is higher
than to other groups because they are seen as
a greater financial risk to a technology
provider

educators in Nigeria. It attempts to answer the
questions:
 What digital skills do the teacher
educators possess?
 Are they aware of open educational
resources?
 Do they use them?

Research Methodology
This study is a descriptive survey research. It
elicited through a questionnaire the opinions
of:
 Teacher educators that facilitated as
resource persons at the 2011 MDGs
Workshops, held nationwide from 5th
to 17th September, 2011.
 Delegates at the Teacher Education
Committee of the Joint Consultative
Committee on Education (JCCE) held
from 19th to 23rd September, 2011.
 The staff of NTI Headquarters that
served as centre managers at the
MDGs Workshop that were present at
a review meeting held on 27th
September 2011.

In Nigeria, digital literacy, access to digital
resources and computer literacy is still a big
challenge. The advantage of Open
Educational Resources is easily mitigated by
this challenge.

Rationale for the Study
To transit to providing and using TESSA and
other open educational resources online
requires digital literacy and OER awareness
by the trainers, and trainees, among other
requirements. Without digital literacy and
OER awareness, the rich repository of
materials on the Internet will remain unused
and efforts at producing them will not be cost
effective. Indeed, the purpose would not be
met. Moreover, the new generation of our
learners is classified as digital citizens who
need digitally literate teachers. As a first step,
this study seeks to assess the digital literacy
and OER awareness and use among teacher

Out of the 250 training centres nationwide in
36 states and the Federal Capital Territory, 63
training centres in 11 states were randomly
selected. All the 12 teacher educators that
facilitated at the training centres were
administered with the questionnaires. See
Table 1 and 2 for the personal details and
distribution of the resource persons
respectively.
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Table 1: Personal Details of Respondents

Resource Persons
N=620

Gender

Highest
Qualification

NTI H/Q Staff
N=54

Policy Makers
N=32

Total
N=706

Yes

%

Yes

%

Yes

%

Yes

%

Male

419

68%

37

68%

25

78%

481

68%

Female

199

32%

17

32%

7

22%

223

32%

Total

618

Bachelors

130

21%

14

26%

14

44%

158

22%

PGD

6

0.9%

5

9%

2

6%

13

2%

Masters

318

52%

19

35%

12

38%

349

49%

PhD

148

24%

-

-

3

9%

151

21%

Others

4

0.6%

16

30%

-

20

3%

Total

606

31

691

54

32

54

704

Table 2: Distribution of Resource Persons Questionnaires

State
Katsina
Cross River
Akwa Ibom
Yobe
Adamawa
Kogi
FCT
Lagos
Ekiti
Abia
Enugu
Total

No of training
centres served
7
7
7
4
6
5
4
9
6
5
6
66

No of training
centres that
returned
7
7
7
3
6
5
4
8
5
5
6
6363

Expected No of
Respondents
84
84
84
36
72
60
48
96
60
60
72
756

71
77
52
32
69
53
44
65
42
55
60
620





The same questionnaire was administered to
the three groups of respondents and it
covered:
 Personal Information about gender,
qualification and teaching experience
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Actual No of
Respondents

% of Return
84.5%
91.6%
61.9%
88.8%
95.8%
88.3%
91.6%
67.7%
70%
91.6%
83.3%
82%

Digital skills and access
OER Awareness and use
Challenges faced in using the
computer and in accessing the Internet

978-9948-497-11-0

Respondents were required to offer
suggestions on tackling these challenges.
After administering and collecting the
questionnaires, they were sorted accordingly.
The responses were tallied and simple
percentages were used to analyse the results.

Data Analysis and Results
The responses of the respondents were
analysed and the results shown in Table 3
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Table 3: Analysis of Responses to Items Assessing the Access, Awareness and Utilisation of OERs
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A summary of the findings is presented as
follows:
1. Access to Computers and Internet
 448 respondents (63%) owned cell
phones, 415 (59%) had laptops
and 251 (36%) had desktops.
 221 (31%) access their email by
cell phone, 275 (39%) by laptop
and 267 (38%) by desktop
2. Digital Skills Possessed
 622 (88%) of the respondents can
operate the computer and 578
(82%) can browse the Internet.
 578 representing 82% of the
respondents have an email address.
536 (76%) can personally access
the email box without assistance.
423 (60%) can download an
attachment from the email without
assistance while 431 (61%) can
download an attachment from
email without assistance. 505
(72%) can browse with the cell
phone
 385 (55%) can download materials
from the Internet with the cell
phone
3. Awareness Of OERs
 272 (39%) know about OERs and
226 (32%) have told a friend or
colleague about the OER materials
they downloaded.
4. Use of OERs
 582 (82%) claim to have used
materials downloaded from the
Internet, 471 (67%) have modified
the materials, 300 (42%) share
materials from the Internet while
515 (73%) are aware of the
copyright laws governing the use
of those materials.
 108 (15%) have bought materials
through the Internet

Overall, the teacher educators had higher
percentage than the NTI staff and JCCE
Delegates.
The respondents were also requested to
indicate what materials they share through the
Internet. The following were the materials
indicated:














Research work
Teaching materials
Journals
Conference papers
News
Information
Lecture notes
Pictures
Assignments for students
Thesis
Quotations & Letters ● Jokes
Books
Seasonal greeting cards
etc.

On what constraints they face in using the
computer, the respondents indicated the
following:
 Lack of training (37)
 Lack of time (19)
 Poor and epileptic power supply (185)
 Network Problems (44)
 Accessibility
 Virus
 Learning new packages
 Repairs and maintenance
 Eye sight
 Lack of practice
 No laptop
 Difficulty in trying to install software
into the computer
 Lack of Internet facilities
 Financial constraints
When asked what constraints they face in
using the Internet, they gave the following
responses:
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―Use Internet early in the morning or at night‖
―Institutions should connect staff to the
Internet‖
―Having more than one modem‖
―Provide alternative power source‖
―Expand the bandwidth‖
―Provision of computers and accessories to
facilitate access to the Internet‖
―Reload several times and keep trying‖
―Good Computers‖

Power problem
Network Problem
Poor connectivity
Downloading documents
Lack of funds/cost
Service providers
―sometimes, materials needed may not
come in details from the Internet‖
Insufficient bandwidth
Slow and unpredictable network
Bulky materials
Poor computer training
Virus incursion
Limited time to access materials
Accessibility to PDF materials
Inadequate cyber cafe facilities

Implications
This preliminary investigation into digital
literacy, OERs awareness and use seem to
suggest that many of the resource persons and
staff from the NTI Headquarters and Policy
Makers possess computer skills. They
however need further training in digital skills
and awareness and sensitisation on OERs. A
future study will need to confirm the results
reported here as computer skills involve
practical work and demonstration of the skills
to establish competence. Most of the
respondents indicated that they had computer
skills, were digitally literate and aware of
OERs. However, the teachers that they teach
may not have these skills, access and
awareness. There is need to carry out a study
to assess the level of competence of the
primary and secondary school teachers with a
view to mounting training programmes to fill
gaps that may be identified.

The respondents were also asked to suggest
how the constraints in using the Internet can
be tackled. Here are their suggestions:
―Government to solve power problem‖
―Increase power supply and bandwidth‖
―Government should provide wireless Internet
access for all to use.
―More Internet Service Providers‖
―Remove all irrelevant details‖
―Localise the currency for purchasing
materials on the Internet‖
―Organise workshops and seminars on ICT‖
―Provide AntiVirus‖
―Fast and more reliable connectivity‖
―Continuous training‖
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incorporate such valuable materials into their
classroom teaching will require availability of
computers and accessories, acquisition of
relevant digital skills and awareness of Open
Educational Resources not to talk about
contributing as producers and active
participants in the OER movement. This is the
challenge before the educational policy
makers, planners, stakeholders, teacher
educators, teachers and even learners.

Conclusion
Nigeria as a nation and the National Teachers‘
Institute as a critical stakeholder in the teacher
education sector cannot afford to lag behind
in the Open Educational Resources
movement. Education of the 21st Century at
all levels cannot be said to be relevant if it
does not integrate Open Educational
Resources. However, to transit to the level
where the basic education (primary and junior
secondary) teachers begin to access
instructional materials from the Internet and
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Building Online Communities of Practice for Pre-Service Teachers
on Rural Practicum
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This paper reports on the use of Web 2.0
technologies to support pre-service teachers
during their professional practicum in rural
and regional schools of Australia.

Pre-

Introduction
Australia
stretches
approxamitely3700
kilometers from north to south and 4000
kilometers from east to west. It covers an area
of 7.69 million square kilometers. The land is
crisscrossed by more than 800 000 kilometers
of road, of which half are just dirt tracks
(Australian Government, 2010).
This large continent is inhabited by over 22
million people. About 3.4 million are students
attending 9 581 schools and there are 244 358
school teachers to educate them (Australian
Bureau of Statistics, 2010).
The vastness of the country in many areas
means that more than half the schools are
located in rural and remote locations, with
some schools being as far as 700 km away
from the nearest town. Due to the geographic
and thus social, cultural and professional
isolation, rural areas in Australia experience
teacher shortage, with a particular shortfall of
specialist in science and maths education.
Teaching staff in rural or remote areas can
feel very lonely and isolated and would
benefit from support by others either through
counseling, modeling or mentoring (Hudson
& Hudson 2008).
Attracting pre-service teachers into these rural
and remote schools for their professional
experience is even more difficult, as they are
well aware that they will not have access to
the support network or social interactions as
would be the case in metropolitan or regional

The pressure to successfully complete a
teaching practicum is exasperated in a rural
or regional setting, as trainee teachers are
socially and academically isolated, lacking
the face-to-face contact with university staff
and the support of their peers. Using
technologies and becoming part of an online
community of like minded others can be an
effective approach to provide assistance to
teachers in training on distant and dispersed
practicum placements. The notion of a group
of people sharing a common interest,
profession or goal is encapsulated in
Communities of Practice (CoP, a theoretical
framework based on the work of educational
theorist Etienne Wenger (1989). Basically, the
members of that community share information
and experience to learn from each other, thus
developing professionally and personally.
Online social networking platforms such as
‗ning‘ allow building of communities for like
minded people and communication through
synchronous and asynchronous means. This
paper describes considerations in setting up a
ning for pre-service teachers on practicum,
identifying the opportunities and challenges
for others who are contemplating a similar
endeavour.
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areas. In addition, university staff is unable to
visit pre-service teacher during their
practicum in person due to the geographic
dispersion of that cohort. However, advice
and support by academics and student peers is
especially needed during teaching rounds as
trainee teachers lack classroom experience
and feel anxious about passing this final
requirement on their path to becoming a fully
trained teacher. This means that pre-service
teachers either decline a placement in a
remote or rural school and create extra
pressures on finding practicum places in
metropolitan schools or take up a practicum in
the countryside but are not fully equipped to
engage and achieve success. The geographic
isolation and limited academic, social and
emotional support may result in a negative or
unsuccessful experience during trainee
teachers‘ practicum in country schools. One
they have graduated these beginning teachers
are then unlikely to seek a contract or
permanent position there, thus further
amplifying the staffing shortfall in those
areas.
In a scenario like this, web-based means
(either synchronous or asynchronous) are
viable options to provide academic assistance,
emotional backing and general professional
mentoring. Subsequently, an online social
networking site was conceptualised, designed
and populated to connect pre-service teachers
during their practicum to their peers and
supervising academic staff.
What follows is the conceptualisation and
description of a project that aimed to address
issue of online guidance and support for those
trainee teachers and the considerations in
deciding on an appropriate platform. Next is a
description of the challenges encountered in
the introduction of the Web 2.0 tool. Finally,
consideration is given to how the introduction
of online social platforms can be improved to
offer effective support for isolated pre-service
teachers in rural and remote school
placements.

Literature Review
In examining the literature for this project,
four major themes were considered: 1.)
Teaching in rural or remote areas, particularly
in the context of Australia 2.) Pre-Service
Teacher Education in country locations, 3.)
web-based alternatives in supervising
university students in distant locations and 4.)
work on Communities of Practice (CoP) by
Etienne Wenger (1998), which provided the
theoretical framework.
Educating and Retaining New Teachers in
Rural or Remote Australia
In the state of Victoria alone, the Department
of Education and Early Childhood
Development (DEECD) predicted a shortfall
of 240 secondary graduate teachers in 2013.
There were 362 difficult to fill vacancies in
government schools during 2009, particularly
in the fields of mathematics and science
(DEECD, 2009).
Plunkett and Dyson (2011:32) acknowledge
the sparse body of research on rural teachers
in Australia while surmising that teacher
retention in Australia has intensified
especially in rural areas. They (2011: 34) cite
data that indicates that the overwhelming
majority (86%) of beginning teachers did not
seek positions in rural areas because of a lack
of incentives. The problem is magnified in
rural areas, as there are already major teacher
shortages, problems of filling positions in
schools and difficulties in attracting teaching
staff as many teachers are reluctant to relocate
to rural areas. The Teacher Recruitment
Census for 2009 showed a shortfall of 20
percent in rural areas according to Plunkett
and Dyson (2011:36).
Jorgensen, Grootenboer, Niesche and Lerman
(2010:162) concur that ―Teacher turnover is
very high in rural and remote communities‖.
They also recognise that the tyranny of
distance obstructs professional conversations
and limits professional learning opportunities.
These are especially desired by new or recent
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graduates and those from white, middle class,
urban environments who had little previous
interaction with people from other ethnicities
and social class. Using a Western perspective,
pedagogies and practices to teach indigenous
communities creates further difficulties for
teachers who are adjusting to living and
working in these contexts.

The majority of Australian undergraduates
belong to the Net Generation (born between
the mid 1970‘s to the early 2000s), who are
increasingly using Web2.0 tools such as SMS,
blogs, podcasts, videocasts (i.e. YouTube)
and social networking sites (i.e. Facebook,
MySpace) according to Oliver and Goerke
(2007). Oblinger and Oblinger (2005, p 2.2)
define Net Gen as
Born around the time the PC was introduced,
20 percent began using computers between
the ages of 5 and 8. Virtually all Net Gen
students
were using computers by the time they were
16 to 18 years of age.
The
exposure
to
Information
and
Communication Technology (ICT) at an early
age has given them considerable digital
literacy skills, the ability for non-text
expression (i.e. audio, video, and graphics)
and a fondness for multi-tasking (Oblinger
and Oblinger, 2005, p 2.2.)
Although Prensky (2010) prefers the term of
‗millennial learners‘ instead, he agrees that
they are intuitive, visual communicators, who
learn better through discovery than traditional
talk-based teaching. These ‗digital natives‘
use technology as a tool for learning essential
skills, enjoy working collaboratively with an
expectation of rapid messages exchanges,
quickly shifting their attention from one task
to another to complete them while moving
seamlessly between the physical and visual
world.
It seems wise to utilize the characteristics and
learning styles of current undergraduates in
the design of learning tools and activities and
harness the Net Gen learners‘ desire for
connectedness, social networking and online
interactivity with others.
For the last decade, most Australian
universities have recognised this trend and
used it to integrate Web 2.0 tools and mobile
devices in their course offerings either as
supplement or substitute for on-campus
provisions through web based course shells

Pre-Service Teacher Education in Rural or
Remote Schools
Pre-service teacher education and especially
the professional experience also known as
practicum is challenging, not only as it is the
most important component of their initial
training but also because of the pragmatic and
practical concerns (i.e. reconceptualising the
trainee‘s role from being a university student
to becoming a classroom teacher, the new
structure and expectations, the supervision
and assessment of the placement and so on).
The pressure to complete the practicum
successfully is exasperated by the geographic
isolation of pre-service teachers in rural or
remote settings due to the lack of face-to-face
interaction with university peers and
academic staff.
Without doubt, such
collaborative or collegial relationships have
the potential to encourage and sustain preservice teachers through the practicum by
providing emotional, social and academic
support (Davie and Berlach, 2010).
Pre-service teachers‘ feeling of being isolated
and abandoned during rural or remote
practicum placements can be overcome with
web-based tools to provide ongoing support
and regular contact. Davie and Berlach (2010)
noted that this generation of undergraduates is
already familiar with social online platforms,
hence one of these Web 2.0 tools (namely a
‗ning‘) was chosen to facilitate interaction
and communication to provide professional
and personal support.
Online Approaches in Higher Education
Contexts
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such as Blackboard, Oncourse, WebCT or the
open source Moodle.
For example, Drabble (2010:19) at ACU in
Queensland reported on a group of Bachelor
of Education students and their beneficial use
of email. The university‘s course co-ordinator
send personal and group emails through the
Learning Management System (LMS) to preservice teachers in schools on teaching rounds
to promote a sense of belonging with the
University and thus a feeling of security by
being part of a group which ―...encouraged
confidence and ceased considerable angst.‖
The use of weblogs (blogs), email, instant
messenger (IM), phone and face-to-face
meetings to connect trainee teachers with
their peers during placement in rural or
remote schools identified multi-modality as
an advantage (Deng & Yuen, 2007). Multimodality allows users to employ text
messages, visuals (either stills such as
pictures or videos) and/ or audio files to
communicate but requires compatibility with
multi-media
to
facilitate
high-level
engagement with an online forum.
The use of the use of collaborative blogging
and threaded voice discussion within the LMS
was reported by McLoughlin, Lee and Brady
(2008). They used it to facilitate online peer
mentoring to share and reflect experiences
during practicum as part of the Graduate
Diploma in Education (Secondary) at ACU
National. Wenger‘s (2008) CoP underpinned
their work, with their collected data attesting
―...strongly to the effectiveness of this
approach in developing online communities to
support the professional development of preservice teachers‖ (McLoughlin, Lee and
Brady, 2008:147).
Rideout, Bruinsma, Hull and Modayil (2007)
reported on the introduction and subsequent
use of an LMS for pre-service teachers to stay
connected while on teaching rounds.
Asynchronous discussion forums were made
available for conversations with peers and
mentoring university staff. The formation and

maintenance of a sense of community was
largely due to the participants spending the
preceding four semesters as a cohort.
Especially the last paper indicates the major
advantage of the LMs as the students‘
familiarity with each other, hence building on
an established community and a sense of
unity. In addition, the student identities were
well known, which eliminates the time
consuming task of creating an online profile,
introducing oneself to the group and building
rapport with the other members. Another plus
point is the already established code of
conduct, which refers to the group norms for
acceptable behaviour online. Lastly, the
students‘ familiarity with the functions of the
LMS is high due to their regular use while
completing units in their course. This saves
time on technical training, induction and
trouble shooting, especially when pre-service
teachers are occupied with preparing their
temporary move to rural and remote
communities and the new role expectations
and workload of a teaching practicum.
A drawback is the limited life of the
community as participation in the University
based LMS is not sustainable beyond the
initial teacher training. Once the teacher
education course finishes and enrolment in
the university lapses, the connected email
conscription expires and access to the LMS is
no longer available.
One way to avoid this expiration date of LMS
access is the use of second generation web
based tools such as weblogs (blogs), Instant
Messenger (IM) or social networking
platforms. The use of blogs was explored by
Deng and Yuen (2007) who used them
alongside email, instant messenger (IM),
phone and face-to-face meetings. The
advantage of blogs is their multi-modality as
bloggers can text, post pictures, audio and
video files. They (2007: 196-200) found that
blogging was motivated by the desire of preservice teachers to stay in touch with peers
while dispersed in schools on teaching
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rounds, to document their teaching practicum
and to exchange ideas.

was envisaged that the group would grow and
mature to the point where members would be
able to continue their online professional
networking without assistance. In weighing
up the long term needs to grow this
Community of Practice (COP) it became clear
that the university LMS would not be
suitable. Student teachers join the LMS by
using their university email accounts and ID
numbers, which lapse automatically once the
graduate or withdraw their university
enrolment.
Hence, one of the critical factors in the
selection of the online social platform had to
be the sustainability beyond the initial teacher
training.
Secondly,
functionality
was
considered in selecting a web-based tool. It
had to be protected to ensure security but also
public to offer the advantage of accessibility
as well as free of any direct costs, either in its
establishment or continued operation. It had
to be accessible from anywhere in the world
at any time, with for synchronous (real time
chat) or asynchronous (postings) options. The
later allows interaction but prevents
disruption when pre-service teachers are in
the classroom teaching while the former is
useful for urgent issue such as behaviour
management of children or teaching tips for
lessons that are schedule for the next day.
Thought was also given to the bandwidth
required to use the Web 2.0 tool. Davie and
Berlach (2010) noted that reliable internet
connections are not always available in nonmetropolitan settings, and that slow download
speeds can impede access to the full
functionality of a social forum.
Slow downloads are caused by high
resolution images or the playing of videos.
One way of preventing this is the selection of
a heavily text-based option such as IM or
email. However, multimodality (i.e. photos,
videos, audio) greatly appeals to this
generation of learners. They enjoy the more
engaging visual and auditory stimuli – beyond
mere text – and are familiar and comfortable

Theoretical Framework
Online social networking platforms allow the
building of communities for like minded
people to communicate through technology.
This particular one was based on the notion of
Communities of Practice (CoP) the theoretical
framework of educational theorist Etienne
Wenger (1989). He defines a CoP as a group
of people with a common knowledge base,
mutual interest or concern and a shared goal.
In this case, it is the professional dialogue to
discuss and reflect on practice, to share each
other‘s learning and thus improve outcomes
for all. CoP facilitates professional
conversations and peer to peer learning for
mutual engagement, emotional support and
offer scope for reflection. Thus, establishing a
self-sustaining CoP was seen as most
appropriate in supporting pre-service teachers
in isolated areas during their initial training
and beyond. It had the potential to be
sustainable for the life of their teaching career
with the view of retaining their engagement in
rural communities. Wenger (1989) asserts that
there is a wave of interest in these peer-topeer professional-development activities.

Selection an Appropriate Online
Platform
In choosing a suitable online platform for
professional and social networking, a number
of factors were considered. Firstly, the social
and professional networking platform was
seen as a seeding activity with the 2010 intake
of the trainee teachers‘ cohort. It was
anticipated that subsequent cohorts would join
and gradually, an online community of
emerging and beginning teachers with
experience in rural and remote school settings
would grow. Although the project team would
be establishing and scaffolding the initial
online network for trainee teachers, they
would withdraw after the first few years. It
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with the management of these digital
technologies (i.e. mobile devices to record
and then upload various file formats. Another
way of averting long downloading times is the
selection of an online social network that did
not have these features embedded in the main
forum but provided optional links for users, if
they wanted to upload larger files (i.e.
graphics, audio, visuals). Thirdly, userfriendliness was taken into account, requiring
little technological skills and investment of
time from users and administrators in terms of
setting up a profile and participating. A
preferred configuration was a relatively
straightforward one, where the administrator
and subsequently the users would be able to
insert text and / or media into pre-established
templates. The project team also made
decisions about the content, referring to Hur
and Brush (2009) who recommended that
emphasis needs to be placed on teachers‘
emotional sharing and promotion of selfesteem in professional development programs
for in-service teachers. This emphasis on the
affective domain in addition to the intellectual
domain seemed appropriate and feasible to
extend into online forums for pre-service
teachers. Therefore, a discussion forum was
included as a key feature. It would allow each
student teacher to raise topics or contribute to
their peers questions, issues or conversations.
Another way of communicating was through
the development of an individual user profile,
which could be as substantial or sparse as
each trainee teacher wished it to be.
With the above criteria in mind, ning was
selected as it offered all these features at that
time. (ning, 2010).

ways using the potential of modern
Information and Communication Technology
(ICT) to facilitate and develop social and
professional
networking
amongst
a
community of peers, namely budding
teaching professionals. The aim of this project
was to explore online social networking to
build
capacity
for
peer
mentoring
opportunities for emerging teachers and to
investigate the affordance of the technology
and particularly Web 2.0 tools in the context
of supervising teaching rounds in rural and
remote school settings.
In June 2010, a cohort of 34 pre-service
teachers their final year of the Bachelor of
Education Primary Course was invited to use
Web 2.0 technologies to support practicum in
rural and regional schools. These students, all
in their final year of the Bachelor of
Education Primary course, were given access
to an online forum, namely a ning. It was set
up to provide a safe, protected online space to
deal with the challenges pre-service teachers
experience while on practicum in rural or
remote schools such as feeling of loneliness,
limited access to teaching resources,
classroom management, or other issues that
may not be possible to discuss within the
local school.
The actual recruitment of participants started
just four weeks prior to the commencement of
their final teaching practicum in a rural or
remote school. The invitation outlined the
benefits as building relationships that would
foster a sense of wellbeing, encourage
engagement with peers and thus prevent
possible feelings of isolation. It was indicated
that volunteers would be able to record and
reflect their experiences, exchange and clarify
understandings from their peers and seek
feedback from others in similar situations.
Any concerns of potential participants
regarding the technology itself or the
technological skills needed to use the ning
were re-emptied with an offer of free
demonstrations and training sessions on

Research Methodology
This project was conceptualised and
conducted during the latter half of 2010 with
the aim to support pre-service teachers during
their
professional
experience
in
geographically isolated areas. There was a
desire to develop innovative and creative
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campus for either the whole cohort, a small
group or even individually as well as
telephone
or
Skype
support
for
troubleshooting or to assist in the case of
technical problems.
The research design incorporated a mixedmethods approach consisting of content
analysis, online surveys and semi-structured
interviews. Content analysis referred to the
online postings from trainee teachers during
the clinical placement in schools. The
research team has planned to divide these
online messages into various categories such
as teaching resources, student behaviour
management, and indigenous community
issues and so on. The frequency of postings
in each category and the content would then
inform the building of a FQA (Frequently
Asked Questions) section for the use of future
student teacher cohorts. The online survey
was intended after the completion of school
experience to determine the trainee teachers‘
opinions on the ning. For that, SurveyMonkey
was going to be used as it would be easy for
participants to access at a time convenient to
them and easy to fill in, given that it consisted
of a 5 point Lickert scale and multi-choice
questions. In addition, semi-structured
interviews were planned, either face-to-face,
via Skype or over the phone. These individual
conversations were intended to yield more
substantial insights on the ning‘s usefulness
with opportunities for pre-service teachers to
make
suggestions
for
improvements,
criticisms or other comments. The team had
decided on the mixture of instruments to
utilise quantitative and qualitative data
through the use of online postings, the survey
and interviews, which would also to enable
triangulation of the data.
In the meantime, one of the members of the
research team took on the role of the
administrator, set up the ning and
individualised it (colour, font, general layout)
and invited other team members to join the
online social networking platform. The

administrator modeled the setting up of a
profile (greeting, short introductory text and
professional photo) for the other members and
assisted them as needed in setting up their
own profile. The group then continued to
populate the ning with attractive photos of
rural settings and an online dialogue on
‗handy hints and tips‘ to model the tone of
conversation and conduct expected in this
online forum. The administrator had also
developed a ‗Code of Conduct‘, which the
other team members vetted before it was
posted into the ning for all group members to
view. This comprehensive 2-page document
was prepared to further set the rules and
responsibilities of behaviour within the online
space. It covered issues such as netiquette,
confidentiality and appropriate contributions
(in terms of content, language and formatting
structure),
defamation,
copyright
infringements,
electronic
viruses
and
offensive (e.g. racial or religious vilification,
sexist, abusive or threatening messages) or
illegal materials (e.g. child pornography,
fraudulent activities, unlawful discriminatory
content). This policy not only outlined
guidelines for participants‘ online conduct, it
also indicated the ways in which online
behaviour in this group was going to be
monitoring and the possible consequences for
breaching the policy (i.e. exposure to legal
liability, withdrawal of the privileges to
participate in this forum).
However, expected and actual outcomes of
this research project differed significantly.
Despite the initial invitation, no responses
were received so the invitation was emailed
out again after a week to all the student
teachers in that cohort. This process was
repeated a week later and then again at the
end of that month. Notwithstanding, there
were still no pre-service teachers interested in
participating in this free opportunity to
support their professional and personal
growth and development. Subsequently, the
information and demonstration sessions were
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not conducted and the online forum was not
being used by the pre-service teachers in that
cohort. However, the research team emailed
students again in an attempt to find answers
as to why none of the pre-service teachers

used the ning. Yet again, these efforts to reach
out and find some information on the student
teachers attitudes, thoughts and believes were
met with absolute silence.
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the advancement of their chosen profession.
Pre-service teachers will need to be engaged
in online professional communities as part of
their education course to benefit from the
available offerings, particularly if they find
employment in rural or remote schools.

Conclusion
The actual outcome was most unexpected,
leaving the researchers to hypothesise why
Not one of the approached 34 pre-service
teachers used the ning to get online support or
engage in professional networking during
their practicum placement in rural or remote
schools. The research team were confident
that the selection and design of this Web 2.0
tool would have met the needs of the target
audience and that the offering of another
social software tool (i.e. a wiki, a blog) would
not have changed the outcome.
An alternative explanation could be that none
of the trainee teachers felt isolated or needed
academic, social or emotional support during
their clinical placement in rural and remote
settings. Given the literature on this issue and
the anecdotal reports of previous cohorts in
this and other universities across Australia,
this seemed highly unlikely.
Upon further reflection and consultation of
the literature, the research team thought that
one of the barriers to participating was
probably ―...the great pressure and lack of
time as pre-service teachers served the dual
role of both teacher and student‖ which Deng
and Yuen (2007: 196-200) found in their
research. Since participation was optional,
pre-service teachers may have simple opted
out of the experience. Therefore, mandatory
participation or embedding a compulsory
online community of practice experience is
proposed as part of a teacher education
course. In essence, teacher education courses
are preparing teachers of the future, imbuing
them with knowledge of best practice,
equipping them with the latest technological
skills and connecting them to networks of
practitioners for collegial collaboration and

Implications for Future Research
Provision of online support and peer
mentoring is an innovative way to help preservice teachers, especially if they are in
geographically isolated areas.
Therefore,
further research in using Web 2.0 tools for
this purpose is encouraged but for it to be
effective, these offerings need to be a
compulsory part. A mandatory component
will practice the technology skills of trainee
teachers, encourage habitual use of online
professional networks and help generate
positive attitude towards such peer supports,
which will pave the way for engagement in
voluntary online social networks or
communities of practice later on. Not only
will these help pre-service teachers sustain
their practicum by drawing on the help
offered in online networks, they will also built
capacity for more widespread use of online
professional communities in rural and remote
context. Thus, building online communities
will support pre-service teachers both during
the teaching round and beyond, that is
possibly their entire future professional
practice. It is believed that such online
support will increase teacher retention in rural
areas, thus contribution to the larger issue of
the
educational
workforce
and
its
development within rural settings.
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Hudson, P and Hudson, S. (2008). ‗Changing
Pre-Service Teachers‘ Attitudes For Teaching
In Rural Schools. ‗Australian Journal of
Teacher Education. Vol 33, 4, August 2008.
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Online versus Blended Learning: Strategic Considerations
Lori Wallace
University of Manitoba

The movement of teaching and learning
activities to the online environment has,
however, seldom been part of a planned
strategy, and universities are experiencing the
impact of the increasing use of online
technologies on systems and policies that
were originally developed for the traditional
face-to-face on-campus teaching context. As a
result, planning frameworks often fail to
provide guidelines to evaluate when to
employ these technologies to best advantage.
Barone (2003) has suggested that technology
decisions are being increasingly recognized as
academic decisions that have an impact on
institutional practices and policies, and Smith,
Lewis and Massey (2000) separated policy
decisions about educational technology into
two levels: a) the macro questions about why
and how educational technologies are to be
used (―doing the right things‖) and b)
concerns about how to implement educational
technologies (―doing things right‖) or micro
issues. Strategic planning encompasses both
aspects, but the purpose of this paper is to
focus upon the strategic, macro level
considerations guiding decisions as to
whether or not face-to-face courses should be
moved to alternate delivery formats, and if so,
which of fully online or blended formats
would be of most value.
Definitions. Face-to-face teaching and
learning is generally understood as the
―traditional‖ university method, with students
and instructor in the same location, at the
same time (this is albeit becoming more
complex with the increasing reach of elearning technologies). While there are many
definitions of online teaching and learning,
most encompass the key characteristic of

Abstract
Whether it is a single department or an entire
institution that is considering online and
blended course models, the answers to a
number of questions help to determine the
most appropriate course of action. Strategic
considerations include mandate, market
analysis and needs assessment, instructional
design
and
pedagogy,
and
policy,
operational, and resource factors. The
session will provide concrete examples, and
include session participants in a discussion of
successes and challenges in institutional
decision-making for online and blended
learning.

Keywords: e-learning, online learning,
blended learning, planning, policy, university,
higher education

Introduction
Educational technologies such as the Internet
have altered the ways in which we may teach
and our students may learn. A 2011 report
prepared by the Canadian Virtual University
for Human Resources and Skills Development
Canada emphasized the transformative effect
of the internet on learning: ―Advances in
technology have brought not only the ability
to move people to ideas, but increasingly, the
freedom to move ideas to people; and with
that freedom comes greater potential to
increase the knowledge base of every
Canadian and to significantly complicate the
national skill development and education
scene‖ (p.5).

(45 )

978-9948-497-11-0

separation in place (and often time) of
students from the instructor, and students
from one another, with the learning
community established and mediated by
technology.
For the purposes of this
discussion, we will use the following the
Sloane-Consortium definition for blended
course delivery: Blended courses integrate
online with face-to-face instruction in a
planned, pedagogically valuable manner, by
substituting online activity for face-to-face
time, or vice versa (Vignare, 2007, p. 38).
This definition of blended learning is
important because it recognizes the
importance of instructional design in creating
blended courses that are pedagogically sound,
and which incorporate online components as
more than simply something that is ―addedon‖ to an existing course.

identified, and while these may be related,
they may each point to different solutions and
therefore pit goals against one another. After
goals have been stated in concrete,
measurable terms, potential solutions should
be considered, particularly in light of
evidence that such use has actually achieved
the desired results. While resources will
inevitably be considered in the decision
making, and unless improved resource use is
the primary goal, the educational goal should
drive the process.
Students: Accessibility, Flexibility, and
Outcomes
The programs offered by an institution and
the students to whom these are offered are the
key considerations in determining whether
these courses should be offered in an online
or blended format. Is improving student
access to university study part of the
institutional mandate (as is the case with the
University of Manitoba)? If so, what aspect
of access is to be improved? For example,
access may be defined in terms of an open
academic admission policy, which usually
means that there will be a broader range of
academic preparation and age amongst
entering students than occurs with defined
academic performance and prerequisites.
Access may also be defined in terms of
overcoming other barriers such as geography
or time (as in the case of students who reside
too far from the campus to commute, or adults
with full-time employment and family
obligations). Hence, if the latter type of
accessibility is the primary goal, and if most
of the target group of students live or work at
a geographic distance from the institution
and/or work full-time while balancing family
responsibilities, maximum flexibility in the
location, time and pace of teaching/learning
may be best achieved by offering courses
completely online.
Other considerations related to improving
student access include the following:

Strategic Considerations
Reasons for Considering Online or Blended
Learning
In a 2010 policy review, Wallace and Young
discussed three types of goals that universities
may hope to achieve through online or
blended course delivery. These relate to
students (e.g., improving access to and
flexibility of courses, improving outcomes,
and developing new, important skills for work
in the global networked environment), the
institution (e.g., increasing enrolment,
improving cost-effectiveness and resource
use), and the faculty (e.g., improving
pedagogy, and developing new skills and
knowledge to transform teaching).
As Wallace and Young suggested, and as the
following discussion will outline, there is a
wide variety of goals that institutions may
identify as potentially benefiting from an
educational
technology
solution.
In
determining whether a course should be
moved to online versus blended delivery, it is
critical that the goals an institution or unit is
trying to achieve be determined, and in what
priority. In many cases, several goals may be
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Instructional design (and determination of
whether courses are to be delivered face-toface, online or blended, is a detailed process
by which the learning outcomes of the
program are identified and are carefully
considered in relation to the characteristics of
the learners and the available technology.
Considerations include learners‘ academic
preparation, personal and professional
circumstances, age, gender, employment,
family responsibilities, geographic location,
disability, experience with and access to
educational technologies, and learning
preferences are highly individual variables
that may present either barriers or attractions
for online and blended learning. Other
considerations include the willingness and
preparation of faculty members to teach
online (e.g., necessity and availability of
incentives, and technical and instructional
design assistances).
The technology may not only address some
issues, it may also become an important
curriculum objective in and of itself (e.g.,
transforming the teaching/learning process,
building student strengths in social
networking,
critical
thinking,
and
communication skills). Development of skills
to prepare students to navigate an increasingly
complex online environment and use those
skills in their work lives are increasingly seen
as important parts of a post-secondary
education—points emphasized by two 2011
reports (Innovative Practices Research Project
prepared by COHERE, a Canadian research
group for Collaboration for Online Higher
Education and Research) and a report
prepared by the Canadian Virtual University.
The latter publication suggested:
Graduates must be ready to work and live in
an ever changing world, with the soft and
hard skills that go along with that.
Universities need to ensure their students are
ready for the technologies, approaches, and
society they will engage with over the course
of their lives. Graduates need to be able to

Will students have broadband online
access? If so, at what cost and borne
by whom?
Will blended or online courses
advantage some students over others
(e.g., access to and/or experience with
technology? If so, how will this
inequity be addressed, using which
resources and at what cost?)
What academic and technology
supports in terms of successful
learning will students require? At what
cost and borne by whom?

If an institution or unit lists improved student
outcomes as a primary goal, the outcomes to
be improved must first be clearly defined and
measurable. Is the interest in improving rates
of course completion and program
graduation? Or have skill areas been
identified in which students are not mastering
at levels the institution considers necessary
(perhaps as evidenced by professional
accreditation)? Are there new skill areas that
the institution wants students to master? Is the
goal to increase the level of students‘
satisfaction with their courses? Is it to
improve the labour market outcomes for
graduates?
As student outcomes are part of the
university‘s educational system, they are
linked to curriculum, teaching, and supports.
Therefore, consideration of the characteristics
of the student population, the curriculum, the
instructors, and technical and academic
support are all part of deciding whether to
move partially online (i.e., blended delivery)
or fully online.
Program Design: What is to be Mastered, by
Whom, to What End?
Program development generally involves
needs assessment and market analysis. Such
analyses provide information on program/skill
areas in which more graduates are required,
and potential students are identified.
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maximize existing technologies and adapt to
new technologies, social connectivity systems,
and worlds – and be ready to engage in
formal and informal personal and workplace
learning wherever they find themselves, for
the rest of their lives. Online learning
(employing digital skills to learn anytime,
anywhere) is well suited to support that
endeavor, and – thanks to best practices,
growing quality assurance networks, and
research data –the evidence now exists to
demonstrate that it can meet the need, if best
practices are implemented and resourced
(p.15).
Carol Twigg (2003) has identified a key
instructional design advantage of using
educational technology in teaching and
learning: ―It can radically increase the array
of learning possibilities presented to each
individual student. Thus, the ‗right way‘ to
design a high quality course depends entirely
on the type of students involved. By
customizing the learning environment for
each student, institutions are likely to achieve
greater learning successes.‖

For better or for worse, building the above
capacity in students and in faculty members
by facilitating this development as part of
their courses is rarely a primary goal.
However, it is increasingly being included as
part of the curriculum or program
development goals. A minimum standard
may be established and resourced at the
institutional level, and perhaps met with
blended learning options, while programs
requiring higher levels of skill and knowledge
(such as in programs dealing with emerging
technologies for business) may be best
addressed by fully online courses.
therefore it is critical to achieve clarity on
whether reaching more students (and having
them succeed) or improving institutional cost
effectiveness is the primary goal.
Questions that should be asked with respect
the goal of increasing enrolment include: Is
the primary goal to increase enrolment by
attracting students to existing programs or by
attracting students to new (or proposed)
programs? (If it is to be new programs, in
what ways will the new programming differ
from the existing curriculum?) Is the goal to
expand current student constituencies or serve
new constituencies? (If it is to serve new
constituencies, in what ways will the new
students differ from those currently served?)
Questions that should be asked with respect
the goal improving cost-effectiveness and
better use of resources include:
 To what extent is the current use of
educational technologies defined by a
strategic plan and therefore scalable
(as opposed to individual instructors‘
projects
with
idiosyncratic
applications and therefore not
generally scalable)?
 What
institutional
infrastructure
currently exists to support blended and
online teaching and learning? What is
required, and at what cost?
 What
strengths,
assumptions,
preferences, and weaknesses do

Increasing Enrolment and Improving CostEffectiveness: Contrasting Goals?
The goals of increasing enrolment and
improving cost-effectiveness are often
lumped together in planning discussions, yet
these must be treated as separate goals, and
then prioritized. If moving courses to online
and blended formats occurs through a detailed
planning and implementation process,
increased enrolments (and other objectives
such as improved completion rates) may be
achieved. Such enrolment increases may, up
to a point, also generate economies of scale
(CVU 2011; Wallace 2006). However, such
financial outcomes are highly variable and
depend on many factors such as the
curriculum, student population, institution,
and infrastructure. It is not the case that
increased enrolments always generate
economies of scale or better resource use, and
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―without clear goals, and careful planning
and support , adopting such technologies runs
the risk of cannibalizing or ineffectively using
scarce resources, frustrating users, and
generating poor learning outcomes (p.3).‖
Resources must therefore be allocated
according to clear criteria, and initiatives
should not be allowed to drive, or get ahead
of, budgets. Institutions often begin the move
to blended and online course delivery by
―testing the waters‖ with pilot projects. These
can be very effective ways of building
capacity without large infrastructure costs,
provided that these pilot projects also arise
out of a strategic plan and clear criteria
relating to quality and costs.
The policies and resources that are in place to
support traditional face-to-face teaching and
learning often must be revised, or new ones
developed) when courses are moved to
blended or online formats (Wallace and
Young, 2010; Wallace 2006). For example,
policy and mechanisms are required to
accomplish the following:
 Approve a course re-design for online
or blended delivery
 Determine ownership of materials
developed for blended or online
course material.
 Copyright clearance of third party
copyright material.
 Assess the academic equivalency of
blended and online courses.
 Assess teaching load for blended and
online courses.
 Facilitate off-site exam invigilation.

instructors bring to online/blended
teaching? What incentives and
supports will they require, and what
will these cost?
Provided appropriate planning and resources
are in place, creating blended courses by
substituting online components is a way to
build in flexibility for students and
instructors, transform teaching and learning,
and build capacity on a scale smaller than the
infrastructure required for fully online courses
(e.g., off-site exam invigilation, virtual
classroom tutorials, simulations, and full
interactivity) (2011, COHERE). In this
respect, and provided that the primary student
group does not face geographic barriers to oncampus sessions, blended course delivery
often offers a ―best of both worlds‖ approach,
especially for institutions which may be at the
entry level of incorporating learning
technologies or have curricula that require
students to be on-campus (e.g., unique
laboratories or clinical components).

Policy and Operations
As mentioned earlier, the fit of blended and
online learning within the stated goals and
priorities of the institution and unit is a key
factor in determining which courses or
programs should be considered for blended or
online delivery, and which of these delivery
methods is most appropriate. Smith, Lewis,
and Massey (2000) observed that the issues
raised by new educational technologies are
extraordinarily important and extraordinarily
divisive because ―something well beyond
pedagogy is at stake: power, control over
education, the culture of the university, the
privilege of professors, the rights of students
as ‗consumers‘—not only ‗how‘ something is
taught, but what, when, why, by whom, and
for what purpose‖ (p.2). Wallace and Young
(2010) have pointed out that while the
potential for learning technologies to enhance
teaching and learning is evident and growing,

Infrastructure is required to address:
 Course/curriculum re-design and
development.
 Incentives and support for instructors
to move courses to blended or online
formats.
 Academic and technology supports for
students.

(49 )

978-9948-497-11-0



sometimes not even written down. Policies
that prove controversial or difficult to
implement, on the other hand, throw into
relief the clashing interest, the challenges to
tradition, and the conflict over new behaviors
that get lumped under the generic heading of
‗resistance to change.‘ … This is especially
true in higher education, where institutions
are sensitive to, and protective of, their
prerogatives, autonomy, and ‗traditions.‘ (p.
29).
Berge (2000) has also pointed out that,
notwithstanding the ―robust capability of
traditional universities to resist change,
technology will continue to change the ways
teaching, learning and scholarship are
conducted at our institutions.‖ The
distinctions
between
traditional
and
technology-mediated teaching and learning
are blurring, and as a result, there is an
increasing need for policy to address both
contexts.

Security of records (e.g., protection of
student privacy and intellectual
property, security of student academic
records, privacy and archiving, and
disclosure mechanisms).

With regard to the differences between the
policies and resources required for blended
courses as compared those required for online
courses, it is rarely the case that different
policies and resources are required to deal
with these formats. Rather, the differences are
usually of scale. For example, a fully online
course may require more instructional design
resources, copyright clearance, or off-site
exam centres.
Polices and mechanisms such as those listed
above do not assist in making the
determination as to whether to move a course
to blended or online delivery. However, the
process of drafting them can do more than set
out procedures—it can uncover assumptions
and beliefs that are rarely examined. As
Blustain (2008) indicated:
Policies about uncontroversial things are
routinely followed, seldom discussed, and
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institution (e.g., increasing enrolment,
improving cost-effectiveness and resource
use), and c) the faculty (e.g., improving
pedagogy, and developing new skills and
knowledge to transform teaching). Factors
that influence whether a course should be in
blended format versus fully online relate to
students (location, access to and familiarity
with technology), program/course curriculum
and goals, faculty (provision of incentives and
support, openness to change, pedagogical
traditions), and infrastructure and resources.

Conclusion
Whether it is a single department or an entire
institution that is considering online and
blended course models, the answers to a
number of questions help to determine the
most appropriate course of action. Key
strategic considerations include mandate and
goals. Three main goals that universities may
hope to achieve through online or blended
course relate to a) students (e.g., accessibility,
flexibility,
improving
outcomes,
and
developing new, important skills for work in
the global networked environment), b) the
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King & J. Griggs (Eds.). 2008. Harnessing
innovative technology in higher education.
Madison, WI: Atwood Publishing.
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provide the ‗electronic nervous system‘ for
many firms, particularly through the
increasing use of the clouds and mobile
communication (Barker and Sabry, 2011). An
emerging computing model that enables
dynamic on-demand computing and IT based
services is Cloud Computing, which can be
defined, based on Gartner Research, as: ―a
style of computing where massively scalable
IT-enabled capabilities are delivered as a
service to external customers using Internet
technologies‖
(Computerworld,
2008).
Nowadays, most organizations, including
education institutions, find themselves having
to deal with, manage and coordinate too many
variables including for example different
technologies, platforms, expertise, and
technology vendors (Oracle, 2011). Not only
that, but many education institutions are also
under pressure to deliver more and affordable
services for less (Microsoft, 2010).
However, many of the approaches to
education lag behind the economy needs,
social and global challenges (Barker and
Sabry, 2011). Education in general lags
behind industry and business in applying
technology (Siviter and Wheeler, 2004), not
approaching technology with the same
enthusiasm as have industry and business
(Wellburn, 1996) and, in some cases, has
actually resisted its implementation (Hodas,
1993).
The dynamicity dimension is
considered as an essential component for
today‘s education systems to cope with
continuous
changes
in
information,
communication, technology, business and
different types of learners (Sabry and Barker,
2009). This also relates to the living system
paradigm and the gardening analogy

Abstract
The cloud computing model enables dynamic
on-demand
computing
and
promotes
sustainable ICT based services. However, it
requires careful and full understanding of the
technology, opportunities and challenges that
may be encountered. This paper discusses and
explores the notion of cloud computing in
general and education systems in particular.
It reviews literature, discusses and explores
different aspects of cloud computing as part
of a continuous research in the area of
dynamic and interactive education systems.
The paper compiles and investigates the main
benefits and components of cloud computing
for dynamic education systems. It concludes
with a reflection on the future of cloud
computing for education and future research.

Keywords: Dynamic education systems,
cloud computing, cloud services, cloud types

Introduction
The 3rd generation of information systems
(IS) did not only focus on integration, but also
focused on inter-relationships through
relating, linking data, information and
knowledge resources external to the enterprise
system to the internal data and processes
(Stead et al , 2000). Such dynamic
information systems enjoy several essential
properties compared with static systems.
Examples of these properties include (but not
limited to) faster access to information
(including real time data) and dealing with
large amount of information within a global
environment. Such systems increasingly
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described by Paul (1993), where the ability
for trimming, making alterations, and
continuous maintenance are essential. This
paper highlights the important characteristics
of cloud computing in relation to dynamic
education system. It investigates the potential
of ‗cloud computing‘ in general and its
application to higher education. It also
presents an argument and conversation about
rethinking the design of static education
systems through the incorporation of cloud
computing.

Google Docs, etc. (Guardian, 2010). SaaS is
considered the most popular and most
adopted service (FCW, 2011). This type of
cloud services gives organizations the
opportunity to access software applications
through the web browser and pay only for the
functionalities they use (FCW, 2011). 2.
Platform-as-a-Service (PaaS), is considered a
set of lower-level type of services, for
example, software development environments
(Guardian, 2010; FCW, 2011), for example:
Microsoft Windows Azure and Google App
Engine. (Guardian, 2010). 3. Infrastructureas-a-Service (IaaS), which is concerned with
servers (or virtual servers) that are used by
organisations on a pay-as- you-go basis. It
focuses on the infrastructure that supports
software applications (for example data
processing activities, storage backup/
recovery and networks) without having to buy
additional hardware or system software
(FCW, 2011). Amazon's Elastic Compute
Cloud (EC2) is an example of IaaS.
Generally, the boundary between IaaS and
PaaS is not that obvious (Guardian, 2010).

Cloud Computing Methods of
Deployment and Services
The adoption of cloud computing (CC) is
expected to represent a shift from managing
individual and scattered components to the
management of the final service delivered by
IT (iTWire, 2010). CC is not necessarily
considered as a new approach, but an
evolutionary rather than revolutionary
approach (RedHat, 2010). CC, according to
IBM (2009),
incorporates four main
approaches: Grid computing (where disparate
computers are linked to form large one,
harnessing unused resources);
Utility
computing (where charges are based on use,
similar to public utility such as electricity,
gas, etc.); On-demand resource provisioning
(Cloud computing stretches further, in terms
of
providing
on-demand
resource
provisioning , eliminating over-provisioning
and the need to do so to meet the demands of
large numbers of users); Thin clients (or
computer terminals that are reliant on servers
for software). In other words, CC have
incorporated several computer and technology
concepts, to form a more sophisticated model,
that builds on and progresses from already
existed computing approaches.
There are several services that are provided
by the clouds. Three main ones are: 1.
Software-as-a-Service (SaaS), a pre-baked
services that can be accessed through web
browser. Examples of SaaS are Google Mail,

Figure 1: Cloud Computing main Services

There are also four main methods of CC
deployment: one of which is Private cloud,
which is privately owned by the organization.
The risk of outsourcing data to a third party
leads some organizations to adopt this method
of deployment in order to gain some of the
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CC benefits. It is one of the most common
type of clouds used by US government
departments today, whether they are selfmanaged or through a third party, on-site or
off-site. This is due to the sensitivity and/or
criticality of information (FCW, 2011).
Another method is the Public cloud, which
provides the highest savings for organizations
(FCW, 2011) where the service is owned and
managed by the service provider (RedHat,
2010).
Amazon,
Google,
Microsoft,
SalesForce, etc. are examples of public
clouds, through which shared services are
available to all (Guardian, 2010). The third
method is the Community cloud, where the
cloud infrastructure is shared between
different users who share same interests from
different departments/agencies. This can be

managed by organisation or third party on-site
or off-site (FCW, 2011). The fourth method
of deployment is the Hybrid cloud, which
incorporates more than one type of clouds:
public, private and/or community clouds
(FCW, 2011; Guardian, 2010). Hybrid cloud
computing combines both private and public
clouds. For example, two or more clouds
existing in the one environment, one for
secure and sensitive information and the other
one for less sensitive/ critical information. An
example of this method is NASA where the
private cloud is used for research purposes
and the public cloud for sharing data with
partners and the public (FCW, 2011). Hybrid
cloud has the benefit of worlds, the private
and public (Infoworld, 2011). See figure 2.

Figure 2: Methods of Cloud Services Deployment

(IBM, 2010), CC can help educational
institutions to address challenges such as
resources consolidation, improved students
access; administrative efficiencies, etc.. IBM
(2010b) also adds that CC, through the
Internet, can provide and deliver advanced
software and educational contents, hardware
resources and services to learners and
teachers regardless of the location and
without the need for sophisticated IT skills.
CC can provide dynamic access to resources
and services that are needed by the
organization in order to perform different
functions (CCJ 2009). For example, UMass

General Advantages of CC
According to Educause review conducted in
December 2010, the top most important IT
issue that faces higher education institutions
is IT funding (Educause, 2011). According to
Gartner Group (2011), two of the main
challenges facing higher education CIOs are:
the improvement of their technological
infrastructure and enterprise systems cost
reduction.
Consequently, providing an
integrated IT solution, running IT as a service
with affordable and measurable costs are
important benefits of CC (CloudComputing,
2011). According to IBM Cloud Academy
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provided their students with opportunities to
prepare them for the future through a new
innovative class ‗Effective Decision Making
in the Age of Cloud Computing‘ teaching
learners useful skills that can benefit them in
the workplace, using the cloud technology, to
help learners share, collaborate and manage
their projects online (Simul8, 2011). Also, the
availability of affordable technologies is
essential. One example of technologies that
are considered useful for educational purposes
and makes good use of the cloud technology
is the Amazon‘s Kindle (eg Fire tablet
computer) with its cheap and affordable price
in comparison with existing tablets, and its
ability of accessing vast amount of content
including Kindle books, songs from Amazon
MP3, movies and TV shows from Amazon
Instant Video, Android apps and games, and
the ability to instantly download newspapers,
magazines and blogs using Wi-Fi (Yahoo,
2011).
Microsoft (2010) summarized the benefits of
CC in three words: cheaper, faster and
greener. Many organizations are gradually
seeking to adopt CC for its numerous
advantages, some of which are: Cost
reduction and flexibility. CC services enables
pay-as-you-go model, paying only for the
consumed computing power at a given time
according to the number of users (FCW,
2011). Deputy CIO of Applied Materials,
adds that it enables cost reduction and
mobility of workforce (Datamation, 2011c) as
information can be accessed from anywhere
and not restricted to a particular place (SYSCON Media, 2008), where services can be
paid in an incremental basis, saving money
for many organizations and offers more
flexibility than traditional methods (SYSCON Media, 2008). The cloud helps to
manipulate
capacity,
adding/reducing
capacity according to demand (BaseLine,
2011). The ability to scale it up or down in an
easy and fast manner make it an economical
model of choice (FCW, 2011). An important

issue to mention here, in terms of educational
research and software development, that CC
enables research projects that otherwise may
be impossible to achieve due to limited
resources. An example to mention here is
University of California at Berkeley‘s move
of a computer science course from Berkeley‘s
own infrastructure to the cloud, which helped
to acquire quickly a large number of servers
(in a few minutes) and release them when
finished (a few days later), a short-term surge
in demand for servers for students to do their
assignment (iNews, 2009).
Also, many
schools and education institutions are
increasingly using Microsoft‘s Live@edu CC
platform for communication and collaboration
(Microsoft, 2010; 2011a).
Another sought benefit of CC is providing a
simpler IT infrastructure and management,
one of the main drivers of US federal
agencies towards the cloud (FCW, 2011).
Outsourcing IT maintenance, is also
considered an important benefit of moving to
CC is outsourcing the maintenance of servers,
applications and escalation /de-escalation of
systems up or down on demand; accessing
data from anywhere at any time; etc.
(Guardian, 2010). IT departments no longer
need to worry about updating/ upgrading
software, hardware, etc. and more focus on
innovation. (SYS-CON Media, 2008). Higher
Storage capacity provided by the clouds
enables and allows for more data to be stored
in comparison with ordinary systems (SYSCON Media, 2008). Florida Virtual School,
which depends intensively on email
messaging to connect students and teachers
due to its virtual environment, have switched
to Microsoft Cloud to save approx U.S.$2
million over five years, to keep pace with
rapid growth at affordable reduced prices,
and free its IT staff to focus on better support
to school needs (Microsoft, 2011b).
Also, fast access to data and applications is
an important reason for adopting the clouds.
According to a research conducted by Grail
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Research (2011), accessibility was found to
be at the top of the list of drivers for CC
adoption, as it promotes dynamic business
environments
that
are
essentially
characterised for ‗anytime, anyplace and
anything
availability‘
of
data
and
applications. This was also emphasized by
IBM (2010b) in terms of raising computing
resource accessibility for students as well as
increasing data availability and research
material. IBM added that CC can also help
different departments and campuses to
eliminate information silos to deliver a more
cohesive and comprehensive education.
Standardizing applications and processes and
reducing the software version control burden
are also advantages of CC in terms of
education administration perspective (IBM,
2010b).

(BaseLine, 2011). According to research
conducted by Grail Research (2011), some
cloud customers believe that better security
can be provided by cloud vendors in
comparison
with
in-house
security
infrastructure, particularly that more and more
regulatory requirements are imposed on
businesses in relation to data protection.
According to Danseglio (2010), cloud-based
security solutions could have the advantages
of more portability, more rigorously managed
and difficult to compromise compared with
in-house solutions. It will help reducing risks
of possible security exploitation, better data
security and security compliance (Howarth,
2010). Also, Oracle developed the ‗Oracle
Elastic Cloud‘ engineered system that is
claimed to provide enterprises with secure
and mission-critical private cloud (Oracle,
2011a).
The possibility of outages and reliability
issues are also some possible concerns.
Amazon cloud computing system suffered
service outage on 18th April 2011 that lasted
several hours, up to 10 hours in some cases
(Datamation, 2011a). Previously, Microsoft,
Google, Rackspace, suffered services outage
(NetworkWorld,
2011)
whether
for
infrastructure upgrade, power, network
problem, human error,
etc. One
recommended solution is to be prepared,
having a contingency plan that is well tested
for possible and unexpected outages that may
occur at any time (Datamation, 2011b).
Oracle Corporation stressed that the key to
success is performance and reliability of the
infrastructure. Oracle developed the ‗Oracle
Elastic Cloud‘ system that provides
enterprises with secure and mission-critical
private cloud that is capable of providing
virtually unlimited scale and highly
competitive performance that is easily
managed (Oracle, 2011a).
Misuse and illegal use of CC can be an issue.
According to the Cloud Security Alliance‘s
report, the top cloud security threats (IMO,

General Challenges and Obstacles to
CC Adoption
There are several concerns that may present
certain obstacles in terms of CC adoption.
These can be for example, security and
privacy concerns (eg. Microsoft, 2010; ACM
Queue, 2009; Boroujerdi and Nazem, 2009;
Mirzaei, 2008; Buyya et al, 2008; Eucause,
2011). Education institutions, as other
organisations, hold confidential information
and private data and therefore, cloud
computing may appear to be a risky solution
(Microsoft, 2010). According to Educause
review conducted in December 2010, one of
the top IT issue that faces higher education
institutions is security (Educause, 2011).
Further, according to surveys conducted on
US government departments and agencies in
2010 (FCW, 2011), some critical security
concerns were for example related to potential
loss/leakage of data/information, national
security interests, management of identity
authentication/ credentials, privacy of citizens
related issues, general privacy and integrity in
the cloud, etc. However, some argue that data
is more secure in the cloud than in-site
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2010) include issues such as the lack of
checks and control exercised by some
Infrastructure-as-a-Service (IaaS) providers
on the users who sign up for their services.
This may result in misuse of services such as
spamming, malicious and illegal activities.
Further, some interface related problems can
present some concerns. Some of the software
interfaces provided to users to interact with
are insecure which may result in security
related problems (IMO, 2010). Other issues
can be the threat posed by insiders, similar to
threats posed by employees at any
organization, the same apply to cloud
computing services (CCS) providers‘
employees, in terms for example of level of
access, monitoring, policies compliance, etc.
(IMO, 2010). User Account Vulnerability
may also represents a high risk as it involves
attacks on users accounts (eg access to
credentials, transactions, etc) which may
occur through activities such as phishing,
exploitation of software vulnerability areas,
etc. (IMO, 2010). Unknown possible risks
such as handing over key responsibilities such
as security procedures, policies, monitors and
controls to CCS providers, may result to
unknown non-compliance or risks -out of
sight, out of mind (IMO, 2010).
Flaws resulting from shared technologies can
also present some threats. CCS are provided
in a sharable and scalable manner. This may
result in flaws in terms for example, allowing
the user to obtain inappropriate levels of
control that may impact other users sharing a
particular platform (IMO, 2010). Loss of Data
may also be compromised in a way or another
in terms of, authentication, authorization,
operational failures, etc. (IMO, 2010). Data
Transfer bottlenecks and Software Licensing
also may represent some obstacles to CC
implementation and adoption, due to large
amounts of data transfer which may add-up
and incur high cost as well as software
licensing structure (Armbrust et al, 2009).

There are several essential elements that need
to be taken into account when moving to CC.
For example, Microsoft (2010) described
some steps such as: 1. Justification for
moving to the cloud; 2. Budgeting; 3.
Integration of the cloud services. Similarly,
BaseLine (2011) highlighted some steps to be
taken into consideration: 1. Understanding of
the cloud, in terms of performance, security,
support provided and monitoring of
performance. Planning is an important
activity, whether through phasing the move
gradually, adjusting as necessary along the
way, etc.. 2. Establishing the process for
responding to the highs and lows and making
decisions without delay. 3. Understanding of
the different regulations impact on decision
making, for example local regulations (for
example privacy regulations) where the
business is, where the cloud provider is,
where customers are, etc. 4. Skills required
for managing the cloud applications,
bandwidth related requirements to ensure
appropriate network speed is provided, etc. 5.
Some attention is still also required on-site
including for example desktop and network
configuration;
security,
firewalls
and
hardware management, etc.
Cisco® Internet Business Solutions Group
(IBSG) suggested also a readiness model
(Cook, 2010), that consists of essential steps
to guide organisations that are seeking to
adopt the CC. These include: 1. Optimising
the organisation‘s current IT environment, as
a preparation activity, taking essential steps
towards standardization, visualisation, and
better utilization of existing IT resources,
meaning providing an internal set of cloud
services and enabling the incorporation of
external services. 2. Identifying the cloud
services opportunities, as an evaluation
activity, based on organisation needs and
ability to adopt/ move to the cloud. 3.
Communicating with the organisation‘s units
about cloud services, roadmap and process, a
communication and interaction activities, for

Success of CC Implementation
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setting the scene, establishing clear processes,
involvements
and
collaboration.
4.
Experimenting, in terms of piloting and
testing the services to establish any issues or
concerns that may arise. 5. Designating a
cross-functional
team
for
continuous
monitoring: this stage is concerned with
monitoring and the identification and

discovery of possible concerns and challenges
that may be experienced before embarking on
the production environment. 6. Iterating and
refining step, completing the 5th step in order
to refine the operating model and provide any
necessary modification.
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practices (including, but not limited to:
virtualisation,
grid
computing,
utility
computing, on-demand self service and thin
client).
The diagram below shows some of the main
identified advantages sought by CC
implementation. These include (but not
limited to) less cost, higher efficiency, higher
storage capacity, greener, more flexibility and
elasticity, faster access to data and
applications, outsourcing maintenance, higher
agility and sustainability. See figure 3.

Conclusion
This paper explored and highlighted the
notion of CC and its implications. It listed
some possible advantages of CC as well as
challenges and concerns. Based on the above
literature, this paper advocates CC as a wider
and
more
comprehensive
computing
paradigm that incorporates and combines
three main concepts: 1. dynamic education
systems principles (eg scalability, agility,
flexibility, adaptivity, etc.); 2. Education
effectiveness and efficiency factors; 3.
Contemporary and best technological

Figure 3: Benefits of CC

On the other hand, some challenges and
obstacles to CC implementation have been
highlighted. These included: security and
governance issues; flaws resulting from
shared technologies;
loss of data; user
account vulnerability; misuse and illegal use
of CC;
interface related problems and
unknown risks. There are several identified
points that might assist and prepare
educational institutions for successful CC

implementation. These are (but not limited
to): developing a more global way of thinking
that is more comprehensive and cohesive;
developing better understanding of the cloud
technologies and its properties; careful
planning based on clear objectives; risk
assessment and evaluation; choice of
providers; and following best practices. See
figure 4.
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Figure 4: Key Considerations when moving to the Clouds

Cloud computing is a dynamic model of
computing that has already taken pace.
Despite its infancy and not yet being
considered by many educational institutions,
it is set and expected to dominate and/or
replace many other platforms and expected to
play a major role in government IT in the next
5 years (FCW, 2011). Security and privacy
are considered major concerns/ barriers.
However, taking appropriate measures in
combating such threats will help push more
adoption of the technology, through for
example the use of hybrid approaches,
establishing
standards,
certification,
technology and architecture enhancements,
etc. (FCW, 2011).
The review outlined in this paper is an
attempt for better understanding of the new
era of ICT and the use of the Internet and the
Web and hopes to open discussions and
thoughts that lead to improvements in the

design of educational information systems
towards a more dynamic, interactive and
affordable systems. This paper presented s a
review of literature and exploration of the
possible potential of cloud computing. It
looked at the advantages as well as
challenges/ concerns of embarking on CC. It
was not intended in any way to put forward an
in-depth technical argument, but rather aimed
to explore and look at the main concepts and
logical arguments related to the cloud
technology. Future work will include the
investigation of the potential of ‗cloud
computing‘ for different types of educational
institutions, including comments/feedback
from stakeholders who are directly/indirectly
affected by the use of CC. Future work will
also include the examination of different
applications of CC and different educational
practices that best support education
institutions globally.
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group, that are sharing an e-Learning system,
where each one has his own individual
capabilities, interests and needs, poses a
challenge to designers of e-Learning systems
to satisfy heterogeneous needs by using
sophisticated
User
Interfaces.
These
challenges of designing e-Learning systems
serve a specific set of user characteristics, in
which the system delivers its components and
interface according to the different
requirements. Hence, we have designed and
developed some e-Learning systems in these
last years, during our research study we have
explored the collected data that represent the
implications and variability of designing eLearning user centered systems. The design
and construction processes of e-Learning
systems are responsible of facilitating their
use to students in a simple, effective and
exciting way. So that, the learning procedure
provides a positive experience to students,
and make them earn a positive learning
experience.
The User-Centered Design (UCD) (Gould,
1983) (Norman, 1986) is a design philosophy
and a process in where the needs,
requirements and limitations of the user of the
product are the focus of each stage of the
design process. Involving the user in each
phase of the development process, ensures
that the final product meets his needs and
characteristics, and therefore, the developedLearning
systems,
provide
users
(students/teachers) a positive learning and

Abstract
In this paper, the User-Centered Design and
Learner-Centered Design philosophies will be
reviewed. Merging both philosophies to a new
philosophy is proposed, to cover the whole eLearning system by its users (student and/or
teacher), teaching techniques and the
materials presentation. First, we start with an
introduction to comprehend the problem.
Second, we present the User-Centered
Design;
Learner-Centered
Design
is
introduced next. A new philosophy
Student/Teacher-Centered Design with some
more specified needs, tools, methods and
services to be covered. And finally, we end
with some conclusions as an analysis of this
paper.

Keywords: User-centered Design, Learner
Centered Design, E-Learning systems,
Human-Computer Interaction, Educational
Systems Design

Introduction
According to several studies in the last years
(Fardoun, 2011), the use of e-Learning
systems has increased and has become more
accessible in educational environments, where
the difficulty of designing effective eLearning systems emerges as a challenge to
both educational and software design
communities. The diversity of users within a
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teaching experience. In addition, it ensures
that students and teachers do not need to
acquire new skills to use the new learning
environment. This is essential, because both
positive
learning
experiences
and
maximization of the acquired skills are
fundamental aspects of lifelong learning and
teaching.
Through this paper the application of a
centered design based on the teacher and
student in developing an e-Learning system
will be described. One of its aims is to show
that using Learner-Centered Design together
with Teacher-Centered Design in an eLearning environment can induce a centered
design system based on the student and
teacher. This will create what we named
Student/Teacher-Centered Design (STCD),
along with new teaching techniques in the
classroom CAT (Fardoun, 2011) ensuring the
quality of the developed techniques and
permitting the acquisition of positive learning
experience. We think that learning contents
and teaching techniques are the most
important elements in any e-Learning system.
During the design of the system interface it
must be kept in mind that the teacher should
capture the real usage of the e-Learning
system by students. This will provide the
teacher with data that describes the interaction
between students and the system, thus to
some extent the above mentioned learning
experience could be measured. So, the
integration of the learning techniques as a part
of the e-Learning systems will not be
complete unless a STCD approach is taken on
board. By applying STCD, we provide the
sufficient tools to meet the challenging
demands that shall take place during the
STCD Process.

systems has a positive impact, thus it makes
them meet the user and organization needs
which make the system more usable. UCD is
a philosophy based on a set of strategies that
has a wide definition, describing how the final
users play an important role in the design
process. There are so many different ways in
which users are involved in the design
process; one of it is by studying the user¡¥s
need during the process of requirements
meeting, in order to create the desired system.
In 1980s, the research group of Donald
Norman, University of California at San
Diego, the User-Centered Design term and
philosophy was been invented and became
widely used after the co-edited book focused
on User-System Design: New Perspectives on
Human
Rights-Computer
Interaction
(Norman, 1986).
These recommendations place the user at the
center of the design. The role of the designer
is to facilitate the task for the user and to
make sure that the user is able to make use of
the product as intended and with a minimum
effort to learn how to handle it. Requiring
from designers that their products should be
intuitive is not enough; where more design
principles are needed to guide the design.
User-Centered systems motivate users to learn
more, it increases their productivity and
improve the work quality as well as users
satisfaction. Gould and Lewis (Gould &
Lewis, 1983) suggested three principles of
systems design which must be followed to
produce a useful and easy User-Centered
Design systems (Figure 1):
 Early Focus on users and tasks - UserCentered Design: from the beginning
it focuses on the users and his tasks in
order to have clear understanding of
its requirements. This is done by
studying, from one side, users
cognitive, behavioral, anthropometric,
and personal characteristics; and from
the other side, the nature of work to be
fulfilled.

User-Centered Design
Interactive systems will be improved when
the User-Centered Design (UCD) process is
adopted (Gulliksen, 2001; Berns, 2004).
Where applying this process in interactive
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Empirical Measurement - Participative
design: with users being members of
the design team. Their performance
and reactions can be observed,
recorded and analyzed while testing of
usability in pilot trails, simulations



and comprehensive evaluations of
prototypes.
Iterative design: regular cycle of
designing, testing and measuring until
the results satisfy the usability
specifications

Figure 1.The three principles of System Design to create User-Centered Design System

As we have observed and identified, the UCD
approach involves users in the system design
and evaluation in order to obtain the
feedback. Therefore, it creates tools that are
easier to understand and use, and thus it
improves the user satisfaction while dealing
with the tool. By applying UCD to e-Learning
systems, we can ensure that the system
provides what it was initially conceived for,
and at the same time, important results will be
obtained by the LCD which is a measure of
how the design should be done in order to
guarantee a good learning experience. By
applying the UCD design activities to LCD,
we start with the Specification of the context
of use: identify the users of the e-Learning
system and under what conditions they will
use it. Requirement specification: identify
student‗s needs, goals and organizational
requirements. Creation and development of

design solutions: these designs take into
account the information gathered in the two
previous activities; and finally Design
evaluation: designs are evaluated taking into
account users, requirements and the context of
use. LCD design is a special type of UCD in
which iterative design and evaluation method
is used to guide the development and
refinement of the interface and learning
activities. As discussed by Soloway and
Guzdial (Soloway&Guzdial, 1994), a learnercentered approach must focus on the students
and their tasks (to learn), and use the
technology as an assistive tool.
Learner-Centered Design
Creating an e-Learning system is not simply
as taking lectures, materials and putting them
on the Web or any other desktop application.
Successful e-Learning systems requires
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understanding learner needs, paying attention
to research-based LCD principles, and
building an electronic environment that
provides its users with a timely feedback, rich
information, meaningful conversations, and
learning-by-doing method. Learner-centered
design is an evolving design approach for
designing tools that support learners trying to
be engaged in and understand complex work
practices in which they are new. LCD focuses
on developing tools that incorporate supportto-support the learners in viewing and doing
complex, unknown work. LCD also
recognizes the diversity of learners and
teaching styles: topics and problems need to
be selected to promote interest in the task at
hand, and motivate the user for further
inquiry, independent of the technology.
Following this investigation work, from user
to learner, we discover that a critical role is
not identified in the process, the ―teacher‖;
however, while designing and developing eLearning systems, we observed that both the
teacher and the learner roles are critical and of
the same importance, thus we continue
working till creating the Student/TeacherCentered Design (STCD) philosophy.

ways to help students search through an
information space to identify high-quality,
useful and relevant information. In the other
side, the teacher as a supervisor identifies and
plans student‘s studies and materials, while
the teacher as a developer creates the students
lessons as it corresponds to their necessities.
For each role, we proposed a set of techniques
for reducing cognitive complexity for tasks
that fit the role is proposed.
While designing the learning-support tool we
find that UCD and LCD principles and
approaches were designed to employ fall
short in addressing many design issues that
are common in learning situations for both
students and teachers. How should designers
create interactive user interfaces, that
provides teachers instant feedback and robust
understanding of subject matter knowledge,
construction of new knowledge, and higherorder thinking skills, while also improve
lifelong inquiry? Traditional UCD task
analytic methodologies (For example, GOMS
analysis (Abowd, 1997)) work well when a
task or domain is well-specified. In the case
of learning, we observed that the goals not
only differ across students (both students and
teachers) who have different intentions, but
also across content domains and pedagogical
approaches. In our Student/Teacher-Centered
Design system we recognize that users have
changing needs and abilities and user
interfaces need to support these changes in the
process.
Students often need more guidance at the
beginning of instruction, but these supports
need to change interactively as the student
builds competencies and new expertise. Our
STCD recognizes the need to balance the
amount of help provided to users while
encouraging users to become more
independent in their learning. STCD also
recognizes the diversity of students and
teaching styles: topics and problems need to
be selected to promote interest in the task at

Student/Teacher-Centered Design
The
Student/Teacher-Centered
Design
philosophy is the design approach for
designing e-Learning system we propose. It
presents a set of design principles aimed at
reducing the cognitive complexity of learning
how to perform a task through the redesign of
the task itself. Once we determined the root
causes of complexity, we apply the relevant
STCD principles ensure that the student and
teacher encounter as little confusion as
possible. In this STCD, we propose several
models of students and teachers, classified by
the goal of the learning process at hand. For
example, the student as categorizer model
considers ways to help students filter and
categorize large amounts of information,
while the student as searcher model suggests
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hand, and motivate further inquiry
independent of the technology.
Understanding STCD lead to discover what
capabilities and activities are needed to
support rich, engaging learning. Teacher day
a day acquire more experience about effective
e-Learning course designs and delivery
modes, and review examples of current
interfaces. So nowadays, with all the provided
technologies used make teachers need and
want the opportunity to create their own eLearning system and design it as having the
whole system control. Making their students
participate in individual and group activities
to better understand their lessons, make
teachers apply learn theories and models
behind effective e-Learning methodologies,
receive group feedback and finally learn to
create their own e-Learning platform designs
by reviewing learner-centered design
principles for e-Learning till they can create
their own e-Learning systems.

While designing the software environment,
we notice that there are three top-level issues
that must be addressed; our suggestion is that
the desired system we want to create must
permit us to put the student and teacher at the
center, see Figure 2. We describe
Student/Teacher-Centered
Design
by
considering three principal aspects: the
audience design perspective which presents
the needs of both teacher and student, the
central design problem which presents the
used tools (USIXML, IDEALXML, etc.) to
develop the appropriate teaching and learning
environment, and the underlying theory
design perspective to address the design
methods that allow the planning and iterations
for teachers in the students training. For each
aspect, we will give a brief description of how
this STCD take into account these aspects by
extending the UCD and LCD description to
present an approachable and more structured
STCD philosophy.

Figure 2.NEEDS, METHODS, TOOLS of Student/Teacher-Centered Design Philosophy

diversity is a key issue due to differences in
gender, learning styles, etc., so for taking into
consideration the growth of the student while
designing the tool, students should gain work
experience. Students, as teachers, should be

Student/Teacher-Centered Design Needs
The audience of students in STCD has little
and incorrect work experience and indecisive
motivation to participate in the work. Student
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able to easily interact with the educational
contents, learning environment and focus on
acquiring knowledge and skills provided in
training. Therefore, our main objective was to
identify e-Learning design solutions to reduce
user frustration and increase the usability,
learning/teaching and satisfaction. We
discover that the concept of the student and
teacher experience is so wide even that it is
directly related to usability and satisfaction.
In designing usable e-Learning systems we
found that it is interesting and necessary the
consideration of three dimensions: the user
(student and teacher), the contents and the
environment. The user or the student/teacher
includes the identification of users and
discovering their needs and characteristics.
The dimension of the educational content
includes the identification of design
guidelines, techniques and requirements to be
followed and the different aspects related to
the separation of content and content
displaying. The dimension of the learning
environment takes into account the
identification of the requirements and
characteristics of the learning environment,
task analysis and interaction design. These
three dimensions help in providing a complete
view of the treated point while developing an
e-Learning system student/teacher-centered
process. Thus, as a conclusion of our study of
e-Learning systems and the importance of
setting the students and teachers at the center
of the design, we decided to address the
following issues:
 Understanding is the Goal: The
content material, teachers manage,
must be presented in a way that
students can learn it easily and at the
same time be controlled by the
teacher. How can our e-Learning
system support the content and present
it correctly?
 Motivation is the Basis: Students must
be motivated to learn, that is done
when collaboration exists between





students and teachers by applying the
appropriate teaching techniques and
methods: students have a strong
tendency to delay resolving labors
when confronted with a task for which
they are unprepared. Our systems
resolve the problem and answer the
question of: How can the teaching
techniques and software play a role in
supporting the student‘s wavering
motivation?
Collaborative
and
Cooperative
Learning: Classrooms students are
composed of individuals from a
diverse set of backgrounds, with a
diverse set of levels, skills and
abilities. At the same time it does not
afford teachers a complete control of
students work to analyze and
understand their needs. How can our
proposed e-Learning system be ―one
size fits all‖?
Interactive, Adaptable and present
Feedback: the systems must be
interactive and adaptable to the user
needs and present the teacher a
feedback, also it must present a user
interface adaptable to the environment
where the platform of the device
where the application is installed.
Which approach will be used so the
system can adapt to the environment
in which it is used?

In order to teach students the action that they
can realize the system identifies formative
evaluation methods that can help teachers to
assess the degree to which students
understand the course contents and they can
provide them with information about the
effectiveness of their teaching methods. We
modify the traditional software design cycle
phases: task/work analysis, requirements
specification, design and evaluation; to
develop specific methods within each phase
for student/teacher-centered design. The task
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analysis: How designers study the task
practice explicit knowledge, to fully
understand. Students use the e-Learning
system to learn by using the new classroom
activities through the tool, and as we
mentioned
before
―Students
are
heterogeneous‖, so teachers need to consider
the diversity in background, development and
learning styles so students can face the
obstacles in understanding the work domain
that could lower their motivation while
performing their task. For that an adaptable
tool should be provided to manage those tasks
of the work domain.

consideration which is the way in which the
user will be taught by using this tool. This
depends on the teaching techniques and the
correct elements used to cover these
techniques and at the same time being
presented as STCD process lay down.
The user interface development still remains
difficult and time consuming when using
language-based or interactive graphical
specification tools because they support the
specification of either the dynamic behavior
or the layout in an easy way, but mostly not
both parts at one time. Current user interface
tools support only the development phase of
the user interface life cycle, and the
abstractions they provide have only a distant
connection to the results of a user-task
analysis. The model-based user interface
development approach and its supporting
tools is an emerging technology to remedy
these shortcomings of current technology
through a comprehensive support of the
whole life-cycle, and a Student/Teachercentered
design
methodology
with
corresponding environments. Furthermore,
Olsen et al., (Olsen, 1993) suggest the
automatic user interface generation is an
essential part of future user interface
development environments like Model-Based
User Interface Development Environments Mb-UIDEs.

Student/Teacher-Centered Design Tools
Once we have identified which type of
student and teacher needs we want to cover, it
is time to study the process to design and
develop the tool which will help both the
teacher and student to develop their
educational activities in a better way. Both
students and teachers expect advanced
interactive applications to be easy-to-use and
easy-to-learn. Today, students expect to be
able to sit down and use software without
spending their time reading manuals.
There are so many tools developed to be used
in online teaching (Fardoun, 2011), but their
design is just for students or teachers, we
pretend to take under consideration both
simultaneously.
There are two main steps while designing the
tool. First, we have to build an environment
for the teacher where he can carry out his
actions in creating the material and planning
the course or the subject to teach. On the
other hand, we have the student, where in the
previous section we identified his needs; the
tool to use here must overlay all these needs,
so he would not feel that there are so many
changes to which he is usually used to do in
traditional classrooms.
The tool designed by considering the LCD
philosophy is not enough, there is still
something important to take under

Student/Teacher-Centered Design Methods
Briefly, the methods of learner-centered
design build on and expand user-centered
design (Jackson, 1998; Wallace, 1998). And
the methods of Student/Teacher-Centered
Design expand both, task analysis is expanded
to include three types of analysis: learning
analysis which investigates what should be
learned through the use of the software and
what is known about learning those things in
the given domain; task analysis of the task/s
as done by a prototypical user; and teaching
analysis which investigates contexts and
practices of teaching which surround learning
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with this software. So applying these analyses
we propose these key questions:
 What do we want students to learn
through the use of this software?
 How the teacher would engage in the
activities or use the knowledge we
want students to learn?
 How can a teacher teach students to
learn these things through the use of
the software?
 On which type of platforms or
environments the software will be
installed so students and teachers can
use it?

or are able to identify, find, evaluate,
organize, communicate and use the
information effectively, both for solving
problems and for lifelong learning (ASSL,
2010). Therefore in the carried out research,
we approach students tasks in order to
improve the services used to access and use
the information needed for achieving the
learning goals. Previously, we introduced the
strategies we adapt to create the e-Learning
system by applying student/teacher-centered
design. Starting with the Domain, we identify
what components should be considered when
an e-Learning system is developed. Over the
past decades, large and small organizations
have implemented a variety of e-Learning
system components, by using either
proprietary and/or home-grown solutions to
serve their individual and diverse learning
needs.
The education techniques that we adapt are
the classroom assessment techniques (CAT),
presented at (Fardoun, 2011), which are
formative evaluation methods that provide
two purposes to the teacher. First, they can
help in assessing the level of the students in
understanding the contents for the taught
subject. Second, they provide information on
the effectiveness of the teaching methods.
Notice most CAT techniques are designed to
be easy and quick to use and each of these
techniques provides different information to
the teacher. Therefore, the advantages of eLearning systems for the necessary teaching
support, should not introduce new challenges
regarding their use. As a result of the
continued use and proper implementation of
CATs, the teacher can achieve the following
advantages:
 Instant feedback.
 Useful information about what
students have learned without having
the required time for test preparation,
reading documents, etc.

These analyses need to be intertwined and
recursive, with decisions about software
feeding into the teacher analysis, and that
feeding back to design decisions.
User objects are expanded to include objects
for learning and teaching. CAT methods, for
example, may be included as a learning object
and a teaching object. (For more detailed
discussion of CAT methods, (Fardoun, 2011).
As
aforementioned,
Student/TeacherCentered Design is based on the UserCentered Design and Learner-Centered
Design philosophies processes. Keeping in
mind the student context and the needed
application, our focus is the creation of eLearning systems for educational use at
classrooms by applying collaborative and
cooperative learning techniques, from these
techniques we identified a sum of needed
tasks to be used by the teacher and the
student. The system we propose is an
integrated e-Learning environment which
includes all the needed and required services
and tasks.
The e-Learning system becomes a common
space where students develop information
behavior; so they can execute a set of
activities, such as the identification of needs,
the research for, use and transfer of
information (Wilson, 2000). And it is in this
learning environment where students acquire
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considerations. The objectives to achieve
must be realistic, adapted to the delivered
agenda and the education level, intellectual
and especially student motivation to each
subject. It is also necessary to adequately
prepare teaching materials and approaches
with which students are related to the
material, i.e. the way they work (mainly by
forming groups of students), the way in which
to perform distribution of tasks between
students, etc. In general, CATs make teacher
and students work differently to traditional,
students usually work, not only individually,
but in groups acquiring professional skills by
a natural (spontaneous) way.
From the CATs presented in (Fardoun, 2011)
we identify some common number of
activities to be done by the teachers and
students (see Table 1).

Discovering students with problems,
who have troubles in understanding, in
a controlled time.
Promote good working relationships
among students, encouraging them
understand that teaching and learning
are on-going processes that require
full participation.

The use of CATs make the student: improve
and be aware of his evaluation in the learning
process, a decrease in feelings of isolation and
powerlessness,
especially
in
larger
classrooms, increased understanding and
ability to think critically about course
contents, an increase in long-term retention of
content and skills presented and a verification
of the professor interest and his concern in
acquiring the presented contents to the
student. To achieve these results it is
important to follow another set of

Table 1. Classroom Assessment Techniques common activities

For these techniques we identify a number of
elements that can be used as atomic (core
tasks) tasks or interaction elements with
which we can specify and use educational
activities to allow work between teacher and
students. In Table 2 we have presented some
of the interface elements and facilities usually
found in educational applications and that are
used by the teachers or students. We wish to

emphasize that the mainly offered view in this
work is restricted to the activities of the
teacher and the issues which may need to
specify the educational activities that students
want to use in the classroom. Using these
elements the teacher regains control over their
activities and how they work, he has the
opportunity to see (check) the software as an
ally, so he controls the teaching and learning
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environment. To identify the characteristic
elements contained in an e-Learning system,
as listed in Table2, we have relied on our own
experience using related software as Moodle
or WebCT and in proposals such as those in
PLE (PLE) or AulaNet (Fuks, 1999). The
initial set of elements considered and shown
here is a simplified version of those actually
identified and will be presented in future
papers; the intention is to try to give an
overview of the pursued objectives.

Finally, we emphasized before starting that
the tasks that allow the activity of the teacher
in an educational application is divided into
three mainly groups. We must take into
account that the activity between teachers and
students will be supported by computers, the
three purposes the teacher needs are:
coordination,
communication
and
cooperation.

Table 2.Classification of common elements in an e-Learning system according to our purpose
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Current user interface tools support only the
development phase of the user interface life
cycle, and the abstractions they provide have
only a distant connection to the results of a
user-task analysis. The model-based user
interface development approach and its
supporting tools is an emerging technology to
remedy these shortcomings of current
technology through a comprehensive support
of
the
whole
life-cycle,
and
a
Student/Teacher-Centered
Design
methodology
with
corresponding
environments. Furthermore, Olsen et al,
(Olsen, 1993) suggests the automatic user
interface generation is an essential part of
future
user
interface
development
environments Model-Based User Interface
Development Environments - Mb-UIDEs. In
the next chapter will discuss the contribution
of the model-based approach and all its
aspects from the user interface design until its
representation by using declarative models
alongside to the Instructional System
Development Environments ISDE, this
paradigm offers a number of key benefits:
user centered development cycle, centralized
user interface specification, instructional
system development, comprehensive design
time tools for interactive and automated
development, re-use of user interface designs,
and use of explicitly represented design
knowledge.

Conclusion
Designing and evaluating an STCD process
has been an exciting and informative
challenge. The student educational content
and teaching techniques all have been
important factors in shaping in our design.
Perhaps more crucial has been the study and
the focus on the students and teacher‗s needs,
tools and methods where students and
teachers were involved in the design process.
Through iterative and Student/TeacherCentered Design and evaluation, we gain
valuable information about designing eLearning systems. STCD is a long-established
goal in interface development; tools support
for user-centered interface design in an
integrated environment has lagged behind and
currently is not available. One reason for this
problem is that designing the user interfaces
requires relating, from one side, abstract
concepts, such as user tasks, and on the other
hand, relating concrete interface elements,
such as the widgets in a dialog box. Current
tools for interface development do not support
that process, and tend to focus on widget
layout. The question of what part of a user
task is accomplished via a given interface
component is answerable only in the
designer's mind. In this thesis, we introduce a
methodology, a development environment
that uses declarative interface models as
conceptual design units. These units allow the
construction of interfaces by defining and
relating user tasks and domain objects to
presentation and dialog interface components.
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Making Academic Writing Classes Better with Google Docs
Aeric Wong
Ariel Sorensen
Kwansei Gakuin University, Japan

It is becoming increasingly common for
classrooms, particularly classrooms in higher
education institutions, to be equipped with
enough computers for each student in a class.
The authors of this paper teach academic
writing and communication classes for first
and second year Japanese university students
of English. The students are mainly novice
mid to intermediate low levels on the current
ACTFL scale (2012 version) for both
speaking and writing. While the authors
acknowledge that not all classrooms are
similarly equipped, this paper assumes that
the classrooms of the reader are equipped
with computers sufficient for each student.
In the previous writing classes, the students
were required to write essays, blogs and other
productive writing samples with the ultimate
aim of improving their overall writing quality
by the end of the course. Most of the written
work should be saved, printed in hard-copy
and handed in to be assessed by the teacher.
By using Google Docs, it is at the teacher‘s
discretion whether to collect hard copies of
assignments or not.

Abstract
The basic question is, ―How can we improve
Academic Writing classes?‖. The presenters
will attempt to answer this question by
addressing several administrative and
learning issues experienced in an English
language learning environment in a Japanese
university.
Administrative issues include reducing, if not
eliminating completely, the problem of ―I
forgot to bring my homework‖, and
facilitating a simpler and more effective way
of exchanging information in collaborative
work.
Of course, by shifting the focus from
individually-authored work to more groupcentered projects, a new set of problems
arise. The presenters will illustrate how to
overcome problems such as multiple
redundant copies, working together despite
not being in the same room, and multiple
contributors working simultaneously on one
document.
Finally, the presenters will also examine how
to
fairly
and
accurately
assess
collaboratively-written work by looking at
revision histories to determine who did what
and when.

Why Focus on Collaborative Work
in a Writing Course?
Traditionally, writing classes focused on
individually-authored pieces of work and
while this is the typical style of writing
classes, research has shown that a group
writing approach can lead to an overall higher
quality of written work. Most notably,
DiCamilla and Anton (1997) conducted a
discourse analysis of students collaborating
on a writing assignment and the results

Keywords: : Academic writing, CALL,
Google Docs

Introduction
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showed the benefits of co-constructed,
scaffolded support and guidance through peer
dialogue.
It can be seen that collaboration allows groups
of students to draw upon the strengths of their
members and pool their linguistic resources.
Studies by Donato (1994), Ohta (2000),
Storch (2002), and Swain (2000) show
evidence that the collective scaffolding results
in learners working at a higher level of
activity than when working alone. The end
product is almost always better than what
could be produced by any one student
individually. Similarly, Strauss (2001) argues
that group work helps prepare learners for the
kinds of tasks they will have to undertake
once they enter the workforce. This is further
compounded by a study by Ede & Lunsford
(1990) which showed that 87% of 700
working professionals worked in a group as a
member of a team.
As the students involved are English language
learners, collaborative work has the added
benefit of providing more opportunities to
improve their fluency and accuracy if they
have difficulty in expressing themselves in
English. Clearly, providing more chances to
collaborate with their peers has value for the
students both as language learners and in
lifelong learning.

document to each other via email or USB
flash drives. However, this always involves
the group members updating the document
and remembering to send the most recent
copy. More often than not, there are several
versions of one document, most of which are
out of date and therefore redundant.
Additionally, students may lose, break or
forget to bring their flash drives causing
further delays in the group writing process.

Making Writing Classes Better
Technology plays an increasingly integrated
role in our daily lives that include the way we
interact with others, how we consume media,
and the manner in which we learn.
Traditionally, written work was collected on
paper. By shifting to a more computercentered approach in the writing process,
particularly a group-writing process, the
inclusion of other forms of media can enrich
the research and dissemination of information
to others in the group.
By incorporating a media-enhanced and more
social aspect in their writing classes, the
presenters hope to not only teach students
how to reliably produce written passages, but
to also teach students how to be better
learners in the 21st century. This allows the
educators to create better, more relevant
teaching materials that are easier to
implement. Essentially, this means making
the teacher‘s job easier.
Whilst the focus of this study is to enhance
and improve writing classes, the authors will
also show how Task-based Learning can be
achieved through a closer integration with a
Communication class using Google Docs and
their group-written work.

Classroom Management Problems
Some of the problems with these
requirements are that students often forget
their USB flash drives or printed work, and
sometimes students have finished their written
work, but then miss class due to illness or
other reasons thereby submitting late work.
For the teacher, incorporating more group
work in a curriculum has the added benefit of
lessening the amount of grading that has to be
done. From a classroom management
perspective, more group work also means that
members within any given group must be able
to share information effectively. That usually
means that students must send the group

More Group Work Using Google
Docs
The incorporation of more group work into a
writing course helps alleviate some problems
yet creates new ones as well. The authors will
attempt to address how these new problems
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were overcome over the course of an
academic semester.

familiar Microsoft Office suite. Most, if not
all academic institutions have the Microsoft
Office suite installed on their computers and
most students will already know their way
around the software but getting the same
collaborative functionality as Google Docs in
a school requires the institution buying each
student a Microsoft Office 365 license.
Starting at $6 (US) per user per month for the
Professional and Small Business plan, going
up to $27 per user per month for the
Enterprise plan, this quickly adds up. In
practical terms, it is also more likely for
students to have Google Gmail accounts than
Microsoft Live accounts, which is also
required. In comparison, getting up to speed
with Google Docs is comparatively quicker
and the most time-consuming aspect was the
initial sign-up which may not be that much at
all if they already have Gmail accounts.
The bottom line is that whilst Google Docs
takes some time to get everyone signed up,
the free price is excellent for teachers, and the
Google ID can be used by the students even
after the course is finished.

Eliminating Lost / Forgotten Work
In order to circumvent or at least minimize
the occurrence of the above-mentioned
problems, the authors elected to use Google
Docs. Several of the features lend themselves
very well to what the authors had planned for
the writing course. First and foremost, being
entirely cloud-based, meaning it is an online
resource, all the work that the students do
personally or in collaboration is stored online.
This immediately eliminates the problem of
forgotten, broken or lost USB flash drives. As
long as the students have access to an
internet-connected computer, they can access
the Google Docs platform and start or resume
their work. They will also be able to see when
any of their group members have made any
changes as the document name will be
displayed in bold when they log in.

Efficient Collaborative Work
Another feature that suited the group-writing
aspect was the way efficient collaborative
work is facilitated. Google Docs has a built-in
function that allows several collaborators to
work together on a document simultaneously
or asynchronously. This means that two or
more students can edit and contribute together
on a single document at the same time
whether they are sitting next to each other or
if they are in different parts of the world. In
addition, as the document is stored online and
updated in real-time, there is only one current
copy of the document, thereby removing the
existence of multiple redundant copies. The
students also do not have to worry about
losing their work as the document is
automatically saved very frequently.

Other Online Collaboration
Platforms
Of course, there are other alternatives readily
available for collaboration. For the most
compatibility, browser-based editors are
preferred over software which may be limited
to one platform or require additional support
(e.g. Microsoft Office supports simultaneous
edits only if the document is stored on a
SharePoint server or on Windows Live
SkyDrive). The authors will briefly describe
three of the more widely-known alternatives
and compare them to Google Docs.
Apple‘s iWork suite is similar to Microsoft
Office in terms of functions and features.
They both have word processing, spreadsheet,
and presentation software. Unlike Microsoft
Office, most educational institutions do not
use Apple computers and this therefore makes
iWork much less accessible than its Microsoft

Google Docs vs. Microsoft Office 365
By far, the two features outlined above were
the main reasons why the authors elected to
use Google Docs compared to the more
(81 )
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counterpart. iWork also allows the sharing of
files and permits others to comment on the
document but it lacks any sort of collaborative
editing functionality.
Dropbox is a personal sharing platform that
allows a user to sync files and documents
across several devices. It has reached massmarket penetration with millions already
using it as a means to share files with friends,
family and coworkers in addition to syncing.
However, real-time collaboration on a
document is not possible as Dropbox was not
designed for that. A document being edited
simultaneously will result in multiple versions
of that document. Another limitation is that
Dropbox provides 2GB of free storage
whereas Google Docs provides only 1GB. In
Google Docs, only non-Google Docs files
count towards the limit but anything in
Dropbox counts towards its limit. Essentially,
the intended uses are very different. Dropbox
is primarily meant as a file storage and
sharing utility. Google Docs is a document
collaboration platform.
Evernote is another popular note-taking and
document-storing platform. Where it differs
from Google Docs is that it is marketed as an
online notebook. There are apps for the PC,
Mac, and mobile devices and as each app is
tailored for a specific device, adding, editing,
and viewing documents is much easier than
Google Docs. There is the function to share a
notebook with others but this function
requires the Premium paid account and it still
lacks the simultaneous editing that Google
Docs has.
Ultimately, all the alternatives mentioned
above are intended for different purposes and
the vast majority are still relatively unheard of
compared to Google Docs. Whilst they all
allow collaboration to varying degrees, only
Google Docs has reached the necessary
market penetration to remain a viable longterm solution and is the only platform that
supports real-time collaboration which is the
focus of this study.

Using Google Docs to Assign, Collect,
and Assess Group Work
For the teacher, group work brings with it the
problem of how to fairly and accurately assess
each student‘s contribution. By using another
Google Docs feature, the teacher can see the
revision history of the document which
displays the edits and additions from each of
the document‘s contributors and the teacher
can therefore see what changes were made by
whom, when and where.
Managing the assignments also becomes
easier as assigning and collecting work are
also done through Google Docs. The teacher
may create a document for each group and
share it with all the members in that particular
group. By doing so, the teacher has full
administrative privileges and can control who
can see and edit the document, and can
remove editing privileges when the deadline
has passed. This in turn eliminates the
possibility of students turning in work late or
trying to use a poor excuse for turning in
work late.

Other Things to Bear in Mind
It is important to note that whilst Google
Docs is widely compatible, the computers
being used should be running a reasonably
recent Internet browser and that the user
experience may be different depending on the
browser that is being used.
In addition, despite the advantages of using
Google Docs described above, it has to be
mentioned that Google Docs is not as fully
featured as its counterparts. For most
document creation and editing purposes, it is
more than sufficient but may fall short where
advanced document formatting is required.
Printing may be troublesome. When a
document should be printed, Google Docs
first creates a PDF file by default which is
then opened in an installed PDF viewer and
then printed from that program. Although this
is not the most direct method for printing, it
only adds one extra step.
(82 )
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Should a document need to be saved locally,
Google Docs allows the document to be
downloaded as an Open Document (ODT),
PDF, Rich Text (RTF), Text, Microsoft
Word, or HTML file. This variety of formats
should be sufficient for most purposes.

[Note: the authors assume the reader has a
working knowledge of TBL]
With the course involving more group work,
the authors also chose to design that part of
the course with the TBL framework (see
Diag. 1) in mind.

Application in Task-based Learning

Diag. 1
Willis, J. A Framework for Task-Based Learning, Addison Wesley Longman Limited, 1996

The TBL framework also lends itself
particularly well in the writing course as the
students have to produce a written piece of

work in a specified format which can in it be
a genuine task.
It also bears mentioning that ―an important
feature of TBL is that learners are free to
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choose whatever language forms they wish to
convey what they mean, in order to fulfill, as
well as they can, the task goals.‖ (Willis,
1996)
This means that the learners can experiment
with the language that they know and notice
how their peers express similar concepts and
meaning. This collaborative learning engages
them in a purposeful use of the L2 and allows
them to concentrate on building meaning. The
result of this is that the learners actually use
the real language they know for negotiation,
checking understanding, and ultimately lets
them participate in complete interactions, not
just one-off sentences. Through this exchange
of information, the authors hope that the
learners
gain
confidence
through
collaborating with others towards a shared
goal.
Although TBL has typically been applied to a
communication-centric course, its application
in a writing course has additional benefits.
Google Docs allows several users to work
simultaneously in one document. The users
can even use part of a Google Document as a
chat program. This chat-like aspect reduces
the urgency and immediacy of spoken

discourse and is particularly helpful for lowintermediate students who may have a
smaller, less automatized lexicon and need
more time to formulate phrases and units of
meaning. This is in keeping with the TBL
goals of increasing exposure of the target
language, expanding their repertoire of useful
words and phrases, and getting learners to use
the language themselves.
More Group Work = Better Writers?
In summary, it is hoped that by shifting the
focus from solely individually-authored
works to more collaborative writing, the
students will acquire the skills that will make
them better learners in the long-term. To
this end, the authors used Google Docs in
order to streamline the administration of
increased group work and minimize the
workload of the teacher. It has been observed
that by the end of the course, the students do
indeed demonstrate an apparent higher level
of critical thinking and work better in groups
than they did at the start of the semester.
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acquisition and L2 grammar. In J. L. Lantolf
(Ed.), Sociocultural theory and second
language learning (pp. 51-78). Oxford:
Oxford
University
Press.
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Mentors and Reflective Frameworks: Internationalizing the Local
Provision of Professional Development in e-Learning in New
Zealand
John F. Clayton
Waikato Institute of Technology, New Zealand

encouraging greater autonomy, personal
transformation and deeper self-reflection is
created on the foundation blocks of
international best-practice.

Abstract
The concept of reflection as a tool to improve
professional practice has been widely debated
in educational circles for a number of
decades. Advocates of reflective practice
assert deep learning occurs as individuals
make meaning from their experiences through
the process of reflection. To engage
participants in the reflective process, to aid
them in making connections between their
previous
experiences
and
accepted
international
standards,
self-reflective
frameworks have been developed. Reflective
frameworks enable professionals to identify
their key strengths and also focus areas for
improvement. As individuals compare their
performance against best-practice they are
able to take ownership of their professional
development and generate personal learning
plans (PLPs) which meet their identified
needs. However, an inherent risk in this selfreflective approach is the existing cognitive
ability of the individual to undertake the
complex tasks of reflection and the
subsequent creation of a PLP. One way to
mitigate this inherent risk is through the
appointment of a mentor. This case study will
explore the design, development and
deployment of a self-reflective framework,
The Competency Assessment Tool (The CAT),
and describe how mentor-learner roles and
responsibilities are defined. The study will
conclude that through this process of ongoing refection, mentoring, feedback and
follow-through
a
local
environment,

Keywords:

Reflection,
Reflective
Frameworks, Mentors, Personal Learning
Plans

Introduction
Driven by fiscal restraints and the need to
remain globally completive in an increasingly
knowledge-based,
networked
world,
successive New Zealand governments have
introduced a raft of educational initiatives
(Ministry of Education, 2010). In the tertiary
education sector these reforms have focused
on firstly, improving performance and
efficiency ensuring more learners, national
and international, from a broader ethnic,
cultural and educational background can
complete higher qualifications at an
affordable or competitive cost (Clayton,
2011) and secondly, increasing the
organisational integration of e-learning
systems and Information and Communication
Technology
(ICT)
applications
for
administrative purposes and teaching and
learning (Ministry of Education, 2004). As a
consequence of these reforms educational
institutions have widened entry criteria,
aggressively marketed course offerings both
internally and externally. This has resulted in
greatly increased enrolments from both
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domestic and international markets. Educators
are now engaged with increased numbers of
culturally diverse learners in environments
that often discourage group and/or individual
tuition. Learners and educators need to
acquire ICT skills and master software
applications they were previously unfamiliar
with. In essence, the introduction of these
reforms has seen a fundamental shift in
conceptions of teaching, the use of e-learning
and the provision of professional development
in the New Zealand tertiary sector (Clayton,
2011a).

Traditionally educators in the New Zealand
tertiary sector been employed for their depth
of knowledge in a specific discipline rather
than for their expertise in teaching practice.
Not surprisingly, many of these educators
have a limited repertoire of teaching skills
often dominated by transmission modes of
delivery such as demonstrations, tutorials,
workshops or lectures (Brockbank and
McGill, 2007). In these modes the educator is
a ‗broadcaster‘ transferring ideas, facts,
processes and concepts wholesale into
learners' heads. This concept of the educator
broadcaster is illustrated in Figure 1 below
(Clayton, 2009, p.10).

Conceptions of Teaching

Figure 1 Educator broadcaster

The acceptance by tertiary institutions of
increased enrolments of learners from broad
ethnic, cultural and educational backgrounds
creates a culturally diverse learner cohort.
This cohort holds multiple-views of
phenomena and has multiple-meanings for
words that have proved to be useful to them in
making sense of the world that surrounds

them. In the learning environment created by
this cohort it is an expectation educators will
adapt instructional strategies and content
presented to meet the educational, social and
cultural needs of this diverse audience
(Zimmerman & Schunk, 2001). This fits with
constructivist theory which acknowledges
learners hold views of the world and
(87 )
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meanings for words that are intelligible,
(coherent and internally consistent) plausible,
(reconciled with the views currently held) and
fruitful, (useful to the learner in making
sense) (Osborne & Freyberg, 1985: Posner,
Strike, Hewson, & Gertzog, 1982). To
constructivists knowledge is constructed as
participants reflect upon their experiences and
make connections between the new
conceptions offered and their current
knowledge and previous experiences. It is in
this recognition of patterns and the creation of

connections that is the key to learning
(Gunstone, 1994: Sugerman, Doherty, &
Garvey,
2000).
To
constructivists
understanding is dependent on an individual
making meaning from their learning
experiences. In this mode the educator
actively encourages learner engagement with
materials, they facilitate learning. This
concept of the educator facilitator is
illustrated in Figure 2 below (Clayton, 2009,
p11).

Figure 2 Educator facilitator

Individual learning events, courses and
programmes differed in the degree of
interactivity occurring between learners and
tutors, the multi-media richness of content
developed and the delivery mechanisms used
to manage the learning experience. Each
educational institution appeared to develop
and deliver e-Learning based upon the current

Use of e-Learning
In a recent review of the range e-learning
courses and activities developed and delivered
by training organisations and educational
institutions, it was clear developers, providers
and users appear to have different concepts of
what is meant by e-learning (Clayton, Elliott,
Saravani, Greene, & Huntington, 2008).
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experiences of its tutors, the financial and
physical resources available and the perceived
learning needs of students (Clayton, 2007).
In practise e-Learning typically involves
interactivity, such as student engagement with
digital content, online interaction between
learners and their instructors and online
interaction between learners and their peers. It
is facilitated by the use of computers (standalone and networked), digital communication
tools (such as chat, e-mail, forums,
messenger, VoIP) digital content creation
tools (such as Wikis, Blogs and Web-folios)
and digital content (such as web- pages, CDRoms and DVDs) (Clayton & Elliott, 2007).
In some cases, such as in an instructor
facilitated
video-conference,
e-learning
activities are carried out in ‗real-time‘ and the
activity undertaken is time constrained and
dependant on attendance of all participants.
This is known as synchronous e-learning. In
other instances, such as student engagement
with a CD-ROM simulation activity, the
learning will occur in ‗nominal-time‘ and the
activity undertaken is not time constrained
and is independent of other participants. This
is referred to as asynchronous learning, or
self-paced learning (Clayton & Elliott, 2007).
In essence e-Learning can be usefully
described as learning that is enabled or
supported by the smart use of information and
communications technology (ICT).





Competencies
(How):
Practical
sessions should be offered on ‗how‘ to
competently operate various ICTs
both for administrative and academic
purposes and for learners to utilise
them in their learning activities.
Confidence
(When):
Sessions,
enhanced by authentic examples,
should be designed to show ‗when‘
ICTs can be successfully integrated
into
learning
activities
and
administrative tasks.
Capability (Why): Sessions, supported
by applied research, should be
structured to illustrate ‗why‘ using
ICT in learning environments and for
administrative purposes is beneficial
to tutors, learners and organisations.

Reflective Frameworks, Mentors and
Portfolios
The concept of reflection has been widely
debated in educational circles for a number of
decades (Kreber , 2004: Korthagen, &
Vasalos 2005). To advocates of reflective
practice, deep learning is dependent on
individuals making meaning from their
experiences through reflection (Brockbank
and McGill, 2007). When reflection is used
appropriately, rather than as a purely record
and assessment tool, the findings of the
process can help individuals firstly, reflect on
their professional activities and highlight their
strengths and weaknesses and, secondly,
identify potential development activities that
will
facilitate
increased
professional
capability. In essence, it is argued reflection
helps individuals iteratively build their
professional capability and capacity (Clayton
et al, 2009; Sugerman et al, 2000). However,
a fundamental criterion for success is the
ability of the individual to make the
connections
between
their
existing
professional experiences and acceptable
professional behaviours. If a teacher has
limited professional experience or exposure to

Provision of Professional Development
In the provision of professional development
(PD) in e-learning there appears to be a
natural association between staff acquiring
skills (are competent), deploying these skills
in their professional practice (are confident)
and believing the use of Information and
Communication Technologies are beneficial
to themselves as professionals and to their
students as learners (are capable) (Clayton, et
al, 2009). This suggests that, in structuring a
balanced PD programme, three key elements
should be addressed:
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other professionals, his/her capacity to make
informed judgements, to make the required
connection, will be limited. To address this
barrier, to engage participants in the reflective
process and to aid them in making
connections
between
their
previous
experiences and professional practices, selfreflective frameworks, based on acceptable
professional standards have been developed
(Clayton, 2011a). Fundamentally, these selfreflective frameworks are designed to help
individuals, with limited experience or limited
exposure, to make connections and
comparisons
between
their
existing
professional actions and international bestpractice. This comparative process, using
globally accepted standards, enables the
individual, no matter their location, culture or
language, to identify which competencies
they are considered to be proficient in and
those skills they need to develop. The result
of this reflective process is the generation of
internationally-grounded personal learning
plans (PLPs) (Ward and Richardson, 2007)
enabling them to become self-regulated
learners (Zimmerman, 1990).
It could be argued the focus on standardsbased criteria for the foundation of these
reflective frameworks will act as a constraint
in the reflective process; it will restrict
academic freedom and prescribe rigid
learning events (Strudler and Wetzel, 2009).
This concern could be addressed by the
appointment of a mentor. The term mentor
originates from Greek mythology when the
well-travelled and absent parent Odysseus
entrusted the care and education of his child
to his friend called Mentor (Penner, 2001).
Traditionally, in business and industry,
mentoring strategies are used to attract, retain,
and promote employees, ultimately improving
individual and corporate performance and
effectiveness (Luna and Cullen, 1995). In
education, mentoring has long been
acknowledged an integral part of professional
learning and development in the pre-tertiary

sector. For example, in initial teacher
education practica student teachers learn skills
and techniques from experienced classroom
teachers; in the first years of their profession
newly-qualified teachers learn professional
skills and strategies from experienced
colleagues (HES). In higher education, while
mentoring has long been regarded as an
important adjunct to teaching and learning, it
is not always been easy for staff to access
(Darwin & Palmer, 2009). It is argued
tthrough ongoing feedback and followthrough, mentors create an environment that
encourages greater autonomy, personal
transformation and deeper self-reflection
(Galbraith, M. 2003: Basile, Olson, &
Nathenson-Mejia, 2003).
Historically speaking, in artistic circles,
portfolios not only summarised an artist‘s
creative achievements but they also illustrated
those achievements in a physical form. In
today‘s educational world a portfolio can be
regarded as the purposeful collection of a
learner‘s work that can be structured to
exhibit and illustrate the learners‘ efforts and
achievements over time (Kim, Ng, & Lim,
2010). Portfolios are increasingly seen to be a
valuable tool for assessment of competencies
and are used in many professions such as
nursing, medicine, and teaching (McColgan,
& Blackwood, 2009). In accreditation
environments, systematically compiled digital
portfolios can provide a protected shared
space where learner evidence of competencies
can
be
rigorously
controlled
and
systematically evaluated (Fiedler, Mullen, &
Finnegan, 2009). In a recent study on the use
of electronic portfolios in initial teacher
education a number of
benefits were
identified including, ongoing opportunities for
participants to reflect on their experiences,
improved
understanding
of
teaching
standards, increased communication between
faculty and learners, and improved tracking of
student performance (Strudler & Wetzel,
2009). Portfolios can be viewed as a personal

(90 )

978-9948-497-11-0

learning management tool. They can
encourage individual improvement, personal
growth and development, and a commitment
to life-long learning by encouraging ongoing
review and reflection (Abrami & Barrett
2005).

2011). Basing the modules on these registered
standards ensured the institute was following
best national practice and it aligned
institutional PD delivery with national goals.
The CAT: A Reflective Framework
To engage participants in reflective practice
and to aid them in making connections
between identified pedagogical standards in
ICT and their previous experiences a selfreflective competency assessment tool (The
CAT) was created for COFNL learners. The
CAT was designed to enable learners to
assess their current competencies against
nationally defined standards. The CAT
interface (see figure 3 below) provides the
learner with a series of statements relating to
each of the five modules within the COFNL.
The statements within each module are
classified
within
three
categories,
understanding, evidence and moderation.

Internationalising the Curriculum: A
New Zealand Case Study
The Certificate in Open, Flexible and
Networked Learning (COFNL)
In 2010 the Waikato Institute of Technology
recognised the need to provide professional
development (PD) in Information and
Communication Technologies (ICT) for staff
to meet the needs of its increasingly culturally
diverse and technologically experienced
student population. The Certificate in Open,
Flexible and Networked Learning (COFNL)
consists of 5 modules based on identifiable
Unit Standards registered with the New
Zealand Qualification Authority (NZQA,

Figure 3: Categories, statements and responses

on the familiar ―traffic light‖ theme (green,
go: Yellow, caution: Red, Stop) and this is
illustrated in figure 4 below;

Participants are asked to reflect upon and then
respond to individual statements. As
participants progress through the CAT their
answers affect the indicator colour on the
index page. The indicator colours are based
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Figure 4: The traffic-lights

As the participant progress through the
modules, categories and statements, their
responses provide a pictorial reflective
framework carpet. This reflective framework

and visual carpet is illustrated in figure 5
below.
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Figure 5: The visual carpet

The visual carpet produced from learner
engagement provides the learner with;
 An initial assessment of their current
knowledge,
experience
and
understanding of individual aspects of
this domain.
 An indication of potential starting
points to begin a learning journey, and
 Navigational tips to map a learning
route from starting points to intended
achievements.

The Supervised Mode
Whilst designing individualised personal
learning plans are focused on the individual
taking ownership of the learning process, the
regulations of COFNL recognise individuals
cannot achieve their intended professional
goals in isolation. When the participant enrols
in the certificate they are allocated a mentor.
The mentor will use the results of the CAT
and learners personalised learning plan to
guide learners by providing appropriate links
to educational theory and practical
demonstrations. However, mentorship is not a
one-way process. COFNL identifies both the
responsibilities of the mentor and learner. The
responsibilities of the mentor include:

In essence engaging with The CAT assists the
learner in the creation of a personalised
learning plan empowering them them to
become self-regulated learners.
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Being available at predetermined
times throughout the duration of the
learners‘ enrolment in the course.
Providing
ongoing
guidance,
encouragement and support, and assist
students to achieve their identified
learning outcomes.
Ensuring learners‘ receive timely and
appropriate feedback on course
progress and on outcomes of specific
requests.
Monitoring the individual learner to
ensure completion of a comprehensive
record of achievement in a personal
online e-portfolio

Abiding by any response timeframe
set by mentors to ensure appropriate
and timely feedback is received.

Digital Portfolios
In accreditation environments like COFNL,
digital portfolios can provide a protected
space where learner evidence of competencies
can
be
rigorously
controlled
and
systematically evaluated. In COFNL learners
are shown how to structure their portfolio
around the assessment rubric created for each
of the five modules. The assessment rubric
provides a measure of quality of performance
based on established practice in open, flexible
and networked learning environments as
identified by the New Zealand National
Qualifications Authority (NZQA, 2011). In
essence the rubric is based upon what the
participant can demonstrate they have learnt,
rather than what has been taught. As such it
should be regarded as an authentic
competency assessment tool. Crucially the
evidence provided will be the learners own
creation showing how their experiences have
met the identified standard. An example of
this structure is illustrated in Table 1below.

The responsibilities of the learner include
 Acting in an ethical and responsible
way in all communications associated
with the course.
 Submitting evidence of achievement
of individual outcomes on a regular
basis.
 Submitting evidence of achievement
of learning outcomes in the format
outlined by their mentor.
Table 1: Portfolio Structure

Main Category
Demonstrate
knowledge of
theoretical models
of adult learning

Sub-category
Apply sound knowledge and understanding of adult learning
theories and epistemological principles to the effective design
of learning objectives, curriculum and application of OFNL
technologies in learning and teaching.
Contribute to the development of the knowledge base of the
OFNL community.
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mitigate this risk it is argued a self-reflective
framework approach, where educators are
able to make meaningful connections between
their current practice and recognised
international standards, is required. This
approach enables educators to work
independently, manage time effectively, and
think self-critically. It actively engages
educators in the design of professional
development encouraging them to become
self-regulated practitioners‘. By actively
engaging in the purposeful ongoing selfreflection individuals will be able to ensure
professional
development
activities
undertaken will be firstly, effective: do what
they say they will do, secondly, efficient: use
the resources allocated in the most
appropriate ways and finally, relevant: ensure
development undertaken is professionally
recognised.
The effect of a model of professional
development driven by a internationally
focused reflective-framework approach will
be positive. Through this process of ongoing
refection, mentoring, feedback and followthrough a local environment, encouraging
greater autonomy, personal transformation
and deeper self-reflection, can be created on
the foundation blocks of international bestpractice.

Conclusion
This paper has argued recent educational
reforms and global competitiveness has
encouraged the creation of diverse cultural
cohorts and the increasing integration of elearning applications in course delivery. As a
consequence, educators are now engaging
with increased numbers of culturally diverse
learners in ICT environments they are often
unfamiliar with. The introduction of these
reforms, the need to remain internationally
relevant and the requirement to address the
cultural diversity of their classrooms requires
a fundamental shift in educators‘ perceptions
of teaching, technologies and how subsequent
individual professional development needs
are identified. It has been argued a logical
model for educators to follow is one based on
reflection where participants both make
meaning from their experiences and learn
from engaging in the reflective experience.
The reflective process would enable
individuals to create personal learning plans
(PLPs) empowering them to take ownership
of the professional development process.
However, an identified risk inherent a shift to
reflective models is the existing abilities of
educators to effectively reflect upon their
current practice and have the depth of
knowledge to then identify the relevant
professional development required.
To
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empowerment models of learning: A New
Zealand case study. Keynote presentation in:
Equity in Education: The 4th International
Conference on Educational Reform (ICER
2011). Mahasarakham University, Maha
Sarakham, Thailand, pp. 60-69.
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Management System made available to Hear
and Say through collaboration with the
National Sun Yat-Sen University, Taiwan. It
features a ‗Blended Cyber‘ mode of delivery,
comprising asynchronous and synchronous
tools to offer a suite of A-VT courses to train
participants from introductory to specialty
level. More recently, it has been used in
mainstream teacher professional development
in the United Arab Emirates and Queensland
Australia.

Abstract
This paper describes the use of AuditoryVerbal Therapy (A-VT) to ‗grow brains‘ in
early childhood learners via intensive
auditory brain stimulation that develops
listening and speaking skills. One research
focus of a specialty paediatric hearing health
and education centre, Hear and Say Brisbane
Australia, is directed at the period after
surgical implantation of the Cochlear
Implant. At that time, there is a critical need
for intensive auditory brain stimulation by
trained and accredited listening and spoken
language specialists using evidence-based
practice.
Certified
Auditory-Verbal
Therapists (LSLS Cert A-VTs) teach the
implant recipient, the prototypical bionic
human, to learn to listen and speak. The Hear
and Say WorldWide e-Learning Program that
is reported here was developed to overcome
the global shortage of A-VTs by training
specialists. The program uses a Learning

Keywords:

e-Health,
Therapy, Neuroscience,
development, e-training

Auditory-Verbal
Neuro-Cognitive

Introduction
This paper reports on new insights into early
brain development emerging from the field of
Neuroscience. We draw parallels between the
‗circuitry‘ of the human brain and the
networks that need to develop around
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978-9948-497-11-0

individuals, and in particular around children
from birth, to optimize human potential. We
report on findings related to auditory brain
development in infants in which intensive
auditory stimulation has been used to ‗grow
brains‘. Collaborative research undertaken by
the Hear and Say Centre Brisbane Australia
and the Centre for Cognitive Neuroscience
Australia indicates neural pathways can grow
and continue to grow through intensive
stimulation like Auditory-Verbal Therapy (AVT). The research documents outcomes for
children fitted with the Cochlear Implant, the
prototypical human-machine interface or
‗bionic ear‘, using A-VT. With hearing loss
being the most common disability in
newborns globally, one to three children in
every thousand is born with hearing loss.
While this represents a neurological
emergency for the newborn and their family,
in world terms, it results in educational,
emotional and financial poverty in developing
countries (Dornan, et al, 2011). Regrettably,
this statistic is matched by a chronic shortage
world-wide of trained and accredited
Auditory-Verbal Therapists to teach these
children.
The extra-ordinary technical success of the
Cochlear Implant, invented in 1978 by
Australian Professor Graeme Clark AC, in
stimulating the auditory nerve and neural
pathways in the brain to simulate sound, is
well documented (Clark 2003). As the first
technology to replace a human sense organ,
the CI continues to lead the way in medical
bionics and our understandings of the humanmachine interface. Less well known however,
is the fact that the Cochlear Implant alone
does not equate to hearing. There exists a
significant risk that the ground-breaking, lifechanging human-machine that is the Cochlear
Implant may fall short of its maker‘s hopes
and dreams to ensure that hearing is the
birthright of every child. There is a high risk
of ‗failure‘ or under-performance by the
Cochlear Implant recipient if they do not

mature their auditory brain through intensive
stimulation so they can learn to listen and
make sense of the sound enabled by the
Cochlear Implant. This is a critical next step if
they are to successfully interface with the
Cochlear Implant and develop listening and
spoken language. The Hear and Say Centre
Brisbane, Australia, is engaged in on-going
evidence-based research in the field of
Auditory-Verbal Therapy through programs
that adhere to the Principles of AuditoryVerbal Therapy (AG Bell Academy, 2007).
The Centre achieves a success rate with its
children of 79% or more children achieving
normal or better language skills, and
progressing at the same mean rate of
development for listening, speech, and
language compared with a matched group of
hearing peers matched for initial language age
(Dornan, et al., 2011). The Centre recognized
the need to share ‗best practice‘ world-wide
through its Hear and Say WorldWide eLearning Program (Hastie & Chen, 2011).
The program addresses the chronic shortage
world-wide for trained and accredited
Auditory-Verbal Therapists (A-VTS) using
innovative e-learning solutions.
While the human-bionic ear, the Cochlear
Implant, is the first level of human-machine
interface for the child with hearing loss, a
second level of human-machine interface
must build around the child to optimize
outcomes. The e-learning programs used in
the Hear and Say WorldWide e-Learning
Program to train-the-trainers, who then pass
on knowledge to the parents of children
diagnosed with hearing loss, may be the
second level in the human-cyber interface.
This is because it can provide cyber
technologies that enable the wider, essential
interface between the Cochlear Implant
recipient,
their
care-givers,
hearing
professionals and communities world-wide.
The aim is to train more A-VTs globally to
significantly reduce the impact of paediatric
hearing loss. Thus, new bionic technologies
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such as the bionic ear are one solution
amongst others to the many physiological
challenges that beset human-kind, but they are
only a solution if their full potential is
optimized. Training therefore is the true
interface between human and machine,
between the recipient and the technology. The
e-learning solutions developed by Hear and
Say WorldWide are designed to build a safety
net of capacity around the individual learner,
and in particular the child with hearing loss,
by building strong, networked local and
global communities which can support the
world‘s professionals .

Literature Review
Neuroscience is the new frontier in the
understanding of early brain development. It
is influencing all areas of education and in
particular, the specialty area of paediatric
auditory brain development. In this section we
report on how recent findings on the
development of brain circuitry provide a new
vista on the development of human abilities
such as cognition and auditory processing. In
particular, these new data make an advance
on the historical theories of brain
development, specifically those of Rakic and
Huttenlocher.
Rakic‘s data (1986) suggested that synapses,
the microscopic connections between
neurons, grow during the first few months of
development to reach a peak very early in life
before dying off to levels seen in the adult.
This peak was reported to occur somewhere
between 3.5 months and four months of age in
Macaque monkeys. Within a very short time
following this peak, Rakic found that up to
50% of the synapses were eliminated.
Furthermore, he reported that this profile was
similar in all areas of the Cerebral cortex,
including those involved in sensory
processing, association, and executive
functions such as cognition. These data
suggested that circuitry involved in cognitive
processing, that is the circuitry in the

prefrontal cortex, developed in the same way
as the circuitry in all other cortical areas.
Based on these data it was believed that there
is a very short period early on in life during
which cortical circuits could change and
adapt, beyond which the circuitry becomes
ossified and immutable.
However, Huttenlocher‘s study (1997)
showed that synapses in prefrontal cortex
continue to grow over a much longer period
of time. Significantly, Huttenlocher revealed
that the circuits in different cortical areas
developed at different rates. Based on these
data, Huttenlocher developed the theory that
cortical circuitry involved in cognitive
processing develops over a protracted period
of time as compared to that in other cortical
areas. During the ensuing years both research
groups published further studies in support of
their respective theories.
It is apparent then that contradictory data and
diametrically opposed theories on cognitive
development exist, making for difficult
interpretation of the new information.
However, it must be noted that the two main
theories were based on data obtained from
different species. Rakic obtained data from
the macaque monkey whereas Huttenlocher
obtained his data from the human brain. In
August 2011 Rakic published data, sampled
from the human brain, which revealed a
protracted period of circuit development and
refinement in the prefrontal cortex and this is
associated with cognitive processing. While
these data were obtained through specific
experimental design, both groups used the
same method to reveal individual microscopic
synapses.
While this method is useful in revealing the
total number of synapses in the cerebral
cortex, it reveals little about the degree of
connectivity between neurons and circuit
development. Ultimately, studying the total
number of synapses may not necessarily
reveal patterns of circuit growth and
refinement as factors such as the neuron
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death, volumetric change in cortex, increasing
vascularity, and increasing myelination during
development may mask underlying trends in
the development of cortical circuitry.
Recently, Hear and Say in partnership with
the Centre for Cognitive Neuroscience and
Japanese collaborators at the Japanese
Science and Technology Corporation, has
applied a new methodology to the study of the
development of cognition to allow for more a
detailed study of the development of cortical
circuitry. Specifically, this consists of a series
of studies in which individual neurons in the
cerebral cortex are injected with a fine glass
electrode allowing visualisation of their entire
structure, from birth to adulthood. In this way
it is possible to chart the growth of individual
neurons and compare and contrast their
growth profiles with predictions based on the
absolute number of synapses.
These experiments, performed by Elston in
collaboration with Fujita, Oga and Okamoto
(2009, 2010 a, b, 2011 a, b), funded by the
Japanese
Science
and
Technology
Corporation, have revealed quite unexpected
results. They found that by injecting
pyramidal cells, the most abundant neuronal
type in the cerebral cortex, that it was possible
to reveal the cortical circuits involved in
different types of processing develop at
different rates. Moreover, the data reveal that
pyramidal neurons in prefrontal cortex, that
are usually associated with cognitive function,
continue to grow new dendritic processes and
establish new synaptic connections from birth
through to adulthood. Furthermore, these
experiments have revealed that whereas
pyramidal cells in prefrontal cortex may
continue to grow larger dendritic trees and
develop new synaptic connections well into
adulthood (Elston et al, 2009), those in the
primary visual area attain their greatest size at
birth and thereafter become increasingly
smaller (Elston et al, 2010 a). This new
evidence shows that pyramidal cells in the

auditory cortex also continue to grow new
dendrites and form new synaptic connections
over an extended period of time during
development (Elston et al, 2010 b).
In summary, the Elston et al. studies have
shown that cells in the auditory cortex
flourished and grew more branches for many
months after the cells in the visual cortex had
stopped growing (see also Elston, et al.,
2011). This indicates a great potential for
extended growth and wiring of the auditory
brain areas. The potential for extended
growth and wiring has implications not only
for early intensive auditory stimulation in the
optimal developmental period, but also for
continued auditory stimulation as the child
develops (Elston et al, 2010, b). Specifically,
the continued neuronal growth may allow the
brain to respond to the first sounds heard
following cochlear implantation in children
born with no hearing.
The challenge then is to provide continuing
auditory stimulation for children – for
children with hearing loss and for all children.
Studies demonstrate emphatically that the
parents of the child with hearing loss are
integral to the Auditory-Verbal Therapy
approach (Dornan, et al., 2009), as is their
family, school and wider community –the
child‘s team. But the bigger challenge is to
sustain and support this team. We examine
the notion of community and the way
communities communicate and connect, and
how digital technologies and e-learning can
be used to build sustainable communities.
We define a sustainable community as one in
which members engage in moral dialogue on
the meaning of community. Dialogue leads to
the reaffirmation of new directions that in turn
lead to more sustainable communities
(Etzioni, 2000). It is clear that ‗dialogue‘ is
the key. This is reiterated by Krebs and
Holley (2004, p 1) who say sustainable
communities are built through improving
internal and external interactions. This creates
improved connectivity through an iterative
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process that they describe as knowing the
network and knitting the network.
An
analogy can be drawn here between the
network building that is required at
community level and the growing of neural
pathways in the brains of children as
described previously. While Neuroscience is
helping us to know the networks of the brain
and Auditory-Verbal Therapy can be likened
to the ‗knitting‘ of neural pathways in the
brains of children, digital technologies and elearning are knitting the network around the
individual to connect them to local and global
communities. In our study we refer to this as
the ‗micro-macro‘ dynamic, as illustrated in
Figure 1:

Figure 1: The ‗micro-macro‘ dynamic used to develop
community networks by Hear and Say WorldWide

At micro-level, we have the child with
hearing loss and their parents working with an
Auditory-Verbal Therapist to provide the
intensive stimulation required to grow the
child‘s auditory brain. For Cochlear Implant
recipients the ‗micro-macro‘ dynamic analogy
can be further extrapolated: these prototypical
bionic humans represent the first humanmachine interface. The human, at micro
level, can connect to the world of sound and
the macro world, via the Cochlear Implant.

Thus, at micro level a local network of
support around the child can build. It includes
an inter-disciplinary team of teachers, doctors
and medical specialists, social workers and
local policy makers. Krebs and Holley
describe this as a ‗vibrant community
network‘, and identify four stages:
1. Scattered Clusters
2. Single Hub-and-Spoke
3. Multi-Hub Small-World Network
4. Core/Periphery
Each stage is more adaptive and resilient than
the one before and each provides a network
map that can be used to guide future
developments by revealing what is already
known. This can also point to possible next
steps for the ‗knitting‘ of the network by the
‗weaver‘. The Core/Periphery model (or
Stage 4) is regarded as the ultimate stage and
features network weaving by multiple hubs. It
is a stable structure that can link to other welldeveloped networks in virtual and real
locations. The key community members are
located at the network core of Stage 4 and
typically have developed strong ties between
themselves.
At the centre of the ‗micro-macro‘ dynamic
and any vibrant community network is the
micro – the individual and their local
networks. However, a second or ‗macro‘ level
of support must form around the individual at
‗micro‘ level if the outcomes achieved at
‗micro‘ level are to be optimized. The child
with hearing loss and, its parents and
therapist, need support that goes beyond local
networks to include national and international
communities and networks. Following Kreb
and Holley‘s analogy, it is at the ‗macro‘ level
that the network is finally ‗knitted‘ and it.
This is here that a second or ‗macro‘ level of
support needs to form around the individual at
‗micro‘ level. This can be expedited and
maintained through e-learning and through
technology enabled ‗circuitry‘ or networks.
However,
technology
alone
does
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automatically enable teaching and learning
(Hastie, Chen & Smith, 2010). What is
required is a ‗facilitator‘, an e-learning
manager, who is the conduit between the
learner and the learning – the ‗weaver‘. Such
weaving enables critical dialogue to flow.
This links the key community members are at
the network core with those at the periphery.
In this study the weaving or network creation
was technology enhanced and enabled by the
Collaborative Cyber Community (3C)
Platform and the weaver, the conduit, was the
Hear and Say WorldWide e-Learning
Manager (Hastie, Chen & Smith, 2011). This
combination of digital technologies and elearning was used to build local, national and
global networks for Hear and Say WorldWide
(Hastie, Chen & Smith, 2010, Hastie, Chen &
Kinshuk, 2009, Hastie, Chen and Kuo, 2007).
To reiterate, the work done at ‗micro‘ level
with the individual must be optimised at
‗macro‘ level. The ‗macro‘ ensures that the
outcomes achieved at ‗micro‘ level are shared
more widely, more efficiently and more
quickly. Thus the network is known at
‗micro‘ level and knitted at ‗macro‘ level. We
now describe three instances in which a
specialty paediatric hearing health and
education centre has attempted to apply these
principles.

Research Methodology
The methodological approach to this work is
documented in other papers (Dornan et al.,
1999-2011, Elston et al., 2007-2011, Hastie,
Chen & Smith, 2009-2011). There are three
approaches which we now describe. The first
approach is ‗The Hear and Say Way‘,
developed by Hear and Say Brisbane
Australia, to ‗grow brains‘ in early childhood
learners. It consists of descriptions of the use
of Auditory-Verbal Therapy (A-VT) at the
Hear and Say Centre Brisbane, Australia, to
optimize listening, speech and language
outcomes for children with hearing loss using
‗bionic‘ technology - the Cochlear Implant.

The second approach describes the use of
‗The Hear and Say Way‘ to train AuditoryVerbal Therapists world-wide. We document
e-learning solutions developed by Hear and
Say WorldWide to train hearing health
professionals, parents and others and thereby
build capacity around the individual learner
by building communities. The third approach
describes the training of mainstream teachers
to use ‗The Hear and Say Way‘ to optimise
the language development of early childhood
learners with normal hearing. We now
describe these in more detail.
Growing Brains in Early Childhood
Learners Using ‘The Hear and Say Way’
In this section we describe an approach called
‗The Hear and Say Way‘, developed by Hear
and Say Brisbane Australia, to ‗grow brains‘
in early childhood learners. The approach
involves intensive auditory brain stimulation
through Auditory-Verbal Therapy (A-VT) to
develop listening and speaking skills in young
children.
Hear and Say has used this
approach for the past twenty years with
children with hearing loss, while concurrently
developing a network of support (Dornan,
2011). The approach consists of the
combining of A-VT Principles in a way that
fosters
life-long
commitment
and
advancement of knowledge by child, parents,
professionals and communities underpinned
by the concept of targeting the child‘s brain as
the organ of hearing.
When Dornan (2009) founded the Hear and
Say Centre in 1992, the field of Neuroscience
was beginning to reveal its findings on early
brain development and the Auditory-Verbal
Therapy approach was achieving significant
success in treating children with hearing loss
to develop listening and spoken language.
The challenge for Dornan and other hearing
health professionals around the world was to
convince parents, communities and politicians
that listening and speaking are the birth-right
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of every child and that A-VT was the best
way to give children with hearing loss the
chance to start in life with the listening and
speaking skills required for cognitive and
language development.
This involved evidence-based research
consisting of a longitudinal controlled study
comparing the progress rate of a group of
Hear and Say children with a matched group
of children with normal hearing of the same
language age. The study was undertaken to
prove that A-VT has the potential to set
trajectories to optimize speech, language and
self-esteem for the child (Dornan, 2011).
Because early diagnosis and identification of
children with hearing loss is integral to the
success of A-VT, newborn hearing screening
is essential. Compulsory newborn hearing
screening was introduced in Queensland in
2006 and has resulted in a drop in the age of
referral for hearing intervention and an influx
at the Hear and Say Centre of children
requiring treatment. This involves full
Audiological testing, decision-making around
treatment and the fitting of hearing devices
(including the Cochlear Implant), and an early
intervention approach that is evidence-based,
ongoing Auditory-Verbal Therapy provided
by trained and accredited therapists. The
Centre recognized the need to build a team
around the child with hearing loss to optimize
outcomes and developed a ‗team‘ approach to
the treatment of children. This involved
Therapists working side-by-side with the
child and their parents or caregivers to teach
the A-VT listening and spoken language
strategies. A high level of reliance was
placed on parents and caregivers to continue
the intensive A-VT at home between A-VT
sessions.

Using ‘The Hear and Say Way’ to Train
Auditory-Verbal Therapists World-wide
In this section we describe the e-Learning
Program developed by Hear and Say
WorldWide to train and educate AuditoryVerbal Therapists (A-VTs) to use The Hear
and Say Way. This program was instigated to
train more A-VTs world-wide and thereby
build capacity around individual children with
hearing loss, their families and communities.
It is based on the premise that more A-VTs
world-wide will provide children with hearing
loss with a greater chance to maximize life
chances.
In 2010 the Centre received funding from the
Ian Potter Foundation, Cochlear Ltd., and
Education Queensland to develop two hearing
health professional training courses for elearning: the Intermediate (Level 1) and the
Advanced (Level 2). An Education
Queensland Senior Teacher, Megan Hastie,
was recruited from Brisbane School of
Distance Education to manage the e-learning
adaptations. Traditionally Hear and Say has
used a Physical Face-to-Face mode of
delivery for training A-VTs. Course content
had previously been developed by the Hear
and Say Clinical Team, the subject matter
experts. The original content comprised
PowerPoint presentations with accompanying
teacher notes. These were reformatted for elearning using an instructional design
template (Hastie, Chen & Smith, 2011) to
create digital (asynchronous) resources which
were uploaded to the Collaborative Cyber
Community (3C) Platform, as shown in the
screen-capture in Figure 2:
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Figure 2: Hear and Say WorldWide e-Learning Intermediate Course resources on 3C

The 3C Platform, a Learning Management
System, was made available to Hear and Say
through collaboration with Chen (2009). A
Blended Cyber mode of delivery, based on
the Holistic Blended Cyber Model was

applied to Hear and Say WorldWide
Programs as shown in the following Table:

Table 1: Holistic Blended Cyber Model

1
2
3
4
5
6

(PA + PS)
(PA + CA)
(PA + CS)
(PS + CA)
(PS + CS)
(CA + CS)

7

(PA + PS + CA)

8
9

(PA + CA + CS)
(PS + CA + CS)

10

(PA + PS + CA + CS)

Physical Asynchronous + Physical Synchronous
Physical Asynchronous + Cyber Asynchronous
Physical Asynchronous + Cyber Synchronous
Physical Synchronous + Cyber Asynchronous
Physical Synchronous + Cyber Synchronous
Cyber Asynchronous + Cyber Synchronous
Physical Asynchronous + Physical Synchronous + Cyber
Asynchronous
Physical Asynchronous + Cyber Asynchronous + Cyber Synchronous
Physical Synchronous + Cyber Asynchronous + Cyber Synchronous
Physical Asynchronous + Physical Synchronous + Cyber
Asynchronous + Cyber Synchronous

The optimal Blended Cyber mode of delivery
(PA + PS + CA + CS) was adopted for Level
1 and Level 2 Courses. A Learning
Management System (The 3C Platform), was
made available to Hear and Say through
collaboration with Chen (2009). A training

program was conducted by the e-Learning
Manager to train the Centre‘s Clinical Team
as Instructors in the synchronous cyber
classroom. With the asynchronous resources
available to participants 24 hours a day and
seven days a week, and Instructors trained in
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the use of the synchronous tools, the first elearning Course, the Intermediate (Level 1),
was launched in June 2010.
In December 2010 the first Advanced (Level
2) Course was delivered in ‗Blended Cyber‘

(BC) mode via the 3C platform, as shown in
the screen-capture in Figure 3:

Figure 3: Hear and Say WorldWide e-Learning Advanced Course Instructors and Participants working in the 3C synchronous
cyber classroom

During 2011 three e-learning courses (Levels
1 & 2) were delivered via 3C. Participants
joined with Instructors and fellow participants
in weekly 3C synchronous cyber classroom
sessions, with participants from Queensland,
throughout Australia, and internationally
(Papua New Guinea, Africa, the United
Kingdom and Serbia).
Participants scored an average pass rate of
90% in their final examinations for these
courses. Growing interest in the Hear and
Say WorldWide e-Learning Courses resulted
in courses being conducted continuously
throughout 2011, with an extra Intermediate
Course in Term 4 to meet demand from
Queensland Health employees.
Training Mainstream Teachers to Use ‘The
Hear and Say Way’ with Early Childhood
Learners with Normal Hearing

In this third section, we describe the
adaptation of the Hear and Say WorldWide eLearning Program for use in mainstream
education for children with normal hearing.
Following the 4th International Conference on
e-Learning at the Hamdan Bin Mohammed
eUniversity Congress in Dubai, the Hear and
Say WorldWide e-Learning Manager, Megan
Hastie visited the Australian International
School (AIS) in Sharjah, UAE, and met with
the Principal and Staff. This meeting saw
AIS Sharjah form a partnership with Hear and
Say Brisbane to develop a Teacher
Professional Development Program for AIS
Junior School teachers. The Program was
designed to overcome English language delay
in early childhood learners at AIS. The AIS
Sharjah Teacher Professional Development
Program, based on ‗The Hear and Say Way‘,
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was developed by Hear and Say WorldWide
during 2011. The three month program
commenced in October 2011 and comprised
four units or themes, namely:
 Unit 1: Building a Sound Base
 Unit 2: Learning to Listen The Hear
and Say Way
 Unit 3: Language, Speech, Cognition
and Literacy
 Unit 4: The Hear and Say Way at
Home and School
Fourteen Topics were developed within these
Units and delivered during a series of
Physical Face-to-Face (PF2F) and Blended
Cyber (BC) e-learning Workshops:
 Topic 1: The Hear and Say Way
 Topic 2: Auditory Brain Stimulation:
the Key to Normal Development
 Topic 3: Listening and Hearing
 Topic 4: ‗Learning to Listen‘ Sounds
 Topic 5: Optimal Listening in the
Classroom
 Topic 6: Language Development
 Topic 7: Speech Development
 Topic 8: Cognitive Development
 Topic 9: Theory of Mind
 Topic 10: Literacy Development
 Topic 11: Books and Songs
 Topic 12: Top Ten Tips for Teachers
 Topic 13: Listening and Speaking at
Home
 Topic 14: Integrating Developmental
Goals
An instructional design template based on
Gagne‘s Nine Instructional Events (2004) was
applied to each topic (above) to provide a
pedagogically sound sequence of teaching and
learning. The aim was to maximise the
engagement and interactivity of participants
during each Workshop whether delivered in
Physical Face-to-Face (PF2F) or in Blended
Cyber (BC) e-learning mode.

In a further development during 2011, the
Hear and Say WorldWide Teacher
Professional
Development
Program,
developed for AIS Sharjah, was used in a
mainstream teacher professional development
program in Australia. This program, The Hear
and Say WorldWide - EQ Redlands Pilot
Project ‗Brain Boost‘, consisted of a
partnership between the Hear and Say Centre
Brisbane
and
Education
Queensland
Australia. This Pilot Project came about
through ongoing collaboration between Ms
Megan Hastie, Hear and Say WorldWide eLearning Manager and Mr Alan Sampson,
Assistant Regional Director of Education
Queensland South-East Region. This Project
was conducted over two months from October
to November 2011. It was a direct response to
significant speech and language delay
identified in early childhood learners (aged 35 years) in Education Queensland Preparatory
classes in the South-East region of
Queensland, Australia. The Pilot Project had
two main foci:
1. A Teacher Professional Development
Program based on ‗The Hear and Say
Way‘ for eleven participants: four
Preparatory Teachers, four Principals,
two Principal Education Officers
(PEOs) from the Department of
Education Training and the Arts, and
one Librarian from the Redlands
Council Library. The Program was
designed to provide training to
promote age-appropriate speech and
language development in early
childhood learners identified with
speech and language delay.
2. A Parent-Community Awareness
Campaign to promote ‗The Hear and
Say Way‘ to parents and community
to reinforce the strategies used at
school. The aim of this Program was
to develop a model to build capacity
long-term around children identified
with language delay and to prevent
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speech and language delay in cohorts
of early childhood learners beyond
2011.
The initial focus of the project, then, was the
Teacher Professional Development Program
for Preparatory teachers to train them to use
‗The Hear and Say Way‘ in daily classroom
practice.
An e-learning strategy was
developed for the Pilot Project to provide
participants with access to the Program
content on the Collaborative Cyber
Community Platform (3C) and to the
synchronous cyber classroom (JoinNet
HomeMeeting). A second and major focus of
the project was the Parent-Community
Awareness Campaign to ensure strategies
used at school were used by the children‘s
parents at home. Digital technologies and
tools were used to build a community of
learners at ‗macro‘ level to support individual
students at ‗micro‘ level, including the
dissemination of information using existing
networks such as the Redlands Council
Library Literacy program.
It is anticipated that a successful Pilot Project
in 2011 may lead to the Hear and Say
WorldWide
Teacher
Professional
Development Programs being offered in
mainstream schools in Queensland and in
other Australian states, and internationally in
2012. The long-term aim of this initiative is to
prevent speech and language delay in early
childhood learners world-wide through
teacher, parent and community education to
optimise brain and language development for
children from birth. This Program may also
be offered in Indigenous communities to help
ameliorate hearing loss (Otitis Media) in
Aboriginal and Torres Strait Islander
communities, and in developing nations in the
Asia-Pacific region.

Findings & Implications
The major policy implications in this paper is
that research from Neuroscience is

revolutionizing the understanding of early
brain development and cognition.
It is
apparent that the stimulation of the auditory
brain is far more critical to the acquisition of
speech and language than previously
accepted, and that lack of stimulation either
through hearing loss or lack of meaningful
auditory stimulation represents a neurological
emergency. For the approach described in this
paper, an important implication is that early
intervention for children with hearing loss is
essential. If the aim is to optimise the neural
plasticity of the young brain and develop
audition and speech as the foundations for
language and all further learning, then the
work reported here is heuristic.
Second, the stimulation of the auditory area of
the brain is best achieved using an evidencebased approach such as Auditory-Verbal
Therapy and this has been demonstrated with
success in young children with hearing loss.
Intensive A-VT, ‗The Hear and Say Way‘,
taught by accredited Auditory-Verbal
Therapists at the Hear and Say Centre
Brisbane, Australia, has enabled hundreds of
children with hearing loss to graduate to
mainstream education with age-appropriate
speech and language skills. While this
outcome has not been replicated and the
sample was small, it is an invitation to follow
up a promising direction that might well have
an impact on the lives of children throughout
the world.
Third, while ‗The Hear and Say Way‘ is both
life-changing and life-saving for the children
with hearing loss in Hear and Say‘s historical
samples, the outcomes for mainstream
education are heuristic. Simply stated,
intensive auditory stimulation can be shown
to have generic power, then all early
childhood learners from birth would probably
benefit from participation in it. For example,
significant speech and language delay have
been detected in normal hearing early
childhood learners in the United Arab
Emirates and Queensland. The Hear and Say
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WorldWide
Teacher
Professional
Development Programs based on The Hear
and Say Way is designed to ameliorate this.
Given the successes to date, these UAE and
Australian children would be advantaged by
participation in the program.
Finally, the use of digital technologies and elearning is an essential element in the
development and support of these programs.
In particular, the Hear and Say WorldWide eLearning Program is successful in training
Auditory-Verbal Therapists to meet the
growing need for children with hearing loss to
access A-VT. This applies equally to the
training of parents, teachers and communities
at ‗micro‘ level whether they are supporting a
child with hearing loss or normal hearing, and
to the building of capacity at ‗macro‘ level to
grow sustainable global communities and
networks. As the world‘s population grows, it
can be anticipated that the need for A-VT will
grow. The programs described in this paper
contribute to the collective duty of care to
ensure that children who can benefit from
Hear and Say programs receive them.

Given the global problem that is paediatric
hearing loss, the extension of existing
research and development at the Hear and Say
Centre can make a contribution to
ameliorating the impact of paediatric hearing
loss world-wide. By combining Hear and
Say‘s instructional program and delivery
skills and resources with the Centre for
Neuroscience‘s
research
expertise,
a
significant contribution can be made to
knowledge and applications of early brain
development, particularly the auditory brain,
and Auditory-Verbal Therapy (A-VT).
Moreover, research based on the Cochlear
Implant, is beginning to unravel the
intricacies of the human-machine interface
and emerging bionic technologies, such as the
bionic eye. Finally, the use of sophisticated elearning solutions to train-the-trainer, have
already created capacity in staff use of
networked global communities to bridge
cultural and wealth barriers. These promising
directions have potential payoff for children
with hearing loss and for mainstream
education from early childhood onwards.
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Conclusion
In this paper, we reported on research
undertaken by Hear and Say Brisbane and
supported by Neuroscience on the potential to
grow neural pathways in the auditory brain.
This new information has changed our
understanding of early brain development and
is highlighting the critical need for intensive
auditory stimulation from birth. It is
informing the work of a specialty paediatric
hearing health and education centre, Hear and
Say Brisbane Australia, in which intensive
auditory
stimulation,
Auditory-Verbal
Therapy, has been used to ‗grow brains‘ in
young children in the period after surgical
implantation of the Cochlear Implant. We
reported also on the use of e-learning by Hear
and Say WorldWide to train more AuditoryVerbal Therapists to reduce the impact of
paediatric hearing loss globally, and the

recent adaptation of these programs for use in
mainstream education by teachers working
with early childhood learners with normal
hearing. Through the use of digital
technologies and e-learning, life-changing
education programs like ‗The Hear and Say
Way‘ are being shared globally to train more
trainers to train more children, parents and
communities. With hearing loss being the
most common disability in newborns worldwide, and with a growing demand for
intervention in the language development of
early childhood learners with normal hearing,
the need is immense. However, the solutions
are found in the combination of intensive
auditory
stimulation,
Auditory-Verbal
Therapy, and e-learning as reported in this
paper.
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Abstract

Introduction

Open Educational Resources are often the
center of attention for course designers and
researchers dealing with online/ blended
content creation. This paper makes a case for
using the resources available freely on the
Internet that may not have been essentially
created for academic purposes. In this
conceptual paper, a ten-step methodology is
proposed for designing innovative blended
courses using the Internet resources. The
proposed methodology to online/ blended
course design harnesses the potential of the
Internet, which is full of exemplary resources
that may not be financially feasible to be
created by academic institutions on their own.
A practical example of course content design
and authoring has been illustrated to explain
the proposed methodology that takes care of
copyright issues in using the Internet
resources, while ensuring that the desired
learning outcomes are achieved. The
proposed approach to course design is
relatively inexpensive, though the frequency
of maintenance and updation required may be
higher. Educational chieftains may argue on
the academic rigour of such online course
content, however the blended nature of the
course provides enough scope for taking care
of this issue through the face-to-face
component.

Open Educational Resources (OERs) is an
attempt made by the international community
to provide free access to knowledge to one
and all irrespective of geographical
boundaries (Bissell, 2007). However, formal
adaptation and integration of OERs in
academic programmes is scant, primarily due
to lack of design skills on part of instructors
(Conole & Weller, 2008). A review of
literature has revealed that there is scant
research in the field of use of freely available
Internet resources in online/ blended
education. OERs may just be a drop in the
ocean of knowledge created by the Internet.
Arguably, the relatively small quantity of the
OERs available today in a given field of study
may be a hindrance to their large-scale
adaptation by instructors in their teaching
materials/ online course content.
This paper makes a case for using the
resources available freely on the Internet (viz.
videos, podcasts, websites, images, etc.) that
may not have been essentially created for
academic purposes, in designing and creating
blended courses. The study challenges the
notion that only the OERs are legitimate and
viable resources available for use in academic
online course content development. It
compels the online course designers to
consider the availability of a vast pool of
resources freely available on the Internet,
which can be effectively used as part of the
online course content. The proposed approach
to course design is relatively inexpensive,
though the frequency of maintenance and
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updation required may be higher. Educational
chieftains may argue on the academic rigour
of such online course content, however the
blended nature of the course provides enough
scope for taking care of this issue through the
face-to-face component. This study thus fills a
large void in literature by exploring the
viability of and suggesting a methodology for
integrating relevant resources on the Internet
in blended course content design and
authoring.

Are Free Internet Resources Worthy
of being Used for Academic
Purposes?
The free Internet resources can be broadly
categorized into:
 Material used for advertisement of
products/ services by companies
 Material created to showcase best
practices by organizations
 Websites created to provide basic
information about organizations to the
public at large
 News coverage by news channels
 Open Educational Resources (OERs)
 Information shared by government
with public at large
 Material shared by Non-Government
Organizations (NGOs)
 Information created and disseminated
on Social Networking Sites

Fig. 1: YouTube Video on Corporate Social Responsibility at
KLM

Sample Resource1: YouTube Video on
Corporate Social Responsibility at KLM
(http://www.youtube.com/watch?v=Is_HRAtt
onE) - Sustainability starts at the source;
that‘s why KLM is investing in cleaner and
quieter aircrafts. Each employee contributes
to CSR by conserving energy and separating
waste. The video (fig. 1) goes on to
demonstrate how KLM leads the way in CSR
by various charitable programmes worldwide.

Evidently, except for OERs, the remaining
material has objectives other than purely
academic in nature. However, some material
created with a different intent may become a
valuable resource for academic purposes, like
inclusion into online/ blended content. Let us
review some of these resources to assess their
suitability for academic purposes:

Fig. 2: Image entitled ―Recycle Now‖ by BFI
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Sample Resource2: ―Recycle Now!‖ image by
BFI
(http://www.bfisalinas.com/images/flyer-recycle-english.gif)
– The image (fig. 2) very clearly depicts
things that can be recycled and the ones that
cannot be recycled.

experience to a much higher level within
reasonable costs.

Methodology
In this conceptual paper, a ten-step
methodology is proposed for designing
innovative blended courses using the Internet
resources. The proposed methodology to
online/ blended course design harnesses the
potential of the Internet, which is full of
exemplary resources that may not be
financially feasible to be created by academic
institutions on their own. A practical example
of course content design and authoring has
been illustrated to explain the proposed
methodology that takes care of copyright
issues in using the Internet resources, while
ensuring that the desired learning outcomes
are achieved. Fig. 4 shows the ten steps in the
proposed methodology.
Step 1: Identification of Courses to be
Included in a Programme

Fig. 3: YouTube Video on ―Quality Service‖ by Ron
Kaufman

Sample Resource3: YouTube Video on
―Quality Service‖ by Ron Kaufman
(http://www.youtube.com/watch?v=FOyq4Fs
L2oA&feature=related) – Leading service
quality speaker and motivator, Ron Kaufman
explains the concept of service recovery in
this video (fig. 3) by giving a compelling
illustration.
Each of the above resources (particularly
sample resources 1 and 3) are not easy to
create by traditional academic institutions due
to unique authentic context and original ideas
shared in an inimitable manner. Academic
institutions usually create online content by
incorporating animations, short multimedia,
interactive exercises, etc., as a tradeoff
between cost of production and quality of
experience by the students. However,
incorporation of free internet resources (like
the ones cited in the samples above) has the
potential of taking the quality of learning

This step envisages the genesis of a
programme, which is guided by a set of
learning objectives to be achieved. A
programme overview document is typically
created to include a brief synopsis, the overall
aim of the programme, the programme
learning objectives, courses to be included,
and key references. The courses to be
included should be in line with the
programme learning objectives and a matrix
linking them should be created.
Step 2: Broad Exploration of the Internet
Resources for Each Course
In this step, the availability of various types of
Internet resources is checked for possible
topics to be included in a course. Basically,
three types of resources can be explored:
Videos: Videos are the most preferable form
of resources available on the Internet for
incorporation in online course content. The
multimedia format is best exemplified by
videos, which provide an enriching as well as
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entertaining experience for the learners.
Websites like YouTube, Vimeo, etc. provide
excellent video resources on any topic.
Additionally, search engines like Google and
Yahoo provide an exclusive option to search
videos.
Websites: Various websites on the Internet
can easily be searched by using search
engines like Google. Indeed, not every
website contains reliable and authentic
information. Here, the role of the academician
searching suitable content on the Internet
comes into play. Websites containing
interesting and useful information can be
selected and their URLs should be jotted
down for future reference.

Images: The famous axiom ―a picture is worth
a thousand words‖ is indeed true in the
context of online content development.
Incorporation of images at suitable locations
in the content can enhance the overall
experience of the learner. Images help in
making the context much more authentic and
interesting.
The objective of doing a preliminary search of
Internet resources in this step is to have an
assessment of availability of enough resources
in order to create the online component of a
blended course. This information facilitates
the next step in a big way.

Fig. 4: The ten steps in the proposed methodology
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Step 3: Writing the Course Outline
Including the Learning Objectives for Each
Course
The course outline provides basic scaffolding
for the course content author. Therefore, it is
imperative that it is created meticulously by
including a synopsis, aims, learning
objectives, indicative content, and references
among other things. The exploratory research
for the Internet content (done in the earlier
step) helps in setting out the learning
objectives. However, care should be taken not
to confine the learning objectives only to the
available content. It should be kept in mind
that the content that is not available online
can be covered by the instructors during the
face-to-face (F2F) component of the blended
programme. The learning objectives of a
course should be addressing one or more
programme objectives. A matrix should be
created to identify which course learning
outcomes are addressing exactly which
programme objectives. A typical course
outline has been included in Appendix-A.
Step 4: Deciding on the Modules/ Topics that
can be better Covered Online or Face-ToFace
Having created the course outline, the content
author should decide on the modules or topics
(within the modules) that should be covered
online. The remaining topics can of course be
taught during the F2F sessions. This decision
is guided by the availability of online content
established in Step 2. However, even if the
relevant content is unavailable on the Internet,
the content author may decide to write it from
scratch. The other criteria that should be taken
into account is the complexity of the topic.
Such topics that involve mathematical steps
requiring in-depth explanation and discussion
for better understanding should be conducted
in the F2F component.
Step 5: In-depth Exploration of the Internet
Resources for Online Modules in a Course

The preliminary study for Internet resources
done in Step 2 should be expanded further in
Step 5 to explore and identify specific
resources that would be used in authoring the
content for modules and topics to be covered
online. An inventory of hyperlinks of all
possible content available on the Internet in
the form of videos, websites, and images
should be created and maintained. At this
point in time, the content author may not be
very certain whether a particular resource in
the inventory would be actually used during
the authoring stage or not. However, the idea
here is to accumulate all possible resources
relevant to the modules/ topics that may be
used somewhere in the content.
Step 6: Segmentation of Topics Within a
Module on the Basis of Available Internet
Resources
Broad groupings of available Internet
resources should be done to identify the topic
titles within a module. This provides a basic
framework for the author to work upon during
the content authoring stage in Step 7. Just for
the sake of illustration, the following
segmentation of topics was done for the
module of Transportation, Warehousing and
Distribution in the course of Green
Operations Management:
Module 4: Transportation, Warehousing and
Distribution
Introduction
4.1 Role of Transportation in the Supply
Chain
4.1.1
Modes
of
Transportation
4.1.2
Factors Affecting the
Transportation Decision
4.1.3
Design Options for a
Transportation Network
4.1.4
Tradeoffs
in
Transportation Design
4.2 Facility Location Decisions and
Network Design in the Supply Chain
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4.2.1
Factors
Influencing
Network Design Decisions
4.2.2
Models for Facility
Location and Capacity Allocation
4.2.3
Making
Network
Design Decisions in Practice
4.3 Green Transportation
4.3.1
Need for Sustainable
Transportation
4.3.2
Ways
to
Green
Transportation
Summary
Step 7: Content Authoring Around the
Available Internet Content
The content authoring for a topic within a
module is done by weaving the text around
the Internet resources identified in earlier
steps. The expertise of the author comes into

play in deciding the flow of information and
intertwining the Internet resources with it in
such a way that it becomes a seamless reading
experience for the learners. The textual
content available on websites is incorporated
in the content in the form of hyperlinks in
such a way that hyperlinks are hidden behind
the ―text displayed‖ by them. The content
author should be given strict instructions to
use the free Internet content as much as
possible rather than writing content from
scratch. Otherwise, there is a risk that the
author may start writing in the conventional
way. Appendix-B contains an extract of such
content from the course on Green Operations
Management authored by the author of this
paper.

Fig. 5: Screenshot of the LMS containing the online content

Step 8: Choice of a Learning Management
System (LMS) Conducive to Using Internet
Resources Without Copyright Infringement

After the online content has been authored, it
is ready to be placed on a learning
management system (LMS). However, a
major consideration here is to display the
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videos and images within the LMS rather than
directing the learners to external websites,
which normally is the case when a hyperlink
is clicked. At the same time, it is to be
ensured that no video, image or website is
cached on the servers of the institution
running the programme. This is imperative to
avoid infringement of the copyright laws of
such a content available unrestricted to the
public on websites. Thus, the LMS should just
use the domain name of the server through the
hyperlink and display the video/ image in its
own window. Pinnacle Solution Suite was
found to be appropriate for this purpose. A
screenshot of LMS containing the online
content is shown in fig. 5.
Step 9: Delivery of the Course Through the
Integration of Online Component With
FaceTo-Face
Ideally, the same faculty authoring the online
content should facilitate the online as well as
the face-to-face (F2F) sessions in a course.
This is helpful for a seamless integration of
both the components of the blended course.
However, if it is not possible due to some
reason (for example, the faculty authoring the
online content may be located geographically
far away from the location of the learners),
proper orientation of the F2F faculty should
be done to allow her to understand gaps in the
online content that are to be filled-in by the
F2F sessions.
Step 10: Continual Review of the Online
Course Content for Repair and Updation
As the content is created essentially around
Internet resources that are hosted by external
parties, there is high probability that some of
the hyperlinks used in the content would
become inactive as soon as the external hosts
remove them from their websites. Therefore,
continual review of the content is necessary to
replace such broken hyperlinks with
alternative ones promptly. Alternative Internet
resources may not always be available and

therefore, the reviewer may need to write
such portion of the content from scratch. Such
continual reviews, though expensive and time
consuming, allow for regular updation of the
content. Thus, the content remains up to date
in terms of latest developments in the field in
terms of most recent researches and case
examples.

Findings
According to Rogers and Freiberg (1994),
Cross (1981) and Knowles (1984), seven key
principles can be identified that underpin
effective adult learning:
 Significant learning takes place when
the subject matter is relevant to the
personal interests of the adult learner.
 Adult learning programmes can
capitalize on the wealth of experience
of participants.
 Adult learners must understand the
rationale and purpose of their learning.
 Adults need to be involved in the
planning and evaluation of their
learning.
 The experience of adult learners
(including mistakes) can provide the
basis for learning activities.
 Adults are most interested in learning
material
that
has
immediate
application to their job or personal
life.
 Adult learning is problem-centric
rather than content-specific.
Keeping in mind the above principles of adult
learning, the author of this paper himself
authored online content of two courses (one
for Masters in International Business and
another for Green MBA) for a Singaporebased institution by utilizing free Internet
resources during 2010-11. The mandate given
by this institution was to avoid writing
content from scratch as much as possible and
instead utilize as many free Internet resources
as possible in the preferred sequence of
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videos, podcasts, images, and websites. The
author was asked to write content around such
material in such a manner so that the
intertwining of the content with it becomes
seamless. It was desired that even the
assessment components should be designed
by utilizing video/ audio/ textual case studies
freely available on the Internet. A sample
assignment is shown in Appendix-C.
Amazingly, the experience of authoring the
online content in this manner was extremely
gratifying for the author. This is despite the
fact that the author had in the past written
several books, online content, and research
papers in the conventional way. Perhaps, the
sheer excitement of searching and finding
exceptional resources from the Internet for the
students to go through in the online content
thus authored, provided a sense of immense
satisfaction to the author. An informal
feedback from fellow faculty members, who
authored other courses for the same institution
in this way revealed their similar experience
in doing so.
During June-July 2011, the author was also
given the opportunity to teach one of the
courses developed by him to a cohort of about
60 students in the Masters of International
Business programme. The delivery format
was blended in the sense that the course
started with an introductory F2F session by
the faculty, followed by about a week‘s time
of online faculty-facilitated learning, and
eventually, a week of F2F sessions (everyday
from 9 a.m. to 5 p.m.). The pre-lunch F2F
sessions were earmarked every day for
reviewing and discussing the online content.
This provided an opportunity to the students
to clarify any doubts that they had in the
online content. The post-lunch F2F sessions
were scheduled for case study discussion. The
purpose of such case study discussion was to
prepare the students for an Open Book Open
Web (OBOW) final examination at the end of
the course. Therefore, the faculty created an
authentic case study for discussion on each of

these days. A sample OBOW examination
draft has been exhibited in Appendix-D.
A common feature of all the assessment
instruments in this programme is that they are
in constructive alignment with the curriculum
and the pedagogy (Biggs 1999). They are not
treated as an afterthought and are integral to
the learning experience. These include:
 Case analysis (as an individual)
 Case analysis (as a member of team)
 Periodic assessment of discussion
board contributions
 Final projects (case-based projects or
reflective journals)
 Open-book,
open-web
(OBOW)
examinations (mini-interactive case
analyses completed over a 24 hourperiod).
The defining characteristic of the OBOW
approach is a commitment to authentic
assessment (see, for example, Wiggins 1998,
and Herrington and Herrington 1998). It
fosters understanding of learning processes in
terms of real-life performance as opposed to a
display of inert knowledge, and learners are
presented with unstructured problems that
require the application of relevant skills and
knowledge, rather than selection from
predetermined options as is the case with
multiple-choice tests, for example. It is a
model that engages students which, in turn,
educes deeper learning. While each OBOW
examination is unique, one common feature is
that the learner is placed in the role of
decision-maker (e.g. auditor, consultant, or
advisor). This is a critical element of the
OBOW model, as role play provides an
effective bridge between a learner‘s education
and professional practice; the role of ‗expert
witness‘ serving as a useful mechanism for
the validation of a student‘s learning in their
own mind. Another critical element is that at
the heart of every OBOW exam is a
contemporary real-world problem brought to
life through the use of hyperlinks to web sites
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and streaming media that serve to enhance the
authenticity of the problem.
The OBOW model uses a very simple
template which incorporates the design
principles outlined above (Williams, 2004).
The main objective is to produce a mini-case
(‗The Context‘) that gets students to think
conceptually about a problem, applying the
skills and techniques they have acquired in
their study of the course in question. Having
set this context, the definition of the
assessment task (‗The Task‘) might amount to
no more than a paragraph or two which
describes the role the learner must act out.
The ‗Guide to the Task‘ that follows the
assessment task definition is not to ‗spoonfeed‘ the student but to ensure that the task is
not so unstructured that the students are either
struck by ‗writers‘ block‘ or they
fundamentally misinterpret the problem.
The final section of the template gives very
specific instructions about preparation and
submission of the student‘s response which
deter unethical practice on the part of the
student. The work must be submitted
electronically to permit use of plagiarism
detection software but, more importantly, the

student‘s answer must make direct references
to course-specific materials. This means that
an accomplice would first have to become
familiar with the subject materials, made
more difficult given the time period allowed
to complete the task is sufficiently tight.
Meanwhile, buying an assignment from an
on-line ‗cheat site‘ is not an option given the
task is unique and highly contextualized.
Clearly, the OBOW exam format also utilizes
the free Internet resources in the best possible
way in creating an authentic assessment
instrument. Another unique feature of this
course facilitation was to encourage students
to search for and submit interesting Internet
resources that they feel would be useful for
other students in the class as well as future
cohorts of the course. Thus, the students
became active contributors for further
enhancement of the online content.
Informal feedback of students on the design
and delivery of the course has been
overwhelming. Though, a structured survey
on their learning experience with the course is
underway.
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Conclusion
This paper sets out a new approach to
designing and creating online content for
blended programmes by utilizing free
resources available on the Internet. It can be
concluded that this approach is novel in the
sense that it attempts to exploit the hitherto
untapped potential of the Internet resources
for academic purposes. The ten-step
methodology proposed here can provide
scaffolding to the content authors, who would
like to experiment with this approach to
blended course design and delivery. The

paper also dispels the notion that Internet
resources are not meant for usage in purely
academic programmes. More importantly, the
approach to online content development
suggested here normally results in huge cost
savings, thus making the programme more
accessible for less privileged section of the
society. The faculty and student satisfaction
derived from this new approach to blended
programme design and delivery is just an
icing on the cake.
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Appendix-A
Module Outline
Module Title:
Green Operations Management
Module Code:
GRN410
Level:
7 (M)
Credit Points:
15
Study Time:
150 hours
Normal Duration:
12 weeks
Synopsis:
In this module, students learn how decisions and processes associated with all aspects of operations
management including strategy, design, planning and control, and improvement, have significant
ramifications for corporate sustainability. When considering quality, cost, and other conventional
performance measures, for example, these metrics need to be broadened to account for environmental and
social performance indicators. The scope of any given operation is thus expanded quite markedly and the
nature of the operations management role altered. A range of stakeholders other than the customer must
drive operations decisions, and the notion of the closed loop supply chain takes on great significance.
Aims:
To demonstrate to students how corporate sustainability is strongly influenced by operations management
decisions, and how critical it is, therefore, that the operations management function embraces the concept
of sustainable development.
Learning Outcomes:
By the end of this module, students should be able to:
 Make informed decisions about the trade-off between
 environmental and economical performance measures;
 Interpret a life-cycle analysis (LCA);
 Evaluate the performance of reverse logistics operations;
 Critically assess the trade-offs in closed-loop operations; and
 Exploit the opportunities offered by component commonality in remanufacturing operations.
Indicative Content:
1. The Green Supply Chain
2. Green Manufacturing
3. Supplier Management
4. Transportation, Warehousing and Distribution
5. Returns and Recycling
6. Supply Chain Risk Management
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Appendix-B
An Extract of Content from the Green Operations Management Course
Ways to Green Transportation

http://www.acmodels.com/images/7473.jpg

There are several ways in which transportation is being made green. Aircraft manufacturers, for example,
are trying to make planes that are bigger, faster and lighter so that the fuel consumed by them per
passenger is as low as possible. Some aircraft manufacturers have also experimented successfully with
alternative greener fuels. Nevertheless, it is a long way to go for such technologies to become viable on a
large scale.
http://www.youtube.com/watch?v=Z1LKl1meT1s

http://www.treehugger.com/PRT-car-on-display-masdar-abu-dhabi-photo.jpg

There are several successful examples of new and existing cities/ townships that are embracing green and
innovative transportation systems to provide better accessibility, convenience, and safety to their citizens.
Let us look at some of these exemplary cities.
http://www.youtube.com/watch?v=WdActi48iI0&feature=related
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http://www.youtube.com/watch?v=vvkSiTFXG4g&feature=related
http://www.youtube.com/watch?v=A0EjY9CVF7w&feature=related
http://www.youtube.com/watch?v=QmW-jKhRJlI&feature=related
http://www.youtube.com/watch?v=KozgO4PQ8ps&feature=related
http://www.youtube.com/watch?v=Nn_Xkx7TvbA

http://www.fhr-net.co.uk/imgs/news/landmark_year_for_klm.jpg

The airline industry is usually an easy target of criticism for its carbon-di-oxide emissions. KLM is one of
the world's few airlines, which are on the forefront of reducing carbon-di-oxide emissions through their
initiatives like Reduce-Control-Compensate. In November 2009, KLM became the world's first airline to
test flying with bio-fuel. The airline has been a pioneer in corporate social responsibility (CSR) in the
industry.
http://www.youtube.com/watch?v=Is_HRAttonE
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Appendix-C
Sample Assignment
You are advised to go through the following video entitled ―Nokia – We Recycle‖:
http://www.youtube.com/watch?v=6yfh9xY28l4&feature=related
Discuss on the discussion board if you think that it is better for original equipment manufacturers (OEMs)
like Nokia to recycle their own products rather than outside organizations doing it. Would it help the
consumers indirectly?
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Appendix-D
Sample Open Book Open Web (OBOW) Examination Draft
PLEASE READ THESE INSTRUCTIONS CAREFULLY





This is an Open Book, Open Web (OBOW) essay-type examination that you will complete
online, within the allotted time frame.
The maximum time period allowed for this exam is 24 hours.
This examination material is highly confidential and remains the property of the College
By taking part in this examination, you acknowledge this and agree not to disclose, publish or
disseminate the examination materials or make infringing copies, either in whole or in part

The Context
The world‘s leading aerospace company, Boeing is the largest
manufacturer of commercial jetliners and military aircraft combined. It
has significant interests in NASA through its Space Shuttle and the
International Space Station programmes. Headquartered in Chicago,
Boeing operates in 70 countries with a culturally diverse workforce.

Image source:
www.boeing.com

Boeing has an arch rival in the form of its European counterpart Airbus. The Airbus jetliner product line
comprises 14 aircraft models, from the 100-seat single-aisle A318 jetliner to the 525-seat A380, which is
the largest civil airliner in service. Airbus also has expanded into the military transport aircraft sector.
Every strategic move of these two giants is followed closely and counter-measures are swiftly planned to
capture the market share of each other. Both the companies have tried to outpace each other through
development of bigger, lighter and environment friendly planes. When Airbus started its ambitious
Superjumbo A380 project, Boeing quickly followed suit with its Dreamliner 787.
Airbus, by virtue of its multi-country lineage in EADS, has its manufacturing process scattered across
many European nations including the UK, France and Germany. Its final assembly plant is located at
Toulouse (France), where the huge parts (like the wings, engines, etc) are brought through several
transportation modes for assembling into an aircraft. Often, this approach to manufacturing has been
critised by experts, who cited this as one of the reasons for the A380 project delays and cost overruns.
Ironically, Boeing tried to adapt a similar approach to manufacturing the 787. It experimented with
radical outsourcing with major parts of the plane outsourced to companies in Canada, Australia, Korea,
Japan and Europe. It is believed that Boeing is outsourcing a comparatively higher percentage of the
engineering and design work to outside contractors than it has on earlier airplane programmes. It is
debatable as to whether this is the primary reason for the numerous delays and hefty cost overruns the 787
project has witnessed over the past several years. On several occasions, Boeing admitted design flaws,
leading to delays.
Boeing‘s customers are increasing getting wary of their mired delivery schedules of 787. The growth
plans of Air Canada have been hardly hit, while Malaysia Airlines has threatened cancellation of its
orders for 787 in case of any further delay in the delivery of its planes.
It is the first time Boeing has acknowledged that problems encountered with production and quality issues
could hamper the latest schedule planned after the plane's eventual first flight in December 2009. The
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report also indicates that the company officials opine that they overreached on the new manufacturing
method used with the 787, but they remain committed to the outsourcing model.
However, further delays have been indicated and a recent report has announced that the delivery of 787s
to American Airlines has been stalled for two years behind the original schedule, with its earliest delivery
now anticipated only in 2014. The competition is cashing on the situation in a big way, with Airbus
receiving orders from several airlines who cancelled the 787 orders in favour of its A330.

The American public in general and Boeing employees in
particular are agitated due to rising unemployment in the US.
Boeing‘s workers are no exception – they have often opposed
the outsourcing model of 787 in explicit as well as implicit
ways. So much so, that Boeing seems all set to rein in its 787
outsourcing model in its future avatars.

Image source:
www.komonews.com

The Task
The chief executive officer (CEO) of Boeing, W. James McNerney, Jr., is in a tight spot over the 787
dreamliner since its latest announcements of further delays in delivery to the customer airlines. He has
often been branded as pro-offshoring and has decided to take an unbiased opinion of an external
consultant to critically analyse the whole production model adapted in 787.
You are being considered for this lucrative consultancy assignment and have been requested by Boeing to
submit a preliminary report, critically examining the 787 project.
Guide to the Task
Having recently completed the MIB 404 Global Operations Management course, you consult your course
notes and the eLibrary to compile your report on the following lines:
 Highlight the pros and cons of the production model followed by Boeing prior to the 787 project.
 Critically examine if the 787 delays and cost overruns are more of teething troubles in adapting to
the new production model.
 Explore the possibility of Boeing‘s failure to handle the culturally diverse partners in its 787
supply chain.
 Critically analyse if lacunae in the 787 designs are primarily responsible for its current woes.
 Suggest remedial measures to bring the 787 project back on track and future directions for similar
projects of Boeing
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Re-thinking Faculty's Resistance to Technology
Sofia Matrosova Khalil
Capella University

Abstract
The issue of resistance to technology in
academia in our technological time is
currently receiving attention in scholarly
literature. Why are some faculty members in
higher education still resisting technology,
while others have adapted to a combination of
on campus and online teaching, or even
working exclusively online? What are the
factors that contribute to faculty resistance to
using technology? The phenomenon of the
resistance of faculty using technology in
academia is the focus of this qualitative
research. This study will explore the factors
of faculty resistance to technology in
academia by reviewing already existing
research and involving experts in that
analysis. It is hoped that the results of this
study will contribute to the understanding of
the factors of resistance and possibly add to
the development of the theoretical basis of rethinking the resistance.

Keywords: faculty; resistance; change;
control; technology; learning

Introduction
The issue of resistance to technology in
academia during the last decade is currently
receiving attention in scholarly literature.
Why are some faculty members in higher
education still resisting technology, while
others have adapted to a combination of on
campus and online teaching, or even working
exclusively online? What are the factors that
contribute to faculty resistance to using
technology? The phenomenon of the

resistance of faculty using technology in
academia is the focus of this research. The
factors of faculty resistance to technology in
academia will be explored in this study by
reviewing already existing research and
involving experts in that analysis. This study
is ―grounded‖ in the views of faculty and
exploring the central phenomenon of
resistance to technology. It is hoped that the
results of this study will contribute to the
understanding of the factors of resistance and
will add to the development of the theoretical
basis of re-thinking the resistance.
The issue of resistance to change is not a new
dilemma in academia. As Rodriguez (2005)
noted, under the topic of teacher education
and resistance there were more than 2,574
documents in the ERIC database (Kitchen &
Rodriguez, 2005, as cited in Moerschell,
2009). Moerschell (2009) added that the
expression of resistance varies in ―terms of
diversity, discourse, curriculum changes, and
of course, technology‖ (Moerschell, 2009,
para. 5). Undeniably, educational technology
is changing higher education around the
globe. Online learning as one of the forms of
distance education has become a standard
way of learning in many colleges and
universities, and is changing the way faculty
is teaching and students are learning (D‘Arcy,
Eastburn & Bruce, 2009; Kidney, 2004;
Smith, Schneider, Kontos, Kuzat, Janossy,
Thurmond, K. et al, 2007). But the change in
higher education is happening slowly and in
some cases there is resistance to reform the
old traditional methods of instruction, and to
adapt to the new demands of reality –
incorporation of technology in teaching,
communication and research.
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Background of the Problem
Online learning is not the first form of
distance education in academia. Starting from
the second half of the 19th century, distance
education by mail service was developed in
Europe and later in the United States (Lucas,
1994). Shelton & Saltsman (2005) contended
that the first distance education institutions
were established in England in 1840 and in U.
S. in 1873. Since 1950‘s various modes of
distance learning developed such as satellite
transmission, audio, video, and finally online
with the use of Internet and computers
(Lucas, 1994). In recent years, the rapid
development of new learning technologies
created new ―on-the-go‖ classrooms where
students are connected to their instructor and
classmates via blogging, Twitter, Facebook,
and videoconference with Skype (Johnson,
2010; Young, 2011). According to the recent
survey by SLOAN Consortium, online
enrollments are increasing and exceed the
overall enrollments in higher education
(SLOAN, 2011). According to the report in
2008, there were over 4.6 million students
taking at least one online course, resulting in a
17 percent enrollment increase over 1.2
percent grows overall higher education
student population (SLOAN, 2011, p. 1).
Online learning is gaining popularity because
it is convenient, and provides learner with
wealth of the resources. Shelton and Saltsman
(2005) justified online learning as effective
for the institutions of higher education for
three reasons:
1. ―To fulfill a mission of delivery to a
larger service area;
2. To accommodate population growth
by increasing enrollment without
spending money on building and land;
3. To reach a wider student population
by gathering more potential students
who otherwise wouldn‘t be able to
attend classes‖ (p. 6).

The educational methodology of online
education
is
considered
no
longer
experimental and benefits, access and
flexibility of such learning understood by
many institutions of higher education (Berge
& Muilenburg, 2001). Yet, some institutions
are not making ―changes necessary to
maximize the effectiveness and efficiency of
online learning‖ (Howard, Schenk &
Discentza, 2004, as sited in Shelton, &
Saltsman, 2005, p. 7).
Statement of the Problem
The problem is that in many colleges and
universities, some faculty members still resist
using educational technology in their work. A
great deal of literature has been written on the
issue of resistance in academia (Berge, 2001;
Howard, Schenk & Discentza, 2004;
Rodriguez, 2005; Shelton & Saltsman, 2005;
Moerschell, 2009; Moore, 1994). This study
will investigate both resistance and methods
for changing faculty behavior towards the use
of technology. The available research on the
factors behind faculty resistance to change
their current ways of teaching and adapting to
the use of technology in instruction, points to
the need for continuing research on how to
overcome those factors of resistance and
bring educational technology to the
classroom. Also, the available research shows
that there is lack of any general theory of
resistance to technology (Oreg, 2006). This
study aims to fulfill such a deficiency, and to
contribute to the development of the theory of
resistance to technology.
Purpose of the Study
The purpose of this qualitative study that uses
grounded theory is to analyze the
phenomenon of faculty resistance to
technology in academia and to add to the
development of the theoretical basis for rethinking the resistance. This study is seen as
an identification of the process of change
from resistance to learning and accepting
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technology. Organizational change is needed
to overcome the factors of faculty resistance
in using technology. The input of the experts
in the field of resistance and change process
will contribute to the development of the
theory of resistance to technology.
The Significance of this Study
Although much of research is done on the
factors of faculty resistance to technology and
resistance to change in academia, the fact of
the resistance remains. The question is: ―How
one can use the rich data on resistance to
change faculty attitudes?‖ Several authors
propose to ‗rethink‘ resistance to change in
order to help employees to go though the
change in an organization (Diamond, 1986,
Piderit, 2000, Oreg, 2006).
Throughout the thorough literature review this
researcher acquired a concrete feeling that
this research is not about piloting an
additional survey of faculty on the factors of
resistance to technology. It was done before.
This research is about combining the many
survey results of the previous research on the
factors/barriers/resistance of faculty to
technology in one new analysis. The factors
of resistance varying from one research study
to another research, as well as the
recommendations for improving this situation.
There is a need to organize those factors so
the picture of faculty resistance to technology
will reveal in all its details. To treat the
problem one should identify its causes. The
categorization of the many causes of
resistance presented as one clear document,
which could be used as a blue print, would be
helpful for faculty and leadership to recognize
the factors that cause resistance and to create
a path for overcoming the problem.
The significance of this proposed study is in
examination and categorization of the factors
of resistance that can help to understand the
causes of the problem. First, the results of the
proposed study might be used by
administration and leadership in institutions

of higher education as a ―blue print‖ to
identify the specific factors of resistance in
their institutions and to try to find solutions to
overcome those factors, and help faculty to
learn about and use technology in their work.
Second, such an understanding would be
helpful to faculty to see a scope of the issues
associated with the resistance, understand
them, and to conquer them with the
appropriate support of leadership of their
institutions. Finally, the results of the study
and their implications would be helpful to a
wider audience – the students who desire to
learn with the use of technology that provides
them with variety of resources, convenience
to study from remote locations that allows
them to balance their busy lives with the
ability to advance their education.
Research Questions
The purpose of this qualitative study that uses
grounded theory is to analyze the
phenomenon of faculty resistance to
technology in academia, therefore the main
research question is:
1. What are the factors that contribute to
faculty members‘ resistance to
technology in our technologically
advanced time?
2. To learn about such a phenomenon the
specific subquestions were identified:
3. How can faculty, as adult learners, be
prepared to understand technology and
to learn about its use in instruction?
4. How can faculty‘s reluctance or unreadiness to technology be overcome
cognitively through participation in
change?
5. How can psychological defensive
behavior of faculty as part of
emotional and behavioral resistance be
transformed from negative to positive
attitude towards change?
6. How can cognitive realignment of
resistors‘ espoused theories and
theories-on-use be used to accept the
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change and use technology in
instruction?
7. How can the Control Theory be used
by leadership as effective action to
generate the knowledge about
resistance and to create a path from
theory (espoused theory) to practice
(theory-in-use) and help faculty to use
technology in their work?
8. How can the input of the experts in the
field of resistance to technology and
change
process
advance
the
development of the theory of
resistance to technology

2. Literature Review
The survey of literature for this study is
focused on several issues: 1. The evolution of
technology in teaching and learning; 2. The
theories of teaching adults and the necessity
of using technology in teaching adults in
academia; 3. The causes and the factors of
faculty resistance to use of technology in their
work; 4. The Change Resistance Theory in
relation to faculty‘s resistance to technology;
5. The Control Theory and the role of
academic leadership in creating effective and
technologically
advanced
learning
environments for all – adult students and
faculty equally.
The Evolution and Use of Technology in
Teaching and Learning in Higher Education
Online learning is not the first form of
distance education in academia. Shelton and
Saltsman (2005) contended that the first
distance
education
institutions
were
established in England in 1840 and in U. S. in
1873. After 1950‘s various modes of distance
learning developed such as satellite
transmission, audio, video, and finally online
with the use of Internet and computers
(Lucas, 1994). In recent years, the rapid
development of new learning technologies
created new ―on-the-go‖ classrooms where
students are connected to their instructor and

classmates via blogging, Twitter, Facebook,
and videoconference with Skype (Johnson,
2010; Young, 2011). According to the recent
survey by SLOAN Consortium, online
enrollments are increasing and exceed the
overall enrollments in higher education
(SLOAN, 2011). According to the report in
2008, there were over 4.6 million students
taking at least one online course, resulting in a
17 percent enrollment increase over 1.2
percent grows overall higher education
student population (SLOAN,2010 , p. 1)
Theoretical Framework
There are several theories that construct the
base of this study. In recent years, the cohort
of adult learners in academia has changed
(Erickson, 2010; Palfrey & Gasser, 2008). In
order to effectively teach their adult students,
faculty must learn about and use technology
in their teaching (Palfrey & Gasser, 2008).
Faculty, as well as their students, are viewed
in this study as adult learners, and therefore,
the theories explained throughout the
literature review are fully applicable to
faculty as adult learners. The several theories
that contribute to the understanding of the
specifics of adult learners and their education
used in this study are: Knowles‘ Theory of
Andragogy (1970, 1975, 1980, 1984, 1989,
1998); Bloom‘s Cognitive Taxonomy (1956);
Rotter's Internal-External Locus of Control
Scale (RIELC, Rotter, 1966, 1975); Kolb‘s
Learning Style Theory (1984, 2005);
Erickson‘s (2010) characteristics of different
generations/age cohorts of adult learners;
Rossmans Adult Learning Inventory (RALI,
1990); Change Resistance Theory (Diamond,
1986, Piderit, 2000, Oreg, 2006); Ramsden‘s
(1998) Theory of Leadership and Theory of
Control, and Argyris and Schön‘s (1974)
Theory of Action.
Among the theories of teaching adults,
Knowles‘ Theory of Andragogy (1970, 1975,
1980, 1984, 1989, and 1998) stands out the
most. This theory explained the way adults
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learn and it received global wide recognition
and support in higher education and
professional development. Taylor (2009)
summed up the characteristics of andragogy
explained by Knowles as:
 learner-focused education in contrast
to
pedagogy
as
teacher-based
education;
 where learners are more self-directed
than teacher-directed;
 an instructor is a facilitator of learning
rather than an originator of it;
 an
environment
where
adult
instructors and their adult students are
engaged in challenging, passionate,
and creative activity (Taylor, 2009).
The theory of andragogy by Knowles has
transformed higher education of today and the
views of how adults are learning (Taylor,
2009).
Bloom‘s Cognitive Taxonomy (1956) has
direct application to the issue of faculty‘s
learning about technology. This educational
theory that is used in teaching adults was
designed to present systematic classifications
of cognitive operators (Halawi, Pires,
& McCarthy, 2009). Bloom classified simple
and complex cognitive operations and
categorized the three distinctive domains of
behavior:
cognitive,
affective,
and
psychomotor. The cognitive taxonomy is
placed by Bloom hierarchically into six
categories, and is heavily used in education:
 knowledge,
which
focuses
on
memorization, recognition, and recall
of information;
 comprehension, which focuses on
organization of ideas, interpretation of
information, and translation;
 application, which focuses on problem
solving, use of particulars, and
principles;
 analysis, which focuses on finding the
underlying organization, and the
division of a whole into components;





synthesis, which focuses on a
combination of ideas to form
something new, creating something
unique whether verbal or physical;
evaluation, which is the highest level
in the taxonomy and focuses on
making judgments about issues,
resolving disparities or disagreements
(Halawi, Pires, & McCarthy, 2009,
para. 9).

One way of learning about adult learners – in
the case of this research, the faculty in
academia, is use of Rotter's Internal-External
Locus of Control (RIELC) Scale (Rotter,
1966, 1975) which is a system that allows one
to learn about the ―individuals‘ beliefs
regarding the nature of the environment
and/or their expectations about how
reinforcement is controlled‖ (Dille, &
Mezack, 1991, p. 26). According to the
RIELC scale, individuals with internal lack of
control believe that academic success is due
to their efforts and abilities, while individuals
with external lack of control believe that
success depends on external factors such as
luck (Dille, & Mezack, 1991). Rovai (2007)
stated that students with strong internal locus
of control are ―mostly internally regulated (or
autonomous), have more interest, confidence,
excitement, persistence, better performance,
and show a better conceptual understanding
of the material than students who are mostly
externally controlled‖ (para. 11). The
knowledge of internal-external regulators of
adult learners – faculty can be used in
designing the professional development
courses to learn about technology.
To help faculty to learn in a more effective
way they need to gain knowledge about the
variety of learning styles. Those learning
styles are described in Kolb‘s Learning Style
Theory (1984, 2005) which is a learning
theory based on the theories of human
learning and development of Dewey, Lewin,
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Piaget and other educational philosophers.
Kolb‘s identified four main learning styles:
1. Diverging – people who are better at
generation ideas, have ―broad cultural
interests
and
like
to
gather
information…
imaginative
and
emotional, have broad cultural
interests… tend to specialize in arts,
prefer working in groups, to listen
with an open minds, and to receive
personalized feedback‖ (Kolb‘s, 2005,
pp. 196-197);
2. Assimilating – people who are best at
understanding a ―wide range of
information and putting it into a
concise, logical form… interested in
ideas and abstract concepts… prefer
readings, lectures, exploring analytical
models, and having time to think
things through‖ (Kolb‘s, 2005, pp.
196-197);
3. Converging - people who use this
learning style are ―best at finding
practical uses for ideas and theories…
have ability to solve problems and
make decisions based on finding
solutions to questions or problems…
prefer to experiment with new ideas,
simulations, laboratory assignments,
and practical applications‖ (Kolb‘s,
2005, pp. 196-197);
4. Accommodating - people with this
learning style have the ―ability to learn
from ‗hands-on‘ experiences… act on
‗gut‘ feelings rather than on logical
analysis… rely more heavily on
people for information than on their
own technical analysis… prefer to
work with others to get assignments
done, to set goals… to test out
different approaches to completing a
project‖ (Kolb‘s, 2005, pp. 196-197).
All the above mentioned theories can be used
to teach different generations/ages of cohort
adult learners (Erickson, 2010). Faculty are

included in such a cohort. Erickson (2010)
invites ―looking at each generation actions
through their eyes, not our own‖ (p. 44).
Erickson specified five generations:
1. The Traditionalists, born between
1928 and 1945 – also called ―silent
generation‖,
their
numbers
in
workforce are decreasing, but they
made a great impact on the design of
the policies and procedures of how
organizations and corporations work
up till today. Traditionalists value
financial recognition, security, and
hierarchy;
2. The Boomers, born between 1946 and
1964 (or 1961) – this time is known as
a time of unrest (Vietnam War,
protests, civil rights movements), all
of which lead to the notions that the
world is in need of change. The need
to create independent lives away from
their parents – Traditionalist, who
pushed them to move to distant
locations and fight in a tight
competition for the few spots available
in colleges and universities. After,
they have to compete at the workforce,
and to play by the established rules in
competition for individual rewards –
which resulting in developing a habit
of winning. As a generation of
Boomers, they tend to value individual
achievement and recognition.
3. Generation X, born between 1965 and
1979 – known for their criticism of
Boomers as antiauthoritarians, masters
of denying reality, and ignoring the
unpleasant truth. X‘ers unlike
Boomers are not driven by
competition, wiling to quit and go
elsewhere, outspoken, and expect be
treated individually and to play the
game by their own rules. This
characteristics are of X‘ers are seen by
Boomers as perplexing, difficult to
manage and to understand.
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4. Generation Y, born between 1980 and
1995 – also called Millennial
Generation, is the largest population
(more than 70 million) that has join
the workforce. This large cohort of
employees and consumers will have a
significant influence on the world they
live in and work for. This generation
is characterized by the intention to live
to the fullest – now – immediately –
became a single most silent
characteristic defining this generation.
Today, Y‘s are close to and trust their
parents and other adults in their lives.
In the workplace they express their
opinions freely, without regard for
corporate hierarchy, with no sense of
business
protocol,
and
expect
everyone to be interested in their point
of view.
5. Re-Generation, born from 1996 – will
be
a
generation
of
realists,
pragmatists, where truth, finite limits,
conservation, trade-offs, balance –
will be the themes of the newest
generation, who will rethink, renew
and regenerate the challenges this
generation will face (p. 45)
The characteristics of different generations
described by Erickson (2010) constitute the
current population of adult learners that varies
in ages, educational, work and life
experiences. To achieve success in today‘s
society, individuals try hard to attain
additional professional education in order to
fit into the current job market that ―requires
educated workers who are capable of
changing and adapting as business and
cultural realities shift and evolve in today's
fast-paced, global economy‖ (Kanter, 2001,
as cited by Dykman, & Davis, 2008, para 4).
To help faculty, who are adult learners,
leadership and professional development
departments could incorporate Rossmans
(2011) Adult Learning Inventory into

preparation of the workshops on learning
about technology. Rossmans (2011) noted
that adult learners are often issue or problem
centered rather than subject centered. Similar
notion is found in the research of Knowles
(1973) and Cross (1981). Rossmans (2011)
Adult Learning Inventory correlates to
Knowles (1980) Theory of Andragogy that
stated that adults should be taught differently
than children because their cognitive and
learning processes are drastically different
(Brookfield, 2005; Birzer, 2004; Mezirow,
2000; Cranton, 1993; Cartor, 1990; Cross,
1981; Knowles, 1975, 1980, 1984a, 1984b;
Knowles, Holton, & Swanson, 1998). This
theory is globally recognized and as Lee
(1998) points out, ―many of Knowles' 19
books are used as texts in adult education
programs around the world‖ (para. 5).
Rossmans (1990) reported that ―An adult‘s
experience may interfere with the learning
experience‖ (RALI, 1990, p. 2). The authors
observed that long experience in many older
and experienced adults causes resistance to
change, and at the same time represents a
―potentially rich resource for learning and an
obstacle to learning‖ (Smith, 1982, as cited in
Rossmans, 1990).
The Change Resistance Theory
The resistance of faculty to changes in
utilizing technology in higher education and
managing that resistance may be among the
most pressing challenges for leaders in
academia (Berge & Muilenburg, 2001;
Moerschell, 2009). Several authors proposed
to ‗rethink‘ resistance to change, to view the
resistance as a multidimensional (negative)
attitude towards change that consists of three
interconnected elements cognitive, affective
and behavioral/intentional components, and to
help employees to go though the change in an
organization (Diamond, 1986; Oreg, 2006;
Piderit, 2000). Piderit (2000) summed up
that‖ we should retire the phrase ‗resistance to
change,‘ and I advocate a new wave of
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research on employee responses to change,
conceptualized as multidimensional attitudes‖
(para. 37). Diamond (1986) stated that
remedy for resistance ―involves a cognitive
realignment of resistors‘ espoused theories
and their theories-in-use‖ (para. 18).
Control Theory
The Leadership Theory and Theory of
Control (Ramsden, 1998) and Argyris and
Schön‘s (1974) Theory of Action is chosen by
the author as support to the Theory of
Andragogy as the main motif for the study.
Ramsden (1998) asserted that it is the role of
effective leaders in reframing educational
organizations to address the new needs of
community learners – the students and the
faculty. Genuine learning requires an
environment of ―trust and an absence of fear,
where the academics, like their students will
take risks, excel, and do remarkable things‖
(Ramaden, 1998, p. 268). Ramsden (1998)
believed that academic leadership should
provide for everyone an ―environment for
enterprise, bold moves, and imagination – in
teaching, research and professional practice‖
(p. 267).
Resistance of Faculty to Use of Technology
in Instruction
Several issues were identified through the
survey of the literature. Moerschell (2009) in
the article Resistance to Technological
Change in Academia clearly stated the array
of attitudes towards technology from ―the old
timers who like things as they are‖ (para. 8-9)
to lack of awareness and interest to vision of
how technology would benefit them.
Moerschell (2009) pointed out several reasons
of resistance: a limited vision of the future; b.
comfort with the way things are; c. deficits in
information and communication; d. the
individual‘s nature to be uncooperative; e.
and, that they do not have the skills to do
what the leader is proposing (Bergmann &
Brough, 2007, as sited in Moerschell, 2009,

para. 13). Moerschell (2009) also reported
that the culture in academia is a serious factor
of resistance to technology and it ―epitomizes
this behavior‖, and is ―a necessary systemic
component of implementing technological
change‖ (para. 22). This issue was addressed
by many authors such as Bergmann and
Brough (2007); Cameron and Green (2004);
Horn (2002); and Kitchen and Rodriguez
(2005).
Berge and Muilenburg (2001) identified 64
barriers or factors of resistance to distance
education. The 64 barriers were grouped into
10 factors:
1. Administrative
structure
–
management is of distance learning is
problematic;
2. Organizational
change
most
organizations are resistant to change;
3. Technical
expertise
professional
development and support;
4. Social interaction and quality –
isolation of faculty and students,
quality of programs, courses, and
students learning and assessment;
5. Faculty compensation and time – time
consuming, lack of funding;
6. Threatened by technology - replaced
by technology?
7. Legal issues Internet and copyright,
fair use policies, piracy, intellectual
property rights, and problems with
hackers and viruses;
8. Evaluation/Effectiveness - concern
over a lack of research supporting the
effectiveness and evaluation of
distance education;
9. Access - lack access or concerns over
equal access to courses offered via
newer technologies such as Web based
instruction for both instructors and
students;
10. Student support services - provision of
student services such as advisement,
library services, admissions, and
financial aid-at a distance is a critical
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facet of any distance learning program
(Berge & Muilenburg, 2001).
Harvey and Broyles (2010) proposed to use
‗antidote‘ to harness the positive power of the
#
1

Factor
Lack of Ownership

2

Lack of Top Brass Support

3

Lack of Perceived Benefits

4

Lack of Recognition

5

Increased Burdens

6

Loneliness

7

Insecurity

8

Norm Incongruence

9

Boredom

10

Chaos

11

Superiority

12

Differential Knowledge

13

Sudden Wholesale Change

14

Fear of Failure

15

Extremes of Organizational Structure

16

Suspicion

17

Ambiguity

18
19
20

Leadership Skills
Inertia
(Anything)

The Change Factors and their Use to
Motivate Faculty Members to Overcome
Rresistance to Change

resistance.
The following factors of
resistance and their antidotes are presented
below (adopted from Harvey & Broyles,
2010, Table 23.2 Resistance Factors, p. 112)

Antidote
Participation
- in what? How?
Top Brass Support
Payoff for Brass Support
Co-option of Trusted Advocates to Top Brass
Meaningful Payoff
Recognition Scorecard
Celebration
Participation
Payoffs
Small Steps
Collegiality
Change Teams
Gradualism
Collegiality
Change Teams
Gradualism
Norm Setting
Joy and Fun
Celebration
Simplicity
Continuity with Principles
Perception of Control
Peer Recognition
Multiple Recognitions
Recognition of Behaviors that are Effective
Equal Sharing if Information
Gradualism
Trialism
Celebrate Small Wins
Affirmation
Ensure Small Successes
Learn from Risk Taking
Moderate Centralization
Moderate Formalization
Trust
Clarity
Simplicity
Leadership Skills Development
Stress
Referent Power (Strong Trust)

The change factors include three components:
emotional or affective (the way people feel
about the change such as frustration, anger, or
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fear), cognitive (ones thoughts about the
change and its necessity), and behavioral
(actions or intentions to act towards of
change) (Oreg, 2006). Oreg (2006) argued
that the tridimensional factors, even though
interconnected, have different impact on
change consequences or outcomes. The
researcher investigated the antecedents and
the predictors of the resistance attitude
components and the work-related outcomes.
The three identified resistance components
are:
1. Affective
2. Cognitive
3. Behavioral
The antecedents are:
1. Personality
with
dispositional
resistance to change,
2. Context that consists of:
a. Power and prestige,
b. Job security
c. Intrinsic rewards
d. Trust in management
e. Information
f. Social influence
Work related outcome:
1. Job satisfaction
2. Intention to quit
3. Continuance commitment.
The findings of the study suggested that most
important antecedents to resistance to change
were employees‘ sense of autonomy,
challenge, stimulation such as intrinsic
motivation, and trust in management. Oreg
(2006) stressed that ―trust in management
proved to be a dominant variable in its
associations with all three resistance
components,‖ (p. 97) and that management
should invest in building and maintaining the
trust of their employees. The conclusion of
the research is that resistance to change as a
multifaceted concept should be investigated to
find different forms of resistance that could

―indicate different types of antecedents, and
thus would point to different measures for
alleviating resistance‖ (Oreg, 2006, p.97).
The Types of Professional Development and
Training that Increase the Confidence of
Faculty and their Willingness to Accept and
Use Technology
To reduce faculty anxiety, demystify
technology, and promote use of technology by
faculty several steps can be implemented,
Gibson and Peacock (2006) contended. The
researchers
developed
a
professional
development model as a website with the
intention to provide practical resources for
faculty to learn and to use technology. This
site was designed for users with different
levels of knowledge of technology - from
nonusers to early adapters who are looking for
new ideas (Gibson & Peacock, 2006). From
the findings of the research five core areas of
data emerged:
1. Amount of information;
2. Quality of information;
3. Ease of use;
4. Appearance;
5. Usefulness of information.
The summary of the inputs of the participants
of the research differ according to their prior
knowledge and use of technology. The
beginner computer users stated that prior to
use of the self-paced website they wanted face
to face interactions with the instructor to learn
about the basics of using technology. The
participants commented about the user
friendly format, which was not intimidating to
faculty as learners (Gibson & Peacock, 2006).
The lessons learned from this research are that
faculty as adult learners need help in learning
about technology. Faculty needs continuing
technical support and resources that can be revisited again and again to master the
knowledge, and need assistance of technology
professional development personnel to solve
the arising issues and to get new ideas on
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technology integration into teaching (Gibson
& Peacock, 2006).
The Role of Leadership Support in Faculty
Basic and Increased Use of Technology in
Teaching and Learning
Oreg (2006) stated that resistance to change
decreased when employees have trust in their
management. Trust in management is proved
to be a dominant factor in its associations
with all three resistance components (Oreg,
2006, p. 97). Oreg (2006) recommended that
managers should be aware that people‘s
feelings about change may ―predict how they
will feel about their jobs… that what they do
as the change takes its course could help
anticipate their willingness to remain in the
organization; and … later on translate into
their commitment to the organization‖ (Oreg,
2006, p. 98).
Summary of Section 2
The survey of literature for this study was
focused on several issues: 1. the evolution of
technology in teaching and learning; 2. the
theories of teaching adults and the necessity
of using technology in teaching adults in
academia; 3. the causes and the factors of
faculty resistance to use of technology in their
work; 4. the Change Resistance Theory in
relation to faculty‘s resistance to technology;
5. the Control Theory and the role of
academic leadership in creating effective and
technologically
advanced
learning
environments for all – adult students and
faculty equally.
The resistance of faculty to changes in
utilizing technology in higher education and
managing that resistance may be among the
most pressing challenges for leaders in
academia (Berge and Muilenburg, 2001;
Moerschell, 2009). Several authors proposed
to ‗rethink‘ resistance to change, to view the
resistance as a multidimensional attitude
towards change that consists of three
interconnected (negative) elements cognitive,

affective
and
behavioral/intentional
components, and to help employees to go
though the change in an organization
(Diamond, 1986, Piderit, 2000, Oreg, 2006).
Piderit (2000) summed up that‖ we should
retire the phrase ‗resistance to change,‘ and I
advocate a new wave of research on employee
responses to change, conceptualized as
multidimensional attitudes‖ (para. 37).

3. Methodology
Research Design
This research is a qualitative study that will
discuss the phenomenon of faculty resistance
to technology in academia and will add to the
development of the theoretical basis of rethinking that resistance. The preliminary
review of the literature justifies that there is a
need for a study that would gain better
understanding of the factors of faculty
resistance to using technology. Because of the
narrative nature of the proposed research to
collect, analyze, and interpret the readily
available data on the factors of resistance, the
qualitative method with grounded theory
inquiry strategy is selected.
Data Collection Instrument
For the purpose of this research a focused, but
open-ended survey, as a research instrument
specifically designed for this research, will be
offered to the experts on resistance and
change, the obtained data will be categorized ,
analyzed, and interpreted from particular to
general themes will be presented in the
analyses section. The experts will be given a
summary of the main ideas discussed in the
literature review, along with author‘s initial
generalizations that address the resistance to
technology, and a questionnaire, and will be
asked to provide their responses to the
research questions specifically created for this
survey.
Two types of data will be collected: 1.
Documents such as: a. the public data such as
information related to the factors of faculty
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resistance to use of technology; b. secondary
reading and analysis of the previous research
on the factors of faculty resistance to use of
the technology; c. the literature review on
issues of resistance and change will be
analyzed and summarized; 2. The data
derived from the survey administered to the
experts on resistance and change.
The two categories of the participants are: 1.
The data for the secondary reading from the
previous research on faculty resistance to
technology; 2. The experts on resistance and
change process. The first category is expected
to provide rich data on the factors of the
resistance that will be analyzed, categorized,
and will create a basis for the development of
the theory of resistance to technology. The
second category, the experts opinions
obtained through the survey specifically
designed for this research, is expected to offer
excellent data that would help shaping the rethinking of the resistance and development of
the theory of faculty resistance to technology
in academia.
The Experts
The choice of experts is based on their overall
experience in higher education, and thorough
knowledge of issues associated with
resistance, change, and use of technology in
academia. The experts will be selected
according to the following criteria:
1. An earned PhD;
2. Minimum 10 years of working in
higher education or professional
organizations;

3. Participation
at
national
professional conferences;
4. Substantial publishing record.

and

The experts will given a questionnaire, and
will be asked to provide their responses to the
research questions specifically created for this
survey. In order to complete this focused, but
open-ended survey the experts will be given a
summary of the main ideas discussed in the
literature review, along with author‘s initial
generalizations that address the resistance to
technology. The first part of the survey will
be asking the experts to provide their
demographic information. The anonymity of
the participants, according to the guidelines of
IRB will be observed and their names and
affiliations will be not disclosed, but instead
the coding procedure will be used to represent
the participants‘ expertise in the researched
topic. The survey uses Likert-scale where 5point system allows participant to express
their opinion to the research hypothesis on the
scale from 1 to 5, where (5) means "strongly
agree"
and
(1)
means
"strongly
disagree"(Colton & Covert, 2007). In addition
the experts will be asked 10 open-ended
questions to clarify and elaborate their
opinion in the issues of resistance and change.
The number of the participants in the survey
is 15 as it recommended by several authors
for educational type of the research (Jones &
Twiss, 1978; Kays, 2003; Linstone & Turoff,
2002).
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Conclusion
The purpose of this qualitative study that uses
grounded theory is to analyze the
phenomenon of faculty resistance to
technology in academia and to add to the
development of the theoretical basis for rethinking the resistance. This study is seen as
an identification of the process of change
from resistance to learning and accepting
technology. Organizational change is needed
to overcome the factors of faculty resistance
in using technology. The secondary analysis

of the available data and the input of the
experts in the field of resistance and change
process will contribute to the development of
the theory of resistance to technology.
1. The factors of resistance will be
analyzed
2. The causes of resistance and the
antecedents will be identified
3. Will be developed a theory or theories
related to faculty resistance to
technology and ways to persuade
faculty to use technology to motivate
students learning
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Abstract

Keywords: : Web2.0 applications, e-

Learning styles of undergraduate students of
today are changing rapidly because of ready
access to the Internet. Students are no longer
dependent on conventional textbooks to gain
knowledge; therefore, traditional teaching
methods must be tweaked to accommodate
such changes. The E-Business course offered
at Bethlehem University in Palestine during
the spring 2011 semester blended Web2.0
applications such as social media and cloud
computing to support the changing student
learning styles, with the intent of effectively
delivering the E-Business course content
without requiring textbook. The course also
included participation in the Google Online
Marketing Challenge (GOMC) that is offered
worldwide. This article evaluates innovations
in terms of Web2 applications skills
development of the 59 students taking this
course and how skills acquisition influenced
their independence in knowledge seeking. A
questionnaire
assessed
the
students‘
perception and was supplemented by the
students‘ results in GOMC. Results of survey
showed that 79.30% agreed that the course
did help them develop confidence on their
knowledge
acquiring
abilities.
This
innovation appears to be effective in
motivating students to learn how to utilize
new applications on their own. These results
should encourage educators to employ Web2
applications relevant to the course content
and evaluate their results.

learning, blended
learning, Adwords

learning,

web-based

Introduction
The term Web2 was introduced by O‘Reilly
Media Inc. in 2004. It can have several
meanings, but its‘ use in this article refers to
those applications that run on an Internet
browser from any computer or mobile device
that can access the Internet. The user‘s data
for these applications can be kept either on
the host or the client computer servers or on
the user‘s own storage device. Most Web2
applications facilitate online collaborative
environment.
At Bethlehem University the typical use of
Web2.0 applications (Web2-Apps) has been
through the open source online classroom
management platform (Moodle) provided by
the Bethlehem University network. Moodle is
widely used at Bethlehem University as a
platform for the communication and delivery
of course material between faculty and
students. Moodle was utilized in this course,
along with the Web2-Apps in order to
introduce something new to the e-learning
models at Bethlehem University. Among the
reasons for introducing Web2-Apps in the EBusiness course is to allow independence
from the applications accessed from the
University‘s network and to benefit from eservices provided on the World Wide Web.
However, the main reason for introducing
Web2-Apps is to equip the students with new
skills and allow them to experience the
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benefits and limitations of these applications.
This skill set will allow the students to be
active e-agents when they become part of the
international and Palestinian workforce. The
integration of Web2-Apps reflected in the
assessment criteria for this course and it had
45% of the total 100%. The remaining 55%
covered the assessments of exam, written
reports and presentation. No traditional
textbook was required for this course but
online references were provided, along with
the assessment criteria for each course
activity.

Implementation of Web2Applications in the E-Business
Course
Brief description of each Web2-Apps and the
way it was used in this course are as follows.
Twitter is a social media application best used
for updates on current issues through microblogging. It allows its members to share
updates with their followers using a short text
of a maximum 140 characters which called
―tweet‖ (Twitter 2011). There is no single
way of using Twitter, but it can provide a
means
of
building
networks
of
customers/friends and keeping them informed
of events such as launching new product,
seminars, conferences and workshops (Miller
2011).
Students were requested to tweet in this
course for issues relevant to E-Business
course topics. The hashtag #BU266 was
introduced to aggregate tweets or other web
postings in real-time order. As an example,
―How to Develop a Successful Online
Marketing campaign http://t.co/bmwGZkk
#BU266‖ reflects sharing an article relevant
to a particular time during the course.
Tags or hashtags are not themselves
application, but they are an important attribute
of Web2-Apps.
Tagging blog postings,
websites headers, or video uploads with
relevant keywords makes the location of

tagged material for search engines easier than
non-tagged ones.
Hashtags are mostly used in tweets by placing
the hash (#) symbol before the tag (Twitter
2011). In this course the hashtag #BU266
was assigned. The application which was
used during the course to aggregate the
students‘ tweets was http://wthashtag.com/
but
this
company
was
sold
to
http://whatthetrend.com/ during the offering
of the course. The experience of this
transition during the course exposed the
students to the dynamics of web companies
and changes of the applications service during
the transition of ownership.
Blog: Is term derived from Web Log. It is a
webpage provided by Internet application
websites available to public or developed
through corporate website were its entries
serve as updates of personal journal from
individuals
or
corporate
employees
(TechTarget 2011).
A common blog http://bu266.blogspot.com/
was employed for this course to collect the
students‘ posts of their essays and these were
tagged with relevant keywords. The privacy
setting of this common blog was kept public
with the intention of encouraging a web
presence for the students‘ work.
LinkedIn A social media application oriented
toward businesses. It allows its users to
connect to trusted contacts within their area of
professional interest. LinkedIn is considered
to be the best in providing opportunities for
employment seekers. LinkedIn users can get
valuable answers for industry questions
through LinkedIn communities. (PCMag.com
2011)
Students were encouraged to open an account
on LinkedIn and link their Twitter account
with LinkedIn. This exercise would enable
them to understand ‗by example‘ the way
Web2-Apps links together through real-time
feeds, as the student tweet his/her tweet will
be automatically posted on LinkedIn home
page if they did the link.
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YouTube is a social media application and
also a public communications site where users
can upload and download videos.
The
collections of YouTube videos are rich with
valuable educational material provided by
individuals, companies as well as educational
institutions.
Students of this course were encouraged to
integrate videos of at most 3 minutes duration
into their 10 minutes presentations to
illustrate the concept under discussions.
Google Documents & Google Calendar are
free services provided by Google to its public
users. Users can create or upload their
working files on Google servers and they can
access them from anywhere. This is also true
for the Google calendar tool and its event
reminder.
The importance of these
applications comes from allowing users to
share these files with others for collaborative
work.
Students in this course were requested to
share their presentation materials with their
classmates. They also were asked to update
spreadsheet files for the course follow-up.
The calendar was used to remind the students
of their presentation date and other class
events. The use of such applications gives a
simple feel of cloud computing services.
Google Adwords are those ads triggered by
the keywords of user‘s search terms and
appear to the right of the screen of the search
results on Google search engine.
Students in this course were divided into
eleven teams and enrolled into Google Online
Marketing Challenge during the course. Each
team worked with local client to promote the
client webpage within 3 weeks of online
marketing campaigns using Google Adwords
application. Google put $200 into each
team‘s account on Adwords to accomplish
their pre-planned campaign written objective
and after the 3 weeks campaign is over the
teams wrote a client report of the results of
their campaign (Google 2011).
Google
calendar were used to track and remind teams

of the due dates of the different stages on this
project.
A WIKI is a Web2 application that allows its
users to create their own working space on the
servers of wiki‘s provider. WIKI best utilized
for online collaborative in planning or
writing. The difference between wiki and
Google documents is that a wiki can track
changes and save the history of each change
being done.
The WIKI from Moodle platform was used in
this course to facilitate the communications
and writings of the Google Adwords working
teams during their marketing campaigns and
report writings.

Methodology
Analyses are based on qualitative as well as
quantitative data collected during the course.
The Web2-Apps study was administered on
59 students majoring in Business with a minor
in Marketing.
The E-Business course
required for the minor was offered in two
sections in the spring 2011 semester. The
academic level of those students was average
according to their grade point average records
of Bethlehem University grading system.
They were distributed between 40 female and
18 male students from the junior (49) and
senior (9) years.
Three different assessment tools were used in
this report the learning experience
questionnaire, Google Marketing challenge
results and Spreadsheet log file on Google
documents.
Learning Experience Questionnaire
The questionnaire was administered at the end
of the semester when 58 students out of 59
submitted their responses.
Questions
assessing the students‘ perception on the
Web2-Apps development skills involved a 6point Likert scale and were based on an
extension of Miller‘s Pyramid (training.net
2010) assessment of skills and performance.
On the Web2-Apps development skills
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portion of the questionnaire, the students were
asked about their skills in each application
before and after with a 6-point Likert scale
reply items starts with didn‘t know, heard of,
know about, knows how, show how and the
last choice is does.
Responses to questions concerning student‘s
perception on the content of the course-topics
employed a 4-point Likert scale: didn‘t
understand, beginning, developing and ends
with accomplished.
The questionnaire also included general
questions about personal learning skills and
open-ended questions. For the open-ended
questions the respondents were limited to 140
characters in an attempt to have some
conformity with their tweets style.
Google Online Marketing Challenge Results
Students taking this course were grouped into
11 teams of 5 members competed in Google
Online Marketing Challenge. The Google
challenge judgment had two components.
The first component was a campaign statistics
algorithm developed by Google that examines
the team‘s Adwords account activities. The
second component was the assessment of the

two written reports by global academic
judging panel of 17 members.
Spreadsheet log file on Google Documents
A Google spreadsheet file was shared online
with the students for them to keep track of
each account name for each student on every
new Web2-Apps they had used during the
course.
There was no restriction on
accessibility of this file.

Results
SPSS software was used to analyze the data
from the Learning Experience questionnaire.
The post course responses on the Web2-Apps
development skills demonstrated a statically
significant improvement over the pre course
(mean difference = -22.85, t = -26.312, df =
53, p< 0.001). The correlation between preand post- course was moderate and
statistically significant (r = .54, p<0.001).
Pre-post course differences in mean scores for
each Web2-Apps skill are provided in Table
1. The Web2-Apps used in the course are
ranked according to the highest difference in
the mean scores.

Table 1: Web2-Apps Skills acquired from highest to lowest

Ranking

Web2-Apps

Deference of Mean Scores

1

Google Adwords

3.10

2

Twitter

3.10

3

LinkedIn

2.84

4

Hashtags

2.81

5

Google Calendar

2.74

6

Blogs

2.68

7

Google Document

2.38

8

Wiki

2.37

9

YouTube

0.89

Results show that students reported that
Google Adwords and Twitter were the skills
acquired most often. Further cross-tabulation
of the descriptive statistic analysis for the preand post- course observations for Adwords
and Twitter skills can be found in Table2 and

Table 3. Results in both tables indicate that
prior to the course, of the 58 students
responding, 89.7% reported complete
unfamiliarity with Google Adwords while
34.5% reported no knowledge of Twitter.
However, after the course 72.4% noted that
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they understood how to use Google Adwords
while 91.4% stated they got to be Twitter

users.

Table 2: Percentage of Total for Google Adwords students‘ skills pre vs. post course

Google Adwords before
taking the course
Didn't Know…
Heard of…
Know about…
Total

Google Adwords Skills after taking the course
Know
Shows
Heard of
Knows how
Does
about
how
20.7%
31.0%
25.9%
12.1%
1.7%
3.4%
1.7%
1.7%
1.7%
1.7%
25.9%
31.0%
29.3%
12.1%

That the assessments of Twitter and Adwords
activities counted towards students' total
grade could be one of the reasons for such an
improvement. LinkedIn use in this course
was not part of the course grade, but Table 1
shows LinkedIn ranked the 3rd in terms of
student‘s acquisition between the apps
employed in the course. This shows that there
are almost assured by other motives than the
grades that drive student‘s interest to learn
new applications. Although 77.2% of the
students reported that they didn‘t know
anything about LinkedIn before the course.
This finding shows the students' awareness of
the likely importance of LinkedIn apps in
their future good could be their motive to
venture on their own in the LinkedIn
application.

Total
89.7%
6.9%
3.4%
100.0%

YouTube is at the bottom of the list in Table1
perhaps reflecting that students were already
heavy users of YouTube, which is why it
shows the little improvement among the
students in acquiring more in YouTube.
Use of the spreadsheet log file during the
semester to document the student‘s activities
with the different applications, gave a space
of comparison between the students
themselves. This might stimulated some
students to follow their classmates. The
spreadsheet log file revealed another interest,
as 35% of the 59 reported that they created
their personal blog, in addition to the common
course blog which was under use.

Table 3: Percentage of Total for Twitter‘s students‘ skill pre vs. post course

Twitter before taking the
course
Didn't Know…
Heard of…
Know about…
Knows how…
Total

Twitter skills after taking the course
Know
Knows how Shows how
Does
about
3.4%
8.6%
13.8%
8.6%
5.2%
19.0%
10.3%
20.7%
1.7%
3.4%
3.4%
1.7%
8.6%
29.3%
27.6%
34.5%

Other incentives might drive students to learn
more and utilized their skills in the
applications that they are using when this
application relate to real life experience. The
Google AdWords experience of the global

Total
34.5%
55.2%
8.6%
1.7%
100.0%

Google Online Marketing Challenge gave a
tangible outcome of this E-Business course.
One team from this course won the Middle
East/Africa regional winner of the 2011
Google Online Marketing Challenge among
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4,429 teams competed from 68 countries
(Schwartz 2011). Another team is listed
among the semi-finalist and no other teams
dropped out or were classified as ineligible

campaign according to Google campaign
assessment statistical algorithm (Google
2011).

Table 4: Percentage of Total for LinkedIn‘s students‘ skill pre vs. post course

LinkedIn before taking
the course
Didn't Know…
Heard of…
Know about…
Knows how…
Total

Heard of
5.3%

5.3%

LinkedIn skills after taking the course
Shows
Know about Knows how
how
24.6%
17.5%
17.5%
3.5%
10.5%
1.8%
1.8%
1.8%
28.1%
28.1%
22.8%

On the indirect effect of the course Web2Apps activities and assignments on the
student‘s professional development skills, the
students‘ response to the nominal questions of
yes, and no, no effect options were as follows.
87.72% agreed that their online-searching
abilities improved
72.41% agreed that their writing skills
improved
70.70% agreed that their team working skills
improved

Does

Total

12.3%
1.8%

77.2%
17.5%
1.8%
3.5%
100.0%

1.8%
15.8%

79.30% developed confidence
knowledge acquiring abilities.

on

their

However, 82.2% found that it was necessary
to get guidance from the mentor at the
beginning of their work. From the open
question, 41% of the students expressed
differently but with the same meaning that
they were overwhelmed by the load of work
in this course as well as the many Web2-Apps
given to them in one course.
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Conclusion
Assessment of students taking the E-Business
course demonstrated the effectiveness of
utilizing
Web2-Apps
in
enhancing
professional skills such as improved writing
ability as by-product to the learning process
toward achieving the knowledge construction
through the interaction with the applications.
The Web2-Apps facilitated communication
on the subject matter among the students
themselves and increase their interaction with
the outside world locally as well as
internationally on the course topics.
However, the dependence on same Web2Apps or repeating the same activities for the
following academic year might not be
possible due to the dynamic changes on the
net. What is available for free access might
not remain so. The applications available
now could be replaced with something
different in few months and opportunities of
today like Google Online Marketing
Challenge might not be available for next
month.
Such contingencies must be
considered in the offering of the same course
for the next academic year, as well as new
opportunities that might emerge by the
continuous improvement in the technology.
The Web2-Apps pedagogical approach of this
course is different than the traditional one in
not making use of the traditional textbook and
in the educator role of directing the learners
toward student-centered approach. The
textbook was replaced by online resources

that provided students with materials that
recently became available. It is suggested to
conduct a useful comparative study where one
group will follow the traditional educational
method with text book against another group
using Web2-Apps approach to validate its‘
effectiveness on the course topics. Further
studies and piloting with varieties of Web2Apps might consolidate the trend toward
modernizing the educational system.
Opportunities for engaging the current
generation of students in using the Internet
and its application is tremendous, regardless
of whether of students' are up to the level of
ability.
Internet applications provide
educator with valuable opportunities to widen
their scope of course delivery and customize
the learning process to accommodate the
different level of learning among the students
to help them gain control on their own
learning. Yet educators to follow such
innovative approach is quite challenging for it
requires the educators to be ahead of their
students in keeping up-to-date with the
development in Web applications and not just
Web2-Apps. One is reminded of Margaret
Mead‘s (1975) observation that in traditional
societies, the old teach the young, but in
rapidly changing societies, the old learn from
the younger generation. The move towards
Web applications approach and blend that in
the education system requires the support of
the universities management to get the change
that makes impact on the learners.
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Abstract

Introduction

To support its economic diversification and
Emiratization strategies, the UAE needs to
develop a dynamic and well trained
workforce that may operate effectively in the
new and predominantly service economy. This
paper presents an overview of an innovative
approach to HRD in UAE through a case
study of an innovative university, Hamdan Bin
Mohammed e-University (HBMeU), which
has the declared objective of supporting the
Educational needs of the Middle East and
North Africa region. To this end, HBMeU
uses
a
high-end
technology-enabled
environment to offer its courses using a
judicious mix of convenient and inclusive elearning, supported collaborative learning,
flexible self-paced learning, and interactive
classroom teaching. More specifically, in
terms of its teaching and learning strategy,
the University combines face-to-face, online,
and self-paced learning, within its blended
delivery strategy, using a MOODLE virtual
learning Environment (VLE) and WIMBA®
virtual classroom. We describe the service
management model, which in a technologyenabled environment, enables the ―human
touch‖ interactions to occur smoothly among
the four key human elements (Learners;
Faculty; Staff; and eLearning and IT support
team). We then present how the system and
approaches in place are used to track and
manage service quality, learner satisfaction
and Faculty and staff contributions on a
continuous basis.

Along with fast economic growth during the
past 35 years, the United Arab Emirates
(UAE) has expanded beyond its oil rich
economy, by diversifying into the non oil
sectors. This strategy is geared to maintain
and spread financial security to the seven
constituent Emirates, and at the same time to
develop a productive, well trained and
flexible workforce that may operate
effectively in the new predominantly servicebased economy. Education and Human
Resource Development (HRD) play a key role
in this quest for sustainable development
(Godwin, 2006). According to the UAE
Yearbook (2010), the contribution to the non
oil sector was 71.6% in 2009 compared to
66.5% in 2008, an indication of successful
diversification efforts.
Part of the national strategy has been to
distribute and reinvest the oil-generated
wealth back into the infrastructural
development of the UAE, thereby making the
environment
business-friendly,
while
simultaneously providing the population with
access to excellent logistics, state-of-the art
telecommunications
and
high
quality
education at all levels. Unique to this region
has been the reliance on a large expatriate
workforce. Emiratization was instituted as an
employment policy (Godwin, 2006) to
provide UAE nationals with future
employment opportunities, and to encourage
employment in the government and private
sectors
(National
Human
Resource
Development and Employment Authority,
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2005). It becomes a necessity, then, to have
an educational system that will provide
Emirati nationals with academic opportunities
to enable them to play a key role in the public
and corporate sectors, and to lead the country
into the next phase of its development.
This paper presents an overview of an
innovative approach to HRD in UAE through
a case study of an innovative university,
Hamdan Bin Mohammed e-University
(HBMeU). HBMeU traces its origins to the eTotal Quality Management College (e-TQM
College) established in September 2002
through the vision and leadership of Dr
Mansoor Al Awar, the current University
Chancellor. The college was renamed
Hamdan Bin Mohammed e-University
(HBMeU) in honor of HH the Crown Prince
of Dubai, and became the first e-Learning
University in the Arab world, with the
declared objective of addressing the emerging
Educational needs of the Middle East and
North Africa region.
In terms of its teaching and learning strategy,
the University combines face-to-face, online,
and self-paced learning, within its blended
delivery strategy, using a MOODLE Learning
Management System (LMS) and WIMBA®
virtual Learning Environment (VLE). We
discuss how the e-learning service is provided
at the University, and the service management
model that enables the ―human touch‖
interactions to occur smoothly among the four
key human elements (Learners; Faculty; Staff;
and eLearning and IT support team), and
present how the system is used to track and
manage service quality, learner satisfaction
and Faculty and staff contributions on a
continuous basis.

Blended Learning and Interactivity
at HBMeU
Hamdan Bin Mohammed e-University, plays
a major role in crossing the boundaries
between several generations of the
educational system in the Arab World in

general and in the UAE in particular. The
University allows for the development of
human resource capacity and for national
competency building. By implementing
technology-enhanced learning (TEL) through
a blended delivery mode, HBMeU provides a
flexible solution for learners in the region. It
enables learners to pursue professional
development within a life-long learning
framework and thus enhances their
knowledge without having to place their
professional careers on hold. In addition, the
university programs involve project-based
course designs, thereby allowing for a
stronger integration between theory and
practice to support future graduates in making
a strong and effective contribution at their
workplace.
HBMeU has adopted a technology enhanced
blended learning mode of delivery using a
combination of face-to-face, online, and selfpaced learning as presented in figure 1. Such
an approach optimizes the strengths of the
various delivery models to provide a learnercentered
environment
conducive
to
meaningful learning and compatible with
recent research findings in e-learning. Within
the context of any distance learning setup,
Moore (1989) has distinguished three types of
important
interactions:
learner-learner,
learner-teacher, and learner content. A recent
meta-analysis investigated the relationship
between student achievement and the three
types of interactivity through the synthesis of
findings from 74 empirical studies (Bernard et
al., 2009).The overall weighted average effect
size for achievement was 0.38 favouring more
interactive over less interactive treatments
indicating that the mean in the experimental
condition will be at the 65th percentile
relative to the control group. Such a finding
indicates that the average student in a
classroom where interactivity is higher will
perform 15 percentile points higher than the
average student in the lower interactivity
group.
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The service management model adopted by
HBMeU enables and supports the three types
of interactions. Learner-content interaction is
ensured through learner-centered course
designs and various traditional and
technology enhanced activities. The other two
forms of interaction are supported through the
blended delivery approach. Learners at
HBMeU attend synchronous online classes
with full time faculty members and fellow
colleagues who may be located in any part of
the world. The synchronous communication
allows for direct communication with
enhanced levels of learner-learner and
learner-faculty interaction. In addition, further
online communications occur through an
asynchronous mode that supports all forms of
interaction while offering logistic flexibility
which is one of the strongest points in
distance education (Bernard et al., 2004;
Bernard et al., 2009). Throughout the course,
learners may work individually or in small
groups depending on the task at hand. Over
and above the synchronous and asynchronous
online communication, the face-to-face
sessions allow for elevated levels of the three
forms of interaction, particularly learnerlearner and learner-faculty. Finally, the self
study periods support logistic flexibility by
allowing learners to control their own
schedules while attending to their studies as
well as their professional and personal lives
without the need to attend either a virtual or a
face-to-face classroom.

Figure 1 : HBMeU‘s blended learning approach (Source: Inhouse publication)

The University‘s leaders, board of trustees,
administrators, faculty, staff, and personnel
strive hard to ensure high quality standards in
all of the operations of the University while
providing adequate focus on serving the
community needs
through the blended
learning
approach,.
Total
Quality
Management (TQM) is a holistic approach to
quality improvement through continuous
development of services, products, processes,
and environment. It involves all university
team members with the aim of improving
services and achieving customer satisfaction.
The relationship between quality management
practices and various performance measures
is reflected by numerous models (see
Sadikoglu, 2008).
Besides increased customer satisfaction,
Sadikoglu‘s research on TQM indicates that
benefits
include
higher
productivity,
employee participation and satisfaction, better
quality of goods and services, more adequate
delivery times in addition to significant
reduction in waste, inventory, cost, product
development time, and work-in-process.
Within educational contexts, Wendel (2000)
reported that school practice and policy may
influence up to 50% of the differences in
student
performance.
Bradley
(1994)
considers TQM to be a journey that consists
of four phases, namely: exploration and
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commitment, planning and preparation,
implementation, and sustaining. He argues
that it is crucial for an academic institution to
explore and commit to the philosophy and
theory of TQM before moving on to other
stages.
In this regard, the University has built an
emphasis on TQM principles in its courses at
both undergraduate and graduate levels, and it
practices what it preaches by incorporating
quality concepts in its operations as discussed
in the next section.

Service Management Model At
HBMeU
Based on the proposed classification of
services relating to the nature of service
activity (Lovelock, 1983), University
education would be classified as intangible
services targeted to people as recipient of the
service. Therefore, for a University, the
implementation of a quality management
framework inevitably involves a service
orientation. In such a context, the interaction
customers have with the service, referred to as
service encounters (Lovelock, 1996), play a
major role in perceptions of quality and
satisfaction by customers. In technologyenabled environments, managing service
encounters effectively has been found to have
a positive impact on customer satisfaction in
services (e.g. Makarem et al, 2009; Mick and
Fournier, 1998; Shih and Venkatesh, 2004;
Lavin and Maynard, 2001).
In technology-enabled service encounters, the
service comprises two elements, the
technology service process, and the human
touch service process, and both need be
designed to effectively drive customers
toward their goals (Makarem et al, 2009).
Makarem et al empirically found strong
support for their hypotheses that four factors,
service convenience, the technology service
process, the touch service process, and the
service outcome, were all significant

predictors of customer satisfaction in techenabled service encounters. In the case of an
e-learning University, technology plays a
major role both as enabler and as facilitator of
the service. In such a context, the University
needs to design purposeful strategies geared
to deliver high quality human and technology
interactions, supported by a service support
process that it is convenient to the learner.
Academic institutions may be considered to
offer a service high in experience qualities,
implying that the service attributes may not be
evaluated fully before purchase, but only
during and after consumption (Paswan, et al,
2004). For an academic institution, this would
imply that the evaluation of its services by
enrolled learners will be after the latter start
interacting
with
their
professors,
administrative staff, and fellow learners in the
course of their studies. Therefore, there is a
need to develop and implement a service
management strategy where the various
interactions learners are involved in during
their studies are adequately supported and
managed.
In this regard, the HBMeU has adopted a
learner centered strategy to implement service
quality. The University has developed a
service management model that tracks and
manages the major interactions that occur
between its major ―stakeholders‖ in order to
achieve its objectives. Figure 2 illustrates
these interactions in a schematic format. It
involves a smooth interplay and unfolding of
interactions and exchanges of information
between four human groups (represented by
boxes in figure 2): Learners; Faculty; elearning and IT support, and Administrative
staff, all interactions occurring in a
technology-enabled environment. The bottom
part of each box represents the internal
interactions that occur within each of the
human touch elements.
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Figure 2: Human Interactions in the service management model

In line with HBMeU‘s mission statement, the
importance of quality in fulfilling strategic
objectives is stressed at various administrative
levels. An institutional effectiveness unit,
operating within the Learning and Academic
Development office, enacts the commitment
of the University to improve continually the
quality of its processes, outcomes and
services, within a learner centered approach.
The Deanship for Academic and Learner
Affairs precisely supports a learner-centered
learning environment through curricular and
co-curricular services geared to help learners
develop their cognitive, social and personal
skills (www.hbmeu.ac.ae).
Service Interactions and Their Management
The different service interactions established
within a University Integrated Quality

Management System are facilitated by the
office of the Assistant Chancellor for
Learning and Academic Development. This
system supports the University to strive
towards fulfilling its mission, and objectives.
The driving values, of the University are
described as: People driven; process oriented;
Technology enabled; Customer centric; and
Knowledge-based
(Source:
www.hbmeu.ac.ae). In the University elearning environment, Technology both
enables the delivery of courses and facilitates
the learning process through various online
communication platforms.
Although HMBeU has set up a state-of-the-art
technology environment, in line with
empirical findings discussed above, its
management recognizes the key importance
of human factor in the efficient and effective
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achievement of the University‘s objectives.
From this perspective, human intellect is
valued and human interactions are encouraged
and facilitated within a high-technology
enabled framework. Viewed from this
perspective, there are four distinct
opportunities for human interaction that
involve the following target groups (see
figure 2):
1. Learners
2. Faculty (Full time and Adjunct)
3. Staff (Administrative and senior
management)
4. eLearning and IT support team
From a systems perspective, this results in
twelve direct external interactions between
the four human teams, and a total of four
additional internal interactions within each of
the teams. Each one of these sixteen different
interactions need to be enabled and managed.
Within its learner-centered approach,
interactions 4, 8 and 11 that emanate from
Learners to eLearning and IT support team;
staff; and Faculty are particularly important to
the University.
Enabling the Sixteen Human Interactions in
its Service Management Model
The University has set up a number of
processes to support effectively these
interactions. For example, it has set up a
Learner Relationship Management unit that is
staffed with full-time personnel to support
learners administratively (interactions 7 and
8). This support is enhanced by the e-learning
and IT support team that provides initial IT
training to learners to use the University elearning platform, configures laptops of
learners for e-learning, troubleshoots IT
related problems during online classes, and
provides related services (interactions 11 and
12). The IT staff is accessible anytime during
a virtual class through an online HelpDesk or
by phone.

The final interaction of learners, the
interaction with their professors (interactions
3 and 4), is crucial and it takes several forms.
The University defines 20 percent of its
classes, including the first one as face-to-face
or physical classes. This enables a good
learner-professor contact to be established,
which is then supported by various virtual
interactions during the course of the semester.
These
virtual
interactions
may
be
synchronous through the virtual classes that
are held online through the University Virtual
Learning Environment (VLE). Or, they may
be asynchronous, in a self-study mode, when
the professor electronically records and
archives his physical or virtual classes for
learners to access at their convenience.
Asynchronous interactions also occur through
the Forums or through the messaging system
in the MOODLE Learning Management
System (LMS) where the professor provides
instructions and uploads his/her own notes for
learners, and where digitized course materials
(SCORMS) are made available to learners.
Other more conventional methods such as
email, sms or phone calls complement the
interactions depending on convenience of
learners and professors.
Importantly, each learner is also assigned a
professor who acts as Academic Advisor, for
the whole duration of the his/her studies. The
adviser approves the course load of the
learner, regularly follows up on his/her
progress and provides any other academic
support required. The interactions usually
occur both physically and virtually using the
University infrastructure.
All other interactions (denoted by 1-2, 5-6, 910) and internal ones, e.g. learner-learner in
figure 2, are facilitated by face-to-face
meetings and to a large extent by technology.
For example, faculty usually design small
group work in the VLE through the break-out
room facility to encourage knowledge
sharing, build sense of community, and to
decrease any feeling of isolation among

(160 )

978-9948-497-11-0

learners. This promotes learner-learner
interaction which is further reinforced through
some of the continuous assessments projects
in courses which are based on group work.
The human interactions are supported
strongly by the use of technology. We have
already mentioned the VLE and MOODLE
platforms for learners. These are further
supported by other web based platforms for
Admission and Registration, e-library access,
learner services, web mail, etc.
These
different platforms provide various forms,
documents,
policies,
procedures
and
Handbooks relating to the various University
operations, in an electronic format.
Importantly, the system enables the
convenient submissions of forms and
documents for various purposes. For example,
the web-based system enables learners, to
register online for their courses, to seek their
Advisor confirmation, to pay tuition fees, to
check the dates for submission of their
assignments or examinations, and finally to
verify their grades and professor feedback for
their course assessments, all from the
convenience of any location with Internet
access.

Management of Service Quality and
Customer Satisfaction
While all these interactions are facilitated by
the technology enabled environment, they
need to be tracked, managed, and supported to
ensure that they meet university objectives
and stakeholder expectations. The dynamic
environment in which Higher Education (HE)
institutions now operate (Abukari and Corner,
2010), creates a strong demand for an
effective quality assurance (QA) framework
in HE institutions (Law, 2010), driven
externally by government agencies, for the
maintenance of excellence and accountability
(Cartwright, 2007), and internally by
university management for continuous
improvement purposes. In this section, we
will describe the major approaches used to

track service quality and satisfaction at the
University.
In line with Pareto principle, four critical
elements of the service interactions have been
identified. They cover mainly the interactions
of learners with their professor during the
semester, and the professors with learners,
course materials and the support services,
illustrated by:
1. Learner perceptions of delivery of
classes by Faculty
2. Faculty perceptions of appropriateness
of course Syllabus, assessments and
textbooks
3. Faculty evaluations of learner
preparedness, course delivery process,
and support services (administrative
and IT)
4. Peer evaluations of performance of
Adjunct faculty
To capture item 1 above, each learner is
required to complete an online questionnaire
at the end of a semester that addresses various
dimensions of course delivery by the faculty.
Typically learners are provided with a
primarily
undisguised
structured
questionnaire that contains rating scales to
measure
their
degree
of
satisfaction/dissatisfaction
with
various
elements of course delivery. A report is then
prepared in an anonymous format on an
aggregate basis and circulated to Program
Directors who in turn circulate them to all
faculty. In line with its focus on a customer
centric approach, the feedback from learners
is given high importance at the schools.
Faculty are similarly required to complete an
online survey at the end of each semester that
simultaneously assesses the items in points 2
and 3 above. The outcome of the remarks
made by faculty lead to considerations for
revision of course textbooks and other
elements of the course syllabus, after approval
by the relevant University statutory
committees. A further feedback could relate
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to improved integration between various
elements of the IT system components for
uniformity and enhanced user-friendliness. In
a perspective of continuous improvement,
these comments would typically lead to a
meeting between the school and IT support
services (interactions 1-2 in figure 2 above) to
discuss proposals made by individual faculty
in their evaluations, and to consider means to
address the recommendations.
The University contracts subject matter
experts (SME), on a global basis to develop
contextualized materials specifically based on
its various course curricula. These materials

are then digitized by an outsourcing company
and made available to all learners enrolled in
the related course in subsequent semesters
through the LMS. Given that most of the class
contacts are Virtual, the same SME, wherever
his/her physical location is, will often be
contracted for course delivery. In this way,
the University fosters a close link with its
Adjunct Faculty members, who are treated as
an integral part of the University family. Like
full time Faculty, they are subjected to peer
evaluations of their performance on a regular
semester basis, which is the purpose of item 4
above.
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Conclusion
The model adopted by HBMeU uses state-ofthe art technology through a Learner
Management System (LMS) to share
resources and facilitate asynchronous
interactions with learners. It also supports
effective learner-faculty communications
even during self-study periods. At the same
time, the Virtual Classroom platform used
(WIMBA ®) enables virtual classes to be
conducted synchronously and interactively.
The model therefore combines the advantages
of flexibility and convenience for learners
with the benefit of real-time classes
conducted by Faculty who may be present in
different geographical regions. The feeling of
isolation of learners often presented as one
disadvantage for e-learning is thus addressed.
The model employed by HBMeU tracks and
manages the various interactions in the elearning environment for the provision of
quality services while ensuring that academic

objectives and learning are effectively
achieved. The robust Quality Assurance
system present at HBMeU, as presented in the
paper, addresses the concerns of quality often
advocated by critics of e-learning approaches,
and contributes to fill in the gap in literature
relating to QA procedures for e-learning (Jara
and Mellar, 2009)..
We propose that the approach presented
offers a viable strategy for Human Resource
Development for the UAE and indeed for the
region, where a high percentage of learners
are in employment and face other constraints
such as family responsibilities and long travel
distances, preventing them from attending a
traditional University. In this context, the
approach adopted by HBMeU addresses the
overall need for effective solutions for both
education providers and learners enabling the
community within the UAE and the region to
achieve successful competency building and
development without freezing the work-force
in the process.
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Technology-enhanced Studio Classroom
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Abstract
Education psychologists have long ago
advocated "Conversational Learning" as a
means to: (1) move from tacit knowledge to
the conceptual development of theory,
followed by (2) practicing the acquired skills
and then (3) transferring the competencies
into new situations to validate learning.
Conversation generated by a group of
individuals is deemed to develop deep
interests, higher clarity and focus, leading to
substantial knowledge creation. We propose a
studio-approach to a technology-enhanced
classroom
environment
to
create
conversational-learning spaces. The proposed
classroom layout and related activities
promote a learning cycle, which fosters
collaboration and workgroups as well as
skill-transfer to validate the acquired
competency in experimental or real contexts.
An actual technology-enhanced classroom
prototype setup is presented and evaluated as
potential candidate of future classrooms.

Keywords:

Learning
technology;
conversational learning; future classroom;
collaborative learning

Introduction
Technology has revolutionized our culture.
Children are born and are raised in an
environment where virtually anything can be
reached at Internet speed. Our education
system is rushing to catch up to fit these rising
profiles through the deployment of
technology-enhanced instruction. Online
learning has lately dominated this move

where an increasing number of institutions
have invested into VLEs (Virtual Learning
Environments). Prompted by technological
changes and the availabilities of funding
initiatives,
research
programmes
and
standardization schemes (such as SCORM)
these technology-committed institutions are
increasingly populating our educational
landscape. Nevertheless, at the grassroots
level of teachers and learners, continuing
skepticism and resistance persist against
purely
on-line
learning,
preferring
improvements
in
classroom
learning
environment as well, at least as a continuing
supplemental practice. During the last
decades though, few has changed in
conventional classrooms, despite the rapid
and wide proliferation of technology, and
soaring enthusiasm of learners for smart
gadgets. In this paper we propose a future
classroom concept labeled Studio-Classroom,
which is based on education theory principles,
to comprehensively empower today‘s teacher
in accommodating various learning patterns.
A contemporary education psychologist
argues that learners are not just ―passive
empty vessels waiting to be filled with
knowledge by the experts‖. Learners bring
their own prior experiences, knowledge and
beliefs to the classroom and these shape the
way in which they construct their own
individual knowledge, mediated, but not
exclusively provided, by the teacher. The
same education psychology expert suggests
that classrooms are expected to be ―studentcentered, promote constructivist activities and
communities of practice‖. Hence, future
learning spaces need to be reconfigurable to
adjust to these changing learning modes. The
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proposed studio-framework of a classroom is
a place where students constantly interact
within a group, with their peers, and mentors
to create conversational learning atmosphere
and develop other soft-skill values. Organized
as workgroup spaces, students commonly
share ideas among themselves or with other
groups in the classroom; they less frequently
work individually. As shown in Fig. 1. the
proposed learning spaces integrate essentially
four areas in a common classroom: Lecture
Area, Collaborative Work Area, Workgroup
Area and finally Transfer Area. The lecture
area grabs the attention of all classroom
learners into conceptualization of knowledge.
It may also serve as a compilation of works
done by the classroom groups to contrast
solutions/inputs among different groups. In
either case, this learning space is expected to
extend subjective experiences into conceptual
generalizations as part of the learning process.
Collaborative learning area combines skills to
build a single-flow learning product (for
example a solution to a problem or
presentation of a case study). Workgroup area
is a space for cooperative learning to share
ideas or past experiences. Finally, the transfer
area maintains contacts with external
domains.
Hence, our proposed studio-approach to
classroom learning is rooted around
conversational learning models throughout
hierarchically organized levels, as follows:
 Cooperative learning to learn from
peers
 Interaction with other groups and
teacher to learn about concepts
 Collaborative learning to combine
skills
Learning transfer to apply skills in other new
situations

Fig. 1 . Learning Spaces

The remaining sections of this paper are
organized as follows. First, we further
elaborate our proposed learning spaces and
their organization into a suggested
technology-enhanced classroom layout. Then,
we discuss the learning dynamics that occur
in this classroom-learning environment. We
then assess through a case study the learning
gains in the proposed studio approach to
classroom learning. Finally, we conclude the
paper with a summary of works presented in
this paper and our expected extensions in
related areas.
Learning Spaces Design
Classrooms are designed to meet current and
future needs of the teachers and students who
will use them, rather than simply replicating
what was done in past classrooms or making
compromises that have a negative implication
the quality of the learning environment. When
designing a classroom, a mix of education and
technology discipline are considered to ensure
that adequate attention is given to the
different types of instructional methods and
learning environments. All institutions are
under pressure to keep pace with new
developments in technologies. However,
current classrooms are ill-designed to support
teachers employing various instruction
models and learners embracing adequate
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learning styles.
As stated earlier, good
pedagogy practice recommends maximizing
discussion while limiting ―noise‖ to foster
cooperation, collaboration and knowledge
sharing as students engage with classroom
material.
Fig. 2 shows a model of a classroom, which
provides a studio-framework to respond to
learning and instruction processes integration.
This
self-contained
model
currently
implemented in our institution as a prototype
classroom, embodies three work-areas for
students to nurture collaboration and
cooperation. Each student is equipped with an
iPad as a source of his e-books and even
copybooks (using appropriate apps and
stylus). Tablets in general are increasingly
being promoted as study aids and books
repository. Besides, this tool presents a
shareable whiteboard option that makes it
possible to edit and see the others‘
annotations in real-time. We use this facility
to enable and track cooperation. Each group
of students in the classroom (currently four to
six per group) is also associated with a smartboard which is used as a common large
viewing area for the group members to
collaborate on solving a single problem or
developing a case study. We use this facility
of the classroom to combine learners‘ efforts
into a collaborative task. The teacher who is
essentially orchestrating this environment is
also equipped with a three adjacent boards
(that seamlessly appear as a single large
screen) to contrast individual group works
and conceptualize knowledge. This is the area
where lecturing occurs. A control panel
within the classroom allows the teacher to
switch among classroom learning modes.
Finally, students‘ iPads are also used as
mobile
telepresence
(or
mobile
videoconference) devices to implement
learning transfer (using the back and front
cameras of the device). This allows learners
to immerse with the external world that is
relevant to their actual learning practice in

order to validate learnt concepts. Other
immersive learning approaches may be
considered as well such as tangible interfaces
or
other
possible
virtual
learning
environments, which call for more
engagement and activity from learners. In
both situations, the result is a platform where
learning can be transferred to other contexts.

Fig 2. Classroom Layout

Conversational Learning in Studio
Environments
Classroom activities create opportunities for
the students to develop skills, knowledge and
immersion in real-life experiences, to be an
effective member of the projected profession.
Towards this goal, teacher's fundamental
tasks are to get students to engage in learning
activities that are likely to result in achieving
prescribed
outcomes
following
a
conversational learning cycle shown in Fig.
3. In this teaching environment, the teacher's
fundamental task is to get students to engage
in learning activities that are likely to result in
achieving prescribed course outcomes. The
class is conducted along a four-phases
process: Exploration, Conceptualization,
Production and Reflection. Throughout this
process, the teacher acts as project manager,
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tutor and lecturer. Class may start by the
exploring the subject matter through a group
work case study. Group work involves
concurrent brainstorming and transmitting
previous ideas, perspectives, and experiences
shared by members of the group. This
cooperative learning process generates a
social knowledge that grows out of explicit
ideas generated through past experiences
shared in conversations. Conceptualization of
knowledge occurs as offspring of the multiple
conversations conducted within and among
groups, under the mentorship of the teacher
who facilitates the conversation and keep it
focused towards desired concepts. This initial
classroom-learning phase is conducted in a
wiki-like contribution from group members
whereby each member has an individual
perception to share within a group context.
Next, the teacher may expose group-works to
contrast solutions and insights as an evolution
towards a larger conversation (across groups)
by the analysis of the explicit records of
participants‘ conversation. This instruction
practice distinguishes between the personal
knowledge construction and the influence of
social knowledge, which mutually shape each
other through conversations. A collaborative
learning practice forms the next phase of the
classroom instruction through the production
of solutions to problems via conversations.
Towards that end, this phase is performed
collaboratively within each class group. We
distinguish between the exploratory group
work in the first phase and the collaborative
production in this third phase, which results in
solutions to problems or identifying new
opportunities based on previously acquired
concepts. Unlike the wiki-like learning space
of the exploratory phase, in the production
phase group members share a common
platform which control sequence is tied to a
single source. For example, the product could
be an algorithm to solve a problem or a
presentation to report the implication of

applying a marketing concept to a specific
business domain. The single flow involved in
the production process results from a
cumulative thought following a deeper level
of conversational learning. Finally, the
transfer phase immerses learners in an
experiential learning environment to validate
the achieved product from the previous phase.
Several patterns of experiential learning have
been advocated for which we provided digital
representation in a previous research. These
patterns provide an application domain for
learnt concepts in the previous phase to solve
related problems while experiencing related
environments. They consists in:
 Concrete Experience (CE): being
involved in a new experience (feeling)
 Reflective
Observations
(RO):
watching others or developing
observations (seeing)
 Abstract Conceptualization (AC):
creating
theories
to
explain
observations (thinking)
 Active Experimentation (AE): using
theories to solve problems and make
decisions (doing)
These learning patterns are deemed to be
responsive to contextual demands and provide
―a sense of being there‖ to learners either to
transfer concepts to practical, possibly workrelated environments, or to bring the workenvironment into the classroom through some
tangible interfaces.
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Case Study and Evaluation
In the proposed studio-based environment,
assessment is based on the presentation of a
portfolio of work from each individual
learner. As students undertake core studiowork collaboratively, they gain skills in
collaboration, communication, and contextspecific domains During the semester students
collect and correlate items that reflect what
they have been learning, and their
development as group members. The portfolio
they develop throughout the semester is
assessed on at least two occasions by tutors.
The students maintain their portfolios for the
duration of the course.
Assessment Tools
In this new classroom environment, students‘
learning cannot be assessed in short durations
using assessment tools like spot tests. There is
a need for a broader range of assessment tools
that could assess (1) the students‘ cognitive

skills such as problem solving, and critical
thinking; (2) Affective skills which rates the
students‘ tendency to apply the targeted
competency; (3) Behavioural performance
which assess the actual competency in
practice as the student is performing it; and
finally, (4) Developmental dimension of
assessment which evaluates the level of
competency achievement as compared to the
related stated outcome. Hence, the proposed
portfolio design allows instructors to assess
the development of individual competencies,
which map essentially to course outcomes. To
achieve this goal, a multi-level descriptive
scale (from limited to full development) is
used by the student and/or instructor and
inserted within the portfolio to state the
progress. Table 1. shows sample elements of
the portfolio contents to be selected as
assessment indicators based on some selected
learning performance dimensions.

Table 1. Extracting Learning Performance from Portfolio

Dimension
Cognitive
Affective

Behavioral

Developmental

Description
Knowledge needed to apply the competency, e.g.
problem solving strategies
Tendency to apply the competency, e.g. selfconfidence in ability to solve problems

Example
Stated summary about different
problem solving strategies
Rating-scale on self-confidence in
performing class work

Performance of the competency as it is applied, e.g. Evidence of a certain number of
actually solving a problem
problems solved
Description of achievement level of competency
according to stated outcomes, e.g. descriptive scale
checked out regularly

Level of achievement using a pointscale after first problem solving
attempt and another after three

Case Study
Given the selected performance indicators, we run a studio-model of instruction on a course
entitled ―E-Business Models‖ which is part of our E-Commerce undergraduate program. Each
unit of the course involves the learning cycle process (see Fig. 1). The first unit of the course is
an Overview of E-Commerce and contributes to the following course outcome ―Ability to
identify various e-business models‖. The Exploratory phase consists in identifying ―The
Problems or Opportunities‖, ―The Solutions‖ and ―The Results‖ of adopting a given E-Business
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Model. To focus the intended conversation model, the instructor positioned the students to
brainstorm on these phases in the context of airline industry business. Using their individual
iPads, group members entered the workgroup mode to scribble cooperatively the stated
exploratory phase categories facilitated by the class instructor. One group member whose father
worked at the local ―Emirates Airline‖ shared with peers the motivation of that airline to move
on-line earlier as the result of increasing competition, high (aircraft) fuel consumption rates and
increasing airport charges as problems, which require a larger customer base and the need to
develop rich e-services for attracting more customers as a solution. Another group member,
continued on the same flow and shared with peers his awareness about Emirates Aviation
College (based in Dubai) used to train the company personnel. Another group member who
googled out Emirates Group found the company initiative to join an on-line procurement
marketplace, and finally another one who travelled on the airline recalled making a contribution
to the Emirates Foundation.
The instructor then indicated the move to the next step in the learning cycle, which is
―Conceptualization‖ by remotely contrasting the individual group findings on the extended board
screen (Component 1 in Fig. 2. ) as a prelude to enter the Lecture mode. The lecturer extracted
four concepts out of the students‘ findings: Business-To-Consumer (e-services), Business-ToBusiness (procurement marketplace), Business-To-Employee (the Aviation College) and
Business-To-Community (the Foundation). The lecture mode revealed formal definitions of
these e-business models. The instructor asks then groups to identify the problems or
opportunities, the adopted business models and the resulting implications of given e-business
case study. Each group was assigned a different case study which consists in the actual business
website. A group presentation that reveals the elicited models in that online business activity and
the outcomes of this activity was expected. The class environment then entered the collaborative
learning production model and used the common group touch-board to collaboratively produce
the expected presentation. Then, the instructor used the classroom facility to contrast again the
three presentations while group members take turn explaining their presentations. Finally, the
Reflection phase of the Learning Cycle discussed earlier transfers learners to a local marketplace
office named tejari.com via the classroom telepresence system.
Experiment Design and Analysis
The experiment involves two classes: one based on the proposed studio model and another one
involving a different group of student using a traditional classroom environment and also based
on an instructive learning model (teacher-centered). Following the performance indicators
discussed earlier, the portfolios‘ content selection revealed the data shown in Fig. 1, where
collected data from portfolios across the two classrooms are averaged and normalized. We
selected the course outcome ―Ability to identify various e-business models‖ as assessed
competency.
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Fig 1. Experiment Results

Overall,
the
studio
environment
outperformance
conventional
classroom
learning, although the students‘ populations is
not the same in both contexts. However, the
averaged data in the two populations are
statistically significant. Fig. 1 reveals
substantial margin gains in Affective,
Behavioural and Developmental dimensions.

This is attributed to the learning
reinforcement provided by the conversational
learning model as speaking to peers and
others increases self-confidence in the
competency
(i.e.
affective),
develops
opportunities to practice the competency (i.e.
behavioural) and fastens the refinement level
of the competency (i.e. developmental).
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Conclusion
In this paper, we presented a theoretical
education model labeled ―conversational
learning‖ which we implemented in the
context of a studio-based classroom. We have
shown how the innovative technologyenhanced layout of the classroom facilitates
the deployment of conversational learning
cycle in the classroom. We have illustrated
the resulting studio-classroom model through
an actual case study. Then we assessed the
performance of this learning environment

across student populations to compare
empirically learning gains using standard
learning performance dimensions. The results
show interesting tradeoffs favouring generally
the studio-approach to classroom learning.
We plan to extend this work by further
empowering the orchestration role of the
instructor in studio-based classrooms through
the elaboration of instructional templates to
match conversational learning phases, in
order to guide the instruction process and
promote further acceptance of this classroom
model among instructors.
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Innovation in Learner Support Services Through Social Media
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Abstract
This paper focuses on the potential and wide
spectrum of possibilities for employing social
media tools and services in providing
enhanced learner support. The research
question at hand is therefore ―How has social
media contributed to support learners in
online programs?‖

Keywords: : distance education, learner
support, social media, web 2.0, online
program

Introduction
Significance of the Study
As with the delivery of instruction, learner
support services define an area that requires a
change in perspective from that used in
traditional settings (Brindley et al., 2004).
Such services need to consider the fact that
online students tend to demonstrate feelings
of isolation and lack of a supporting network
when studying at a distance. In the particular
case of the Master of Distance Education &
E-Learning (MDE) at the University of
Maryland University College (UMUC), it has
always been evident that providing students
with supporting services that go beyond the
classroom is key to the success of the students
and therefore of the program. The advent and
expansion of social media have changed how
we interact with the web and with others
through the web. It has opened new avenues
for interaction, collaboration and sharing, and
therefore has impacted the online learning
arena in a definitive way. Exploring the

effectiveness of social media use in online
learner support is thus critical to the
sustainability of distance learning into the
future.
Brief Literature Review
Smith (2004) notes ―The educational program
for adult students may require a shift in
perspective from that of campus-based
students.‖ (p.256) Additionally, for distance
education students ―there are needs that
extend beyond those that are addressed in
individual courses‖ (p.256), thus there is a
need to expand the focus of distance
education to include effective learner support
services for this particular target audience.
With the steady progress of the social media
technologies empowering users to become
generators of content and manage information
on the web (O‘Reilly, 2005), online educators
and students have slowly started to include
such tools for instruction as well as for learner
support functions (Porto and Kipta, 2010 and
Porto, 2008). The literature (Blaschke et al.,
2010) reports on the numerous pedagogical
benefits of social media tools, which support
―building learning communities, enabling
communication and networking, increasing
student retention, supporting collaboration
and information sharing, helping students
better plan their activities and develop skills
of reflection and personal assessment, and
allowing for improved learner support and
more interactive teaching‖ (Minocha as cited
in Blaschke at al, 2011).
In the MDE, the goal was to create an
integrated program-wide community and set
of
initiatives,
which
would
enable
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unstructured
interaction,
sharing
of
information, and creation of an ongoing and
long-lasting common knowledge base. The
rise of social media technologies has provided
the perfect platform to address such
challenge, creating enormous synergy among
all MDE stakeholders. (Porto, 2009)
Research Approach
McPherson and Nunes (2004) show that
‗action research‘ ―allows collective, selfreflective inquiry of practices and solving real
life situations and problems by/with
participants and takes contexts into
consideration‖ (Porto and Walti, 2008, p.1).
Their framework is of particular interest in
this kind of study ―because it relates in
particular to online learning environments‖
(p.1). Therefore the approach to this research
is one of exploring the literature of learner
support and social media tools in distance
learning in synergistic association to the
reflection and assessment of the effectiveness
and satisfaction of the several initiatives
underway as part of the MDE within an
overarching action research framework. This
allows the program to become continuously
innovative in its outreach to students.
The MDE Institutional Support
Institutional support is of major importance
for any online program. Given UMUC‘s size
and far reaching scope, institutional support
has achieved a reliable and sustainable level.
More importantly, learner support is seen as a
major arm of the institution‘s operation. One
where processes and procedures can be
streamlined, and where the industrial model
of specialization of functions, once advocated
by Peters (1998), can be massively employed
in a sustainable fashion. Students, therefore,
find a wide spectrum of administrative
functions available to them through the use of
technology, without the need of any human
interaction. Nonetheless, the institution also
makes such functions available through phone

and in person walk-ins, so learners have
options. In the same way, given that more
than 70% of faculty members are also at a
distance, the institution provides also a wide
spectrum of support services for faculty via
the web.
There are three main channels used to access
such functions:
 UMUC
website
(http://www.umuc.edu) - open to
anyone on the web
 UMUC
portal
(http://www.umuc.edu/myumuc)
–
providing different
views and
functionalities depending on the status
of the user (student, faculty, or staff)
 WebTycho (UMUC's proprietary
LMS)
platform
(http://tychousa.umuc.edu).
The UMUC website offers extensive
information about academic programs,
process procedures and several supporting
resources such as access to the online library
and the writing center. The portal is the main
gateway of staff, students and faculty to
execute the main administrative functions
such as admissions, registration, posting
grades, transfer credits, access to student
records. The WebTycho platform is reserved
mainly for the teaching and learning
activities, through which students and faculty
have access to the virtual classrooms.
Other supporting units are worth mentioning
as well, given their special role for students
and faculty:
 Information and Library Services
(ILS) - provides a full spectrum of
library and information resources and
services,
promoting
information
literacy throughout the institution,
while managing an extensive online
digital library.
 Center for Teaching and Learning
(http://wwww.umuc.edu/ctl) - offering
online workshops, initial training for
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online teaching, as well as mentoring
and other support services to enhance
the quality of online teaching.
Instructional support services
(http://www.umuc.edu/faculty/facsupp
ort/supportunits/iss/index.cfm)
are
also available for faculty, for
enhancing courses and employing
different online teaching strategies for
a richer student experience.

More recently, UMUC has also made serious
inroads into the social media arena,
developing blogs, and establishing its
presence in social networking sites, such as
Facebook.
In the MDE, we appreciate these institutional
services, both for students and faculty, and
have used them extensively. At the program
management level, such services provide a
significant backbone for all the major
functions related to the development and
delivery of online instruction. Nonetheless,
we have always understood that such support
did not provide MDE stakeholders (including
alumni) with a real sense of community. ).
The understanding that online students benefit
of communities outside of the classroom is
naturally derived from the benefits perceived
in traditional campus life (Smith, 2004).
Surveys have demonstrated that online
students are in fact interested in many of the
services available to students in traditional
environments (Fu et al., 2008). The sense of
community is seen as essential to create a
more tightly knit supporting network and
should be available among groups of people
who have a closer relationship and a common
goal. This has been the focal point of a series
of initiatives that compose the ‗MDE support
ecosystem‘ (Blaschke, Porto & Kurtz, 2010),
strongly based on social media tools (Mason
&Rennie, 2008) – the MDE Social Media
Support Suite.

Analysis of the Social Media Support
Suite
Overview
Building virtual communities with students
and alumni has been a known challenge for
those managing online programs. The lack of
a campus life imposes difficulty in keeping
students and graduates connected beyond the
ties of the online classroom
Thus, the challenge was to create an
integrated MDE program-wide community,
which would enable unstructured interaction,
sharing of information, and creation of an
ongoing and long-lasting common knowledge
base. The vision was to explore the immense
potential of creativity and action resulting
from connecting virtually members of a
community in a proactive way, with a final
goal of enhancing the quality of the program
and developing a culture of collaborative and
life-long learning among its members.
The MDE Student Support Social Media
Suite project is thus in effect a suite of
initiatives using the web to enhance student
support and networking among stakeholders
of the Master of Distance Education & ELearning program at UMUC.
The MDE Hub: the MDE one stop shop
http://mdeprogram.weebly.com
The MDE Hub is the one stop shop of the
MDE. Everything else discussed about the
MDE Social Media Suite is linked through the
MDE Hub. We have created main tabs for
prospective and current students, as well as
faculty. The MDE Hub was created after
many of the other initiatives described here
were well underway. In the case of the MDE
hub, the focus was on aggregating both
institutional information as well as the links to
the other MDE support initiatives. In linking
to institutional information, we avoid
replicating information. The MDE Hub also
provides further information, beyond what is
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available through the official institutional
website, creating added value.

Figure 1 – Snapshot of the MDE Hub web site

The MDE Blog - reaching out
http://mdeblog.blogspot.com
The MDE Blog was the first social media tool
employed by MDE. The goal was to reach out
to its community, comprised of students,
faculty, alumni and also UMUC staff who in
different ways support the program. Being the
first tool, the blog initially (2006) took on the
major role of providing information, and in
many ways concentrated its focus on links
and side menus that served the community as
a knowledge-base of information for the
program. This has changed throughout the
years, when other tools have taken this role
(see The MDE Hub), and therefore the blog
has returned to its main functionality of main
announcements (posts) from the program to

the community. It is worth saying that it is not
the interest of the program to make this blog
into a high traffic blog of general information
on distance education. The goal is one of
being a major shared bulletin board of events
and new information about the program to its
stakeholders.
As the Social media suite evolved, so did the
blog, and it now contains many links to the
other available social media tools and avenues
available to MDE members. Therefore, one
will find that the blog contains links that will
connect to pages of the Hub and from the Hub
you see the latest posts from the blog. There
is also the possibility of signing up for RSS
feeds as well.
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Figure 2- Snapshot of the MDE Blog

The MDE Lounge: Staying Connected
http://groups.google.com/group/mde-lounge
In terms of staying connected with everything
that is happening in the MDE, and be part of a
continuous dialogue of students and alumni,
there is nothing like the MDE Lounge. In the
Lounge, the MDE students and alumni get
immediate
information
about
jobs,
conferences, program initiatives, changes,
alerts, etc. This is a private group, which has
been an important asset in keeping this
community connected and growing with a
strong sense of belonging.
The student lounge has been far the most
effective and utilized environment of the
MDE community. It is the simplest tool, and
provides very little space for creativeness
when it comes to creating content and design,
but it is the tool that keeps the members of the

community together and allows for
collaboration to take place. The program went
through several first attempts to create
community using its own LMS. However,
after a few unsuccessful trials, it became clear
that LMS were not the environment we
needed. We did not need another virtual
classroom. In fact, to have a flourishing
community, we needed to break free from the
LMS framework. The choice for Google
groups because of the security and privacy
levels, as well as the simplicity of the
interface. This simplicity and straightforward
mode of operation has made this environment
the core focus of the MDE community, and
has enabled the advancement of all other
social media activities.
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Figure 3 - Snapshot of the MDE Student Lounge Web site

The MDE Peer-Mentoring Program
http://mdepeermentoring.weebly.com/
The MDE Peer-Mentoring program provides
new MDE students with a mentor who is
either an MDE alumni or a more experienced
MDE student. This initiative is coordinated by
an MDE graduate, who developed the concept
and the framework for the project as a result
of her research work in her capstone course.
The idea is for new students to benefit from
the experiences, strategies and insights of a
MDE veteran. The experience with this
initiative has shown that past pairings have
resulted in ongoing friendships, have reduced
the stress for MDE students and generated
plans for future collaborations in the distance

education field. It has been a great experience
for many participants. ―For students, it may
be as simple as knowing that someone else
has been there and done what they are doing
and survived.‖ (Rozzi, 2011)Mentors and
mentees might share technical expertise
and/or strategies for coping with online
learning and the demands of family and work
life, while still going to school online. The
feedback from those involved, demonstrate
that mentors have also gained from the
partnerships too. They find ―satisfaction in
supporting a fellow learner and helping
someone make their way through those first
challenging MDE courses.‖ (Rozzi, 2011)

Figure 4 – Snapshot of the MDE Peer Mentoring Web site
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The MDE Writing Coach Program
This initiative is not exactly delivered through
social media, but at the back-end it does
utilize social media to support those (‗the
writing coaches‘) delivering the service. The
writing coaches are MDE graduates, with
special training or experience in English
writing, who are present in all MDE classes,
to support students and faculty with issues
related to writing of the English language.
The provision of writing support is to
facilitate student success in both UMUC‘s
MDE program and the student‘s professional
lives. The writing coach looks over
assignment drafts and provides guidance on
with grammar, mechanics, APA citation, etc.
The writing coach does NOT provide
commentary on assignment content; however,
the WC will comment on building good
arguments, structure, grammar, use of
evidence, and use of resources. In addition to
providing feedback directly on assignment
drafts in the designated areas within
individual courses, a conference thread is set
up to provide a place to answer questions

about APA style or writing mechanics.
Writing coaches also work with faculty
members to provide rich feedback on
assignments exclusively related to writing.
This has become very important when one
considers that institutionally, UMUC has
included writing as part of its core learning
areas.
The MDE continues to tailor its use of writing
coaches to better suit program needs and its
desire to provide students with ongoing
support throughout their program experience.
Unlike an editor, writing coach efforts press
beyond merely ‗fixing‘ a student‘s work to
include specific and targeted feedback on
topics.
The
MDE
Writing
Coach
Wiki
http://mdewriting.pbworks.com serves as a
hub for organizing the WC program‘s vital
components such as Mission, goals, getting
started tips, tip bank, and snippet samples of
feedback. A summary of the initiative and the
MDE Writing Coach Program mission and
goals can be found within the wiki.

Figure 5 – Snapshot of the MDE Writing Coach program web site

The MDEBookmarks - Social Bookmarking
in Diigo
http://groups.diigo.com/group/MDE_research
The MDE Bookmarks Diigo group the shared
social bookmarking group for the MDE using
the social media tool Diigo. This initiative has

been very successful in cataloguing MDE
web resources. Bookmarks can be tagged and
annotated, which become then helpful in more
thematic searches. Users can also add
comments about bookmarks that have been
added by peers within the same group. In the
case of the MDE, the social bookmarking
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group has a two-fold goal: to collect and
annotate research projects done by MDE
community members, and collect, tag and
share online bookmarks in the field of
distance education and e-learning that can be
useful to the entire community. Tagging and
annotating are an important piece of this
initiative. The Diigo environment was chosen

because it goes beyond just bookmarking, and
in fact creates a social networking
environment that can be used to share
thoughts and reflections related to the field.
This is seen as an important component of a
strong and thriving community of practice.

Figure 6 – Snapshot of the MDEBookmarks, social bookmarking group front page

The MDE Social Networking Opportunities
As a push for greater visibility of the
program, as well as broadening the
opportunities for access to information by
students and especially alumni, the MDE has
created groups inside well-established social
networks, namely: LinkedIn, Facebook and
Academia.edu. LinkedIn was a natural choice
given its professional focus, and the existing
networking among working adults in related
fields of interest. The Group page within
Facebook was a natural consequence from the

existing number of students, alumni and
faculty with Facebook accounts. There is no
hard data about the amount of access there is
of such pages, but there is anecdotal
information that shows the appreciation from
students and alumni for the presence of the
program in both environments. The
Academia.edu environment, although less
known, has an interesting focus on academic
achievements, and promotes more scholarly
exchanges.
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Figure 7– Snapshot of the MDE LinkedIn group front page

Figure 8 – Snapshot of the MDE Facebook group page

Figure 9 – Snapshot of the MDE page in Academia.edu

(184 )

978-9948-497-11-0

The MDE Virtual Conference
https://sites.google.com/site/mdecyberconfere
nce/
Earlier in 2011 the MDE held its 1st MDE
Virtual Conference. This was 10-day
completely online event, celebrating the 10th
anniversary of the program. It served as a
pilot for a virtual event that most certainly
will become a new MDE initiative on the
calendar, with a growing number of
participants. The 1st MDE Virtual Conference
offered 8 different concurrent events, using
synchronous tools for live meetings,
asynchronous environments and blended
approaches.



The MDE Internship Program



http://sites.google.com/site/mdeinternships/
One important initiative that has resulted from
the extensive use of social media tools within
the MDE is the MDE Internship Program.
This initiative started based on a two main
goals: provide a framework for students to
acquire hands-on experience in distance
education and e-learning, and get students and
alumni involved with on-going program
related activities, helping the program move
forward. This program, although in still in
small scale provides students with a diverse
set of opportunities, including:
 MDE Peer Mentoring Program. This
program described earlier started as an
Internship opportunity, which in fact

was suggested by the student who is
currently in charge of the program.
Research position in the Office of
Instructional Service and Support,
which supports the university in
design, development, and maintenance
of online courses, experimenting with
new technologies and providing help
to online faculty when it comes to
instruction online. One of the
internships offered to an MDE
graduate was to work with OISS staff
to produce a scan of the landscape of
higher education, when it comes to
organization of the course design and
development units.
e-Book editing. The MDE is
responsible for developing a series of
books, commonly called the ASF
series (ASF stands for the German
acronym of the Center for Research in
Distance Education at Carl von
Ossietzky University of Oldenburg).
These books were initially published
in print and more recently were
digitized and are now available for
free
in
digital
form
(http://www.mde.unioldenburg.de/40574.html#Volumes)
The work of digitizing some of these
books was done by an MDE intern.

Figure 10 – Snapshot of the MDE Internship web site
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The MDE Capstone Wiki
http://mdecapstone.pbworks.com
The capstone course entails a study of
distance education and training designed to
demonstrate cumulative knowledge and skills
through two major projects: an electronic
portfolio and a research project. A full wiki
was developed to provide information
concerning these two major projects to be

completed at the end of the program. This
wiki has been used during the capstone
course, as part of the MDE orientation
(discussed below) and can be accessed by any
student and any time, interested in
understanding
the
requirements
and
expectations of the final course in the
program.

Figure 11 – Snapshot of the MDE Capstone wiki front page

The MDE Orientation
Inside
the
WebTycho
classroom
(http://tychousa.umuc.edu)
The MDE Orientation was born out of the
need to provide students with a continuous
opportunity to create or update their eportfolios, which is a major requirement
during their capstone course (as explained
above). It was clear that building the eportfolios at the end of the program was not
adequate to capture the essence of the MDE
journey experienced by each of the students.
The orientation started in the Fall 2008 as a
one-week workshop, delivered through
WebTycho platform (UMUC's proprietary
LMS) in a course format. Since then it has
been delivered every term throughout the
year, always during the second week of

classes. Students participate voluntarily and
can take part in the workshop as many times
as they want. After a few sessions of this
workshop it was clear that students needed
more than just an orientation towards the eportfolio activity. The orientation has
expanded to include discussion of the final
research project, which is also developed
during the capstone, as well as the advising of
new students in the program. We have
anecdotal information concerning the value of
the orientation and it indicates that it has
made a significant difference in the level of
readiness of students when they reach the
capstone course. However, given the fact that
this is voluntary, there are still many students
that do not take advantage of this extra
support, even though it does not represent any
additional cost.
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Conclusion
This paper presented a wide spectrum of uses
of social media to support online learners.
The practice of online education has shown
that besides the usual online instruction,
students and alumni can benefit from many of
the services that are offered to students within
the boundaries of the campus. Such services
are distinct than the ones offered face-to-face,
but share common goals of building
community and enhancing the sense of
belonging to a wider group, going beyond the
classroom environment. Social media has
been instrumental in the offering of many

opportunities once never considered for
learners are a distance. It has also enable
learners to be agents in maintaining and
developing new services for their peers, and
therefore engaging with a community of
practice and acquiring a sense of ownership.
The paper presents several examples of
practical uses of social media tools in learner
support through the experience of UMUC‘s
MDE online program. This experience has
shown the importance of such initiatives to
the quality of the learning experience of
learners, as well as the potential for keeping
contact with graduates.
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Professional Development of Online Teachers
Mahmoud Zahran Al Waili

Abstract
The paper deals with the potential
opportunities which e-learning affords for
teacher professional development and
training. It highlights some innovative up-todate strategies and tools that may be used to
enhance the role that e-learning can play to
develop teachers professionally and offer
them the support they need in such
increasingly developing world. The paper
initiates with an overview of e-learning
pedagogies and suggests a proposed model
where traditional training methodologies are
merged with state-of-the-art technologies.

Keywords:
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professional,
development, online, e-learning

Introduction
There is a genuine demand for a practical and
inexpensive way to pursue higher education
and professional development in a range of
vocational
and
educational
sectors.
Classrooms alone and face-to-face workshop
sessions can‘t correspond with this everincreasing demand for learning (Evans and
Pauling, 2010) and hence comes e-learning
with all the potentials it offers to make
learning conveniently and flexibly feasible
(Bullen and Janes, 2007) anywhere and
anytime.
However, the frequent change and
development of the technologies that form the
backbone of e-learning makes it challenging
to establish a precise definition about it
(Littlejohn and Pegler, 2007). A quick look at
the relevant literature indicates the fact that

there are apparently plenteous definitions of
e-learning (Roy, 2007).
Defining e-Learning
In their attempt to essentially explore elearning, Holmes and Gardner (2006)
associated it with the advancement of ICT
(Information Communication technology)
which support it. This demonstrates the
imperative role ICT tools constitute within the
arena of e-learning. However, they conclude
their exploration with a very simple definition
of e-learning which is ―online access to
learning resources, anywhere, anytime‖
(Holmes and Gardner, 2006, p. 14). This
definition has downsides. For example, it
interrelates with distance education and online
leaning as it confines e-learning to the online
dimension and excludes offline resources
such as CDs (compact disks). Moreover, it
doesn‘t imply any kind of control over
learning offered, and limits e-learning to any
access of online resources.
Conversely, Khan‘s (2005) definition of elearning reads:
―An innovative approach for delivering welldesigned, learner-centered, interactive, and
facilitated learning environment to anyone,
anyplace, anytime by utilizing the attributes
and resources of various digital technologies
along with other forms of learning materials
suited for open, flexible, and distributed
learning environment‖ (Khan, 2005, p. 3)
The above-mentioned definition of e-learning
sets forth essential characteristics that a highvalue e-learning course would most likely
include like designing, interaction, flexibility,
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utilization of digital technologies and target
students.
Garrison and Anderson (2003) too share the
concept that a high quality e-learning isn‘t
defined by the mere provision of resources
and convenient access of content but is rather
determined by the pedagogical design of elearning and the methodology underpinning
it.
Higher education institutions, then, should be
cautious not to misinterpret e-learning by
viewing it as the panacea of all educational
problems, or in the least, a creative way to
economize their expenditure on tutors and
classrooms by the virtual provision of
resources with no pedagogy underpinning it.
Learning, in essence, is a social experience

(Bose, 2003) whether it is face-to-face or
through computers. This fact makes elearning an area of argument in terms of how
valuable it can be as a rewarding tool and
what possible constraints it has.
Pedagogical Theories Underpinning eLearning
Torun (2009) too identifies three main
pedagogical theories integrated in e-learning
which are: behavioral approach, cognitive
psychology and constructivism. His view of
e-learning reaches its climax with students
experiencing a constructivist method of
learning as figure 2 shows.

Figure 1: Learning theories of E-Learning (Torun, 2009)

However, any learning experience where elearning is a chief part should help learners
undergo a fourth stage wherein they enjoy the
experience of forming and informing of
knowledge as well as sharing it with others
who principally have a similar interest. Such
communal opportunities of learning through
various tools like wikis, synchronous and
asynchronous discussions in addition to the
regular
face-to-face
meetings
would

contribute to a mutual construction of
knowledge. Holmes and Gardner (2006)
argue that an essential element which
promotes learning is ―the community basis
and the communal constructivist processes
that underpin it‖ (Holmes and Gardner, 2006,
p. 158). The following figure illustrates the
pedagogical philosophy of e-learning adapted
from Torun (2009).
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Figure 2: Pedagogical theories underpinning E-learning. Adapted from Torun (2009)



Teacher Professional Development
Hence, the need seriously arises to motivate
teachers to make advantage of the existing
potential prospects e-learning offers in the
field of teacher professional development
(Yang and Liu, 2004). Corcoran (1995, p.3)
too recommends teachers to ‗‗deepen their
content knowledge and learn new methods of
teaching‘‘ through the use of the infinite
chances available to them. A closer look at
how teachers view the utilization of elearning in broadening their horizons when it
comes to their professional development will
definitely inform educational leaders of the
various significant issues that require their
instant attention.

Research Questions
The potential role teachers can play online is
extremely vital. In essence, this paper
attempted to address the following critical
questions:
 How do English language teachers at
the Omani schools view the current
professional development approach
where no online technologies are
being used?



How do English Language teachers at
the Omani schools view the use of
online technologies to support them
professionally?
What are the obstacles which may
deter teachers from engaging in online
professional development plans from
their perspectives?

The study addresses insight into the value of
utilizing online technologies as a tool for
professional development, and provides a
basis for the empirical study of the acquisition
and maintenance of professional knowledge
by teachers in the Web-based professional
teaching community. This study identifies
many issues that are vital to delivering
effective online professional development
programs. Insights gained in this study will
help mentors of teachers to continue to refine
enhanced tools to improve their professional
growth.

Significance of the Study
The study‘ importance stems from the fact
that the current emphasis has internationally
shifted from the conventional workshops in
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delivering teacher professional development
to an ongoing view of professional
development, stressing mutual learning
contexts, teacher research and inquiry,
engagement in practical tasks, exploration of
relevant subject matter and consistent
feedback (Karagiorgi & Symeou, 2007). The
present approach currently employed in
offering teachers professional development is
rather reliant on supervisors (mentors) and it
isolates teachers from sharing their
experiences with their peers. Teachers have a
limited role in making decisions on what
really cater for their professional development
as this authority is still mostly at the hands of
supervisors partly due to teachers‘ tendency
to see supervisors as the mere source of
information and experience. Such unilateral
judgmental decisions about the teachers‘
performances have indeed caused supervisors
to encounter suspicion and resentment.
Adams (1986) thinks that teachers should
always be involved in their professional
development plans.
Therefore, a successful mentoring and
coaching program that encompasses the
traditional model of mentoring with the new
ICT tools is of great importance particularly
at this time. Teachers are in need more than
ever to make full use of the available
technologies
in
their
professional
development plans (Marx, Blumenfeld and
Krajcik, 1998). In fact, Yang and Liu (2004)
see that a valuable reservoir of tools and
resources exist on the internet and which can
be of great help teachers like online
conferencing, white boards and other
technologies. Hence, blended coaching which
is ―combining both face-to-face and virtual
coaching‖ (Boyce and Broome, 2010, p. 169)
is believed to have more strengths than
weaknesses according to Clutterbuck &
Hussain (2009). This argument of blending
mentoring gains its plausibility from the fact
that
information
and
communication
technology tools used in e-learning can

enhance the effectiveness of learning
(Department of Education and Employment,
1998).
Another reason why a blended coaching and
mentoring approach would nurture teachers‘
abilities to profoundly self-reflect and deeply
scrutinize their practices is the limitations
face-to-face discussions sometimes have upon
them due to the immediacy of giving
feedback on the spot. This is clearly stated by
Clutterbuck argument that ―face-to-face
communication can be relatively shallow and
unconsidered, because it creates a need to
respond quickly‖ (Clutterbuck, 2010, p. 12). I
myself have encountered many situations
where teachers were unable to respond to my
queries or justify their choices of actions
during face-to-face discussions, but were able
to explain them clearly in the written selfreflection forms I tended to use.
Therefore, it is through involving teachers in
the whole process and allowing them
supplementary alternatives to get and share
information that supervisors can achieve the
best level of mentoring. Jones and Vreeman
(2008) regard the ability of mentors to
provide additional relative services to teachers
as key to ensuring best mentoring. The study,
then, is meant to investigate teachers
perspectives on such a method.

Literature Review
Current Professional Development
Approach
The rapid changes that took place in recent
years in the field of teacher professional
development and the demands of higher
standards have called for a reform of the
quality of teacher professional development to
better
suit
the
nowadays
working
environments and keep abreast of the
technological knowledge accessible (Har,
2001). Today, professional development done
via ―sit and get‖ sessions is no longer
effective enough (Har, 2001, p. 8).
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Many drawbacks can be revealed out from the
current
approach
which
emphasizes
supervisors‘ own views more than teachers‘.
First, teachers are not notified in advance of
the visit which makes them feel frustrated.
Wang and Seth (1998) state that ―Many
teachers resent being observed at short notice
by ‗important people‘ who judge their
performance according to their own‖ (Wang
and Seth, 1998, p. 205). Seyfarth (2008) and
Kowalski (2010) suggest notifying teachers
when a classroom observation visit for the
purpose of professional development is
expected.
The unavailability of a follow-up phase or a
stage of reflecting and sharing is yet another
drawback of the method. Even though the
fundamental aim of the whole process is
teachers‘ own professional development, it
obviously falls short of achieving that as it
envisages teachers as passive recipients of
knowledge and training (Wang and Seth,
1998). It lacks the capacity to offer or even
advocate potential opportunities for teachers
to use on the purpose of investigating their
practices or sharing them with others. An
effective professional development is one that
emphasizes ongoing training where teachers‘
needs are taken into account.
Robin (2008) argues that teachers should have
a more dynamic role in situating and adapting
their learning according to their authentic
needs and link them to the real world
problems rather than depending on an expert
to do so. She suggests the creation of
―professional learning communities‖ (Robin,
2008, p. 35) where a committed group of
practitioners support each other.
Moreover, obvious in the current approach is
the
dependency
upon
face-to-face
communication solely without using any other
technological techniques or embedding of
online communication tools. Extremely
important is the integration of ICT tools to
unlock further chances of communication.
Reil and Linda (2004) emphasized the

significance of giving the virtual dimension to
the professional communities through the
creation of channels of communication and
networking tools among teachers to better
enable them to share their thoughts and
experiences. Therefore, the need for online
communal learning community to be
embedded in our supervision system is
particularly demanding. Collins, Brown and
Newman (1989) too believe that such
communal online networks can nurture a
supportive atmosphere where teachers
generate powerful mechanism to encourage
apprenticeship among them. Yang and Liu
(2004) too think that creating online learning
communities among teachers will effectively
promote thoughtful practice where teachers
can engage in related educational discourse.
Characteristics of Effective Professional
Development
Certain Characteristics of Effective Professional
Development Exist in Literature Among Which:
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Ongoing professional development
(Salpeter, 2003) which emphasizes the
continuity of teachers‘ development
through the use of various accessible
channels. Clement and Vandenberghe
(2001) think that educational leaders
should
provide
teachers
with
opportunities
where
they
are
continually involved in professional
development.
Teacher
involvement
in
the
professional development programmes
is essential (Dickenson et al. (2003).
Teachers should play an important
role in setting up future plans with
regards to the experience they want to
get involved in.
The importance of collaboration in the
professional
development
plans
(Salpeter,
2003).
A
quality
professional development programme
should be significantly based on
collaboration.

978-9948-497-11-0



Follow-up
(Salpeter,
2003).
Educational leaders and mentors
should keep supporting their teachers
continuously.

A quick look at the potential chances online
professional development tools and resources
afford will present an ideal platform for the
above-mentioned characteristics. In fact, a
study that was conducted by The Center for
the Application of Information Technologies
at Western Illinois University to investigate
the status of teacher development in the
United States came up with very interesting
results. The study, whose main goal was to
examine the use of technology in teacher
professional development, concluded that a
combined approach where face-to-face and
online professional development is used
worked best (clark, 2000). Indeed, with
regards to teachers, ―the more technologybased professional development they receive,
the less intimidated they feel about integrating
technology into their instruction‖ (Adada,
2007, p. 53).
In addition, the process of transferring part of
the steps to be done online will eventually
have several positive results. First, teachers
will be exposed to examples of good practice
and hence contextualize their knowledge in a
more relevant professional context (Gualino,
2009). Second, an online learning community
wherein teachers collaborate to learn mutually
will evolve which will, consequently, promote
an ongoing process of professional
development (Barab et al, 2003). Thirdly, the
adoption of online technologies in teacher
professional development endeavors to fit in
with
the
contemporary
professional
development approaches that strive to involve
stakeholders (vrasidas and Glass, 2003) and
decision makers who will be able to discover
real teachers‘ needs and respond to them more
accurately.
Finally, such use of technologies from the
part of teachers will help minimize the digital

divide some students and even teachers
presently encounter. The digital divide can be
identified as the ―gap between those people
who have access to the new ICT and those
who cannot.‖ (Murelli, 2002, p. 2). A basal
criterion when determining the scope of
digital divide in the educational field and
ways of minifying its effects is through the
recognition of teachers‘ perceptions and
experience of using technology efficiently.
Kuttan and Peters (2003) relate the
preparation and training of teachers to
effectively use ICT tools as a key factor in
closing the digital divide of students. Chen
and Price (2006) too argue that the level of
digital divide is expanded by disparities in
teacher willingness to utilize ICT in
education.

Methodology
Context of the Study
The venue for this study was English
language teachers at Omani schools. Twenty
five participants from different schools were
interviewed to collect data which was then
analyzed
using
constant
comparative
approach. Participants were selected mainly
based on their excellence in teaching as per
their performance. The reason behind that is
to better understand the relationship between
work
context
and
the
professional
development programmes (Scribner, 1999).
Data Collection
To get a deep insight into teachers‘ views on
the current and suggested professional
development
programmes,
open-ended
interviews were used as the dominant way to
get teachers‘ professional perspectives deeply
enough (Bogdan and Biklen, 1992). The
interviews question were developed and then
improved to ensure relevant issues are
included (Glesre and Peshkin, 1992). Two
PHD holders from the College of Applied
Sciences in Oman contributed in designing
the interviews along with pertinent literature
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discussed earlier. Interviews ranged from 30
minutes to 1 hour and were audio-recorded.
Data Analysis
Data emerging from the interviews were
analyzed taking into account the comparative
method where systematic data collection and
analysis are blended with theoretical sampling
into a comprehensive research strategy
(Haworth and Conrad, 1997). Glaser and
Strauss (1967) recognized four distinctive
stages in constant comparative method which
are: (1) comparison of incidents by categories,
(2) integration of categories, (3) delimitation
of theory and (4) the writing of theory. These
were taken into account when analyzing the
interviews which generated more ideas and
helped the researcher classify data into
categories.

Findings
Teachers’ Views on the Current/Online
Professional Development Approach
The study findings show various results
which are quite interesting. First, although
teachers find the current professional
development approach useful, they expressed
reluctance to the centralized way it is
conducted as most professional development
sessions and workshops take place in distant
locations from their workplace. Teachers
think that travelling long distances for the
sake of professional development is a
consumer of time and effort when the same
materials can be reached with less effort.
Vrasidas and McIsaac (2001) share the same
position as they state that ―technology
provides a more decentralized environment
where students take more control of the
learning environment and become active
constructors of knowledge while working on
authentic tasks‖ (p. 129).
Another point raised by teachers was the fact
that they get amazed at the mismatch between
their expectations and genuine needs and the
quality and quantity of professional

development sessions offered to them. Most
teachers expressed their dissatisfaction at
playing no role in determining what should be
presented to them and shaping the sort of
materials delivered to them to suit their levels
and needs.
Teachers also stated that the ―quality and
quantity‖ of support and guidance offered by
supervisors (mentors) seem to be worn-out
and are recurrently and insipidly replicated.
Hence, they feel that they desperately need
more updated information with regards to the
teaching. The provision of online professional
development would certainly urge teachers to
make best use of the available tools to update
themselves and decide on what urgently needs
to be modified in their way of teaching and
what other option exist out there.
Teachers also emphasized peer-to-peer
discourse and thought that sound learning can
take place collaboratively if more channels
are made available to them online. This may
result in in-depth dialogue and collaboration
among teachers which will highly contribute
to
their
knowledge,
they
thought.
Additionally, in approaching a question
pertaining to the possible internet tools that
they wished to be provided to them, they cited
multiple technologies which they considered
were
useful
like
e-mails,
chatting,
conferences, wikis, discussion forums and eportfolios.
Challenges to Applying Online Professional
Development
Two main challenges were featured by
participants which may discourage the use of
online technologies in teacher professional
development. First, the process involves a
high level of ICT skills and requires internet
access to enable teachers to use the different
options suggested as well as communicate
with their peers locally and internationally to
form a community of learning. This is a valid
limitation for although 100% of the Omani
schools have computer-assisted instruction,
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only about 60% of them have internet access
(ITU, 2010). This is also proved by the
Internet Usage and Marketing Report (2010)
which states that the general internet usage
percentage in Oman as per June, 2010 is
41.7%. This indicates that some teachers may
find it hard to secure a trusted connection
with the internet or ICT.
Second, teachers think that it is difficult for
them to secure time for synchronous and
asynchronous communications during offschool times particularly if we take into
account the fact that the number of personal
computers in Oman is 6.7 per 100 people

according to the World Bank (World Bank,
2011). Although the ministry of education in
Oman launched an initiative to provide
teachers with laptops at affordable prices to
increase teachers' awareness in taking
advantage of ICT and use it in their teaching
and professional development plans, still
more support is needed to ensure that all
teachers possess the capacity to integrate ICT
into teaching and learning. Also internet
access should be provided to include all
inhibited areas in Oman and with cheaper
fares to promote internet usage.
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Conclusion
The study was conducted to investigate
teachers‘ perspectives on the current
professional development programmes and to
explore their insights on the value and type of
online technologies that may be used to
deliver online professional development
programmes. The results clearly show that

teachers envisage online technologies as
supporter of their professional development
and that they desire more components of their
professional development to be carried out via
the internet. Finally, participants highlighted
some issues which they viewed as obstacles to
the successful achievement of the suggested
method of professional development.
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Abstract

Introduction

Destination Managing Organizations (DMOs)
worldwide use nowadays new technologies
not only to spread marketing messages but
also to coordinate all the partners and
industries involved in the production and
delivery
of
the
tourist
experience/service/product, thus leveraging
not only on B2C but also on B2B
communication and service delivery. In
particular, when it comes to travel agents and
tour operators, DMO do count on new
technologies in order to offer a full learning
experience (eLearning) about the destination
and its attractions, so that those professionals
can better serve their clients/tourists when
presenting a given destination. eLearning
offers then to Destination Marketers an
additional channel to impact the market, it
offers also to travel professionals a further
support in their selling activities.

This research is based on the analysis of the
outcome of an online survey that was held
among travel agents in spring 2011. The
general purpose of this study is to explore the
actual users‘ – travel agents from Middle East
region – assessment and evaluation of
Destination Management Organizations‘
eLearning courses created directly or through
a third service-provider ad-hoc for them.
The research is structured along the
evaluation model proposed by Kirkpatrick
(1994),
which
suggests
that
every
teaching/learning experience can be evaluated
at four different levels: reaction, knowledge,
transfer and impact.
Consequently, main research objectives are:
i.
to give insights on travel agent‘s
reaction/satisfaction of the eLearning
courses
ii. to assess users‘ change/improvement
in terms of knowledge and beliefs
iii. to assess the usefulness of such online
courses for current business activities
of travel agents.
As for the expected research contribution, this
study contributes to tourism eLearning
literature, because it gives the first research
insights on the evaluation done by travel
agents of eLearning courses created for them.
Moreover, the study has also a significant
industry application, as the marketing

This paper presents a research on travel
agents‘ perception of eLearning training
courses created ad-hoc by Destination
Management Organizations, by examining 94
profiles of travel agents based in the Middle
East region.

Keywords: eLearning, eTourism, travel
agents training
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managers and responsible for trade
partnership
within
National
Tourism
Boards/Ministries of Tourism are presented
with the first research on travel agents
evaluation of eLearning Training platforms.
Industry representatives can see which course
topics attract the biggest interest from travel
agents, the drawbacks of existing platforms,
as well as factors that actually make travel
agents leave the experience without
completing it. Main motivations of travel
agents are discussed, studying why they
decide to subscribe to eLearning courses
instead of just browsing destination websites
or general sites on Internet in order to look for
needed information for their work.

Literature Review
The role and importance of Destination
Management Organizations (DMOs) for the
tourism industry, and for the success of a
country as a whole, as well as for regions and
cities have been widely academically
acknowledged (Frew & O‘Connor, 1999),
even more after the internet extension, which
has offered DMOs the chance to reach a
global audience. Nowadays, DMOs use new
digital technologies not just to spread
marketing messages to potential clients but
also to coordinate all the partners and
industries involved in the production and
delivery of the tourist activity/product (Bieger
et al., 2009). DMOs are enabled by
Information
and
Communication
Technologies (ICTs) also to better support
and prepare travel professionals – travel
agents and tour operators – with more
extensive and current information as well as
online training (Cantoni & Kalbaska, 2010;
Kalbaska, 2012).
Retail travel agents continue to occupy a
unique niche in the tourism distribution
system, as their role is to act as the
intermediary
between
consumers,
destinations,
and
external
suppliers.
Recommendations of travel agents play an

important role in tourists‘ decision making
process and may influence tourists‘
satisfaction and the success of any hospitality
businesses,
tourism
attractions
and
destinations (Klenosky & Gitelson, 1998;
Frias et al., 2008). Therefore, the information
held by these travel intermediaries about a
destination are equally important as those
held by the travelers (Bangaloglu &
Mangaloglu, 2001). It is believed that
destinations with stronger positive images
will have a higher probability of being
included and chosen in the decision making
process (Chi & Qu, 2008). So, DMOs,
particularly National Tourism Boards, should
take necessary actions to improve their weak
or negative images and promote their
strengths targeting travel intermediaries
(Bangaloglu & Mangaloglu, 2001).
In the last decade technology has had a
significant impact on the evolution of
professional travel agencies (Huang et al.,
2011, Alvarez et al., 2007). Travel agents are
terrified by the idea of how they can make
their business survive while struggling against
the strong competition of online travel agents
(OTAs), such as Expedia, Priceline, and
Orbitz (Cheyne et al., 2006).
Nevertheless, recent tendencies show that the
pendulum between disintermediation and reintermediation has not reached a stable
position. Many travelers still rely on
traditional travel agents instead of booking
their trips through OTAs (Tnooz, 2011;
Travel Market Report, 2011). First of all, in
some countries people tend to rely on Travel
agents and tour operators for planning their
travels, because they are not confident enough
to plan and travel alone, and/or because of the
complexity of clearing all required
documents. Moreover, due to the raising
complexity of the tourism context (e.g.:
available options, natural disasters, and
political revolutions) as well as the so-called
information overload from many online actors
trying to attract the attention of prospective
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travelers, traditional travel agents are given
new chances to be in the game again also in
those markets where disintermediation has
gone quite further.
As a result, in order to stay on the edge and
consolidate their position on the market,
current travel agents are benefitting from
designed especially for them IT tools that do
support their sales actives. They also
constantly improve their product knowledge,
trying to specialize, instead of being
―generalist‖ travel agents. As seen above,
there is a double need:
 from the side of a destination, to
coordinate industry partners, and to
deliver a clear promotional and
training message to them;
 from the side of travel agents
worldwide, to constantly upgrade their
knowledge, as well as to recover their
position in an highly competitive
environment.
In order to meet these needs, DMOs can
leverage on the digital technologies while
offering a full learning experience
(eLearning) about a destination and its
attractions (Cantoni et al., 2009), so that
traditional travel agents can better serve their
clients/tourists
when
presenting
the
destination. In this way, the flexible and
problem-oriented form of continuing learning,
such as eLearning, can become a link between
the new requirements of the market and the
training qualification strategies within the
tourism sector.
Since 2006, DMOs have developed eLearning
platforms in order to train travel agents. The
eLearning platforms were designed mainly to
provide travel agents and distributors with the
knowledge and skills to sell the destination
effectively and to suggest it to the right
people (Cantoni & Kalbaska, 2010). Courses
present the destination itself, its hospitality
and tourism offers, tips on how to sell it; most
of the courses award an ad-hoc certificate

upon completion of a final test. In May 2011,
69 eLearning platforms created by national
tourism boards for travel agents existed
worldwide (Kalbaska, 2012). This number has
almost doubled in 2 years period of time
(2009-2011), which shows clear interest on
the side of national DMOs towards exploiting
the opportunities presented by eLearning in
order to propose travel agents a structured and
comprehensive view of what DMOs offer in
terms of hospitality and tourism.
Despite growing interest from the industry,
scant academic research has been made on the
subject. No study has been found on travel
agents perception (user‘s reaction) to those
platforms; users‘ change/improvement in
terms of knowledge and beliefs (knowledge);
the usefulness of such online courses as well
as the real application of the knowledge onto
their working activities (transfer and impact).
These three areas of enquiry may fit quite
well the 4 stages of the evaluation model
proposed by Kirkpatrick (1994), who suggests
that every teaching/learning experience can be
evaluated at four different levels:
 the reaction to the course on the side
of
learners:
are
they
comfortable/happy with the content?
what is their overall level of
satisfaction? what were the main
drivers for them to start this learning
experience?
 their actual knowledge: how much and
what did they learn within this course?
 how much of the learned information
could be transferred to the everyday
professional life of travel agents
attending the course: are they able to
apply the knowledge they have got to
their working activities?
 the global impact of the offered
training onto their actual activities: has
the learning/training had a positive
impact onto the concerned business?

Methodology
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This research aims at filling the gap identified
through literature review by means of finding
out the perception of travel agents from
Middle East towards eLearning Platforms
created by DMOs worldwide. This study is
exploratory in nature, with the purpose of
providing a first investigation of this topic.
An online questionnaire was distributed to
Middle East‘ travel agents. The survey
included 34 questions structured in 4 main
categories: (1) demographics, (2) knowledge
acquisition, (3) eLearning courses by DMO
usage/non usage, (4) application of acquired
knowledge (transfer to the profession).
Respondents required approximately 15 to 20
minutes to complete the questionnaire.
The pre-testing of the questionnaire was
conducted at the beginning of April 2011 in
Lugano (Switzerland) through a focus group
with 10 international travel agents from
Argentina, Greece, India, Italy, Saudi Arabia,
Switzerland, Turkey, and UK. The purpose of
the pre-test was to reduce ambiguity and
eliminate unclearness of questions. Suggested
changes were implemented as well as the
survey questions were better adapted to
non‐scientific audience.
After pre-testing, the online questionnaire was
distributed to travel agents by means of direct
emailing and via professional social network
www.linkedIn.com. No rewards were offered
to the respondents, as voluntary participants
may answer the questions more accurately
(Hubbard & Little, 1988). A dedicated
website to provide details about the research
was
developed
(www.elearning4tourism.com).

Results
Demographics
The sample of this research presents 94
profiles of travel agents working in Middle
East. As for the countries represented, the
next distribution can be seen: UAE – 37
profiles, Saudi Arabia – 14, Egypt – 11,

Qatar – 8, Bahrain – 7, Kuwait – 6 profiles,
etc. Next nationalities, except having Middle
East origin were represented in the sample:
Australia, Bangladesh, Bulgaria, Canada,
India, Kenya, Morocco, Nepal, Pakistan and
Sri Lanka.
With regards to age, 26% of the responses
were received from individuals with an age
under 30 years; 42% are between 30 and 39;
20% are between 40 and 49; 11% – 50 and
59; only one respondent was over 60. Thus,
age distribution of the sample is rather even.
As for the gender, out of 94 respondents, 75
are males (80%) and 19 are females (20%).
Taking a closer look at respondents‘ working
profile, most of them (47%) work for an
‗Independent Travel Agency‘, while the rest
are divided as follows: ‗Travel Agency
(Worldwide chain)‘ – 23%, ‗Travel Agency
(Home-based/Consultant)‘ – 5%, ‗Travel
Agency (Call center/Internet based)‘ – 3%;
while 8% of the respondents work for a
‗Corporate Buyers Agency‘. 14% are working
in other types of travel agencies.
The biggest group within the respondents
(26%) has worked in the tourism industry ‗for
6 to 10 years‘.
Level of Education and Knowledge
Acquisition Strategies
Regarding the level of education of travel
agents that participated in the survey it has
been noticed that 21% of them have got a
High School degree; 57% possess a Bachelor
and 19% have got a Master diploma, while
3% possess different degree.
Among respondents, 43 did attend eLearning
courses in the hospitality and tourism field as
a strategy to improve their knowledge, while
the remaining 51 did not. Those who have not
previously taken any eLearning courses were
asked to explain why. The following
responses were received (multiple answers
were possible):
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Didn‘t know about the possibility
No or little time to do it
Not useful for my business
Not interested
Other

60%
45%
2%
4%

Fig. 1. Respondents‘ rationale in not taking any eLearning course

When it comes to other strategies being
adopted by respondents, a different training

―diet‖ can be seen in the two groups (multiple
answers were possible):
eLearning users
(base 43)
49%
44%
42%
37%
28%
12%
2%

Attend familiarization/educational trips
Attend seminars/conferences
Read books/magazines
Follow specialized websites/blogs/mailing lists
Attend road-shows
Follow relevant groups on social networks
Other

eLearning non-users
(base 51)
33%
47%
55%
55%
21%
16%
8%

Fig. 2. Respondents‘ strategies to improve knowledge

Travel Agents Participation in eLearning
Courses Offered by DMOs
While moving to the penetration of eLearning
courses usage among travel agents
worldwide, 30% (or 28 profiles) of respondents confirmed that they have
previously followed eLearning courses
provided by Destination Management
Organizations. It is worth noticing that 92%
of the respondents who never experienced any
online training plan to start an eLearning

course offered by a DMO within the next 12
months.
On average, a travel agent has participated in
4 courses, which indicates a high level of
satisfaction and interest in online training
activities. Out of those travel agents who have
actually
undertaken
DMO
eLearning
activities, 64% claim to have completed all
eLearning courses they started. On the
contrary, those who did not finish their
courses list the following reasons for that
(multiple answers were possible).

The course was too long
Too much textual information
Too boring
Too many tests
Needed more assistance from the DMO
Information was not useful
Already knew everything about the destination

50%
30%
20%
10%
10%
-

Fig. 3. Travel agents‘ reasons for not finishing DMO eLearning activities

eLearning Courses Contents and Offers
In the following table, responses to the
question ―What are the most interesting and

valuable pieces of information you have
found while taking a destination online
course?‖ are presented (multiple answers
were possible).
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Information about transportation
Main activities at destination (sports, museums, attractions)
General information (high-low seasons, currency, language, etc.)
Geographic background
Information about special events at destination
Top selling tips
To learn about which tour operators feature this destination
Special offers at destination (hotel deals, packages, excursions)

21%
19%
17%
17%
15%
14%
11%
10%

Fig. 4. Respondents‘ most preferred topics/content within DMO eLearning courses

The most appreciated course, suggested by 7
Travel Agents, is ―The Aussie Specialist Program‖, run by Tourism Australia. The second
one is that presenting Austria, with 6
preferences, while in the third position there
is Switzerland with 4 votes, followed by
South Korea (3), France, Abu Dhabi, Sri
Lanka, Thailand, Los Angles, USA (with 2
votes each, respondents could indicate up to
three courses).
Reaction and Application of Acquired
Knowledge (Transfer to the Profession)
Among DMO eLearning users, the level of
satisfaction is very high. 93% of respondents
are ‗significantly satisfied‘ or ‗somewhat
satisfied‘ (32% and 61% respectively) about
the courses they have followed. Moreover,
89% of travel agents have recommended such
courses to a colleague.

Half of respondents – after completing
eLearning training about tourism destinations
– feel to be ‗significantly confident‘ about
selling a specific destination, followed by
29% who are ‗somewhat more confident‘, and
11% ‗slightly more confident‘, while 11% of
travel agents affirm that online trainings are
not making them more confident. In addition,
68% of travel agents significantly improved
their knowledge about studied destinations
thanks to online training.
While analyzing the impact of DMO
eLearning courses on travel agents‘ current
working activities, the next response is of our
interest: 79% of travel agents claim that they
have sold a destination package as a result of
taking such a course.
The following table presents the main
motivations of travel agents in their decision
to subscribe to eLearning courses offered by
DMOs (multiple answers were possible).

to acquire new knowledge about the destination
to respond to my client‘s needs/requests
to sell more and earn more
to participate in educational/familiarization trips
to win a competition
to be registered on the official travel agent list of the destination
to enrich my curriculum
to display an official certificate in my office
to access special offers
to respond to my manager‘s requests

82%
64%
36%
32%
25%
25%
18%
7%
-

Fig.5. Travel agents‘ main reasons to take destination eLearning courses

More than three quarters of the respondents
listed ‗to acquire new knowledge about the
destination‘ as one of their main reasons,
while fewer travel agents are following

eLearning courses due to financial benefits
they may receive (familiarization trips,
competitions, etc.).
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Conclusion
Results show that 30% of surveyed travel
agents in Middle East know and use DMO
eLearning, while most of the remaining ones
plan to start using it in the following year.
Such eLearning offers are positively
perceived by travel agents who use them: they
believe that this activity adds value to their
overall knowledge about tourism destinations,
helps them in selling activities, and gives
them more confidence in serving clients.
The results of this study present main
motivation factors that influence travel agents
willingness to subscribe to eLearning
experiences: opportunity to acquire/improve
knowledge about the destination, ability to
respond to client‘s needs/requests, potential
possibility to sell more and earn more,
opportunity
to
participate
in
educational/familiarization trips, likelihood to
enrich curriculum
The importance of eLearning training in the
tourism field is indicated by research results;
in particular, DMO eLearning platforms for
travel agents can be an additional tool to
enrich the trade corner of DMO websites.
Moreover, taking into account the high
appreciation of and the need for those types of

courses, DMOs should consider to opt for
broader promotion and expansion of this kind
of training activity.
eLearning platforms for travel agents may
also add value to a destination‘s innovative
communication and marketing concept, can
strengthen the awareness of it among trade
partners and potential tourists, and as a result
might bring the destination on the top of
benchmarking as an innovative eTourism
destination.
Although the presented study provides some
valuable insights into Middle East travel
agents perception of eLearning courses
created by DMOs, the findings should be
interpreted under several limitations. First of
all the limitation of the sample itself,
encompassing only 94 individuals, quite good
for an explorative study, but yet limited when
trying to generalize. Further research may
focus on a larger sample including travel
agents from other countries. Further empirical
studies may evaluate the next aspects:
evaluation of the quality of online training
materials; the impact of those training courses
onto recommendation activity by travel agents
to potential tourists or if these eLearning
courses give any competitive advantage to
travel agencies.
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ICT-based Scheme for Education Development in Sudan
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Ministry of Education, School of Al Hajja Madeena Secondary School, Sudan

Abstract
Education in our age is a sign of development
of any country. Should we want to measure
the degree of human development in each
country, we can look at the degree of
education in that country. Thus the
development of any country accounts on the
education of its citizens. In the age of
technology, we must consider the new types of
learning that make new dimensions of
education. Sudan has available technology
resources that can be used to spread elearning and help in the development of the
country. However, most of citizens do not
have the skills of using the computer. Even
after studying the subject of computer science
materials in the Sudan's schools, we find the
main problem is that there is no clear plan to
introducing the ICT Base learning in the
system of education. So we have developed a
general policy to introduce ICT Base learning
in the system of education by disseminating
computer usage culture among the citizens.
This would greatly help in laying the
foundation and be a motivation for all citizens
to use e-learning in the future.

the old ways are no longer enough and suffer
from many problems that can be addressed
through the introduction of e-learning system.
However, introduction of e-learning have
some constrains in Sudan. They can be
summed up in the following:
1. There is no clear plan to introducing
the ICT Base learning in the system of
education.
2. Lack of knowledge of the possibilities
and levels of the technological
capabilities that can be used in elearning systems.
3. Though there are acceptable levels of
technologies in the country, but there
is shortage in making the maximum
use of them.
Significance of Study
1. Implementing e-learning in Sudan
through the available resources.
2. Demonstrating the significance of elearning and self-learning
3. Studying the situation of Sudan and
what can be achieved by using elearning in development in various
fields, benefiting from experiences of
other countries and making a case
study.

Keywords: : Information & communications
technology (ICT), barriers,
language teaching, Vietnam

facilitators,

Research Problem(s) and Question(s)
With all the availability of new development
technologies and published information that
has huge economic and social impact on the
citizens, education is designed to help in the
sustainable development of the country for

Brief Review of Literature
Education in our age is a sign of development
of any country. Should we want to measure
the degree of human development in each
country, we can look at the degree of
education in that country. Thus the
development of any country accounts on the
education of its citizens. In the age of
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technology, we must consider the new types
of learning that make new dimensions of
education. Sudan has available technology
resources that can be used to spread elearning and help in the development of the
country. However, most of citizens do not
have the skills of using the computer. Even
after studying the subject of computer science
materials in the Sudan's schools, we find the
main problem is that there is no clear plan to
introducing the ICT Base learning in the
system of education. So we have developed a
general policy to introduce ICT Base learning
in the system of education by disseminating
computer usage culture among the citizens.
This would greatly help in laying the
foundation and be a motivation for all citizens
to use e-learning in the future.
Hypotheses
The objective of this research is to:
1. Developing ICT-Based Scheme for
Education Development in Sudan.
2. Planning to use ICT Effectively in elearning to serve the development in
the country.
3. Promoting to use internet and other
technologies in Sudan as a cheap and
fast way to have knowledge educate.
4. Trying to spread the principle of selflearning and to eliminate computer
illiteracy.
5. Making learning of computer skills a
priority for any citizen in Sudan.
Research Methodology/Approach
The methodology of this research is designed
according to the contents of the study of using
ICT Base learning for development (Elearning). The researcher depends on survey
methodology to prove the research objectives.
Survey Methodology

It is used to identify the current situation of elearning systems in Africa and Arabic world
and to what degree it is useful through study
and notifications the e-learning and e-training

centers that be able to rich through searching
engine on the internet and their impact on
development in their area.
Data Collection Tools

1. Personal interviews.
2. Web pages, researches, books in elearning subject and human resources

Introduction
Education in our age is the sign of
development of any country, and to know the
degree of human development in each country
we can look at the degree of education in that
country, so the development of country
related to the education of citizen of the
country, in age of technology we must
consider the new types of learning that make
new dimensions of education.
With the expansion of use of internet and the
ICT application in the end of 19th century,
new type of learning know as electronic
learning (E-learning) has emerged. It is
widely used in public learning and as a result
of this the appeal of virtual learning and
virtual school has developed. New
terminologies have also emerged in the field
of learning such as virtual library, virtual
laboratory, e-book, virtual teacher, virtual
learner, virtual classroom, white board,
computer-based
training,
continuous
learning…etc.
In this study, we will try to examine the
situation of education in Sudan and to what
extent he can make use of technology
resources available in e-learning, help the
development of the country and mention
some examples in this area that can be used in
Sudan.

Background
The sector of ICT in Sudan started in 1859
and continued to develop in slow steps until
1993. It was monopolized by the government
for it knew its value in the development of the
country economically and socially. The
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contributions that ICT can provide are in
many areas, including education. It takes
some procedures that lead and support the
policies of liberalization but with the
participation and supervision of a government
regulator
called
the
National
Telecommunications Corporation (NTC) in
order to support the private investment in
ICT. Thus, the government succeeded in
providing and spreading communications
services such as the Internet and mobile
phone and enacted the first law of Telecom in
2003.
The availability of services in urban areas
made it necessary to provide services in farreached areas. The regulator made some
regulations concerning the licenses of the
service providers to speared universal
services. The NTC have some efforts to
bridge the digital gap between the urban and
rural areas. In 2003, it decided to launch a
fund to support information. Its objectives are
as follows:  To consolidate the information and
entrench in society through provision
of computers and other aids with easy
access to them.
 To work on the implementation of the
IT industry strategy approved by the
Council of Ministers and other
relevant studies.
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To work to eliminate the disparity
between the centre and states under its
command and to spread telecom
services and information technology.
to pay attention to capacity building
and provision of computers in
educational institutions.
to collaborate with other actors in
order to develop policies and
legislations
necessary
for
the
development
and
industry
of
information
technology
by
establishing training centers for
citizens in cooperation with the
National Center for information.
To do anything that contribute to the
development
of
information
technology in the Sudan.‖
(http://www.ntc.gov.sd/index.php?n=b
3B0aW9uPWNvbV9jb250ZW50JnZpZ
Xc9YXJ0aWNsZSZpZD0yMyZJdGVta
WQ9MzAmbGFuZz11aw%3D%3D
2011).
This fund will play a big role in
extending ICT application in Sudan.
It,
further,
had
many
great
achievements which can play a huge
role in spreading e-learning. these
achievements are:
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(http://www.ntc.gov.sd/index.php?n=b3B0aW9uPWNvbV9jb250ZW50JnZpZXc9YXJ0aWNsZSZpZD0yMyZJdGVtaWQ9MzAmbG
FuZz11aw%3D%3D) 2011 Table No.1

#

Project / Program

1 Computer to each family

Achievement
Computers were allocated to 50,000 State employees through their
appropriate unions and organizations at affordable price.

The distribution of 800 computers to the number of 16 states for the purpose
Project of Federal Government of establishing training centers for staff in cooperation with the National
2
computers
Information Center.
1430 the number of computers to 29 universities (In 2006)
3 Labs of secondary schools

Distribution of 1104 computers lab for 1104 schools, i.e. 14 Computers for
every school. This work started in 2007 up to date.

4 Universal Service Centers.

Construction of "153" centers, "108" were provided with computers, "61"
centers are now operating. Some 2433 learners have been graduated.
"47" of them lack of electricity. And the remaining will be provided with
computers.

5 Dual Universal Service Centers. 20 USC in technological learning institutions each annexed with e-clinic.
800 computers to 16 states to establish data centers to be connected to
6 E-Government support project. National Information Center (NIC). Implementing Electronic Data Center
(EDC) in NTC tower.
Computer literacy project, (Ecitizen).
Project Sudanese universities
8
and the Virtual Library
7

9 Support the National Archives
10

Support to training center of
Ministry of Public Training.

Contributing to training around 200,000 citizens through e-Citizen project.
Network was established by the Universities of Sudan to support the library
Alafteradipvi the year 2006
supported financially by purchasing scanners along with "120 " computers
and full network equipment in 2007
supported with 30 Computers for training staff.

11 ICT research laboratory.

Established a research center at the University of Khartoum and work is
underway to increase the number of such centers in all other universities such
as Al-Nilein, and Sudan for Science and Technology.

Establishment of Africa
13 International University
network

Established.

14

Center of Radiotherapy,
Khartoum Hospital.

Establishment of computer network.

Previous Experiences in Use eLearning for Development

develop citizen‘s life. Below are some
examples:

E-learning had a very important influence in
development, therefore many countries try to
introduce this kind of learning in their old
education systems and help in boosting any
kind of electronic technologies that can be
used as learning media to improve and

United Arabic Emirates (UAE)
In 1989/1990, the Ministry of Education and
Youth adopted a project to develop curricula
for teaching computer in high school. The
project has begun to prepare a curriculum for
the first and second grade of secondary level
and implemented it in two schools, one for
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girls and the other for boys. In the next year,
the project was implemented in all schools of
the UAE. The project was succeeded by all
parties, teachers, students and parents as well
as the goals set by the ministry are achieved.
The goals were:
 To increase awareness of parents on
the importance of computers in
modern life.
 To encourage teachers to learn the
computer and use it as intermediary
for educational materials
 To sensitize schools‘ administrations
on the use of computer in the area of
school administration.
The Ministry has developed a general policy
to achieve e-learning goals by 2020. Its goals
are:
 To improve and develop teaching and
learning in the curricula of public
education.
 To prepare students to deal efficiently
with the information age, improve
skills related to self-education and the
use of computer and communication
networks to gain access to electronic
information sources.
 To develop a network linking the
ministry and schools to help decisionmaking with quick access to various
types of information relating to
students, teachers and supervisory and
administrative bodies…etc.
 To conduct in-service training for
teachers and to establish training
centers in each school area.
 To establish banks of questions for
each subject and to use e-exams and
tests.
Visit:
http://www.moe.gov.ae/Arabic/Pages/ITSys.a
spx
Sultanate Oman

The Ministry of Education in the Sultanate
Oman has prepared a comprehensive plan to
the development of education, which seeks to
harmonize with the requirements of
development of the Sultanate.
It was
stipulated to applicant in the basic education
system, which consists of two phases with
duration of 10 years, the first phase is in the
basic schools from (1-4) and (5-10), then the
second phase is in the secondary schools with
duration of two years.
The ministry has introduced computers in
schools, learning centers, sources of basic
education to achieve the following objectives:
 To consider the stage of basic
education base that will underpin the
introduction of computers into
schools.
 To build students‘ skills to deal with
the computer.
 To provide computer software using
multimedia to help students to develop
their capacity. This software contain
huge amount of science and
knowledge.
 To develop the skills of curiosity,
research, self-learning and selfreliance to access information from
various sources.
The Minister of Education has made a
decision to forming a committee of specialists
from Sultan Qaboos University and the
Ministry of Education to develop curriculum
material information technology to the stage
of basic education. The committee is tasked
with the following:
 To
determine
the
intellectual
foundations of curriculum Information
Technology (foundations and pillars).
 To study the general objectives in
order to take the procedures which
achieve and analyze the aforesaid
objectives.
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To conduct a matrix scope and
sequence of material of information
technology
To develop curriculum units of
technical information for each of the
classes (1-4) one book for each row
includes two parts, a part for each
semester.
To achieve vertical and horizontal
integration between these units.
To link curricula of information
technology with the other subjects.
To propose the continuity of the
foundations of this curriculum.
Visit:
http://www.moe.gov.om/Portal/sitebuil
der/Sites/EPS/Arabic/IPS/Top_Menu/t
ech/service.aspx

Egypt
In 1997, a ministerial resolution was issued to
establishing a center for technological
development. The center, according to the
resolution, should follow directly to the
Ministry of Education. It is aimed to conduct
planning, implementation and follow-up to
technological development projects at the
Ministry, spread the concepts of IT in preuniversity and university education and make
use of educational technology, information
technology and communication networks and
modern teaching aids and decision support
education.
Find below the web site that established to
support pre-university and e-learning for all
citizens.
Visit: http://elearning.moe.gov.eg/
Japan
In 1994, Japan made a TV network for
transmission of videos of learning subjects
through a cable to the schools that request
such service. This was the first step toward
distance education. In 1995, they connected
schools with the Internet for test, development
activities and educational software. This

project is known as (one hundred school). In
the same year, the Ministry of Education and
by a specialist committee prepared
educational policy to provide an information
system for education that will be use as
lifelong education service in all Japan‘s states.
It, further, provided education software
center, established a national center for
information and developed plans for training
the teachers and members on this new
technology. This was supported by the budget
of the Japanese Government for the fiscal
year 1996/97 as it approved a preparation
education software center for libraries in each
state, supported research and development in
the field of educational software, supported
scientific research on technology of education
as well as support all activities related to
distance education, employment of Internet
networks in schools and colleges, to begin
phase of modern education. Japan now is the
country that applies the methods of e-learning
formally in most Japanese schools.
Visit:
http://www.nier.go.jp/English/index.html
and
http://www.nier.go.jp/English/EducationInJap
an/Education_in_Japan/Education_in_Japan.
html
Malaysia
In 1996, the Committee on Comprehensive
Development in Malaysia mapped out a
comprehensive technical plan that will place
the country among the developed countries.
This plan was called (Vision 2020), the
education plan in the vision 2020 called (The
Education Act 1996). One of the main
objectives of this plan is the introduction of
computers and Internet connectivity in each
classroom in each school in Malaysia. It was
expected to be completed (for education)
before 2000, but the economic shock that hit
the country in 1997 cause little delay in the
plan, the percentage of schools connected to
the Internet in December 1999 more than
90%, and in the classroom 45% the Malaysian
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schools that apply technology in the
classroom called (Smart Schools), Malaysia
aims to generalize this type of schools
throughout the country. And With regard to
infrastructure it has been linked to all schools
and universities in Malaysia with fast fiberoptic networks, which allows transfer of large
packets of information to serve the
multimedia and video.
Visit:
http://www.moe.gov.my/?id=2&lang=en
United state of America (USA)
A scientific study in 1993 found that 98% of
schools in primary and secondary education
in the United States have a computer for
every 9 students and, in the present time, the
PC is available all over U.S. schools (100%).
Without exception, information technology is
considered one of the most important six
issues in the American education for the
decision-makers in the U.S. administration. In
1995, all the U.S. states completed its plans
for computer applications in the field of
education. States began a race with time for
the application of the methodology of
distance education and employment in the
schools. They focused on the process of
training teachers to help their colleagues and
help students as well and to provide the
infrastructure for computers and networks that
link schools with each other. It developed
effective educational software to be a part of
the curriculum. We can say that the
introduction of computer applications in
education are no longer a national plan,
however it is the basis of educational
curricula in the U.S.A.
Visit:
http://www2.ed.gov/policy/landing.jhtml

The Proposed Framework

be very weak, but we will try to develop a
plan that matches with its potentials, meet its
needs and with the lowest possible costs.
When the implementation of the plan and its
projects begins, we need about five years to
implement it at the level of the capital of
Sudan, Khartoum, and then at the state level
all over the Sudan. It is expected that within
ten years Sudan will fully be covered with the
e-learning system, which will be used as the
most important educational resources.
The project falls in three axes as follows:
 Ministry of Education
 Teacher and school
 Student
There are hidden axes which are the parents
who may follow the student in all areas that
mentioned above. Parents should register their
child in the Ministry of Education. The
teacher should follow student's academic level
and, also, help the student in studying.

e-Learning Philosophy
As in traditional education, the philosophy is
to prepare and equip citizens with knowledge
and skills to improve their lifestyle through
increasing their income. This will reflect on
their families, community and the nation at
large. This improvement will be easier, better
and the perfect use of time.
Education System in Sudan
The National Education System at school
level is under the government. The education
institutions consist of:Pre-School Education

Education designed for pupils of 5-6 years of
age.
Primary Education

After studying the experiences of the
countries listed in the above mentioned
chapter and the current situation of Sudan, we
know that the current situation in Sudan may

The term of study at the primary level is
planned for duration of eight years for pupils
age between 6-13 years old.
Secondary Education
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The secondary education consists of:
academic schools
technical schools

It contains universities and institutes of higher
education

Higher Education

Education System Chart

Figure 1: http://www.moe.gov.sd/statistics/learning.pdf



Plan
The Main Issue



In Sudan, the education is very traditional
system. The Ministry of Education is exerting
efforts to apply the ICT technology in
education system by introducing computer
science in the secondary education level.
However, this subject is teaching computer
science theoretically and not practically. Thus
students do not know how to use computer so
he/she cannot make a computer programme.






Goals
All citizens (teachers, students, parents) must have the
knowledge of using computers or computer skills.
Standards to be followed:

The student must start learning the
English language at the level of
elementary schools.
The computer science must be
introduced in the elementary schools.
In the secondary schools this goal is
achieved but they lack computer labs
in (elementary, secondary) in addition
to a subject for using computer
applications as MS Windows and MS
Office.
In collages there are labs but not all
students have computer skills.
When one of the above standards is
achieved, a new goal or standard must
be developed.

The Teachers is the Leader
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The teachers and school principals had played
a huge and important role in old education
systems. In e-learning also they have the same
effective role with more responsibility:
 Developing teachers by free computer
training sessions. Special centers have
to be established for such purposes.
 Supporting and increasing teachers‘
salaries.

calendars, student results in deferent
class, student history, guidance for
both parents, pupils
and teachers,
means for communication with
officials
and
complaints
and suggestions
through
e-mail,
telephone and fax.
d) The Ministry must conduct courses for
teachers to teach them how to use
the website

Equal Opportunity for All

The e-learning system avails all community
categories with an equal opportunity:
 The rich and the poor.
 The urban and the rural.
 Females and males
 The various tribes
 Different religions
 People with disabilities and special
needs

2) The school: establish computer labs in all
schools and connect it with internet:
a) Employing two computer teachers one
for teachers and one for students.
b) Teachers must help parents also how
they can access the student accounts.
c) Each school must have such services
or otherwise demand it from the
ministry.

Reward excellent teachers and schools
Promote Innovation, Continuous Improvement and
discover the next generation of innovative solutions

3) The parents:
a) The ministry must make Periodicals
documents in different media (TV,
news papers, internet) to sensitize
parents on the usage of these projects.
b) After few time the project will be
known for parents

Projects and the Means
1) The ministry: Establishment of a special
department in the Ministry of Education
namely,
Department
of
Computing Education. This department
responses to:
a) Web page design that be the primary
reference for the teacher, student,
parents. Also any student must be
registered and have an ID number.
b) Convert all school books to the pdf
format and loaded in the page, where
every student had ID number can
reach it free. Teacher must had ID
number to reach the teacher books.
c) The web site must be designed to
contain news of the ministry,

Capabilities Existing
The ministry part can be implementing (A.),
the parents' part also can be implementing
(C.), but school will have problems (B.), in
establishment of computer labs because the
cost of it.
Therefore, funding sources must be provided
for schools through the national budget and
smart partnerships as in Malaysia.

Policies and Regulation
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Case Study
Background About the School Subject Case
Study:
School‘s Name: Asma Abd Alrheem
secondary school for girls.
Foundation: It began in 2007
Location: Omdurman – Wad Nobawi - the
eastern entrance to the Wad AlBaseer Street.
Telephone number: 00249912668762
Objectives: to achieve all the stated goals
of the Ministry of Education in secondary
school. With focus on the empowerment
of students and the teachers in the same time,
and keep up with all the developments in
education sector in order to provide a
distinctive educational service.





Who was Involved?
In the school, we get help from the
administration and, notably, from the dean of
school, and the technical manager in the
school.



The Case Study in Asma Abd Alrheem
Secondary School:


Our challenge was how to make study
of computer subject interesting for

(219 )



pupils and fully use it in their normal
life. As start to make the pupils when
they graduate from the secondary
school have full knowledge in
computer usage and can work in any
institution with that knowledge.
Other challenge was the subject's
content: the content includes:
o Computer components.
o Introduction
to
windows
operating system.
o Microsoft office application
(Word, Power point, Excel).
Next challenge was the computer lab:
in Asma Abd Alrheem secondary
school there was a computer lab
contains 15 computers in bad
condition. Only 9 computers were
operating after maintenance.
Other challenge was the time of the
subject: there is an activity subject
every Thursday from 12:45 to 1:30 pm
we add the computer lab or computer
usage as one of many activities in the
school.
The last challenge was the numbers of
pupils in the lab. there were over 45

978-9948-497-11-0

pupils (5 students in one computer) so
we try to add more computers in the
lab and sometimes we divide the
students into groups
Outcomes and Impact
Everybody knows the important of learning
computer usage in our era. This study has
long term impacts, and short term impacts.
The short terms the impact on the student
when they use computer and office
application in learning their high school
subjects (the new type of digital material such
as mp4 and CDs).
The impact






Academic performance overall or in
subject's learning has been affected
due to the attractive way of learning.
Rates of graduation, college entrance,
or employment. This is a long-term
impact. When the pupils like the way
of learning that will make them get
higher rates-- which means entrance to
better colleges, better colleges means
better employment opportunities.
Teachers will have the same impact
but in other way, (in the delivery of
the subject's materials, the better
response of the student with the
teacher, maintain the time and effort).
(the computer usage subject Need to
be teaching to teachers also).

We must mention the outcomes that can
benefit the whole society in Sudan as follows:
 Knowledge: better education through
computer and internet leads to better
knowledge.
 Skills: better knowledge and huge
number of knowledge sources provide
a human with better skills.
 Attitudes: knowledge and learning
make a person think deeply and this
make his behaviors and decisions
more acceptable and reasonable
 Intention to act: Easy access
to information makes it easy also to
take decision for learning new things.
 Behavior
change:
change
in
knowledge, skills, attitudes, and act
leads to behavior changes.
What Could we Have Done Better?
We have some failures that we hope other
worker to avoid it, as the huge numbers of
students and small numbers of computers, and
time shortage one period per week (we cannot
introduce internet to the material).
Next Steps
I hope that all schools in Khartoum apply this
experiment in five years maximum, and in the
whole Sudan in ten years. This will be the
basis of use of the ICT-Based Scheme for
Education Development in Sudan.

Outcomes
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Conclusion














In the conclusion of this research, all
society sectors agree that the computer
skills are one or the most important
skills for the development of the
country.
The importance of teaching computer
usage skill in public schools, (it exits)
but needs to be changed to be more
effective in the normal life.
The computer science and usage are
required in all type of work and it is
now
an
important
type
of
communication.
The countries that take care of
telecommunication that use computer
skills they are the most developed
countries in the world.
The manager of the school (case
study) is taking care of building a
computer lab in the school and
looking for a teacher how can teach
computer skills to the pupils.
Sudanese people in all its levels have
the motivation and love for learning
the
computer
skills
(even
housekeepers want to learn how to use
the computer).
The government of Sudan is aware of
the importance of shifting to electronic
applications
(e-government,
elearning, e-agriculture, e-commerce
…ext).
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In Sudan, we have big number of
computer science faculties that
generate huge number of graduated
students in different sections of
computer usage (IT. Computer
science, information systems, program
engineering…ext).
Sudan's telecommunication situation is
one of the best sectors between the
developing countries and the price of
telecommunication in Sudan is the
cheapest between them also. Sudan
have very long fiber optic network,
and we can consider Sudan as a leader
in wireless technology.
The telecommunication market in
Sudan is a semi-competition market
(in my opinion). This is good for the
introduction of new technology and
applications that can be useful in elearning development in Sudan.
Computer's learners have good degree
of awareness on significance of using
open sources such as model and
joomla in e-learning websites
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Transactional Distance Theory: Critical Analysis
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Abstract

Introduction

Theory is important to conduct a study in the
area of distance education because it directly
impacts the practice in the field.
Transactional distance theory (TDT) is one of
the major theories in distance education. TDT
has been widely discussed and used in
distance education. It provides a framework
of the pedagogy of distance education. The
theory was developed in response to the need
of individuals who cannot attend face-to-face
classes. TDT occurs in an environment when
teachers and learners are separated. This
separation deals with learners‘ and teachers‘
behaviors and affects both. According to the
theory, the degree of communication between
any one learner and the instructor is never
exactly the same. Structure, dialog, and
learner autonomy are the core variables of
the TDT.

Theory is important to conduct a study in the
area of distance education because it directly
impacts the practice in the field (Shehab,
2007). Transactional distance theory is one of
the major theories in distance education.
According to Huang (2000), transactional
distance theory has been widely discussed and
used in distance education. This paper takes
an in-depth look at the literature about
transactional distance theory developed by
Michael G. Moore and its core components.
This paper presents an outline on the critical
analysis of transactional distance theory in a
distance education environment.
In 1980, Moore introduced the concept of
transactional distance theory (TDT). In 1980,
the theory was developed for correspondence, radio-, and television based distance
education (Calvin, 2005). The TDT refers to a
pedagogical concept that occurs in an
environment when teachers and learners are
separated. This separation deals with learners‘
and teachers‘ behaviors and affects both.
According to the theory, the degree of
communication between any one learner and
the instructor is never exactly the same.
Moore (1997) stated, ―The interplay among
the environment, the individuals and the
patterns of behaviors in a situation‖ (p. 22).
Structure, dialog, and learner autonomy are
the core variables of transactional distance
theory. Figure 1, adapted from Sahin (2006),
presents the relationships among those
variables and their effect toward transactional
distance. Shehab (2007) stated, ―The purpose
of the theory of transactional distance was to
summarize the different relationships and the

This paper takes an in-depth look at the
literature about TDT developed by Michael
G. Moore and its core components. An outline
on the critical analysis of TDT in a distance
education environment is presented.
Many studies focused on the theory major
components and its relationships towards the
transactional distance. Several studies
support the theory logically; others had
limited support to the theory due to the lack of
validation and reliability.

Keywords: : Transactional distance theory,
Distance Education,
autonomy, Structure

Dialog,

Learner
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strength of relationship among and between
these variables that make up the transactional
distance‖ (p. 35).
Figure 1. Transactional distance theory and
its components. Adapted from ―The
Relationship Between Student Characteristics,
Including Learning Styles, and Their

Perceptions and Satisfaction in Web-based
Courses in Higher Education,‖ by S. Sahin,
2006, Unpublished doctoral dissertation, Iowa
State University, Ames, p. 17. Reprinted with
permission

Figure 1

Transactional distance is a continuous, rather
than a discrete, variable and a relative, rather
than an absolute, term. Moore (1997, 2007)
identified and described teaching and learning
approaches that did not take place in a
specific site. Instead, they took place in
different locations via distance education. The
TDT also showed that teaching and learning
in separate locations are better understood as
a significantly different pedagogical method.
The theory attempted to explain the
relationships that occurred between learners
and instructors (Moore, 1997). Studies were
conducted about the relationship between
learners‘ perceptions of transactional distance
and their satisfaction in a distance education
setting (Huang, 2000; S. Sahin, 2006; Shehab,
2007).
The learner‘s perception of transactional
distance has been offered as a result of learner
satisfaction with and motivation in a distance
education environment (Hopper, 2000; Jung,
2006). In addition, research has been directed

toward a relationship between learner
perceptions of transactional distance and
achievement in a distance education setting
(Hopper, 2000). Steinman (2007) stated,
―Students‘ perceptions of online courses can
be negative if they experience large
transactional distance with the instructor and
with other students and can influence whether
a student will stay in or drop out of a class‖
(p. 1).

Major Constructs of the TDT
Course Structure
This is one of the components that determine
transactional distance. According to Moore
(1997), a course structure expresses the
rigidity or flexibility of elements used in the
course such as objectives, teaching strategies,
and evaluation methods; it describes the
degree to which those elements can meet each
learner‘s individual needs. Moore (as quoted
in Hopper, 2000) stated,
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The teacher who prepares a teaching program
aimed at only one particular learner is able to
tailor, organize, or structure the program to
meet the learners‘ specific needs and interests
in a way that is quite impossible if the
program is prepared for a million viewers,
listeners, or readers. (p. 34)
The degree of structure in a course is
determined largely by the nature of the
communications
media
(e.g.,
printed
materials, CDs, or teleconferences) being
employed, the philosophy and emotional
characteristics of teachers, the personalities
and other characteristics of learners, and the
constraints
imposed
by
educational
institutions (Moore, 1997).
Courses that use media such as a recorded
television course are described as highly
structured because there is no dialog in these
types of courses and no possibility for
learners to interact and provide input about
the course. Other media used in
teleconference courses permit a wide range of
interaction between the instructor and the
learners (Moore, 1997). A course that is
highly structured and where learner-instructor
dialogue is missing has a high transaction
between learners and teachers. On the other
hand, there is low transactional distance in
those courses that have much dialog and little
predetermined structure (Moore, 1997).
Few studies examined the learners‘
perceptions of course structure (Huang,
2000).
Perceptions of transactional distance vary
from program to program and within a
particular program (Hopper, 2000). Huang
(2000) found that there is a positive
significant relationship between interface
(delivery system) and interaction, course
structure, and learner autonomy dimensions.
Swan (2003) reviewed the study by Swan et
al. that examined the relationships between
course design factors and students‘ perceived
learning in 73 different online courses and
found significant correlations between the

clarity, consistency, and simplicity of course
designs and students‘ perceived learning.
Matheos et al. (2007) found that students
were satisfied toward course structure,
content, and assessment. However, Sahin
(2006) pointed out that the TDT is somewhat
weak in explaining course structure.
Saba and Shearer (1994) verified the variables
of dialog, structure, and transactional distance
and their interrelationships in a distance
education environment. The study looked at
structure in terms of the direct versus indirect
nature of instructor control. The study
supported the TDT, finding a relationship
between dialog and structure in explaining
varying perceptions of transactional distance.
Saba and Shearer stated, ―The quality and
amount of transaction between the learner and
the instructor, regardless of their geographic
proximity, becomes of utmost importance.
The desired instructional strategy becomes
maintaining a proper balance between dialog
and structure‖ (pp. 54-55).
Learner Autonomy
Learner autonomy is another major
component that affects teaching and learning
and determines transactional distance. Hopper
(2000) stated that theories of learner
autonomy draw heavily upon the foundational
work of experiential learning and on selfdirected learning. Within the TDT, Moore
(1997) defined learner autonomy as ―the
extent to which in the teaching/learning
relationship it is the learner rather than the
teacher who determines the goals, the learning
experiences, and the evaluation decisions of
the learning programme‖ (p. 6). Learner
autonomy involves students and the ability to
have a personal learning plan that refers to
self-directedness. In a distance education
environment, learners should take high
responsibility for achieving their learning to
minimize the gap between an instructor and
them (Huang, 2002). Moore (1997) also
stated that the success of distance education
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should be based on learners‘ autonomy and
should provide appropriate dialog and
structured learning materials.
The dynamic role of learner autonomy
variable is stressed as the mediating factor in
perceptions of distance education (Hopper,
2000). According to Moore‘s (1997) theory,
high structure and low dialog will result in
high transactional distance, whereas low
structure and high dialog will result in low
transactional distance. Individuals have
different degrees of interactions that depend
upon their degrees of autonomy. Learners
with high autonomy can cope with any degree
of dialog. On the other hand, learners with
low autonomy need a high degree of dialog to
minimize transactional distance (Moore,
1997). The higher the transactional distance,
the greater the autonomy required on the part
of the learner to mediate the transactional
distance.
Learner autonomy is one of the central
principles about adult learners that have been
largely supported by research (Hopper, 2000).
According to Mulhollen (2006), the TDT
recognizes the importance of learner
autonomy of the distance learning process.
These aspects support the use of collaborative
relationships between distance teachers and
students. Mulhollen reviewed studies that
addressed learner autonomy; one study noted
the importance of offering programs designed
to meet a variety of learners needs, and
another study found that intelligence was a
factor that learners identified as autonomy.
Mulhollen (2006) tested the attitudes of
autonomy learners toward their independent
learning. Results of his study demonstrated
that these learners did demonstrate positive
attitudes toward independent learning and
supported Moore‘s (1997) theory regarding
the relationship of autonomy and transactional
distance. Mulhollen noted that the ability of
interpersonal intelligence to predict attitudes
toward independent learning suggested that a
dynamic relationship may exist between

interpersonal
intelligence,
dialogue,
transactional distance, and autonomy.
Calvin (2005) noted that few studies
investigated structure and autonomy, and
none investigated how the two affected the
satisfaction that adult learners had with their
perceived learning. As a result, minimal
information is known about how autonomy
functions within Moore‘s (1997) theory and
how autonomy affects perceived knowledge
gained in a web-based course (Shehab, 2007).
Calvin‘s study provided support for using a
more complex measure for autonomy such as
the measure of self-regulated learning, and the
study found that there was a significant
relationship between learner‘s autonomy and
satisfaction with perceived learning. Shehab
(2007) investigated the relationship between
learners‘ satisfaction and the perception
dimensions such as the course interaction, the
learners‘ autonomy provided in the course,
the course structure, the quality of
instructional methods, and the course
interface. Shehab found that there is a
significant relationship between learner
autonomy, interaction, course structure, and
learners‘ satisfaction.
Dialog (interaction)
This involves communication and interaction
between students and teachers. Dialog is
defined as the process of various interactions
among learners, instructors, and other learners
(Moore, 1997). The interactions developed by
teachers and learners occur when one gives
instruction and the others respond (Moore,
1997). Dialog is important in a distance
education environment because it is
considered as a primary indicator for
evaluating the effectiveness of distance
education programs (Simonson et al., 2009).
Moore (1997) stated, ―The term dialogue is
used to describe an interaction or series of
interactions having positive qualities that
other interactions might not have‖ (p. 2).
Moore (1997) described dialog as purposeful,
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constructive, and valued by each party; each
party is built upon the contributions of the
other party or parties. Moore (1997) stated
that dialog is determined by the educational
philosophy of the individual or group
responsible for the design of the course, by
the personalities of teacher and learner, by the
subject matter of the course, and by
environmental factors.
Hopper (2000) and Gorsky and Caspi (2005)
indicated that interaction is the core of
distance education. Interactions can be
external, occurring with other learners and the
instructor, or internal through the learner‘s
own
reflections.
Communication
and
collaboration are important factors of
interaction in the distance education
paradigm. Taylor et al. (2000) suggested that
engagement can lead the learner to construct
personal meaning. According to Morris
(2007), collaboration is a behavioral term
reflecting social interdependence in a way
learners can receive, give, and exchange
feedback. Steinman (2007) reported that
numerous studies found that the greater the
transactional distance, the less interaction
occurred and the more learning experience
suffered.
Dialog occurs in different formats. Anderson
(2007) addressed those formats in the
following way:
1. Learner-to-instructor interaction occurs
when a teacher starts to gather
information and discovers as much as
possible about the learner. Interaction
between a teacher and learners occurs in
many forms such as e-mails, discussion
boards, teleconferences, or telephone.
According to Steinman (2007), learner-toinstruction transactional distance can be
measured by how close and comfortable
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learners feel toward their instructions. The
closer they are, the less transactional
distance will occur. There are two types of
relationships between instructor and
learners: hierarchical and holarchical
(Steinman,
2007).
A
hierarchical
relationship exists when learners feel a
separation or a break in lines of
communication between them and the
instructor. On the other hand, a
holarchical relationship exists when
interactions between learners and the
instructor reduce the negative impact of
transactional distance (Steinman, 2007).
Figure 2 demonstrates the hierarchical and
holarchical relationship.
According to Moore (1989), learner-toinstructor interaction is highly desirable
by many learners. In this interaction,
instructors attempt to deliver education
while maintaining the student‘s interest in
what is to be taught and to motivate the
student to learn. Learners‘ perceptions of
distance education determine the degree
of learner-to instructor interaction.
Learners need to feel comfortable and
want to be able to get in touch with the
instructor as needed. The teacher, on the
other hand, needs to encourage students
and make them feel that he or she is
always there to help. Increasing the
distance between the instructor and the
student
presents
both
challenges
(Sargeant, Curran, Allen, Jarvis-Selinger,
& Ho, 2006). Students and instructors
need to be aware of their responsibility
toward distance education, and they must
have the necessary equipment and knowhow to use it (Willis, 1995).

978-9948-497-11-0

Figure 2. The hierarchical and holarchical relationships between instructors and learners

2. Learner-to-learner interaction occurs
when a learner is working with one or
more on a project, when an instructor
divides the students into sub clusters, or
when individual assignments are peer
reviewed. Steinman (2007) compared
learner-to-learners transactional distance
to the classroom; in the classroom,
elements and activities lead to students‘
interactions. Thus, it is essential that a
distance course provide activities such as
discussion and group projects to reinforce
learners‘ interactions. This interaction
may occur with or without the real-time
presence of an instructor (Moore, 1989).
However, interaction among learners is
supported by the instructor and because it
centers on content, can be seen as a
variety of that type of interaction (Swan,
2003). Steinman stated, ―It is up to the
teacher to ensure an interactive learning
environment by using approaches that
engage students in the learning process‖
(p. 51). Learner-to-learner interaction is a
valuable component in a distance learning
environment, which was a new factor of
distance education in the 1980s (Shehab,
2007). Phillips, Santoro, and Kuehn (as
cited in Moore, 1989) described the
importance of interaction among learners
who had to learn skills of group
interaction. Swan (2003) reported that the
support for interactions among students
and the development of social presence is
a priority for many online programs.

3. Learner-to-content interaction occurs
when all available technologies are used
to provide a variety of media for student
interaction such as text, audio, graphics,
videotapes, or virtual reality. Swan (2003)
indicated that interaction with content
refers to the learners‘ interaction with the
knowledge, skills, and attitudes being
studied. Moore (1989) pointed out that,
without learner-content interaction, there
cannot be education. The result of
interacting with content can be observed
in changes in the learner‘s understanding,
the learner‘s perspective, or the cognitive
structures of the learner‘s mind. This type
of interaction supports what Holmberg (as
cited in Moore, 1989) called the internal
didactic conversation. Learner-to-content
interaction occurs when learners talk to
themselves about the information and
ideas they encounter in their educational
materials. Moore (1989) noted that
didactic text is the oldest form that
facilitates interaction with content in a
distance teaching environment. Recently,
learners have interacted with content
through broadcast on radio and television
programs and with electronic recordings
on audiotape, videotape, and computer
software. Moore (1989) reported that the
majority of the adult population
undertakes self-directed study (learner-tocontent interaction).

The Critical Analysis of the TDT
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Importance of the TDT
Chen (2001) reported that transactional
distance is not simple but complex ideas in
such context. Chen stated, ―The use of the
concept ‗transactional distance‘ focuses on
and
reinforces
the
elimination
of
psychological distance from a pedagogical
perspective and de-emphasizes the ideas of
distance and isolation suggested by
geographical perspective‖ (p. 469). Gorsky
and Caspi (2005) pointed out that the TDT is
conceptually important because it addresses
that the essential distance in distance
education is transactional, not spatial. Gorsky
and Caspi addressed that the TDT is
important in practical terms for the following
reasons: (a) Many researchers tend to view it
as a framework for understanding distance
education;
Jung(2001) stated, ―The
transactional distance theory provides a useful
conceptual framework for defining and
understanding distance education in general
and as a source of research hypothesis more
specifically‖ (p. 527); (b) researchers often
cite the need to reduce transactional distance;
and (c) the theory is taught in institutions of
higher learning, and it is assumed to be true.
Issues of the TDT
Gorsky and Caspi (2005) reviewed several
studies that supported the theory but lacked
construct validity and reliability. Results of
the studies showed that dialog and
transactional
distance
were
inversely
proportional; the higher was dialog, and the
lower was the transactional distance.
Transactional distance varied with dialog and
structure, which meant, as dialog increased,
transactional distance decreased, and, as

structure increased, transactional distance
increased. In addition, Gorsky and Caspi
reviewed several studies that were limited in
support for the theory. They found that the
high level of one type of transactional
distance did not have to involve high levels of
other types. It was suggested that alternative
measures such as interviews would help
understanding the TDT (Chen, 2001).
Gorsky and Caspi (2005) identified several
problems toward the foundational theory of
transactional in distance education. Moore (as
cited in Gorsky & Caspi, 2005) did not
provide operational definitions of any kind to
any of the theory‘s variables. For example,
Jung (2006) focused on the conceptual
significance of the TDT through the use of
concepts
and
measurements
from
communication studies. His study showed the
potential of transactional distance as a
measurable variable in the theory. Moore
(1997) used various terms in his theory (e.g.,
variable, cluster, and constituent) to explain
structure and dialogue; however, these terms
created confusion in testing the theory.
According to Gorsky and Caspi, studies found
that different dialog types led to different
kinds of transactional distance that Moore
(1997) had not reported. Furthermore, the
issues with the theory went deeper than
validation and reliability; the relations are
ambiguous between the three core variables
of dialog, structure, and learner autonomy,
and their associations with transactional
distance have not been clearly verified.
However, the TDT was accepted logically
because its core proposition, dialog, has high
validation; as dialog increases, transactional
distance decreases (Gorsky & Caspi, 2005).
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Conclusion
Transactional distance theory was developed
by Moore. This literature review defined the
theory, its core variables (dialog, structure,
and learner autonomy). Also, varieties of
studies conducted to exam the theory and its

components were reviewed within the
literature. The studies focused on the theory
major components and its relationships
towards the transactional distance. Several
studies support the theory logically; others
had limited support to the theory due to the
lack of validation and reliability.
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Abstract
This paper presents the main components of a
website, called KumuCloud.com, (Kumu in
Hawaiian language means ―Teacher‖).
Within next two years, we are hoping this site
become a major source for any college
student around the world to access course
lecturer videos/text/slides on many different
fields of study. This site could be great course
materials supplement for students. The video
lectures/ text/ slides are ranked by the users.
The ranking is based on ―Bayesian theorem.‖

Academic
Earth
(http://academicearth.org/)developed
and
maintained based their mission ―expand
access to high quality education for free
online and eventually make the for-profit
operation sustainable through ad sales and
affiliate marketing‖. Figure 1 represents the
home page of this site. This site is still
developing and currently features lectures
from Berkeley, Harvard, MIT, Princeton,
Stanford, Yale, etc., and covers a variety of
topics, such as computer science, engineering
and mathematics. This site is ranked as one of
50 Best Websites 2009 by TIME Magazine.

Keywords: Open Access, Mobile learning,
Educational
KumuCloud

Site,
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Cloud,

Introduction
There are many open access educational sites
that provide free course materials. Some of
them
are:
Khan
Academy
(http://www.khanacademy.org/) ―a free world
class education for anytime, anywhere‖, this
site covers k-12 math and science topics, such
as biology, chemistry and physics;arXiv.org
(http://arxiv.org/); Open Learning Initiative
(http://oli.web.cmu.edu/openlearning/);TED
(http://www.ted.com/); and Academic Earth
(http://academicearth.org/).In below, we
describe two of these sites which are more
related to our project; these are Academic
Earth and Khan Academy.

Figure 1. Home Page of Academic Earth

Khan
Academy
(http://www.khanacademy.org/)is ―a free
world class education for anyway anywhere‖.
1) This site consists of over 2400 videos,
covering k-12 math and science topics, such
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as biology, chemistry and physics. All of the
videos are about 10 minutes, which is a
reasonable and easy-to-digest time frame. 2)
Besides, this site offers tons of practices for
math, whose topics range from 1+1 to
calculus. Users can practice based on their
own paces with help of hints and step-by-step
break down of the problems. 3) Moreover,
this site provides statistics tools for
teachers/coaches
to
track
student‘s
performance and find out individual student‘s
problem. 4) This site also provides knowledge
maps, which shows all of the concepts in
certain subject; see Figure 2. User can zoom
in and out to choose topics to work on. Or this
map can suggest you the best topic to work on
based on your previous performance. 5) Best
of all, most of site are game mechanics. Many
students are motivated to study hours and
hours on this site to collect points and badges.

Figure 2. A knowledge map from Khan Academy

However the above sites have either limited
resources for course development or are very
specific toward one way of course delivery.
To address these deficiencies, we are in the
process of developing a comprehensive site,

called KumuCloud, which include most of
the subject areas covered in universities. Our
goal is that most of materials on this site,
which are collected from around the words, to
be suitable for mobile devices (in particular
mobile
phones)
in
addition
to
desktops/laptops.
Advances in processing speed, storage,
networking, and intelligent software have
brought computing into science, business and
culture in ways that were barely imagined a
few years ago. Much of this progress is due to
advances in transistor technology. Today‘s
transistor size is 22 nm which means: one
blood cell covers 600 transistors; the width of
a human hair covers 4,000 transistors; a
transistor is 1/100 of the size of a silicon
atom; and we can place 3 billion transistors
on one penny. Given these advances in
transistors, the new Intel Single Chip Cloud
includes 48 processors connected via a 2D
mesh network. Now, imagine what will
happen in the next couple of years to fully
implement today‘s technology in mobile
phones. The mobile phones are already very
fast in computation and advanced in multimedia. They play an important role in
learning and teaching because they provide an
environment for active learning and social
interactions anytime and anywhere. With
today‘s mobile phones, we can do many of
the tasks we can do with our PCs. Moreover,
they provide a more personalized and private
environment for learning. Many students are
intimidated when they are in a situation where
others can see their screen (such as public-lab
computers). Mobile phones are personally
intimate; they are held close to the body and
their screens are hidden from snooping eyes.
They allow students to utilize videos,
visualizations,
interactive
instructional
materials,
online
homework,
games,
discussion groups/boards, demonstration
projects, and many free applications, such as
Smart Algebra, Space Time, etc.
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Although the computational power and multimedia features of mobile phones have
increased significantly in recent years, one
may say that they are still limited by small
screen size, non-ergonomic small keywords,
and battery size. But again, even these
limitations have not prevented them from
becoming a great tool in student‘s learning
across the globe. Moreover, the current
technology is addressing these limitations and
the developers are racing to overcome them.
The small screen size could be overcome by
projecting the display on a wall/desk or using
a flexible film display that can be folded out
as needed. The keyboard limitation can be
overcome by projection keyboard, voice
recognition, or cursive hand writing
recognition.
Mobile phones are widely used over the
world. In many countries, almost every
person owns one mobile phone. In the U.S.A,
by the end of 2009 there were 285,610,580
mobile phones which make about 91% of the
population. The majority of students carry
mobile phones wherever they go; they play,
eat, and sleep with mobile phones. They are
digital native and can text much faster than
we can type. So we have to find effective
ways to teach them what we would like them
to learn by utilizing this technology. Dr.
David Kennedy, Director of the Teaching and
Learning Centre at Lingnan University,
suggests that
―We should leverage the
technologies and applications in these devices
and take advantage of the skills students
already possess by building activities and
resources around the devices they have 24/7.‖
Presently there are thousands of instructional
video lectures from YouTube that you can
watch on your phone. For example, there are
40,000 videos on Algebra, 19,000 on
Calculus, and 60,000 on Statistics. Sooner or
later students will tap into these resources. If

we do not know how to compete with the
digital world, then we had better join it and
start a new way of teaching.
The KumuCloud site provides a hybrid
environment for learning. In addition to top
lectures from around the world, instructors
can record their own lectures and make it
available to students within an hour from the
lecture time. With placing these videos on
KumuCloud, students can review the lectures
through their smart phones. They can also
communicate with each other to discuss the
lectures or project requirements.

KumuCloud’s Features
The main objective of the KumuCloud is to
introduce a user-friendly web-based portal
which helps the students to get high quality
educational materials anywhere/anytime and
in a timely manner, as well as make a bridge
between inside and outside of the classroom
via technology. They have remote access to
the materials 24/7/365 hours from any place
in the world. This access will help in
situations where some students may have
confusion regarding a topic after the class and
while the professor is not available; some
might miss a lecture and want to have access
to the corresponding lessons orsome may
have an interest of an entirely different topic
which they have never studied and would be
able to access it via KumuCloud. The solution
to all of these problems is an e-learning portal
such as KumuCloud.
Features of KumuCloud
This section describes the main features of the
KumuCloud. Figure 3 represents the home
page for the site. The main component of this
page is explained below.
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Figure 3. Home Page of KumuCloud

Post Category: Currently the portal focuses
on three types of posts. They are: a) Video, b)
Slide (e.g. PowerPoint presentation) and c)
Text. These categories make it easier for the
filtering logic so that students can go directly
to the targeted category and search the post
they want.

Post Navigation: To get more precise posts on
a specific area, site navigation can be very
useful. It supports a four step navigation
system. Figure 4 represents the hierarchy of
this navigation

Figure 4. Navigation hierarchy

In Figure 4, we see that if a student wants to
get material related to ―Arrays‖ of Java
programming language, they select the
department of ―Computer Engineering‖ from
―College of Engineering‖ and then select
―Java‖ from the list of the courses which will
display the list of keywords/topics related to
the java course. As soon as they choose
―Arrays‖ from the list of keywords, they will
get all the posts related to ―Arrays‖. This
navigation system is user-friendly and easy to
understand as it represents the hierarchies that
exist in most of the colleges/universities.

Grade of the Post: Grade represents the
quality of the post. It is very important since it
separates high-quality posts from poor-quality
ones. So students can easily figure out which
are the useful posts among thousands of posts.
A very smart ranking algorithm has been used
to sort the articles; this technique is discussed
in detail in a later section of this article.
Post Status: Some users may be interested to
see the more recent work on a topic rather
than the earlier but popular ones.
Alternatively, some might look for the most
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popular posts. Users can switch between these
categories using these functionalities.
Grade It: Students can grade a post to keep it
in the top ranking of the list. Ranking of the
post is not dependent on the grade only; it
depends on other factors, too, such as, number
of views, number of shares and bookmarks,
user comments, popularity, duration of the
stay, age of the post, etc., but the grading will
help the ranking system to make the decision.
Upload Information: This indicates when the
post is originally uploaded and in the case of a
video post, there is a preview image of the
video to give some idea about the post to the
users.
Popularity of the Post: It indicates the
popularity of the post by showing the total
number of views and the number of shared
addresses through the social networks and
comments.
Post Information: This section displays the
name of the individual who uploaded the post

and, in the case of a video, it shows the name
of the playlist, if one exists.
Search Engine: This is a general search
throughout the portal. Users can search by
keywords, topic name, course name,
department name, college name, uploader‘s
name, etc. The search engine uses the
indexing technique to display the result of the
search which is extremely fast and
convenient.
Authentication: Authentication is required to
provide some user-friendly functionalities,
like, display favorite lists, search history, post
an item, comments on a post, etc.
Once a user has selected a particular
department, a page will appear listing related
topics/courses. The user can then select a
particular topic within the possible choices.
Figure 5 represents a sample page for a topic
in the field of computing. The main features
of this page are explained below.

Figure 5. Listing of KumuCloud

Breadcrumb: Helps the user to navigate back
to the previous categories. Figure 5shows a
page related to the ―Data structure‖ course
which is under the ―Computing‖ department.
Clicking on ―Computing‖ will redirect to the
previous navigation and will show the list of
all courses in the Computing department.

Keywords/Areas:
There
are
many
sections/areas/topics of each course. As soon
as the user selects the course from the
navigation, it displays the list of topics of the
course which will filter the posts to get to the
right post quickly.
List of the Posts: It displays the list of the
posts based on the user‘s selections.

(239 )

978-9948-497-11-0

Share in the Community: The user can share a
high-quality post in their own community
(e.g. Facebook, Twitter, MySpace, etc.) to
notify others about it. It helps to spread the
existence of new materials among people
quickly.

When a video (or slide, text) is selected, a
page representing the selected video will be
opened. Figure 6 represents a sample for this
page. The main component of this page is
explained below.

Figure6. Detail Page of the Post

Area/ Keyword: Displays the keyword/area of
the post which gives some idea of the purpose
for the post to the user.
Title of the Post: It displays the title of the
post.
Main Content Area: This is the description
area. In the case of a video/presentation post,
it displays a video player which streams the
data to the user. In the case of a text post, this
area contains the descriptive text of the post.
Ranking Technique
Ranking is very important since the number
of new video/slide/text) posts are continually
changing. It maintains the order of the posts
in terms of their importance and relevance. In
real life, we often rely on the opinion of our
friends, colleagues, or experts when we have
to choose between multiple options.
Similarly, online users rely on the ranking
system to choose a post among thousands of

related posts. There are many ranking
methods proposed in the literature. However,
the majority of them are based on the
mathematical calculations of the only ―grades
―given by the users. But there are some other
factors along with the user‘s rates, such as the
number of views, number of shares and
bookmarks, user comments, popularity,
duration of the stay, age of the post, etc.,
which need to be considered during the
ranking computation. We follow the most
popular ―Bayesian theorem‖ to sort the posts.
Bayesian theorem states in part that
probabilities are rationally coherent degrees
of belief, or a degree of belief in a proposition
given a body of well specified information
[1]. Below is the Bayesian formula which
derives a rating based on the ―believability‖
of the raw data[2]:
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Where,
Rate Count= the number of rating for a
particular post
Total Rating= Sum of all rating given to a
post
AvgNumberOfRatingForAll=
Average
number of rating for all book where
RateCount>0
AvgRatingForAll= Average unweighted
rating for all books where RateCount>0
We also consider the following factors to rank
the posts:
 We impose weight for each view,
share, rating, favorite, etc., to
prioritize
them.
For
example,
assuming post A has 1000 views, 200
shares, and 300 rates, and post B
has700 views, 300 shares, and 400
rates, using only flat calculation, post
A might come before post B. But it is



clear that post B is more popular than
post A.
It is normal that the older post will
have more views, shares, rates, etc.,
than the newer one. In normal
calculation, newer posts may never
make it to the top of the list. To
resolve this issue, we also consider the
age of the post during the ranking.

Based on the above considerations, we
calculate the total grading of a post. There are
eight grades and each of them has a numerical
range value (these ranges do not have
constant values); the grades are A+, A, A-,
B+, B, B-, C+, C. If two posts have the same
grade then the post is sorted based on the
number of views, shares, rates, etc.
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Conclusion
In this paper, we have described the main
components of KumuCloud.com website
which is still under development. We are
hoping that in near future, this site become a
major source for any college student around
the world to access course lecturer videos/
text/ slides on many different fields of study.
Considering the progress in mobile learning
throughout the world, this site may function

as a great supplement, especially for
underrepresented
group.
Among
the
differences between this site and the existing
ones, there are two main differences that
make the site more practical; these are 1) the
materials are reviewed before they are
published, 2) The materials are ranked based
on the user ratings through an intelligent
algorithm, and 3) The materials are not
limited to some specific sources rather they
are compiled from around the world.
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Abstract
Virtual immersive worlds, also called
metaverses, are more and more considered as
a key feature to attract young learners at
University. Indeed pedagogical immersive
environments are ludic spaces to enhance the
interactions between teachers and learners on
a thematic domain. Despite advantages of
these 3D worlds, their potential is not fully
exploited nowadays. Indeed, the creation of
virtual environments in education is costly. It
needs to combine the aesthetics of video
games (form) and the know-how of teachers
(content) for reaching quality of the learning
process (sense). Hence, the skills of a team of
pedagogues, computer graphics and game
designers are mandatory. Each metaverse
results from a tedious assembly of 3D models
and resources to shape the environment.
Because these steps represent a brake to the
creation of pedagogical virtual worlds, they
tend to be dedicated to general topics, then
showing a lack of specialization. This leads to
a low reuse of existing contents. In this
context, it is interesting to generate
interconnected thematic metaverses. The idea
of this paper is to explore the keys to
automate the assembly of 3D objects from a
generic model of architecture for virtual
worlds, and from the existing digitized
learning resources. Indeed, the automation of
the creation process requires the following
elements: an adaptable model (e.g. the
neuron based architecture), an open

information system providing the learning
resources, an interface to help the users to
express their request for a dedicated
environment, a methodology to generate the
requested environment from the architecture
model and the collected resources. This paper
introduces the basic concepts for these four
aspects required to generate virtual worlds at
university that become smart. It improves the
former concept of neuron that we introduced
in a precedent work.

Keywords:

:
virtual
environment,
generation of metaverse, e-learning, neuron,
smart-campus

Introduction
Since teaching institutions discovered the
advantages of e-learning, they produced
digitised content stored in dedicated open
source platforms like Moodle, Chamilo, etc.
Recently e-learning is exploring a new
promising track: the exploitation of virtual
immersive worlds (Bartle, 2004). These
environments, also called meta-universes or
metaverses (Smart et al., 2007), use threedimensional (3D) representations to immerse
a person in a virtual world (VWorld). If the
virtual world reproduces the real world, it is
called a ―mirror-world‖. Most of the time, it is
more convenient to shape a new environment
dedicated to a specific purpose without taking
into account the limits induced by the real
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world. Indeed, meta-universes are not limited
by the same constrains of our world:
 Space is limitless, so the environment
can be as big as it would like to be,
 The security is not a problem. Thus
there are no architectural standards to
comply with; the designer can focus
on creating the most optimised space
for a specific task. Moreover, even if
the aim is to figure the real world,
meta-universes can be used to recreate
vanished
and
hostile
environments, like prehistoric ones,
 To shape a virtual environment is less
expensive than build a real one,
 It is easy to access to the virtual
world. Contrary to a real place where
people need to come, possibly by
travelling, metaverses can be shared
on the Internet. Therefore, even the
disabled can step into a virtual world
reproducing a distant environment like
the surface of the moon or the heart of
a volcano,
 Virtual worlds are adaptable: they can
be reconfigured to adjust their shape
to specific constraints. For instance, if
a virtual conference room is full, it can
easily be enlarged to receive more
users,
 The content of a meta-universe is reusable. Indeed, the elements that
shape an environment can be
duplicated and provide the same
features to another one.

automate the shaping of thematic metaverses
as it would allow the creation of as many
environments as needed, with the desired
specialization level (i.e. adapted to a
particular user request). To multiply the
availability of thematic VWorlds, the idea is
to exploit existing learning resources and try
to provide them in an immersive structured
space.
In a first part, we introduce the general
architecture of the virtual worlds used to
deliver the learning content. In the second
part, we present the main identified elements
to automate the generation of the metaverse
requested by the user. We briefly conclude by
a synthesis and the perspectives opened by
our propositions.

Despite these advantages, meta-universes are
not fully exploited because their creation
implies the participation of computer graphics
experts to shape the environments. Thus, each
virtual world takes time to be created and
updated as the 3D objects composing them
are manually gathered. Designing a world for
each particular thematic would be impossible,
so existing environments are mainly
generalists. In this context, it is interesting to

The Smart Campus

First Part. Our Approach: A Smart
Campus Opened to a Galaxy of
Neurons
There are several levels of development for
virtual immersive campuses. With the eCampus project (Sebastien et al., 2008), our
team first approached the reproduction of a
―mirror campus world‖ in order to be visited
with avatars in a Massively Multiplayer
Online Role Playing Game (MMORPG), and
provide simple e-services through the
interface (audio/text chat with connected
users, information access, geolocation and
easy navigation). An upper level of
development is to create a smart campus, in
the frame of a project called Wide Immersive
Solution for Data Object Model (WISDOM).

Many definitions of smart campus can be
found in the literature, some are presented as
virtual (i.e. Web) classrooms (Doulai, 2001),
others as ubiquitous infrastructures (Rohs and
Bohn, 2003). In our today context of gamebased learning with serious games and
smartphones/tablets, a smart campus is an
immersive campus world on both aspects, i.e.
a virtual (3D Web) and ubiquitous campus on
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mobiles (mobiquitous). This new immersive
Web space welcomes and gathers all the
communities of users concerned by the
university real space and its content.
Most of the time, a 3D virtual part of the
smart campus reproduces an existing
university environment in a serious game and
aims to provide the same services offered in
the real world, but through the threedimensional interaction with people (i.e.
avatars). For example, the form to make the
registration at the university can be
downloaded as a file by visiting the virtual
representation of the service; or the cafeteria‘s
menu is available and updated directly in the
metaverse. It can be seen as a synchronisation
between the real and the virtual space and an
enhancement of usual informative webpage.
The data inputted in the system by the

operator are added and displayed by the same
service provider in the 2D website but also in
the smart campus that provides a geolocation
to the information.
On the ubiquitous part of the smart campus,
the idea is to have the virtual campus in the
pocket on a mobile device and be connected
to the real campus through tags (RFIDs,
QRCodes, icons) to access to information.
The WISDOM project wants to join virtual
reality of serious games (concave immersion)
with augmented reality on mobiles (convex
immersion) in a single human-machine 3D
interface. As this project in an early stage of
development, we will keep the definition of
our smart campus on its virtual immersive
part as shown in Figure 1.

Figure 1. Example of virtual immersive view in the smart campus
A teleporter to the neurons is represented at the bottom of the picture

The natural geolocation capabilities of a smart
campus give an added value to the data
presented through the interface. Users can get
used to the place, enter in an amphitheater and
follow the lesson thanks to the camera that
transmits the talk to the platform. But the
smart campus is also the open gate to a

collection of thematic learning metaverses:
the neurons. The basic frame of campus
reproduction is important to show the
correlation between a real and virtual world,
however as we explained in our introduction,
it is not always necessary to keep the same
constraints of reality. To make the most of e-
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learning environment, we need to make a
transition between the smart campus to
another place whose shape is not dedicated to
reality reproduction. That is why several
teleporters (i.e. 3D hyperlinks, see Figure 1)
are added to move from the campus to a
particular neuron. The destination of the
teleporter is related to its own position, e.g. a
teleporter located at the Faculty of Arts is
oriented to the neurons dedicated to this topic.
The precise thematic of the neuron is defined
with the user through a request.
The neuron
The neuron is a model of architecture for
immersive VWorlds dedicated to e-learning.
In a precedent work (Sebastien and Conruyt,
2007), we introduced this generic structure as
a building in which users and information

relative to a specific thematic can be gathered.
Unlike the smart campus, the positioning of
elements in the instances of this model is not
determined by georeferencing coordinates but
by a fixed logical key. That is why they are
not part of the mirror-worlds but to the
logical-location-worlds (Sebastien, 2011).
The neuron can be divided in several areas
corresponding to specific functionalities
(Figure 2). Thus, the ground floor is a
collaborative and informative one whereas the
first floor is dedicated to the training and the
validation of the knowledge offered by this
instance. Profiles of visitors (teacher, student
who is new to this neuron, and student who
already have validated it) are indicated by a
specific colour on their avatar.

Figure 2: General architecture of a neuron

As we have seen, neurons are connected to
the smart-campuses through teleportation
gates located at several fixed area. Neurons
are also connected between them to form a
logical network of knowledge. In this frame,
they
are
called
hyper-virtual-worlds
(hvworlds) and form a galaxy of metaverses

(Sebastien, 2011). The connexions between
neurons are established regarding to the
prerequisites to understand their content. This
way, learners can only reach the neurons they
are supposed to master.
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Figure 3: Connections between the different worlds

To sum up this first part, a smart-campus is a
metaverse connected to a galaxy of neurons
instances, which are hyper-logical-location
metaverses containing a precise fragment of
knowledge (Figure 3). If the shapes of the
smart campuses are generally not fixed and
tend to reproduce those of real campuses, the
neurons architecture follows our model.
Therefore, if smart campuses are manually
shaped by computer-graphics experts, it is
possible to identify a methodology to
automate the creation of the neurons. The
second part presents the mandatory elements
to accomplish this automation, and introduces
the main phases of a generation methodology.

Second Part. Key Points for the
Generation of Neurons
The methodology that handles the generation
of a neuron relies on a set of modules which
are the applications providing the different
resources and managing the treatments. These
modules can be separated in several
information systems (IS), but they need to be
easily accessed through web services. In this
part, we first focus on the resources through
their containers (Information Systems), then
we present a global methodology to generate
a neuron.

Information Systems
Besides the necessary hosting of the
generation process, two types of data are
mandatory to create a neuron: those linked to
the immersive environment (3D objects) and
those linked to the content (pedagogical
resources).
Hosting of the Generation Process and the 3D Models
Resources

In a precedent work (Sebastien et al., 2009),
we described a modular architecture for IS
called MABIS (Modular Architecture for
Biodiversity Information Systems) providing
the necessary resources to generate a virtual
world based on biodiversity data. Each
module is an application dedicated to the
management of a limited set of entities and
their processing. Among these modules, the
Biodi-Verse application hosts the generation
process of metaverses. In a more generic
context, this module can then be labeled
―Geneverse‖ as it ―generates‖ a ―metaverse‖.
It uses the resources provided by the other
modules whose most of them can be
transposed to be used in our particular case.
Figure 4 presents a simplified possible
transposition of MABIS applied to e-learning.
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Figure 4: e-learning Information System adapted to metaverses generation
DMD: Documentary Multimedia Database, VLE: Virtual Learning Environment

The directory lists and authenticates the users
on the IS, the thesaurus allows to manage
onto-terminologies and the Documentary
Multimedia Database (DMD) stores all the
files (e.g. texts, charts, tables, etc.) produced
by the community. It also contains the 3D
elements produced by computer graphic
experts that will automatically be gathered by
the Geneverse module to shape virtual
environments. All the data of this first layer
can be evaluated and sorted by the tools
provided by the second layer. Once the
quality of data is attested, the third level
allows to analyze them in order to extract new
knowledge that can be stored. The collected
information is used by instructional design
experts to create relevant courses and
exercises through a Virtual Learning
Environment (VLE) platform. On the highest
layer, the geneverse module is dedicated to
the diffusion of pedagogical resources in an
immersive way, by creating meta-universes.
Although this architecture is built to support
its own resources, the modular structure is
definitely opened to the exploitation of
external resources through web services. This
is particularly interesting for the pedagogical
data, in order to support the content stored in
the different existing platforms.
Pedagogical Resources

As our idea is to provide specialised learning
environments, the best way to find resources
is to exploit existing ones. Since e-learning is

more and more widespread, digital learning
material is available through platforms
gathering it. Moodle (Cole and Foster, 2007),
for instance, is widely used in universities and
each deployed instance represents a data
warehouse offering online lessons. The idea is
to transpose this content in a virtual world:
each lesson should be available through a
neuron. It means that all the content gathered
on the platform can be accessed using web
services (WS). At least two services must be
available to ensure the functioning of the
system (Figure 5):
 The first one is to identify the courses
on the platform that match the request.
This service receives a request
composed by keywords entered by
users, then analyses if one or several
courses could meet user‘s expectations
in terms of learning. The positive
answers are returned through the id
and metadata of the corresponding
lessons.
 The second web service allows to
transfer a whole course to the
Geneverse module which is the
neurons server. This service receives
an id corresponding to an existing
course, gathers and exports all the
information on this resource, then
transfers it to the client
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Figure 5: Example of architecture providing the necessary resources to generate a VWorld
VLE: Virtual Learning Environment

In the frame of this first approach, the
pedagogical resources are presented in the
usual way, i.e. on a two-dimensional surface.
Thus, resources and activities are delivered in
the neuron as interactive textures on screens.
Indeed better ways of transpositions are
needed to exploit the third dimension
available in metaverses. However, the
availability of VLE resources in a neuron
through their common representations is a
relevant step, as this inclusion in the threedimensional environment of the neuron
ensures their compatibility with this new
visualization method. It can be considered as
a necessary step to a full integration of VLE
content. Furthermore, the neuron structure
provides a new experience to the exploitation
of these resources as it puts all elements in

consistent specialized areas providing
particular functionalities (e.g. the two floors
of the model).
Now that the resources and the processing
environment are defined, we can focus on the
methodology used by the Geneverse module
to create a neuron.
Main phases of the generation process
methodology
In a precedent work, we presented a phasing
to generate virtual worlds matching models
dedicated to biodiversity (Sebastien, 2011). In
the frame of this approach, the methodology
we propose is an adaptation of the one we
used before. Figure 6 presents the three main
phases of the methodology.

Figure 6: Main phases to generate a neuron

Phase 1: Get the Request and Gather all the
Necessary Data

This phase starts with the request for a neuron
which can come from the virtual environment,

or directly from a user. In the first case the
request is automatically triggered by an avatar
that leaves a neuron to another one. As
neurons are consistently bound together, the
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following topic for the new neuron is deduced
from the precedent ones. The network of
neurons, which relies on an ontology built by
pedagogues, returns the logical possibilities
so that the user choose the one he wants to
visit. In the second case, the user directly asks
for a particular neuron and jumps to it. This is
made through a simple keywords search that
returns the available neurons related to the
request. In both cases the keywords are
associated to available pedagogical resources
in order to present only feasible neurons.
The second step of this phase is to use the
existing web services to identify and collect
the usable resources. As a neuron is only
proposed if a minimum of resources is
available, the idea is not to know if data are
available, but how much is available. Thus the
service asks all the connected VLE for
content matching the topic, and retains only
the best ones (evaluation of a course is part of
its metadata). Selected pedagogical resources
are gathered through the second web service.
At the end of this phase, all the data to inject
in the neuron is present on the Geneverse
module.
Phase 2: Analyse the Collected Data and Create the
Map of the Environment

The objective of this phase is to analyze the
pedagogical resources in order to position
them at the right place in the neuron. Thus,
references and books available online are
added to the library, the pictures and scientific
papers are gathered with the thematic
exhibitions (thanks to RSS technology),
whereas the main pedagogical resources are
sorted in the different area at the first floor of

the neuron. This distribution is ensured by the
correct indexation of these elements through
their metadata. As all the received
information is represented in their usual
display, it is not necessary to identify a
specific solution of immersive representation
for each element of information. Thereby, the
tridimensional objects composing the main
environment of the neuron are the only
collected elements from the DMD module
through its web services at this phase.
At this point, all resources (content and form)
are identified, and the map of the neuron is
fully known.
Phase 3: Shape the Environment

This last phase is dedicated to the effective
creation of the metaverse. The shaping of the
neuron is the results of an aggregation of
tridimensional objects gathered by following
the map previously designed. As a first step,
the global structure of the neuron is included
in the virtual space; then the second step
consists in the positioning of the interactive
objects related the thematic. Most of these
dynamic elements are predefined shapes that
are customized to be adapted to the thematic
of the neuron. Thus in this version of neuron
which is a simplified and presentative one, the
transposition
of
existing
pedagogical
resources is extremely simple. The result of
this phase is a file which contains a generic
Virtual Word Description (VWD). This
description can then be converted to match
the specifications of a particular format, like
VRML (Broll and Koop, 1996), or 3D engine,
like Unity 3D (Mcdermott, 2010).
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Conclusion
In this paper, we have presented the basic
architecture of a system allowing to automate
the creation of metaverses dedicated to elearning. This automation relies on several
elements used by a defined methodology of
generation. Among these elements, the
modular information system providing the
resources and the models of architecture (e.g.
the neuron) that structures the virtual world
are the keys to the automation. In order to
exploit existing resources, metadata and web
services used to describe, sort, select and
share them, can be considered as mandatory
factors. They are relevant markers showing
the openness of information systems.
However, there is still a lot of work to be
done. If the methodology of generation

described in this paper focuses on the creation
of a metaverse containing pedagogical
resources, it does not optimize their
appearance yet. Indeed, the activities (e.g. a
survey, a diagram, etc.) presented in twodimensional virtual learning environments
can be transposed and enhanced to benefit of
the third dimension available in virtual
worlds. This necessitates an anticipation
based on a specific procedure for each type of
activity. Another enhancement would be to
automate the determination of the connexion
between the neurons, that is to say create an
ontology able to grow and optimize itself with
the metadata received from web services.
These two track will be the subjects of future
publications by our team.
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Using Smart Phones in Teaching Introductory Programming
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Abstract
Advances in processing speed, storage,
networking, and intelligent software have
brought computing into science, business and
culture in ways that were barely imagined a
few years ago. Much of this progress is due to
advances in transistor technology. The mobile
phones are already very fast in computation
and advanced in multi-media. They play an
important role in learning and teaching
because they provide an environment for
active learning and social interactions
anytime and anywhere. With today‘s mobile
phones, we can do many of the tasks we can
do with our PC. Moreover, they provide a
more personalized and private environment
for learning. At Southern Illinois University,
we are in the process of developing a mobile
learning environment for our first course in
programming, which is CS202 covering Java
programming. This paper represents several
projects for students to develop for mobile
phones. Applications developed for Android
by students can be instantly applied to their
cell phones or uploaded to the server to share
with the world. When their homeworks or
projects can be implemented and utilized by
cell phone, students feel more fulfilled and

more connected with the real world. At the
same time, they are more motivated to learn
modern programming concepts.

Keywords: Mobile learning, programming
course, mobile phones, smart phones

Introduction
Within next decade, there is a big demand for
graduates in computing field. As 2008-2018
employment projection indicates, among
many disciplines, the computing field will
have the most demand; in fact there will be
almost three times more jobs than graduates,
see Figure 1. Due to advancement in
technology, a lot of new jobs in the area of
security and smart phone apps are being
created. Obviously, we need to attract more
students to the computing field, in particular
computer science. In many computer science
curricula, including ours, one of the problems
is that the first couple of courses that students
get exposed are in programming.
The
primary objective of these courses is to
provide students with the skills necessary for
―programing‖ and ―problem solving‖.
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Figure 1. Annual STEM Job Opening vs. College Graduates Through 2018

During years of teaching these courses, we
have found that even though we explain the
implementation of many simple applications,
it is difficult for intro-level students to master
the topic. Some students change their majors
to other disciplines due to a lowering of
interest in programming or not understanding
the topics, in particular underrepresented
groups, such as women, African American,
NativeHawaiian, and financial tight students.
These classes are well attended early in the
semester, but often attendance drops off
dramatically as the semester progresses, a
trend which is typical in many colleges. Many
experiences and research outcomes indicate
that learning and attrition? rate enhances
when students are engaged in activities that
promote creativity, problem solving, and
evaluation; in particular when they are
engaged through devices that they have
natural interest in
(Shuler_2009 [4],
Ozena_2011 [3], Kearsley_1999 [1]). One
such device is mobile phone. By

incorporating mobile phones in engaging
underrepresented students in group activities
could
also
raise
their
self-esteem
(Knight_2005 [2]). We believe that in a
hybrid learning environment where the
instructor plays a role as a mentor besides
teaching and provides affordable lecture
materials accessible to students at anywhere
and anytime would be very effective in
student‘s learning. This is done through
developing videos, slides, and assignments,
all accessible by mobile phones. Students in
these courses will be encouraged to develop
practical applications, animations, and/or
games on their phones. Applications
developed for smart phones by students can
be instantly applied to their cell phones or
uploaded to the class web site to share with
the world. When their homework or projects
can be implemented and utilized by cell
phone, students feel more fulfilled and more
connected with the real world. At the same
time, they are motivated to learn modern
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programming concepts. Eclipse plug in is a
nice, easy-to-use tool for developing mobile
apps and can be downloaded for free. There
are many potential projects for students to
program in Eclipse, such as developing
games. After students get more knowledge
about programming techniques, we plan to
have them involved into group projects in the
second course in programing. Two to three
students will form a group; each team is given
a smart phone for development of their
project. University of Hawaii at Hilo(UHH)
and SIUC are beautiful places to visit and a
great place for obtaining a good education.
Every week many prospective students with
their parents come to visit the university.
Students will be required to develop an app,
which can be downloaded into visitor‘s cell
phone. According to their locations in the
university, visitors can quickly discover
corresponding history, departments or centers.
Although the Department of Computer
Science at Southern Illinois University offers
a variety of courses, the undergraduate
curriculum lacks a course in programing that
is taught in a hybrid learning environment, a
combination of mobile learning, mentoring,
and direct teaching, for attracting more
students to Computer Science. This fall
semester, we have incorporated development
of mobile app in our introductory Java
programming course CS202 (Introduction to
Computer Science). The ultimate goal is to
establish a hybrid learning environment for
this course. During the second year of this
process, based on the assessment results, the
achieved mobile learning environment in this
course will be adapted for use in CS220
(Programming with Data Structures) and
subsequently propagates changes to other
courses.
To further enhance our introductory
programing courses, we are also planning to
record each lecture and make it available to
students within an hour from the lecture time.
With placing these videos on the server,

students can review the lectures through their
cell phones. They can also communicate with
each other to discuss the lectures or project
requirements. To encourage group learning,
some lectures will be short to allow time for
posing a series of questions for students to
answer. The students who have formed
groups discuss their individual answers within
each group to form a better answer. One
group is then selected to share their answer
with the class.
Furthermore, we emphasize affordability by
making every effort to make the course
bookless by use and contribute to open
educational resources. Students will have
access to materials from some open content
repositories such as OCW-MIT and Rice
Connexions, Carnegie Mellon Open Learning
Initiative (OLI), and perhaps in future open
course library from State Board for
Community
and
Technical
Colleges
(SBCTC). OLI research results indicates that
the OLI has a completion rate of 99% vs.
completion rate of 41% for traditional way of
learning. We expect these steps will have
significant impact on student‘s learning and
increases enrollment and retention rate.
The students at SIUC take CS 202 as the first
course in programing followed by CS220.
These courses offered every semester and in
average CS202 have 40 and CS220 30
students, mostly first generation college
students from Southern Illinois and Chicago.
In these courses, concepts of Java programing
are presented through a series of typical lab
projects. Students are divided into teams
where each team consists of two students.
Every effort is made to form each team with a
CS major and a non CS major. An Android
smart phone is given to each team. Each team
is required to implement two mandatory apps
and one optional app. Next section describes
these apps and also the tools used for their
developments.

Course Projects
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Eclipse and Android
Eclipse is an open source produced by open
source community and often is utilized as an
integrated development environment (IDE)
for Android or Java applications [7]. Android
is the name of an operating system that many
of today‘s cell phones run on. It is developed
by the Open Handset Alliance leaded by
Google. Android provides tools such as
compiler, debugger, and a device emulator as
well as its own Java Virtual machine (Dalvik
Virtual Machine - DVM) [7]. The following
steps demonstrate how to set up Eclipse for
development of Android‘s applications.
1. Download Eclipse IDE for Java
Developers:
http://www.eclipse.org/downloads/
2. Download and extract the Android
SDK
for
your
platform:
http://developer.android.com/sdk/inde
x.html (You should remember in
which directory the SDK was
extracted to, because you'll need it
when configuring Eclipse.)
3. Download and configure the Android
ADT
Plugin
for
Eclipse:
http://developer.android.com/sdk/eclip
se-adt.html#downloading
The above steps will set up the required
environment to run and develop Android
applications. The SDK that was downloaded
in step 2 includes a lot of sample applications.
In the extracted SDK folder, there is a folder
called 'samples'; inside that there are
subfolders for the different Android versions
(the latest stable release is android-9). Within
the folder for Android-9, there are a lot of
sample projects. These samples can be tested
in Eclipse by selecting:
File > New > Other
Scroll down until you see "Android", then
expand that and select "Android Project".
Click 'Next", then select the button labeled

'Create Project from Existing Source'. Click
the 'browse' button beneath that and go to the
SDK folder that was downloaded in step 2,
then select the samples folder, then the
android-9 folder, and finally select a folder
for one of the projects you'd like to test and
click 'open'. Now, you'll be back in the 'New
Android Project' window. You should see a
section called 'Build Target'. Select 'Android
2.3.1' and click 'Finish' at the bottom of the
window. The project now should appear at the
left in Eclipse. To run it, right-click the
project, selects 'Run As', and select 'Android
Application'. That should run it in the
Android Emulator. If the emulator does not
show, you may be prompted to set up one. To
create a new emulator, click Window in menu
bar of Eclipse and select Android SDK and
AVD Manager. Click New to create one.
Sample Projects
As mentioned before, in the beginning of each
semester, an Android smartphone with WiFi
capability will be loaned to each team for one
semester (students may add data access and/or
voice services to their phones at their own
expense). However, phones without service
contract or cardshould are able to serve our
purpose as long as there is a wireless device
with WiFi capabilities.
In order to arouse students‘ interest in
Computer Science, before we introduce
complex programming syntax and concepts,
we offer them a template for creating some
simple projects. One of simple project for
students could be calculating body mass index
for any individual. This app and couple of
other with more complexity are explained
below.
Body Mass Index(BMI)

This app accepts the weight (in ponds) and
height (in feet) from users and displays their
BMI. It first converts the entered weight and
height to kilograms and meters, respectively.
Then calculates BMI by dividing weight by
height squared (i.e. BMI=Kg/m2). Based on
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the BMI value, the app displays one of the
appropriate terms, shown in Table 1, for the

user. Figures 2 to 5 represent main parts of
the code to develop such an app.

Table 1.Body Mass

Adults
Anorexia
Underweight
In Normal Range
Marginally Overweight
Overweight
Very Overweight or Obese
Severely Obese
Morbidly Obese
Super Obese

Women
<17.5
<19.1
19.1-25.8
25.8-27.3
27.3-32.3
>32.3
35-40
40-50
50-60

Men
<20.7
20.7-26.4
26.4-27.8
27.8-31.1
>31.1

Figure 2. First part of developing codes for calculating body mass
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Figure 3 . Second part of developing codes for calculating body mass

Figure 4.Third part of developing codes for calculating body
mass

Campus Tour

In every college, there is a new student
admission office that often provides campus
tour to prospective students and their parents.
The goal of this project is to do this task by
developing a self-tour guided app that
displays a list of the five nearest building
using GPS technology. The distance to each
building will be displayed as well as each
building name. A video about each building is
placed next to the name in case the user

Figure 5. Fourth part of developing codes for calculating body
mass

wishes to see which building the name is
referring to and also to know the building‘s
history and the units it includes. The app also
shows the current position of the visitor at any
moment on the campus map. To do this
project, students are taught through a detailed
list how to install development tools for
Android. All the tools, such as JDK, Eclipse,
ADT, SDK, and Google API, can be
downloaded from Internet for free. Given the
fact that implementation of this project is hard
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for many beginners, we provided students
with a basic sample app and ask each team to
improve the code. The sample app start up is
shown in Figure 6 when the GPS is enabled.
As shown on the display, the current position
of the user is approximately 64 ft. from
closest building, Faner. The second nearest is
Parkinson Laboratory with distance of 182 ft,
and so on. Associated with each building
there are two buttons, info and video. The
info button displays a script from self-tour

Figure 6.Sample Apps for campus tour

guide, see Figure 8. The video button plays a
video about the building, see Figure 7.While
we are in info page, the ―view map‖ is
pushed, the Google map around the current
user location will be displayed, see Figure 9.
Here, the current position of user is
represented by a blue arrow. Figure 10
represents the points that were used in
obtaining GPS coordinates for Faner building.

7.Sample Apps for campus tour

Figure 9.Sample Apps for campus tour

Figure 8.Sample Apps for campus tour

Figure 10. Sample Apps for campus tour
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Examples of Projects for Students with Prior
Programming Background

Once students have obtained an adequate
background, they will develop more projects
as bonus points. Some of these projects could
be as below.
Recognizing (identifying) Hawaiian Flowers.
There are many beautiful flowers in Hawai‗i.
The most common are: hibiscus, orchids,
plumeria, Gardenia brighamii, Strawflower,
Rose of Sharon, Bird of Paradise,
puakenikeni, anthurium, bougainvillea, and
heliconia. Flowers are often used to make lei
to express welcome, goodbye or thank you for
guests. Each kind of flower possesses a story,
history and expression. Some of them are an
endangered species such as Gardenia
brighamii (Gregory 1999, Wagner 1990).
Many visitors are amazed and pleased by the
fragrance and beauty of these tropical flowers
but also find it difficult to know each kind in
a short visit. Students are encouraged to
develop apps to recognize flowers with
machine learning techniques.
Students will be able to address the following
specific tasks with the help of instructor:1)
Establish a comprehensive methodology for
selecting the subset of essential features in an
efficient, scalable, and near-optimal way
using mathematical Markov Random Fields
(MRF)theory; 2) Install, run, and maintain the
program; 3) Gather and preprocess data;
4)Run the programs on the prepared data to
achieve the experimental results; 5) Evaluate
and optimize parameter settings of the

formulation to have high discriminative
power and to avoid over fitting with sufficient
sparseness; and 6) Develop effective user
interaction strategy for building an interactive
graphical user interface so users may perform
analysis without considering underlying
computations or mathematics.
Recognizing (identifying) animals commonly
found in Hawaii (Zoo Tour). Hilo‘s Panaewa
Rain Forest Zoo attracts many tourists and
local people, but there is no comprehensive
tour available. The goal of the first phase of
this project is to develop a self-guided tour
app that displays a list of the five nearest
habitats using GPS technology. The distance
to each habitat will be displayed as well as
each specimen name. A video about each
habitat is placed next to the name in case the
user wishes to see which habitat the name is
referring to and also to know detailed
information about the animals therein. The
app also shows the current position of the
visitor at any moment on the Zoo map. In the
event the Zoo relocates animals without
updating the app's GPS coordinates, in the
second phase of this project, the students will
modify the app by including machine learning
capability. If the user has doubt about the
residents of a display, he/she may take a
picture of the resident animal in order to be
recognized by the app. The students will
follow a process that is similar to the above
project (flower identification) in order to
implement a proper app.
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Conclusion
In this paper, we have described the tools that
are easy to use and can be used to develop
applications on mobile phones. At Southern
Illinois University, we are in the process of
developing a mobile learning environment for
our first course in programming based on
these tools. Considering the progress in
mobile learning throughout the world,

learning programming with mobile phones is
a promising method for increasing students‘
enrollment and promoting their interest in
science and technology, especially for
underrepresented group. We are looking
forward to developing many useful and/or fun
apps, including an app for introducing
Hawaiian cultures, language, legends and
traditions to the world.
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Abstract
One of the main problems with Roman
Catholic Aided (RCA) schools in Mauritius is
that there is a high rate of failures in Science
Education and Geography subjects. In order
to address this issue, two Online Learning
Resources were designed for primary schools
in Mauritius which were based on the
chapters ‗Animals‘ and ‗Weather‘ targeting
students of the standard six. XERTE toolkit
was used to develop the two learning
resources. During the designing phase,
emphasis was placed mainly on making the
learning resources user-friendly, interactive
and targeting different types of learners,
thereby causing a pedagogical shift from
teacher-centered to learner- centered
learning. The learning resources were tested
in 7 RCA schools located in different parts of
the island. Several evaluation methods were
implemented and the results clearly showed
that both students and teachers have greatly
benefited with the use of technology and from
the Educational Learning Resources in the
classroom. Students who were used to being a
mere recipient of knowledge became an active
learner. All the teachers who used the XERTE
toolkit appreciated the innovative way of
teaching and learning. They appreciated the
colourful pictures and the videos suited for
different types of learners. The varieties of
interactive activities incorporated in the

Educational Learning Resources have proved
to enhance the learning process.
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Introduction
The use of technology in the classroom is not
a myth but a reality. Computers and
technology form part of our everyday life and
one of the field in which computers are
widely used is education (Ayvaci and
Devecioglu, 2010). Several experiments have
been carried out to prove that the use of
technology makes learning more effective.
Researches carried out in the field have
shown that computer can be used as a good
tool to enhance learning process and make
teaching meaningful (Ayvaci and Devecioglu
2010). Ayvaci and Devecioglu further added
that computer assisted instruction (CAI) helps
students to overcome the problem of
concentration in class and by using
multimedia such as sound and visual effects
help the students to understand better.
Multimedia activities encourage students to
work in groups, express their knowledge in
multiple ways, solve problems, revise their
own works, and construct knowledge.
Furthermore, multimedia allows the creation
of simulations in 2-D as well as 3-D
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animations to explain a phenomenon, thus
creating knowledge among all type of learners
including students with learning disabilities or
cognitive difficulties (Barnett et al, 2005).
Students respond to information differently.
No two students are similar; however, many

have similar learning styles. In 1983, Gardner
proposed eight different intelligences to
account for a broader range of human
potential in children and adults. These
intelligences are listed in Table 1 below:

Table 1: Different types of learners

Types of Learners
Linguistic intelligence
Logical-mathematical intelligence
Spatial intelligence
Bodily-Kinesthetic intelligence
Musical intelligence

Description
Someone who is typically good at reading, writing, telling stories
and memorizing words along with dates
A person who feel more at ease with logic, abstractions,
reasoning and numbers
Spatial judgment and the ability to visualize with the mind's eye
Person learn better by involving muscular movement and
involved physically, for example carry out a practical work
Music smart people with a high musical intelligence normally
have good pitch and are able to sing, play musical instruments,
and compose music.

Interpersonal intelligence

Enjoy interacting with others.

Intrapersonal intelligence

People who are skillful at deciphering their own feelings and
motivations.

Naturalist intelligence

Smart with nurturing and relating information to one‘s natural
surroundings

Gardner mentioned that many schools
worldwide mostly focused on linguistic,
logical and mathematical intelligences and
unfortunately, those who are gifted in other
fields are left behind. Many educators have
taken on board the theory of multiple
intelligences and hundreds of schools have
adopted its philosophy to redesign the ways to
educate children (Armstrong, 2009).
In Mauritius, nearly all primary and
secondary schools are equipped with at least
one interactive white board, computer labs
and internet connection. In each primary
school, each class is allocated a minimum of
three hours per week to use the computer lab.
The focus, in many of these schools, is mainly
for students to have access to technology
rather than helping them to learn with
technology. This approach is known as the
technology-centered approach.

The main purpose of this study was to
integrate multimedia into an open source tool
to engage students and facilitate the learning
process. The study looked at the design and
development of an Online Learning
Resources to teach two different chapters,
from the curriculum of Science Education and
Geography taught in the primary schools in
Mauritius. Emphasis was placed on making
the pedagogical tool a learner centered,
targeting different type of learners. XERTE
online toolkit was used to create the learning
tool.
The XERTE Online Toolkit is an easy way to
produce interactive content for learners. It is
available on the internet and can be
downloaded for free. XERTE can be used by
tutors for rapid development of interactive
learning content. It is a server-based open
source environment developed by the
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Information Services learning team of the
University of Nottingham. Simple and
common tasks can be produced very easily
with XERTE. While developing the learning
tool, XERTE provided a visual, icon-based
authoring environment that allows learning
objects to be easily created with the minimum
of scripting. Functionality that would be timeconsuming to develop from scratch in other
tools can be created very quickly in XERTE.
The open source tool can be used to integrate
texts, graphics, animations, sounds, videos,
simple interactivity and deliver it in an
accessible interface. There is also a big
potential for accessibility enhancements
through using XERTE, as there is a series of
very useful tools embedded within the
program to help learners. For this research
project, XERTE 2.X was mainly used to
develop the Educational Learning Resources.
Until recently, XERTE has been upgraded to
3.0. The latter provides a complete overhaul
of XERTE 2.x, built on top of the Flex
framework thereby offering developers a
much more powerful and flexible solution for
interactive development.
Background of Roman Catholic Aided
(RCA) Schools
For this project, the Roman Catholic Aided
(RCA) schools in Mauritius were targeted to
carry out the experimental works. The
primary purpose of the catholic school is to
generate a challenging, authentic educational
environment and promoting integral human
growth. The schools also provide education to
children of all types of social background
whatever their beliefs and religions. Currently
there are 46 RCA schools in Mauritius
situated around the island. Each RCA school
has more or less the same structure and
facilities.
For example, Ste Therese R.C.A School
which is found in the town of Curepipe has a
population of 430 students. Most of the pupils
come from ―Cite Ouvrière‖ in Curepipe itself.

They are mostly slow learners and come from
a background of poor families. Every year,
around 72 students entered the standard one
class. 18 teachers are employed by the school
and all of them use the traditional method of
teaching. Only 50% of the teachers are
computer literate. Around 60% of the students
of standard six (final year at primary school)
passed their exams every year. The final
exams are crucial for the students. The results
obtained by each student determine the
college he/she would get admission for
his/her secondary education. There are
different grades of secondary schools in
Mauritius and students who pass with good
results would be admitted to the best colleges,
also known as ‗the star colleges‘. At the RCA
schools, students do pass but not with flying
colours. Still there are plenty of rooms for
further improvement.
Living in a poor environment, very few pupils
have a computer at home and many are not
computer literate. Fortunately, the school
provides them with such facilities. Ste
Therese R.C.A School has on its premises a
multimedia room and a computer lab. The
multimedia room is equipped with a laptop, a
projector and internet connection point, Plate
1. A multimedia committee has been set up
and is responsible to look into issues such as
time table, funding, specific projects, etc. The
computer lab is well equipped with PCs and
can be accessed by all teachers. Broadband
internet is accessible in the schools and this
has opened the door to access free online
resources that are available on the internet for
teaching. The Head Mistress of the school is
very keen on technology and encourages
teachers to use technology in their teaching.

(267 )

978-9948-497-11-0

After analyzing the schedules for the past ten
years for several R.C.A Schools in Mauritius,
it has been observed that the performance of
the students in many subjects, including
Science and Geography, have fallen down
considerably. High rates of failures show that
students tend to lack interest in these subjects.
The reasons are illustrated in Figure 1:
Plate 1: Students using the Computer lab

Figure 1: Reasons for students to show less interest in learning in schools

Methodology
Designing the Educational Learning
Resources (ELR)
Plate 2 shows the XERTE program. All the
information appearing on the right hand side
will appear on one slide of the online learning
tool. The left side shows the different chapters

that were created where each chapter
represented a slide. The ‗Insert button‘ on the
main menu (top left) allowed the user to insert
a new chapter with different properties such a
Text,
Media,
Navigations,
Charts,
Interactivity and Miscellaneous.
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Plate 2: Using the XERTE software to create the Online Educational Learning Resource

The structure of ELR was as follows:
Learning resources were disseminated into
several slides to cover a particular chapter on
the chosen theme. The texts were supported
with images, videos and animations. Each
learning contents was followed by an activity
or a set of interactive activities.
Teacher A: Teaching Geography to standard
six in the primary school in Mauritius
The main aim of teacher A was:
 To use XERTE to mount an
educational learning resource based on
the topic ‗weather‘ which form part of
the Geography syllabus.

This exercise was carried out in 3 RCA
schools on the island. The same procedures,
described below, were maintained in all 3
schools.
The whole class was divided into two groups.
Ten students from the final year standard six
were selected at random and formed part of
the test group who would use the online
learning tool developed on the topic
‗weather‘. The other group would follow the
same traditional method that has prevailed
over the years, that is chalk and talk. Both
groups would be taught the same learning
contents. The chapter on ‗weather‘ was
further divided into three lessons of 50
minutes each as shown in Table 2.
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Table 2: Scheduled work plan provided by Teacher A

Lessons
Lesson 1: (50 minutes)

Lesson 2: (50 minutes)

Lesson 3: (50 minutes)

Learning outcomes
Pupils will be able to
Differentiate between summer and winter.
State the different types of weather.
Name and state the function of the weather instruments.
Pupils will be able to
Interpret a meteorological bulletin.
Realize that weather forecasting is important to man.
Name the winds blowing over Mauritius and Rodrigues.
Pupils will be able to
Name and differentiate between the different types of rainfall.
State the causes and consequences of natural calamities in the Indian Ocean.

The Development of the Learning Tool
Using XERTE Toolkit
The slides developed below show the
different ways XERTE was used to create the
ELR based on ‗weather‘. While developing
the slides, emphasis were placed on the types
of learners that each activity would target.

Slide 1 gives a definition of weather and also
shows the different symbols representing the
different climatic conditions, Plate 3.
Presenting students with images made them
remember best. The tool provides the option
to zoom in and out on the images. The use of
cartoons made it interesting and fun to learn.

Plate 3: Slide 1 showing different symbols related to weather

The video, Plate 4, helped pupils to
understand and visualize the dangers and
effect of natural disasters on man. Viewing
some videos on natural calamities is very
helpful in teaching because some students
have never experienced such events. For
example all the students from the group have
never seen a cyclone before as the last

cyclone which visited Mauritius dated back to
almost 10 years. Students were able to stop
the video whenever they wanted. They had
the possibilities to go back and viewed the
lesson several times. This permitted the
students to learn at their own pace unlike in a
traditional classroom.
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Plate 4: Video integrated in the Online Learning Tool

Types of Activities Available in XERTE used
by Teacher A
Interactive tool 1: The Annotated Diagram

The tool used to create activity 1 was the
Annotated Diagram which could be found on
the top menu under the ‗Insert Button‘. This
tool is an interaction tool for exploring
labeled diagrams. In slide 2 weather

instruments were supported by pictures, Plate
5. Students were requested to click on the
name of each instrument and the picture with
the relevant information, describing the
instrument, would appear in the main window
as illustrated in Plate 5.

Plate 5: Interactive Slide showing the ‗The Annotated Diagram‘

Interactive tool 2: The Categories

This interactive tool permits the user to sort
out items into a number of categories. In order
to understand the two seasons that prevail in
Mauritius and the weather associated with it,
students were asked to click and drag the
appropriate month in the appropriate column.

In case students inserted the wrong month in
the wrong column, it was indicated by a red
cross, else if they answered correctly, they got
a green tick, Plate 6. Students were also
allowed to have several trials.
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Plate 6: Slide showing the ‗The Categories‘ Interactive tool available in XERTE

Interactive tool 3: Drag and Drop Labelling

This activity allows the marking up of an
image with regions and adding a title and
description for each region. This tool was
used to address the issue of weather forecast.
Pupils were asked to drag and put the
appropriate wording with the appropriate

symbol, Plate 7. The word would return back
to its original place in case they got the wrong
answer. Students could retake the activities
over and over again.

Plate 7: Slide showing the ‗Drag and Drop Labeling‘ Interactive tool available in XERTE

Interactive tool 4: Gap Fill

This option provides an interaction to create a
drag and drop gap fill exercise. Pupils choose
the appropriate words and fill in the blanks.
Wording inserted in the wrong gap within a
sentence, will automatically return to its

original place, Plate 8. As with the other
interactive activity, students were allowed to
attempt the exercise several times.
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Plate 8: Slide showing the ‗Gap Fill‘ interactive tool available in XERTE

Interactive tool 5: Multiple Choice Questions

Users may set a multiple answer question
with multiple options. Else they may create a
simple true and false question or more
complex questions with multiple correct
answers. These interactive features allowed
the students to get instant feedbacks, such as

―well done, you got the right answer‖ or sorry
please try again‖, Plate 9. These feedbacks
encouraged the students to proceed further or
simply to retake the activity again.

Plate 9: Slide showing the ‗Multiple Choice Questions‘ Interactive tool available in XERTE

Teacher B: Teaching Science to Standard
Six in the Primary School in Mauritius
The main aim of Teacher B was:
 To use XERTE to mount an
educational learning resource in
Science based on the topic ‗animals‘.

The procedures adopted to test the learning
resources were somewhat similar to that used
by Teacher A. However, Teacher B had
carried out his tests in 5 R.C.A schools
namely:
1. Mahebourg R.C.A
2. Notre Dame de la Confiance R.C.A
3. St Jean Bosco R.C.A
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4. St Paul R.C.A
5. Notre Dame de la Visitation R.C.A
The size of the sampling for teacher B was 5
students from the final year standard VI class
aged 9 to 10 years old. They were randomly
selected and they formed part of the test
group. The other group would follow the
same traditional method that they were used
to. Both groups would be taught the same
learning contents based on the topic
‗animals‘.
XERTE was used to create the ELR. The
slides were mainly based on the topic
‗Animals‘. Different types of learners were
taken into consideration when developing the
slides.
The learning contents were disseminated in
many formats which were similar to those
used by Teacher A. The students were first
required to read the notes carefully. After
which the students were assigned one or a set
of activities to carry out. The learning

resources developed in XERTE were based
on ‗Animals‘ and covered different sub
chapters namely Birds, Fishes, Mammals,
Reptiles and Insects.
Interactive Tools Used by Teacher B in
Preparing His Learning Contents
Other than using the interactive tools such as
Drag and Drop Labeling, The Categories and
Gap Fill, Teacher B had also used other
interactive tools available in XERTE such as
Image Viewer, Dialog, Hotspot images and
the Annotated Diagram.
Interactive Tool 1: Image Viewer

The image viewer is useful when you want to
present highly detailed images on the screen.
It allows the students to zoom in and out or to
simply select regions of the images to zoom
in. Information pertaining to the image can
be posted in the slide itself (left column),
Plate 10.

Plate 10: Slide showing Image Viewer

Interactive Tool 2: Dialog

The slide below shows an interaction tool
which comprises a sequence of text entry
interactions forming a short dialog. This tool
can be used to carry out formative evaluation.

For this exercise, the teacher requested the
students to go through the list of questions
that was set. Students were also required to
write their answers down on a piece of paper.
Depending on the type of question, students
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were allocated between 5 to 10 minutes to
attend the questions. The teacher collected the
answer papers for evaluation purposes. After
submitting their answers, the students were

requested to check their answers by clicking
on the check button as shown in the slide
below (Plate 11).

Plate 11: Slide showing an example of Open Ended Question set in XERTE

Interactive tool 3: The Annotated Diagram

The annotated diagram is similar to hotspot
image, but allows the user to select from a list
of terms on the same slide. It also allows
different images to be grouped together. This
tool allowed the students to see a visual image
related to a term, for example ‗Cardinal
Jaune‘ is related to a picture showing a yellow

bird, Plate 12. In this manner, students were
able to associate an image with a specific
word or term. This exercise is important in
cases where an animal does not exist in
Mauritius and which many students have not
seen before.

Plate 12: Slide showing an example of ‗Annotated Diagram

Interactive tool 4: Hotspots Images
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This interaction allows the user to present an
image with hotspot regions for the students to
explore. This tool allows students to mark up
an image with different regions and
associated explanation in text format for each
region. The type of interactivity can be varied.

This tool was used to represent different parts
of the body of a Fish (Plate 13), Reptile and
Insect. In addition, a description of each part,
in text format, was given on the same slide to
the students in order for them to have a better
understanding of their functions.

Plate 13: Slide showing an example of Hotspots Images that were incorporated in the learning resources

Types of Evaluation
Both formative and summative assessment
was used to evaluate the pupils.
Formative Evaluation formed part of the
instructional process. When incorporated into
classroom practice, it provides the
information needed to adjust teaching and
learning while they were happening.
During the lesson, teachers would ask
questions to pupils to check whether they
understood the topic.
Some of these
questions were verbal but the majority was
included in the XERTE itself in the form of
Multiple Choice, Gap Fill, Categories,
Quizes, etc. These activities were provided to
test pupils‘ comprehension of each topic.
The different types of questions were mainly:
 Open questions:
These questions
often begin with what, why, when and
who. They were straight forward
questions that allowed the pupils to
find the answer quickly. These





questions enable the teacher to see if
learning has taken place.
Closed questions: They are questions
that require a ‗Yes‘ or ‗No‘ answer
and are useful for checking facts.
These questions should be used with
care as too many closed questions
could cause frustration and shut down
conversation.
Specific questions: These questions
are used to determine facts. Here
teachers check if students have
understood concepts.

Furthermore, observation and questioning
were also carried out in the classroom.
Teachers were taking notes while the students
were working on the activities. Their
reactions, motivations, enthusiasm and facial
expressions were noted down. Observations
were also made on the way they navigated
through the learning resources.
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Summative Assessments in the classroom
level is an accountability measure that is
generally used as part of the grading process.
This was done in the form of a written test
which was carried out at the end of the lesson.
Both teachers (A and B) carried out their tests
at the end of each chapter with both groups of
students. Same tests were carried out in the
other RCA schools. Both memorization and
reasoning were tested. The paper lasted for
one hour and the results were analyzed and
compared between the two groups of pupils.
The evaluation questionnaire for both teachers
consisted of the following:
 Multiple choice questions.
 Fill in the blanks
 True or false questions
 A case study.
The multiple choice question can be a very
effective assessment technique. Multiple
choice questions led the students to
developing objective assessment items;
however questions can be subjective in nature
(Kastner, 2010). The ‗fill in the blanks‘ and
‗true or false questions‘ assessed student
knowledge of facts, skill and concepts. It does
not take much time to answer and students
make use of their memory to recall all that
they have learnt. The case study was another
form of assessment where students were
asked to study a piece of information and to
answer the questions that followed. Here
students will have to understand, analyze,
think and take decisions.

Results and Analysis
The Educational Learning Resources on
Weather and Animals
Many students in the RCA schools had never
experienced an online learning-based system
before and enjoyed the versatility of the ELR
developed in XERTE. Students, who used the
learning resources, liked the professional look
and feel of the system. The material itself was
very interesting and covered the complete

chapters namely Weather and Animals. Both
teachers made use of multimedia such as
images, graphics, animations, videos and
audios. The multimedia captured the students‘
interest and they were not bored during the
lessons.
The navigation keys were easy to use and
pupils managed to navigate from one slide to
another on their own. Students were
interacting with the system and these actions
changed completely their daily class routine.
Students who were already exposed to the use
of computers at very young age were able to
pick up the use of the XERTE tool very
quickly. However one important observation
was made at Mahebourg R.C.A School in
Mahebourg and which is coastal village,
situated in the south east of the island. The
pupils using the XERTE tool had some
difficulties to get accustomed with the
learning tool as they were not highly
computer literate. The teacher at that
particular school had to seek the necessary
helps from the ICT teacher. Prior trainings
were given to those pupils.
During the lesson, pupils were observed to be
very enthusiastic when they were working on
the computers. There was an increase in
enthusiasm when the pupils were exploring
the tools and going through the activities as
opposed to when they were passively
listening to the teacher in the traditional
classrooms. The application allowed pupils to
view everything, thereby allowing them to
identify concepts and ask questions. Pupils
were able to move from one level of thinking
to another.
Furthermore, for some activities like the
‗Dialog interactive tool‘ students were
engaged in collaborative learning. Students
were able to discuss among themselves and
shared knowledge. They were also allowed to
interact between their peers to ascertain their
observations and clarify any doubts. The
colourful visuals actually attracted the young
learners and socialisation was again evident
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as they interacted constantly, encouraging one
another to try out the various functions of the
application and to type their responses into
the computer system.
Teacher B reported that pupils demonstrated
both breadth and depth of knowledge and
understanding of animals, their characteristics
and their habitats. They applied this
effectively in their descriptions and
explanations, identifying links and patterns
within and between topics, for example
differentiating a bird from a fish according to
their characteristics. They interpreted,
evaluated and synthesized data from a range
of sources. They could also classified animals
according to their feeding habits, that is,
herbivores, carnivores and omnivores. The
hotspot images were by far the preferred
learning tool of many pupils.
Teaching using XERTE Tool
All the 8 teachers from the 7 RCA schools
found the XERTE tool very interesting for
teaching purposes. The topics chosen were
found in the final year syllabus 2011 (Level
6) and the tools covered the topics on the
following two chapters namely ‗Animals in
the Environment‘ and ‗Climate‘. The students
were excited to learn as this method was
completely different to what they were used
to in their classroom.
Additionally, this type of learning changes the
role of teachers as well. They have a more
positive attitude towards their works and are
able to provide more personalized teaching.
Their jobs become more dynamic and
interesting. They are not the sole provider of
knowledge but act as facilitators (Lim, 2006).
The learning resources enable teachers to
deliver customized assessments and gain
immediate feedbacks on individuals and class
progress.
Effective learning comes with information
and communication technologies (ICT) to
broaden educational opportunity and help
students to develop their skills (Lim, 2006).

These materials have been a good experience
for all the teachers involved, who were able to
learn a different way of teaching. Many
researchers worldwide have shown that
learning become more effective when
technological tools and connectivity are
integrated in the classroom and used across
the curriculum (Yang & Chen, 2006).
Technology are now available in all our
schools in Mauritius and now it is up to the
teachers to change their mind set and adapt
them to the new technological world. To
achieve this integration and obtain new skills,
government and educators are already
investing in the professional development and
curriculum resources.
Below are some comments made by teachers
who used the ELR in their classrooms?
―The content is of a good standard. This
innovative way makes teaching and learning
more attractive and learner centered. The
pictures and the videos are vivid and clear
which is a plus to support the teaching
material. Different activities were proposed.
Different interactive tools, such as drag and
drop and multiple choices were included. The
assessments also cater for mixed abilities
learners.‖
The
teachers
also
made
some
recommendations that could be brought to the
OLR and which are listed below:
 The OLR could have included more
video films and some cartoon
animations.
 Pupils should be asked to work in
pairs for some activities so as to
promote collaborative learning and
this will help slow learners.
 More complex exercises should be
included for high flyers.
 Music, sound and voice over could
have been incorporated in the OLR.
 Marks could have been allocated to
the students after each activity
XERTE tool V/S Traditional Method
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The bar charts, Figure 2 and 3, below show
the results obtained from the written test
carried out by teacher A and Teacher B in the
7 RCA schools. The Blue bars indicate the
score achieved by students who followed the
learning content via the XERTE tools which

was based on ‗Weather‘. The results were
compared to the results obtained from
students who learned this topic through their
traditional methods.

Figure 2: Results obtained from the class test carried out by Teacher A in the 3 RCA schools

Figure 3: Results obtained from the class test carried out by Teacher B in the 5 RCA schools

Both Figures 2 and 3 clearly show that the
XERTE tool had an impact on the
performance of the pupils. Those who were
taught using the traditional chalk and talk
method scored less marks than their friends
using the computer to learn. At Notre Dame
de la Visitation R.C.A and Notre Dame de la
Confiance R.C.A, the average marks scored
by the pupils using XERTE nearly reached
maximum marks.
The colourful and

attractive images greatly enhanced the
teaching and learning process. The pupils had
less work to do as everything was on the
computer. Any mistake that was made by the
pupil was immediately identified and the
child could restart again without any stress
from the educator or his peers. The learning
process took place rather quickly. The pupils
could also interact with the given tools like
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the ―Annotated diagram‖ or even the
―Hotspot image‖.
Those pupils learning through the traditional
method had much parrot learning to do,
remembering facts and key words before
attempting the assessments given. The
children had to listen carefully and fight hard
to stay focus. It was found that in Mauritius
during the summer season, students found it
difficult to stay fully concentrated in the
classroom. Moreover, it was difficult to give
each student the one-on-one attention or the
necessary instructions that might be required.
Much time was needed to cater for children
with differing learning styles and academic
strengths and weaknesses. One common
observation that was noted was young
learners became bored or frustrated after
some time. The teacher had to keep the
children alert all the time so as to retain their

attention. It was virtually impossible to
accommodate all methods of learning. The
traditional classroom environment worked
well for a large number of children, but there
were many others who simply had difficulty
learning in this environment, had difficulty
interacting with peers that were strictly in
their age range, or who required more one-onone attention and time to grasp certain
concepts. This finally led to a more activitybased approach and class participation
between the teacher and students.
Assessing the XERTE Online Toolkits by
Both Teachers and Students
The table below highlights some of the impact
of using the XERTE toolkit in the classroom.

Table 3: Views gathered from the Educators and students

From an Educator’s point-of-view:

Help managing and organizing the course materials
more effectively and efficiently
Reduce the need for certain administrative tasks (for
example, making paper copies, marking tests,
giving out course reminders)
Enable monitoring student participation and
progress, ensure offering directed support and
advice quickly and can make more effective use of
staff-student contact time
Widen communication opportunities with students
Help to change teacher‘s role from "knowledge
provider" to "learning facilitator", promoting selfdirected learning
Reduce large-group teaching and increase time
spent with small groups or individuals
Encourage the development of flexible learning
materials.
Target different types of learners

From a student's point-of-view:
Encourage anytime-anyplace access to course
materials.
Provide self-directed and self-paced learning, allowing
students to keep track of their own progress.
Increase opportunities for student participation,
encouraging less confident students to take part.
Support different learning styles (using flexible
learning materials).
Promote student engagement (using interactive
learning materials), improving learner motivation and
satisfaction.
Give direct access to relevant and up-to-date
information.
Alternate and complementary ways of learning often
help to facilitate understanding.
Enhance opportunities for collaborative group work.
Improve communication with course tutor and teaching
assistants.
Facilitate communication between students, promoting
peer group support.
Aid preparation of future topics, and revision of
previous topics.
Increase the accessibility of information and course
materials to students with disabilities.
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Conclusion
This research paper was divided into 2 main
sections. The first section looks at the design
and development of two Online Educational
Learning Resources which were developed
using XERTE Toolkit. The two learning
resources were designed for primary schools
in Mauritius and were based on the chapters
‗Animals‘ and ‗Weather‘ which form part of
the standard 6 curriculum. The second section
looks at the implementation of the learning
tools in the classroom. The experiment was
carried out in 7 different R.C.A Schools in
Mauritius. Students from each school of
standard 6 were randomly selected and placed
into 2 groups. One group would continue to
learn in the same manner as they were used
to, that is, traditional chalk and talk method.
The other group however was asked to follow
the same learning materials through the online
learning resources developed under section 1.
The whole exercise was carried out over 3
week‘s period and the classes were held in the
computer lab of each school.
Feedbacks were collected from all
stakeholders involved including students and
teachers. Moreover, a class test was carried
out with all the students and the results were
further compared.

Many learners have not experienced using an
online learning-based system before and
enjoyed the versatility of being able to work.
All the teachers who used the XERTE toolkit
appreciated the innovative way of teaching
and learning. They appreciated the colourful
pictures and the videos suited for different
levels of learners. The varieties of activities
have proved to enhance the learning process.
The benefit of this type of learning is
enormous. Pupils who are used to be a
recipient of knowledge become an active
learner. Learner centered education allows
students to initiate their own learning. It
focuses on the whole child and emphasizes
both cognitive and emotional development.
This project was designed to cater for
different students‘ abilities and was learnercentered. The underlying hypothesis of this
project was that the learner-centered ICT
teaching method has the potential for
improving the learning of science and
geography in the primary schools. The
teachers
recommended
that
further
improvements could have been brought to the
two ELR such as adding more multimedia
(video, sound and animation), add some more
complex tasks, include more collaborative
works and to assess each activity.
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Compare Contrast (CC): A Technique of Teaching Thinking Skills
to Math Students
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Abstract
A concise description for each illustrated
example given to math art and science
students based on the Compare & Contrast
strategy considered to be a practical and
easy-to-use introduction to higher-order
thinking. Critical thinking is a key component
in teaching since it focuses on a desired
outcome and help transfer knowledge from
one classroom environment to another
particularly to students just graduated from
high school. Finally, we illustrate technology
dependent examples which are embedded in
the learning process throughout the
curriculum.

Keywords:

Thinking skills, Compare
contrast, Learning Process, Graphs

Introduction
The mission of the Foundation Program (FP)
at Qatar University is to prepare high school
graduates to meet the minimum common
entrance requirements in English language,
Mathematics and Computing skills, as set by
Qatar University, and specific entrance
requirements, as set by the University
colleges. In order to promote and enhance
thinking skills performance, we have
introduced in the learning outcomes the
following item: ―Apply critical thinking
strategies in various contexts‖.

Thinking skills are generally speaking
"higher-order" cognitive skills that enable
human beings to comprehend experiences and
information, apply knowledge, express
complex concepts, make decisions, criticize
and revise unsuitable constructs, and solve
problems. Thinking skills are used frequently
for a cognitive approach to learning that
views explicit "thinking skills" at the
teachable
level.
(Source:
www.education.com/definition/thinkingskills).
For a good reference on the use of infusing
the teaching of critical and thinking skills, the
authors recommend for the readers the book
(Swartz, 1998).
In this paper we will present and explain the
technique of teaching thinking skills called
―compare-contrast‖ to a specter of students
which include Art, Business, Science and
Engineering students in (FP).We start by
giving an example to the students from their
real life and we do this only the first time we
introduce the new concept or the new idea.
This should be an interesting example, very
easy for the students to follow. After that we
introduce the examples from the contents and
that is sort of the core of the operation, and
finally, at the end we take few minutes to
reflect on the process to see if the introduction
of this technique enhances learning.

Philosophy and Purpose of Teaching
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Acquiring adequate mathematical skills is
much broader than learning specific concepts
and solution methods of certain problems. It
is the development of a natural ability that
permits clear problem posing and solving. To
this end, the educator views his role as not
only a communicator of concepts and a
teacher of a syllabus, but also as a provider of
an environment where the development of
such skills are nurtured over time through
continuous proper display of logical thinking,
reasoning and emphasizing the connection of
the basic building blocks of mathematical
concepts.
The second side of the subject pertains to the
anatomy of the learning process. Students
learn by perceiving, visualizing, practicing
and finally memorizing a concept. It is
required that these fundamental components
of the learning process have been experienced
during in-class lectures, discussions, exercises
and homework assignments.
There is a must for providing a positive and
reinforcing class environment where no
student is left behind. No one should feel
inadequate or incapable in class. To put it
simply, the students must know that there are
no difficult topics in mathematics. A topic
appears difficult because we have yet to
understand it, and we should find the topic
easy once we understand it.
Teaching students is the fulfillment of our
role as a messenger in a long dynasty of
generations of teachers. That is, as we were
taught, we shall teach, continue to learn, and
ensure that we train future generations. This is
our promise to keep as educators. Teaching
mathematics is not about modifying, or
affecting the way young people think, it is
rather about fostering the growth of the
analytical mind, showing students how to use
tools that mankind developed over time to
interpret, document, evaluate and synthesize
physical manifestations. Our purpose is about
equipping students with valuable tools that
were developed progressively over time by

people to deal with the environment. Such
development in itself would not have
happened unless education was made an
integral part of life-long learning and life-long
teaching.
Class Sessions - Lecture and Discussion
We usually start each class with an overview
of the previous class session, and a reminder
of where we are in the topic being addressed.
Subsequently, we ensure that all questions
related to assigned readings and homework
assignments are answered. We spend a
substantial amount of class time discussing
homework problems and problem solving
matters. After this discussion, we usually give
a lecture on new material and advance a topic
forward. We commonly start a lecture with a
structured outline of the topics to be
addressed. We prepare a set of carefully
chosen examples to present during the lecture.
As educators, we always maintain a dialogue
in class where questions are continually
expected. Depending on the material, we may
assign an in-class exercise, usually involving
cooperative learning, with a closing
discussion.
The discussion setting is always encouraged
during lectures and during in-class exercises.
For example, in sciences classes, rather than
simply writing out the solution on the board,
we try to first motivate the students to
contribute through first addressing whether
the result is intuitively true by considering
particular examples, and subsequently have
the class participate in the writing of the proof
(provide the next step, fill in details, etc.). The
authors have found that group proof-writing
sessions are very effective in triggering
general class interest in science classes.
As much as possible, the authors try to
present course material in analytical and
graphical contexts. (see the example of the
parabola geometric approach and algebraic
approach).This approach of course depends
on the particular topic, but it is particularly
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valuable in math for sciences and engineering
and math for business. We are especially
conscious of using pictures and graphs to help
illustrate different concepts, as most students
can then at least intuitively understand the
concepts prior to understanding the analysis.
Cooperative Learning: For many years we
have assigned group projects in some (FP)
classes. And in the recent years, we have
incorporated more and more cooperative
learning techniques into the class sessions.
These techniques involve works in pairs or
groups of three on short problems. Usually,
there are specific guidelines on how to
exchange ideas and generate common
solutions. While the groups are working,
teachers can move around the classroom and
provide help. At the end of the session, we
compare and discuss the various solutions.
Sometimes we have a more complex group
exercise (usually a sequence of connected
problems) that takes up most of the class
session.
Homework - Level of Difficulty, Group Work:
It is our firm belief that the only way to learn
concepts in mathematics is to simply do
mathematics. Because of this reason and to
foster work from students of all levels, we
assign a mixture of simple and challenging
problems. This is to ensure that students of all
levels are properly stimulated and challenged.
Educators always provide problems so that
students can progressively check their work
against a solution that is provided explicitly or
implied in the context of the problem. In this
way, the students continue to work even if
they are stalled at one question. Finally
solutions are carefully prepared and posted
for reference at all time. Group work is highly
recommended. Students are encouraged to
help teach each other. Students often find the
group experience more enjoyable than
individual work. We have received mostly
positive comments about group projects.
Recently, we have started a new type of
activity which consists in making the students

involved in (CC) in a given reasoning or math
problem. This will encourage the students to
look at the problem from a different
perspective. This idea promotes a different
thinking process since it requires active
involvement from the part of the student.
Hence, there is no room here for feeling stuck
at a certain step and not being able to move
forward until they achieve a particular
milestone in a reasoning process
Use of Technology
All courses make use of the World Wide Web
for informational purposes and some
distribution of class materials. For instance,
see
http://faculty.qu.edu.qa/sahbi
where
students can find mixed assortment of course
files. The content includes course policy,
worksheets, exam reviews in printable PDF
format. There are also interactive self-graded
sheets containing problems written in the socalled AcroTeX file format. An example of
such documents is presented below.

Infusing Thinking: CompareContrast
We discuss thinking skills technique or
Compare-Contrast which probably have been
used all the time without making it explicit.
The idea is to compare two objects or two
concepts. We ask in what ways are the two
similar, and in what ways are they different
and which similarities and differences are
significant and what conclusion is suggested.
Now, remember when we introduce this
technique to our students, the first time we do
this and only the first time we like to take an
example from real life that the audience easily
comprehends. For example, for men‘s classes
one can compare car brands, and for the
women‘s classes one may compare two
designer brands and ask the students in what
way are they similar and in what ways are
they different, then what similarities and
differences are significant and what is
learned.

(285 )

978-9948-497-11-0

a great opportunity to illustrate and make use
of these techniques. We always ask the
students to graph and list discrete subsets of
real numbers or graph and use interval
notation to describe intervals of real numbers.

Illustrated Examples for Compare
Contrast
Compare Contrast for First level
Mathematics for Art:
Subsets of real numbers. Even as early as in
the section 1.1 of Math001 text book, there is

Figure 1 Compare contrast for graphing and listing subsets of real numbers

In the above example, we ask the students to
graph and list all natural numbers between 1
and 5 Compare-Contrasted with graph and
use interval notation on all real numbers
Similarities
Both have graphs
Both deals with numbers between 1 and 5

between 1 and 5. We elicit from the students
the similarities and differences:

Differences
One is a list other is an interval
One is natural numbers other is real numbers

Now, when you put the solutions side by side,
the differences are striking, when you list it of
course the numbers 1 and 5 do not appear and
when you use interval notation 2,3 and 4 do
not appear so there is a completely different
solutions and as we grade the exams we have
seen over time that there is always confusion
between these two ideas so this is a very

valuable place to make use of CompareContrast
for
enhancing
students
understanding.
Compare Contrast for Second Level
Mathematics for Business

Figure 2 Compare Contrast graphs with equations.
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Another place is to Compare-Contrast (CC)
graphs with equations and ask the question of
point-on-line and there, it is clear that the
question when it comes to graph is trivial,
whereas the equation version of point line
needs some technique, namely you have to
substitute the values of x and y and see if you
get an equality. This is an important concept
and you will be surprised how the students
don‘t know how to do it.
Factoring Trinomials: It is often for example
in the second level math for Business, the
examples follow each other that they are very
similar. So for example here we have
factoring trinomials as a title for example 2
and example 3, but the big important
difference is that in the first example the
trinomials are ordered and in the second one
they are not, that brings out the importance of
ordering the trinomials before doing any
factorization.

Compare Contrast for Mathematics
engineering and Sciences
Graphs of absolute value and squares: In the
mathematics for engineering, we can
Compare-Contrast (CC) to distinguish
between graphs or expressions involving
absolute value and square, so we can do that
and that really enhances the understanding of
students. In fact when the students are asked
to draw the graph for parabola there is always
the question of the vertex, but for the absolute
value there is an equivalent notion of the

vertex called corner. Now, for the vertex we
can use a formula or manipulate the function
into vertex form, but not such a formula for
absolute value. So, only when you make this
Compare-Contrast you need to pay attention
to the corner of an absolute value exactly the
way you pay attention to the vertex of the
parabola. Also, often times when the students
graph the parabola on the vertex they draw a
corner, hence by bringing the CompareContrast they can see the difference.

Figure 3 Compare Contrast for drawing Corner and Vertex

Instructional Technologies To Reinforce the
(CC) method with high quality of graphs to
increase the curiosity of students and to help
them understanding the material, the authors
chose the software Acrotex(D.P Story 1999)
which consists of Adobe‘s Acrobat software
and the mathematics typesetting system
Latex. For instance, you may look at samples
of resources online (Sahbi Ayari: link) where
students can find mixed assortment of course
files. These on line course materials were
designed to help guide students into a process
of questions to practice and get prepared for
exams and in particular to prepare for the
benchmark tests like ACT or SAT.
Examples
The following snapshot is a sample of an
online self-graded quiz to encourage students
to think about their own thinking which is an
effective way to explore ideas in depth.
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Figure 4 Sample of multiple questions for sciences and engineering

One of the strategies to develop the student‘s
intellectual thinking skills is to get students
involved in a puzzling event where students
have a mission to investigate the problem
based on scientific methods and mathematical
concepts.

The authors have used ACROTEX (D.P.
Story 1999) web package to generate a PDF
presentation file to build the sine function
piece by piece by piece on one period of time.

Figure 5 Using wait time-thinking to build step by step the graph if a sine function

The button is used to navigate between the pages.
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Figure 6 Utilizing think-pair-share to build the sine graph

Conclusion
A new thinking technique called Compare
Contrast (CC) is introduced to foster students‘
learning and to develop an independent
opinion for the students. This technique is
probably used in class but not mentioned
explicitly. Also a collections of assorted and
well-designed and varied specific examples

like True/False, multiple choice, hot Spot,
Matching questions etc…were outlined to
illustrate the new approach of (CC).
In our future work we will attempt to tackle
the Part-whole and Decision Making thinking
concepts, on how either the Parts or the
Whole exist or both the Whole and the part
exist at the same time.
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Christine Picone
Chris Picone
Australian University of Kuwait

Abstract
The primary focus of student activity and
governance within too many schools is still
the academic report, which remains largely a
teacher prepared and academically focused
document written about the student but not
with the student, even though it is for the
student and has an enormous impact on their
self perception at graduation.
For education in C21, the Delors report
identified one academic but also three other
key areas of formation (learning to do,
learning to be and learning to live together).
There are also growing calls for students to
progressively self manage their lifelong and
lifewide learning. Therefore, students need
skills initially in goal setting and then
subsequently to reflect upon their various
achievements from a holistic perspective
where such accomplishments are not seen in
isolation but rather as collectively
contributing
towards
their
emerging
personality.
Lifewide PROGRESS Reports have been
developed as one framework for teachers to
nurture students in the setting and review of
progress towards their lifelong and lifewide
goals. The first trial introduction of Lifewide
PROGRESS Reports was commenced at City
Schools International, Dubai campus in
February 2010. To date, all participating
schools and universities have chosen to use
hardcopy templates although the option of
computer based recording and storage is also
available.

This paper includes a summary of research
background and results to date. It also invites
input as to how the model can be adapted to
take advantage of target market interest in
online/social media forms of communication
and use this as a means for nurturing students
towards a structured approach in setting and
reviewing progress towards their lifewide
goals.

Keywords: Delors‘ four pillars of learning;
Education for Sustainable Development;
lifelong learning; self managed learning;
lifewide learning

Introduction
The internet provides instant access to almost
limitless information. For instance, there is
an online recipe (Hub Pages, n.d.) to bake a
small cake in just 60 seconds. The simple
four step procedure in formation of such a
product involves:
1. access to all the ingredients;
2. using the right proportions of each
constituent;
3. blending all the elements together, and
4. allowing enough time to fully
complete the formational process.
Of relevance to educators, exactly the same
approach should be used in the development
of any graduate. All that is needed to form a
well rounded school leaver is the addition of
the word learning into each of the above steps
as follows:
1. access to all their learning ingredients;
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2. using the right proportions of each
learning constituent;
3. blending all these learning elements
together, and
4. allowing enough time to fully
complete the learning and formational
process.

Research Problem and Questions:
Literature Review
The almost impossible question facing
educators is how to apply the above
formational steps towards learning in a
millennium where schools/universities must
somehow prepare students for living and
working within environments of accelerating
change.
On the positive side, there is wide recognition
of the need for change even if there is no
Delors’ Pillars of Education
Learning to know
Learning to do
Learning to be

Learning to live together

agreement for a one stop solution. The
following developments are noted with regard
to the four steps for rounded graduates:
Access to All Their Learning Ingredients
The first step towards successful student
formation is to identify the learning
ingredients required for graduates of today
and tomorrow. To this end, Delors (1996),
Chairperson of the International Commission
on Education for the Twenty-first Century, in
his final report to UNESCO, highlighted that
―education throughout life is based upon four
pillars: learning to know, learning to do,
learning to live together and learning to be.‖
For the purposes of school education, these
pillars can be expanded into more specific
learning and formational areas as follows:

Learning/Formational Goals
Academic
Employability skills
Emerging career goals
Health and fitness goals
Hobbies and interests
Values/spirituality
Emerging life goals
Community involvement
Environmental care

More recently, the UN declared the period
2005-2014 as the Decade of Education for
Sustainable Development (UN, 2005). The
overall goal of DESD is to
integrate the principles, values, and practices
of sustainable development into all aspects of
education and learning. This educational
effort will encourage changes in behaviour
that will create a more sustainable future in
terms of environmental integrity, economic
viability, and a just society for present and
future generations (UNESCO, 2007).

Education for Sustainable Development, then,
is about nurturing students to not only become
aware of, but also to act personally in a way
that contributes to a sustainable future with
regard to our shared environments,
communities and economies, respecting
―tomorrow as a day that belongs to all of us,
or it will not belong to anyone‖ (UNESCO,
2007).
The previous leaning and formational table
can now be further expanded to determine
whether it also covers the three pillars of
sustainable development:
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Delors’ Pillars of Education
Learning to know
Learning to do
Learning to be

Learning to live together

Learning/Formational Goals
Academic
Employability skills
Emerging career goals
Health and fitness goals
Hobbies and interests
Values/spirituality
Emerging life goals
Community involvement
Environmental care

It can be seen then that the areas of learning
and formation listed in column two above
encapsulate the Delors‘ pillars of education
for the 21st Century and the related pillars of
Education for Sustainable Development.
Schools are left with the challenge of finding
the infrastructure, staffing and financial
resources needed to meet these wider
formational
dimensions
for
students.
However, not to do so will result in the
absence of at least some learning ingredients
and therefore underprepared graduates for
their independent futures.
Using the Right Proportions of Each
Learning Constituent
The next step in the development of rounded
graduates is to ensure that the various learning
ingredients are presented in the right
proportions to students. In this respect, just as
excess inclusion of one ingredient is of no use
in cooking; neither does it serve any useful
purpose in the formation of graduates. The
persistence by some schools of over
emphasising academic learning can be to the
longer term detriment of their students if they
do not have balanced lives, both as
individuals and as engaged members of their
communities.
It is not only schools but also parents,
governments, businesses and the wider
community who must all collectively
recognise that a graduate with a high
academic grade but underdeveloped social

Pillars of Sustainable Development
Economy/Community/Environment
Economy
Economy
Community
Community
Community
Community
Community
Environment

skills is not a desired outcome from the
educational system.
If education is about developing the whole
person, why is there a lingering focus on the
one pillar of learning to know at the expense
of sending out a clear message to students and
others that equally important are the other
three pillars of learning to do, learning to be
and most importantly learning to live together
in a new millennium with globalised
communication, commerce and communities?
The future wellbeing of graduates and their
neighbourhoods will be determined more by
the relative value rather than volume of their
learning whilst at school. More and more
students have on their constant possession an
electronic device that not only provides
instant communication but also online
connection to latest information on websites
and share drives. Therefore, accepting the
reality of increasing private access to the
internet and the associated exponential growth
in available information, beyond basic
knowledge requirements, students need to
develop higher order skills in accessing and
identifying useful information and then how
to process this for their individual and
collective benefits. Rote learning should
therefore be steadily replaced by ―learn(ing)
how to learn‖ (Delors, 1996).
Blending All These Learning Elements
Together
It does not make sense to carefully measure
out the correct proportions of a cake mixture
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only to then place the ingredients into an oven
without first blending the constituents
together. In the same way, mere provision of
all the required learning components and in
the right proportions is not sufficient in the
preparation of well formed graduates.
Students need to see how the various learning
elements of their lives are linked together and
collectively contribute to their emerging
personalities. Further, unlike a cake that is
ultimately just a product prepared by and for
others, students must themselves be
increasingly involved in their own
formational process since what they
eventually become must be an identity that
has self as well as societal purposes.
Significantly, the title chosen for the summary
report by the Chairperson of the International
Commission on Education for the TwentyFirst Century was ―Learning: the treasure
within‖ (Delors, 1996). Why this title and not
one such as ‗Learning for career success‘ or
‗Learning to make a better community‘? The
Chairperson, Delors (1996), clarified the
reason in his statement that ―Education is at
the heart of both personal and community
development; its mission is to enable each of
us, without exception, to develop all our
talents to the full and to realize our creative
potential, including responsibility for our own
lives and achievement of our personal aims.
This aim transcends all others‖ (p.17).
Learning should therefore be neither a
fragmented nor an isolated endeavour. It
should be about exploring and developing our
‗creative potential‘ as individuals and
communities.
In a similar light, fifteen years after writing
his hallmark publication ―The 7 Habits of
Highly Effective People‖ (1989), Covey was
inspired to pen ―The 8th Habit- from
Effectiveness to Greatness‖ (2004) to
underscore that ultimately life success has a
higher dimension.
In this respect, he
identifies that people have four interrelated
intelligence capacities- mental, physical,

social/emotional and spiritual.
He then
confirms that ―Spiritual Intelligence is the
central and most fundamental of all the
intelligences because it becomes the source of
guidance for the other three.
Spiritual
Intelligence represents our drive for meaning
and…helps us discern true principles that are
part of our conscience…‖ (p.53).
Promoting spirituality at a school level has its
challenges if not controversies in an era when
loyalty to traditional and structured means of
Spirituality is being replaced by a more
individualised and internalised spirituality.
Within this emerging environment, Ofsted
(2004) refers to spiritual development in
terms of:
Where schools foster successfully pupils‘ selfawareness and understanding of the world
around them and spiritual questions and
issues, they will be developing a set of values,
principles and beliefs – which may or may not
be religious – to inform their perspective on
life and their behaviour. They will defend
their beliefs, challenge unfairness and all that
would constrain their personal growth, for
example, poverty of aspiration, lack of selfconfidence and belief, aggression, greed,
injustice, narrowness of vision and all forms
of discrimination (p.9).
In a related context, the Singapore Public
Service
Commission
refers
to
the
development of a helicopter vision, which it
describes as ―the ability to see the big picture,
analytical ability, powers of imagination and a
sense of realism‖ (2007).
Regardless of the approach taken by schools
concerning spiritual formation, if the end
result is that students are not given adequate
stimulation and skills to search for who they
are and where they are going in the ‗big
picture‘, then any learning at micro levels
may not be seen as relevant and, accordingly,
sooner or later disappear into a black hole.
Therefore, as each year passes, students
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should be nurtured to reflect on where they
have been and where they want to head in
their individual life journey and how this
relates to similar journeys being undertaken
by others around them. With these as starting
points and goals, the various learning
elements for the current year can then be seen
to have a purpose within a wider and future
perspective.
In the end, what is the central purpose of
schools- teaching or learning? There is
already official recognition of the need for
students to ―take control of their learning,
rather than something that is done to them by
adults (i.e. parents and teachers)‖ (Robinson,
2008, p.31).
If students are not personally involved in the
planning, review and reporting of their
lifewide and lifelong learning then where they
are currently headed in their lives is a
destination that may not be meant for them.
Is it any wonder then that some become
disengaged from the process or subsequently
develop dysfunctional behaviours when they
realise they are drifting along a pathway
largely to please others and not their inner
selves?
With the above in mind, and especially
recognising the growing volatility in the 21st
Century workplace, as students prepare to
graduate they must possess at least initial
skills and motivation to map out their ―future
life-careers (recognising) the need to create
balance in their lives‖ (Haines, Scott &
Lincoln, 2003, p.9).
Allowing Enough Time to Fully Complete
the Formational Process
The formation of a standard cake can be
consistently achieved through simply
following the same process within a preset
time. Not so with personalities. Each is
unique and therefore standard formulae must
be adapted to individual situations. What
emerges from school gates should not be
generic but rather energetic personalities;

each with their own unique inner glow. The
absence of any shine in graduates is
paradoxically a reflection on the lack of
success by teachers to ignite student self
awareness. To minimise such undesired
outcomes, as far as possible the learning
process must be individualised both in terms
of means and duration in recognition that
people learn in different ways and at different
paces.
Increasing reference to ‗individual learning
plans‘ (Robinson, 2008, p.31) and related
‗peer learning‘ (Hinrichs, n.d., p.3) are
testimonies to the shift across from drip fed
educational systems towards those which
nurture and empower students with a greater
role in their learning goals, processes and
outcomes.
This should in fact be welcomed by educators
because
issues
such
as
classroom
management must surely improve if students
are drawn rather than dragged to school for
the purposes of achieving their own goals
rather than those largely imposed by others!
There is no doubt that within the next
generation there will be radical changes with
regard to learning within and beyond schools.
In this respect, in a Microsoft future vision
statement, it is predicted that by 2020 ―voice
recognition‖ (Hinrichs, n.d., p.5) will be the
standard method of computer input and that
―students use wearable technologies to
exchange, collect, communicate and present
information either posted to large screen
displays, or holographic 3D environments‖
(p.3).
With increasing private access to global
information
and
with
personalised
communication tools such as email,
BlackBerries, iPads, Facebook and the like,
educators have the choice of being proactive
or reactive in the use of such technologies for
learning purposes, both inside and outside the
classroom.
Teachers need not feel threatened by such
changes but rather embrace them as an
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opportunity to shift away from being an
imposed source of coercive educational
practices towards being seen as ―mentors, still
using their nurturing techniques in the
learning spaces to socialize children. In
addition, each child has their own virtual
mentor that can be accessed anytime.‖
(Hinrichs, n.d., p.3).
Already, teachers should be seen as role
models of lifelong learning (Bryce et. al.,
2000, p.17) in an era when students need to
view their time at school as merely the early
stages of ―learning throughout life‖ (Delors,
1996, p.20) for personal and community
growth.

Discussion
There is no stopping the growing tide of
personal access in private to online
information and communication. Children
will find a way to view and share information
that previously had more controllable filters.
Indeed, parents and teachers are already
facing the reality that many students are more
proficient with the newer technologies than
their elders. Accordingly, security settings
are at best only temporarily child proof.
Recognising that young people have always
had natural inquiry, parents and communities
must accept that it is now almost impossible
to prevent child access to inappropriate
information and therefore proactive strategies
need to be in place so that if children are
exposed they at least have the underpinning
framework to interpret such information
within the context of the emerging lifestyle
they see as important for their future core
goals.
In view of the above, it is suggested that
children be exposed as early as possible not to
a list of do‘s and don‘ts but rather to
scaffolding for a process of self enquiry and
self accountability whereby they are
empowered to take ownership for their
actions towards a holistic personal and shared
future that has meaning to them. To this end,

the schooling system must deliberately and
progressively shift the role of students in their
educational journeys from initially being
passengers in the back to co-drivers in the
front and eventually entrusted with full
control of the wheel for their personal life.
Otherwise, any graduate who leaves school as
a reliant and rebellious disengaged passenger
instead of a confident and capable community
participant is as much a failure to their school
system as to him/herself.
Already, students are using online mediums to
share opinions and often very private
information. Armed with personal mobile
devices, children see themselves as becoming
more independent at younger and younger
ages. Instead of reacting against this almost
unstoppable tide, parents and schools can
embrace it as an opportunity to enlighten
students with the realisation that with
independence comes responsibility and to
then engage and affirm students through the
process of mapping out a life that makes
sense to them in a community environment
they see as important for their own future
children.
No amount of academic subject knowledge
gained by students in school will be as useful
for their futures compared to an emerging
understanding of what gives stability and
purpose to their lives in world of accelerating
change.
Students enter school as reliant on their
community but should emerge as reliable in
their community. To this end, schools must
have a structured approach to progressively
hand over to each student the planning and
management of their own learning and
formation. When this occurs, the student
ceases to fight against the system because
their learning goals become their own and
ultimate responsibility for achievement
becomes internal not external. Accordingly,
teachers and schools are seen in a new light as
wanted and appreciated in helping students to
achieve their own goals, not as unwanted and
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unappreciated through imposing unwelcome
targets that have no personal meaning.
Time Required for Student Self Management
It is suggested that giving students a primary
ownership and responsibility of their
education enhances rather than diminishes the
potential outcomes for all stakeholders.
However, in order for such progressive
handover to occur, there must be associated
allowance within the school calendar of
sufficient time to enable teachers and others
to work with students at an individual level to
plan, review and report on their holistic
development, requiring the linkage of each
learning element into an overarching lifelong
and lifewide plan.
Although such an approach will require
considerable resources and commitment, it is
a practical and engaging means of nurturing
students to take the needed steps from
dependency to independency.
In the above process, educators can discuss
with students the appropriateness of sharing
certain personal information online. As a
result, students are guided to consider issues
with regard public disclosure of private
information concerning their plans and
activities.
Burning The Cake Helps No One
Not to allow sufficient time for students to
process their learning into a meaningful
overall purpose in their lives is no different to
placing a cake mix in an oven and attempting
to hasten the formation process by turning up
the temperature in some vain hope that more
heat will compensate for less time!
Students create time outside the classroom to
spend on activities of importance to them and
increasing amounts of such time are being
devoted to online communication. Therefore,
the initial allocation of class time by teachers
to help students consider and set their own
unique lifewide goals can in reality become
the start of focused future time dedicated by

the students outside the classroom to record
and share their subsequent progress through
online interaction within the disclosure
boundaries previously decided by themselves.
Accordingly, schools can play a leading role
in nurturing the use of online communication
and social networks towards formational as
well as fun purposes.
Existing Programs of Participatory Lifewide
Learning
Already some educational systems have
introduced participatory programs involving
student input towards learning plans across a
range of academic and other areas of personal
formation.
The Hong Kong Education
Bureau is such an example of a coordinated
approach to promote and document lifewide
learning comprehensively for school students
(Education Bureau, The Government of the
Hong Kong Special Administrative Region,
2011).
However, it is interesting if not surprising that
within the current knowledge age, globalised
learning and living environments, there is as
yet no widespread system being used
consistently throughout the schooling years to
nurture the incremental self management of
lifewide goals. Why? The technology is
already there as is the need.
In response, Surrey University established the
trial introduction of a ‗Surrey Lifewide
Learning Award‘ in 2010 to recognise
‗students' commitment to their own
development as a whole person‘ (Surrey
University, 2010). However, this trial project
was discontinued in 2011.
Lifewide PROGRESS Reports as a
Framework For Student Self Management
The official academic report prepared by the
school must remain as the independent
confirmation of student achievement in that
particular area of development. However,
alongside this report, there is no reason why
students cannot be empowered to take
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responsibility for reporting on their own
personal lifelong and lifewide goals and
associated achievements during and at the end
of each term/semester. Inclusion of such a
report in the same end of period student folder
for presentation to parents confirms the
importance given by the school to incremental
student involvement across the entire process
of personal planning, action, review and
reporting.
Lifewide PROGRESS Reports (Picone, 2009)
are presented as one framework that can be
used by schools in guiding students to set and
review progress towards their holistic learning
and formational goals.
The model was
launched at the 2009 UNESCO World
Conference on Education for Sustainable
Development.
Templates as well as
completed examples of Lifewide PROGRESS
Reports for primary, secondary and tertiary
students
may
be
viewed
at
http://www.pecascentres.com/doc/lpr.pdf. A
copy of the template for a secondary student
is also included at Attachment 1.
There is a deliberate consistency in format
between Lifewide PROGRESS Reports for
students at all levels. This is to confirm that
the practice should not just be a once off
formational activity but rather a regular and
important habit of setting and reviewing
lifewide goals.
Layout of Lifewide PROGRESS Reports
For secondary and tertiary students, the
Lifewide PROGRESS Report has four major
sections for goal setting and review:
1. Environmental care, as part of the
Delors‘ pillar- learning to live together
2. Employability/entrepreneurship,
as
part of the Delors‘ pillar of learning to
do
3. Society development, as part of the
Delors‘ pillar- learning to live together
4. Self improvement, covering the
Delors‘ pillars- learning to know and
learning to be.

Accordingly, the template covers all four
pillars of learning noted by the International
Commission for Education in the TwentyFirst Century.
The first three sections of the form also
deliberately highlight the three pillars of
sustainable development identified by the UN
for our collective futures.
The template for primary students is identical
to that for their elder counterparts except for
the removal of the employability section
which is usually of more relevance when
students move into their secondary years.
On the left side of the template, students
nominate their goals relating to each of the
pillars
of
learning
and
sustainable
development for the term/semester ahead.
Then, moving across to the right of the form,
the remaining columns are used to record
subsequent progress on a regular basis. This
is essential to nurture students into the habit
of not just making life plans but to then
actively move in the direction of those goals.
Lifewide and Lifelong Learning
Associated with the use of Lifewide
PROGRESS Reports, at the end of the
term/semester, the student is encouraged to
write a report for the purposes of summarising
their achievements and also to set further
goals for the next period. As a result, the
cycle is continued throughout their schooling
and in the process lifewide learning ideally
becomes a lifelong pattern.
Within the privacy boundaries already
established by the students themselves, there
is no reason why students cannot retain an
historic record of appropriate past goals and
achievements regarding their lifewide
progress on their computers or mobiles and
even within their social network applications.
Indeed, such achievements represent the very
foundations needed in building their balanced
emerging personalities and the appropriate
sharing by students of such development with
others in a focused way can assist parents and
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educators in their roles towards character and
community enrichment.
There is no requirement for schools to verify
the content of a student Lifewide PROGRESS
Report since it is a statement by the student
him/herself of what is important in their life
and their associated progress in that direction.
However, inclusion of the student prepared
report in the end of semester folder with the
academic report confirms that the school
encourages and recognises the efforts made
by students to set personal goals and follow
up at regular intervals.
Class Goals for Sustainable Development
As well as providing for individual planning
and review, the template also includes space
for inclusion of class goals in each of the
three areas of sustainable development. This
is not only to recognise that sustainable
development is a shared issue requiring
collective action; it is also intended to address
the current trend towards ―individualization‖
(Barrington-Leach, Canoy, Hubert, & Lerais,
2007) which may have dysfunctional
outcomes for some students who become
disconnected from their communities.
Accordingly, the shared class plans and
activities associated with the three areas of
sustainable
development
present
an
opportunity for teachers to involve students in
combined projects within which students can
work in teams towards jointly determined
goals. In the process, educators can further
stimulate student involvement by using online
forums for students to record their planning
and subsequent activities with a view to
establishing contact with other class groups
anywhere who may be undertaking or who
may have completed similar projects. As a
result, students are able to not only share
ideas and experiences but also potentially
gain a wider understanding of peer cultures
and lifestyles in other locations.
Lifewide PROGRESS Reports, Online
Communication and the Social Media

Online interaction and social media usage are
growing parts of student lifestyles. Instead of
resenting the amounts of student time and
energy that are being spent in such activities,
educators can view this as a tool to help
emerging community contributors focus on
their lifewide goals and how actions/inactions
now, including preoccupation with social
networks, can impact on their futures.
Young people already use social networks to
disclose personal goals and achievements.
Therefore, the incorporation of Lifewide
PROGRESS
Reports‘
targets
and
achievements onto a social network
application is for many students nothing more
than a structured formalisation of existing
random practice.
As noted previously,
educators and parents can use the
establishment and maintenance of student
online based personal goals and achievements
as an opportunity to discuss with young
people the issues and consequences associated
with public disclosure of private information.
By having personal goals and achievements
summarised on their personal computer and
mobile applications, students are reminded of
those targets that they have determined as
important for their futures.
Subsequent
recording of achievements acts as an
opportunity to share successes with others
thereby creating the opportunity for this target
group to encourage each other towards
personal and engaged growth along self
determined paths.
Lifewide PROGRESS Reports and Inclusive
Learning
Since Lifewide PROGRESS Reports are
individual and unique, during and at the end
of each term/semester, teachers can
acknowledge
individual
and
joint
achievement against personal and shared
goals, as appropriate.
With the Lifewide PROGRESS Reports
model, each student is in pursuit of their own
self-determined goals and not those of other
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students. This reinforces the non-competitive
dimension of learning and formation for
personal and communal benefit. Ideally this
fosters a more ―inclusive‖ (UNESCO, 2008)
learning environment and encourages students
to remain part of, rather than drift apart from,
their classroom.
Further information regarding Lifewide
PROGRESS Reports is available at
http://www.pecascentres.com/doc/lpr.pdf.
The template is free and educators are
welcome to change the layout to suit local
purposes. It is suggested that in the first
instance the report format only be introduced
into one class so that teachers and students
can provide feedback and suggestions to the
school administration before any wider
adoption.

Significance of Study and Applied
Research
Experiences of Lifewide PROGRESS
Reports
The first trial introduction of Lifewide
PROGRESS Reports commenced with a
grade 2 class at the Dubai campus of City
Schools International on 11 February 2010.
With the approval and support of school
management, a session was held to guide
students through the target setting process for
community, environmental and personal
lifewide goals.
Teachers subsequently
provided assistance on a regular basis for
students to record individual and class
achievements against each of their nominated
goals.
Feedback from the Vice Principal of City
Schools International, Mrs. Shaheen Razajan,
at the end of the first semester trial included
the comment that, shortly after the project
commencement, parents began to enquire as
to the cause of a noticeable positive difference
in the behavior of their children.
The
response was their enthusiasm to achieve self
determined goals and report back progress to
their teacher.

During their third semester trial of the
template, the teaching staff at City Schools
International arranged for students to keep a
scrapbook of newspaper cuttings relating to
environment and community projects
associated with student goals in their
Lifewide PROGRESS Reports. This exercise
was also used to help improve student reading
and spelling skills within their academic
studies.
From the above experiences, it has already
been shown within a school environment that
students as young as grade 2 are able to set
and achieve personal goals using the Lifewide
PROGRESS Reports template. The use by
students at City Schools International in
Dubai has now (as at July 2011) spanned a
period of three semesters and feedback
continues to be positive with regard to the
effect that the self planning/review process is
having on student motivation, focus and
formation.
Similar trial introductions of Lifewide
PROGRESS Reports have commenced at the
Australian College of Kuwait and Carmel
Middle School in Kuwait.
The Instituto Tecnológico de Villahermosa in
Mexico and Pentecost University College in
Ghana have introduced adapted versions of
the framework for their students.
In
Singapore, Our Lady of Good Counsel has
also adapted and renamed the template as
their student ―Personal Goals and Action
Plan‖.
As a result of input and feedback from the
above sources, the Lifewide PROGRESS
Reports model and templates have been
altered on a number of occasions, particularly
to simplify use of the proforma by students.
In this regard, a major change was removal of
the initial requirement for parent endorsement
of under-age student participation as this was
considered unnecessary by school leaders. A
further significant alteration was discarding
the requirement for students to identify
personal and external resources required to

(300 )

978-9948-497-11-0

achieve their goals as it complicated the initial
documentation stage.
International Meeting Point, ICOLACE
2010
To create the opportunity for educators from
the various participating schools to meet and
share their experiences and ideas regarding
Lifewide
PROGRESS
Reports,
an
international gathering was held in Singapore
during July 2010. In the planning stage for
this event, it was decided to invite
participation from other educators and
community
workers
who
are
interested/involved in
any innovative
programs towards lifewide learning and
community engagement. Hence, the event
was named the International Conference On
Learning And Community Enrichment
(ICOLACE) and attracted 29 delegates from
12 countries. The proceedings from the
conference including presentations may be
viewed
at
http://www.pecascentres.com/icolace.html. A
follow up ICOLACE event is planned for July
2012, also in Singapore.
Further Discussion and Applied Research
Regarding Online Use and Sharing of
Lifewide PROGRESS Reports
To date, all participating schools and
universities in the trial introduction of
Lifewide PROGRESS Reports have chosen to
adopt hardcopy usage by students. However,
the templates are available online and
therefore the potential also exists for online
recording and storage of goals and subsequent
achievements.

Further, recognising that students are
increasingly using online social networks to
share their life journey with others, the
opportunity exists for parents and educators to
use the adoption of online Lifewide
PROGRESS Reports as a focal point to
discuss the potential consequences of sharing
particular personal information in an open
forum. As a result, students can be guided to
understand for themselves why certain private
details should remain hidden from general
view.
The innocent public sharing of personal
information by younger community members
is a major safety issue and must be dealt with
in a proactive and inclusive manner so that
the target group is not only protected but also
enlightened and empowered in the process.
Accordingly, the next step in the development
of Lifewide PROGRESS Reports involves a
partnership
between
educators
and
internet/social media groups to explore safe
means through which young people can be
nurtured to use part of their online social
networking time in a focused way to clarify
and document their individual lifewide goals;
record and share subsequent progress, and
encourage each other in the process. The end
result of such a joint project might be the
evolution of a flexible application perhaps
titled a 21CMe page available on a
personalised electronic device and/or social
network site through which students in
particular can safely record, store and share
their goals and achievements in a focused way
on their individual and shared journeys
towards personal and community enrichment.
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Conclusion
A century is a relatively long time for a
human but a relatively short period for
humanity. In terms of progress, could anyone
have imagined at the start of the 20st Century
that just 100 years later, students would be
carrying very different BlackBerries and
Apples to school?
Schooling in 1911
predominantly involved rote learning for
routine and repetitive work and lifestyle
patterns in the industrial era. By sharp
contrast, education in the knowledge age must
somehow prepare students for a future of
accelerating change and uncertainty.
Accordingly, the skills needed by today‘s
graduates are vastly different in comparison
to their forebears. Therefore, within schools,
the preoccupation should no longer be
academic knowledge because students carry
access to more information in their pockets
than can ever be imparted in the classroom.
Rather, the focus must progressively shift
towards the wider foundations needed to
meaningfully be part of an increasingly
globalised
world
of
commerce,
communication and leisure activities.
This shift was highlighted by the International
Commission for Education in the 21st
Century which identified four key pillars of
education for the new millennium- learning to
live together, learning to know, learning to do
and most significantly, learning to be. Yet,
amidst all the changes that have occurred in
the past century, the primary focal point
within schools and universities remains the
school academic report. It should be no
surprise then when every other activity by
students is regarded as secondary compared to
the time and energy devoted to obtaining the
best scholastic grades possible.
Is this
preoccupation reflective of the vastly
expanded role that is now expected from our

schools in the wider formation of our
fledgling community members?
If there are indeed four related but distinct
pillars of learning happening within schools,
and if each of these is important, then goal
setting, activities and subsequent feedback
through reports should be expected across all
four dimensions, not just the traditional
academic area. At the same time, if students
are to become independent lifelong learners
beyond graduation, they should be effectively
nurtured into associated skills and habits prior
to graduation.
To address the widening role of education and
the associated shift for students from being
passive to proactive participants, Lifewide
PROGRESS Reports have already been
adopted as one framework which can be used
by schools to guide students into self
management of their learning and formation
through setting and subsequent review of
progress towards lifelong and lifewide goals.
The academic report must remain as the
official confirmation of student scholastic
performance.
However, schools can
encourage and acknowledge self managed
progress in non academic areas of formation
by addition of student prepared Lifewide
PROGRESS Reports in the end of semester
student folder presented to parents.
Recognising the growing use by students of
online and social media forms of
communication, the next step in the
development of Lifewide PROGRESS
Reports involves the exploration by educators
with internet/social media groups of safe
means through which young people can be
nurtured to use part of their online social
networking time in a focused way to clarify
and document their individual lifewide goals;
record and share subsequent progress, and
encourage each other in the process.
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Abstract
Mobile platforms are a new way to access to
pedagogical e-services: teachers and learners
can easily work and interact wherever they
are. While these devices present innovative
features, such as tactile abilities, they also
show substantial constraints, such as screen
size and a lack of keyboard. This raises
significant issues about the user-experience:
how to design an ergonomic interface to
enable know-how sharing between mobile
devices users?
As part of the @-MUSE project (Annotation
platform for Musical Education), we have
developed an annotation interface prototype
specifically targeted at tablet devices users.
This collaborative e-learning application
allows music teachers and learners to share
and comment their interpretations of e-scores,
in order to explain them with multimedia
annotations from any hand-held device. This
environment is particularly adapted to knowhow transmission, where textual documents
should be explained with multimedia (video
and/or audio), in any mobiquitous situation
(i.e. not necessarily in a classroom). It mainly
features
a
multi-touch
gesture-based
navigation through the score, drawing tools
and a video-sharing module. At the end of the
project, @-MUSE will enable the creation of
a Musical Sign Base (MSB) by teaching and
learning gesture based knowledge and
compare technical interpretations (the right
gesture that produces the beautiful sound).

Keywords: : mobile devices, music elearning, sign-management, human-machine
interactions, annotation

Introduction
The recent popularization of mobile tablet
devices caused a significant increase of the
development of dedicated applications. Their
simplicity of access, usage and deployment
allows them to be an attractive tool for
reading, surfing, or gaming. As such, they
also constitute a new way to transmit
knowledge through innovative e-learning
interfaces. However, a lot of existing
applications do not fully exploit its
possibilities, mainly because they consist in
simple adaptations of formerly existing
software developed on traditional platforms
(personal computers) and are not adapted to
know-how sharing. Indeed, creating advanced
learning environments on tablet devices
requires to take into account tactile
functionalities
(gestures,
pressure),
multimedia (webcam, microphone), screen
size, lack of keyboard, connectivity (Wifi,
Bluetooth, USB) to insure a pleasant learning
experience. This is particularly relevant when
dealing with know-how transmission, where
showing appropriate gestures in a simple way
is fundamental. This raises significant issues
about the user-experience: how to design an
ergonomic interface to enable know-how
sharing between mobile devices users?
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In the frame of the @-MUSE project
(Annotation
platform
for
MUSical
Education), we have developed an annotation
interface prototype specifically targeted at
tablet devices users. This prototype comes as
a complement to the @-MUSE web platform,
accessible from a browser (Sébastien et al.,
2011), but benefits from its own dedicated
interface. This collaborative e-learning
application allows music teachers and learners
to share and comment their interpretations of
e-scores, in order to explain them with
multimedia annotations from any hand-held
device. This environment is particularly
adapted to know-how transmission, where
textual documents should be explained with
multimedia (video and/or audio), in any
mobiquitous situation (i.e. not necessarily in a
classroom). Moreover, it reproduces a
common practice in music learning which
consists in annotating scores with symbols
and text as a support for memory and visual
assistance during a performance (Winget,
2008). To enrich this practice in a digital
environment, the prototype features a multitouch gesture-based navigation through the
score, drawing tools and a video-sharing
module. As such, the choice of advanced
mobile devices empowers musicians into
creating their own lessons in a natural way,
without having to rely on third parties
(technicians
for
video
recording,
infographists, computer scientists) and
without time and location constraints. In the
end, @-MUSE‘s aim is also to enable the
creation of a Musical Sign Base (MSB) by
teaching and learning gesture based
knowledge
and
comparing
technical
interpretations (the right gesture that produces
the beautiful sound).
In what follows, we first analyze the context
of @-MUSE, which is based on music
learning and annotation, and then review
related music annotation projects. In a second
part, we present our platform‘s conceptual
model : MSB (Musical Sign Base). This base

is feed by users and automated process thanks
to adapted descriptive logics. These logics are
based on how real music lessons unfold. In a
third part, we detail how we designed @MUSE innovative annotation interface
exploiting all the possibilities of modern
tablet devices. We conclude this paper by
presenting @-MUSE first feedback from
piano and guitar students and teachers, and by
giving several tracks for the continuation of
this challenging e-learning project.

Annotation Platforms Dedicated to
Music
Music Learning and Annotation
Music learning is a particularly challenging
field. Indeed to be able to play correctly and
beautifully a piece, one should acquire and
use several skills at the same time: analytics
ones
(score
sight-reading,
notes
memorization), physical ones (listening,
dexterity, reflex, rapidity, fluidity) and
behavioural ones (stress management,
expression) (Camp, 1992). Specialized
teachers have been building pedagogic
methods adapted to each student to make
them acquire these skills by practicing
appropriate pieces. Unfortunately, as time
goes by, these specialists retire and their
methods can be lost. Thus, a system is needed
to capture their know-how and make it
accessible to people in a simple and efficient
way.
Information
and
Communication
Technologies (ICT) constitute a privileged
track to design such a system. In this frame,
the @-MUSE project aims at empowering
musicians with simple tools to share their
know-how on a collaborative annotation
platform. Indeed score annotation is a
common practice in instrumental learning
(Figure 2). It serves as a support for memory
and information sharing between students and
teachers (Winget, 2008). As seen on Figure 2,
various type of symbols can be used to
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explain the score and gives indications on
how to play it:

Figure 1: Music annotation layered structure

figures (for fingering), arrows, text, etc. As
noted in (Winget, 2008), some of these
symbols‘ meaning is tacit between musicians

practicing the same instrument (i.e. the
―bows‖ movement for violinists), or between
a teacher and his students (consensus), or
simply has been created by the performer for
his own personal use in his work. In this
sense, musicians‘ annotations constitute a
second layer of information in comparison to
the basic score composed of well formalised
symbols (notes, staves, etc). Figure 1
expresses this layered structure. In what
follows we study how researchers tried to
reproduce this practice on a digital level for
different purposes: music schools usages,
musicology, libraries and ancient music
preservation.

Figure 2: Annotated score example

Music Annotation Projects
Nowadays, several renowned web 2.0
platforms offer annotations tools to enrich its
contents. For instance, YouTube™ now
enables its users to annotate their videos with
some textual comments directly appearing on
the screen at the desired time. In the same

vein, art communities such as DeviantArt
allow their users to embed drawings into their
comments to dispose of a greater palette of
expression. Still, digital annotation remain
rare in the musical field. Indeed, most of the
existing communities about music (Last.fm™,
iTunes™, etc) relies on music consumption
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instead of production. Still, we study in this
part the main projects empowering music
learning communities on the web.
For instance, the NoteFlight project allows
musicians to create and manage scores online. As NoteFlight is based on the Flash™
Technology, it can be embedded within music
lessons on Moodle, including short score
extracts. However, NoteFlight‘s purpose is to
design traditional scores (Figure 1 first layer).
Thus, users cannot add comments directly
onto it and make it interactive. As such, it is
more adapted to teach music theory and
composition
than
instruments.
Still,
NoteFlight remains a powerful tool to
manipulate XML representations of scores
(MusicXML (Castan et al., 2001) on the web.
The Neuma project (Abrouk et al., 2009) aims
at constituting a digital library of ancient and
rare music to preserve and promote it. For the
time being, it consists in a web application
allowing users to browse corpuses with
advanced research tools and create
annotations on the available scores. It also
proposes a web service to access to resources
stored on Neuma‘s library from other
applications. The project especially enabled
the development of an ontology dedicated to
the detailed structuring of liturgical music
(Rigaux, 2008). While this work rather
concerns musicologists, it could be interesting
to exploit it in an e-learning context and on a
larger spectrum of musical pieces. Indeed, as
we noted in (Camp, 1992), grasping the
structure of a musical piece is useful to
quickly assimilate it. In previous work
(Sébastien et al., 2011b), we proposed to
structure musical pieces in an educational
context on the base of semantic descriptions,
in order to automatically generate relevant
annotations on a score.
The MuseScore project was created in 2002 to
design a powerful Open Source score editor.
In 2010, it gave birth to MuseScore.com, a
score sharing community. The asset of this
community in regards to Neuma is the

possibility to synchronise video performances
of a piece to its score thanks to a dedicated
interface. Moreover, MuseScore‘s licence
enables any programmer and/or musician to
add personalized features. For instance, a
basic score annotation feature based on
HTML 5 was implemented to serve as a
support during real time video conference
music lessons. While its features are very
limited (finger drawing on tablets, different
colours for teachers and students) it
constitutes a simple and effective tools to help
teachers show an element of the score during
a remote lesson. Unfortunately, the created
annotations cannot be saved or enriched in
any manner.
The Symphony application was developed by
Xenon Labs™ in order to enable musicians to
create scores directly on their iPad™. Its
interface has entirely been designed to
facilitate haptic interactions between the
composer and the score and is thus very
intuitive. But, as Noteflight and MuseScore, it
is not destined to an e-learning context and
rather position itself in upstream in our
approach.
Table I synthesize our state of the art study by
comparing the characteristics of each
reviewed solution. One of the main limits of
the applications we reviewed remain their
collaborative aspects : only the creator of the
resource can annotate his document, making
discussions and/or collaborations difficult.
Mobility is also an important feature. Indeed,
a musician rarely dispose of a computer when
practicing, especially for large instruments
such as the piano or the contrabass. Being
usable on a music stand in the same way, or a
more simple way, as a sheet of paper remains
a strong asset for an innovative music elearning service. Besides, it provides a
convenient way for a musician to have all of
his scores at hands to be able to play, work
and annotate them anytime and anywhere. We
also note that few project support multimedia
indexation, as their aim is mainly to create
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and store scores and not to illustrate them
with performances and explanations. At most,
videos already uploaded on the web can be
attached to scores. Lastly, as we noted at the
beginning of Part 2, it is important to
capitalize the knowledge which is entered by
musicians in order to preserve and reuse it.

Indeed, each annotation should be
appropriately indexed to be reused in different
contexts. That is why we introduce in the next
part the principles of the Musical Sign Base
(MSB) that @-MUSE aims at building.

Licence

Online
score editor
/ score
sharing
community

Commercial,
product
from
research

Score
sharing
community

Research
project

MuseScore.com

Offline
score editor
/ score
sharing
community

Offline
score editor

Neuma

NoteFlight

Project
type

Symphony

Table I: Music notation and annotation projects comparison

Main target

Collaborative
aspects

Multimedia

Mobility

Technology

Composers /
transcribers

Annotation :
no
Comments /
Favourite :
yes

Audio/Video
synchronisati
on with the
score

no

Flash/
ActionScript

Musicologists

Annotation :
yes
Comments /
Favourite : no

no

no

HTML/
CSS/
Javascript

Based on an
Open Source
project

Composers /
transcribers

Annotation :
no
Comments /
Favourite :
Yes

Audio/Video
synchronisati
on with the
score

iPad
application

HTML/
CSS/
Javascript

Commercial

Composers /
transcribers

no

no

iPad
application

Objective C
?

Building a Musical Sign Base
Through Score Annotation
Our @-MUSE annotation platform is based
on the management of Musical Signs. Indeed,
in previous work, we have proposed a new
methodology to manage live knowledge
(know-how) : Sign Management (Conruyt,
2010). Its principle is to collect, share and
explain live performances rather than
objective entities found in publications on the
shelf (bookish knowledge). A Sign is a
semiotic and dynamic Object issued from a
Subject and composed of three parts, Data,

Information and Knowledge. All these
subjective components communicate together
to build a chain of "sign-ifications" that we
want to capture. Sign management is thus
more central than Knowledge management
for our purpose in instrumental music
learning. Indeed, the musical signs to treat are
made of emotional content (performances),
technical symbols (scores) and tacit
knowledge (rational and cultural know-how).

(310 )

978-9948-497-11-0

Figure 4: @-MUSE embedded Sign example

Figure 3: Musical Sign pyramid

As such, we define a Musical Sign as a
component including a symbolic form (the
―written‖ document, which can be a score,
tablatures or lyrics in music), a substance (for
example a video showing the whole
performance, or just an exercise) and a
meaning (the explanation from the annotator
point of view). These components can be
embedded within an annotation object. Thus,
Figure 4 shows an example of a complete
musical sign captured within an annotation on
the @-MUSE platform.

In the end, @-MUSE will enable the
constitution of a Musical Signs Base (MSB).
The principle of an MSB is to manage live
performances of each pieces and to provide a
contextual analysis framework for each of
them. On the base of existing annotations, the
idea is to constitute descriptive logics for each
available
style
(―baroque‖,
―classic‖,
―romantic‖, etc.) in order to better understand
associated performances. Figure 5 provides an
example of a generated descriptive logic for
the baroque genre.

Figure 5: Descriptive logic example on Bach BWV846 Fugue (baroque)

Each collected sign in this base can also be a
reusable constituent of a musical lesson. The
idea is to let users compose their own music

lessons on a given piece thanks to pre-existing
generic annotations (for instance, technical
exercises). Ideally, basic explanation can be
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automatically generated on new untreated
pieces (Sébastien et al., 2011). To do so, it is
important to dispose of descriptive logics to
create the basic canvas of each music lesson.
These descriptive logics can be adapted to
each style of music and thus provide a frame
to compare various performances of the same
piece. In order to enable the creation of this
MSB, we designed @-MUSE on the base of
a generic annotation model.

@-Muse Model
To enable the construction of a real music elearning environment, @-MUSE model was
designed to manage its entities in the most
generic and reusable way. As such, the
following model (Figure 6) could be used in
other fields where Sign Management (i.e.
documents illustration) is relevant: cooking,
dancing, languages, etc.

@-MUSE Mobile Device Interface

Figure 6: Generic know-how annotation model

Each piece is based on three main elements:
users,
documents
and
annotations.
Users are defined as students or teachers and
have the ability to consult or submit
documents and annotations. Annotations can
be shared or not, according to the user
preference. If shared, other users can then
comment it, thus instantiating a message
board on the annotation topic. As such, the

moderation on the annotation platform can be
similar to that of a traditional message board.
Documents are the main support of the piece,
and can be classified by a structure
recognition module (Sébastien et al., 2011b).
Annotations can consist in simple text,
multimedia content or sketches used to enrich
documents. They are superposed over the
documents (Figure 1). With a path recognition
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module, drawings traced by users can be
classified as symbols or texts. As such, a
recognized path can be linked to its
corresponding symbol thanks to a predefined
library. This functionality lets students
discover the meaning of unknown symbols on
the documents and annotations. According to
user preferences, multimedia contents can
either be indexed on drawings, or directly on
a part of the document.

a note), the corresponding notes are
automatically selected. The user can still
change the selection if it does not correspond
to his expectations.

Interface Characteristics
The @-MUSE interface was designed in order
to reproduce and enrich the musical
annotation practice described in part 2 in a
mobile context.
The user experience starts with an
authentication
window,
allowing
the
application to specifically adapt the interface
to the musician. For instance, the platform
retains
his
status
(student/teacher/composer/performer),
his
level or his last viewed score. If the user is
recognised as a teacher, the platform then let
him define his own group of students by an
invitation process. The teacher can then
manage the work of his group more precisely
(members, list of pieces, schedule, questions,
etc). The performer level data can be used to
suggest adapted pieces to a student. This can
be done thanks to an automatic Score
Analyzer we developed (Sébastien et al.,
2011b). Then, the user is prompted to select a
score. Each score is converted from
MusicXML to an array of interactive
symbolic objects. This step enables users to
select the score symbols to annotate with a
finger (Figure 8). As such, the context of the
annotation is preserved for later use
(legibility, understanding of the annotation,
similarity analysis between pieces, music data
mining). To facilitate this indexation process,
we have implemented an automatic context
retrieval for different kinds of drawings. For
instance, when a musician traces fingerings
(i.e. figures indicating which finger to use on

Figure 7: @-MUSE‘s main interface

After the score selection, the main interface
appears. Menus are located on a small banner
at the top of the screen that can be retracted to
display the score in full screen. Indeed the
score should be easily readable, as a
traditional sheet of paper on the music stand,
so that the musician can play the score and
annotate it at the same time. A sliding button
allows the user to choose between three
interaction modes:
 The view mode: used to navigate
through the pages and switch between
pages. The model uses the common
tactile gestures (zoom and pan) for a
natural navigation as usually found in
web browsers. Switching between
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pages can be quickly made by sliding
a single finger.
The selection mode: used to select
parts of the documents and
annotations to modify.

implementation is managed by a Flash Media
Server. The recording module allows simple
on the fly recordings with a single button to
start/stop the capture, thus reinforcing the
mobiquity aspects of @-MUSE.
First Feedbacks

Figure 8: Selection mode



The annotation mode: used to add
annotations like sketches, multimedia
contents or texts

Figure 9: Annotation mode

These three modes allow the score to be
interactive in three different ways, by using
the same view and gestures, in order to
achieve different purposes. These interactions
are based on the concept of simplexity
(Berthoz, 2009): simple actions (gestures,
clicks) to achieve complex activities
(teach/learn a musical instrument). Swapping
between the modes can be easily achieved by
sliding a button-sized area.
When clicked, an annotation opens a small
window (Figure 4) displaying various
information
about
its
author,
the
corresponding score, its sharing possibilities,
and two buttons. The first one is for video
playing and the second one for video
recording
from
the
device.
Video

While the platform is still in development,
some preliminary tests were conducted with
musicians in their daily practice. They simply
consisted in showing pianists and guitarists
how to navigate through the platform and then
let them play with it. Both groups were
enthusiasts in being able to annotate scores in
a mobile, collaborative and perennial way. As
each musician requested to work on a
different piece, limits concerning score
preparation and integration were exposed.
Indeed, for the time being, only MusicXML
formats are supported. But most digitalized
scores are published in a PDF file format,
which cannot be exploited in an annotation
environment, as each note should be
considered as a musical object and not a mere
group of pixels. Fortunately, more and more
scores are transcribed in this format and
available in the public domain thanks to
initiative such as the WIMA project.
The further usage of the platform
demonstrated
the
need
for
several
enhancements. Firstly, using fingers is clearly
not enough precise to draw accurate
annotations. This issue can easily be solved
by zooming into the score, or using a stylus.
Secondly, the video capture from the device
requires either a second person to film the
performance (in particular for piano, where
the keyboard should be centered), or an
adapted tripod to fix the tablet accordingly.
This issue is also related to the type of
instrument and its associated stand. Finally, as
all web platforms, the service is particularly
dependant of the network bandwidth. In spite
of these few issues, most music teachers
underlined the interest of such a platform to
record and discuss technical points, and
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especially fingerings. One of the teacher also
suggested that @-MUSE serves as a base to
capture Master Classes. This would allow to
dispose of a ―reference‖ lesson for each piece
on the platform.
The next round of tests will concern whole
groups of students and their teachers. To do

so, we collaborate with the Conservatory of
Music from Reunion Island. At the end of this
process, @-MUSE will give birth to a
finalised mobile instrumental e-learning
service.
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Conclusion
Mobility is a growing need in the field of elearning, as people now access to information
anytime and anywhere from smartphones. In
this frame, the @-MUSE platform proposes
an original way of consulting and designing
music lessons on mobile devices, and
particularly tactile tablets. The know-how
captured within this platform is managed by a
Musical Sign Base enabling a precise analysis
of various interpretations of music pieces.
Each sign is contained within an annotation
indexed on a score, and thus easily stored and
shared among different users (music teachers,

students, enthusiasts). To facilitate the
interactions between users and the service in a
musical context, the annotation practice was
accurately reproduced and enriched thanks to
natural gestures and adapted graphical
components on a tactile tablet. The @-MUSE
prototype is still being developed at the time
this article is written and could be extended to
other fields. As such, various artistic domains,
languages or sports could rely on @-MUSE to
capture gestures, movements, voices, sounds
to illustrate theoretical documents directly on
the field where the activity is practiced,
enabling the spread of a treasured know-how
among people.
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Abstract

Keywords:

In this paper the researchers introduced the
concept of knowledge management (KM) and
e-learning (EL) integration in the educational
environment success. The purpose of this
paper is to analyze the knowledge
management and e-learning integration as a
crucial component of the educational
environment (EE) dynamics, and barriers
implementation
in
the
educational
environment.
The function of this paper is to analyze the
(KM and EL) integration as an essential
component of the institution‘s knowledge
dynamics, and the organization‘s barriers
implementation
in
the
educational
environment. This study was accomplished
through questionnaires that surveyed (31)
universities‘ academicians that are located in
Abu Dhabi Emirate / United Arab Emirates
(UAE).
Findings revealed that integration barriers
are (Interactivity level problem, Guidance
problem, process of ongoing adaptation
problem, Technical problem, Learning
process negligence problem), and have a
negative relationship with the perceived
benefits of knowledge. Solutions are
suggested.

Knowledge Management, Elearning,
Educational
Environment,
Integration, UAE

Introduction
Knowledge management and learning are
often used next to each other. In an
educational setting, faculty and students
create formal and informal functional
communities within the context of teaching
and learning, and therefore educational
institution's culture becomes crucial for
societies of inquiry. The establishment of elearning systems within the academic
institutions is something new in the teaching
process. The technological capabilities of
modern tool-sets expand the on-line process
and covering a wide spread of learning needs
and satisfaction for learners (Whiting, and
Miller, 2008). Delivering online quality
education and equal access requires a
commitment to diverse learner populations.
Unfortunately the e-learning market is not as
mature as we would prefer in terms of
effective solutions, advanced functionalities
and learning standards. It has to be based on
issues closer to effectiveness irrespective to
the size of the population (Abeysekera, 2007).
In most of cases the virtual universities, the elearning systems base their functionality on a
simple browsing mechanism accompanied
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with a section of web links and a few on-line
quizzes. The researcher's belief is that any
university as an educational institution should
align between KM, information technology
(IT), and the learning development within its
organizational
hierarchy,
as
these
department/variables are often in different
parts of their hierarchies.
For De Paula, et.al, (2001) KM and learning
functions need to integrate their activities,
their systems and their perceptions to succeed.
Therefore, e-learning needs to become more
granular, more independent of a fixed training
context. The primary need for the academics
and employees in such EE is to become more
capable of being integrated into formalized
learning process and their accountability for
achieving
higher
learning
outcomes.
Nevertheless the requirements of modern
business units seem to diversify from training
seminars to corporate learning portals
implying a desired reinforcement of capacities
for effective actions (Sujan, and Abeysekera,
2007). Quality education and equal access for
marginal communities is very much needed;
what will make it a reality is a willingness to
acknowledge limitations and the courage to
raise awareness around issues that will move
our educational institutions out of their
comfort zone (Wright, and Snell, 2005). The
purpose of this paper is to analyze the (KM
and EL) integration as crucial components of
the institutional knowledge dynamics, and the
organizational barriers implementation in the
educational environment. The objective of
this paper is to suggest how the integration
between KM and e-learning processes can
lead to a new perspective in the educational
environment, and solutions for the barriers of
integration for the educational institutions
through the realignment of the role and how
to value each other.

An Initial Discussion on e-Learning
The intention of the paper is that e-learning be
the subset of learning activities and is

supported
by
network
technologies.
Therefore, e-learning management focuses on
learning activities addressed both by
knowledge and learning management. The
majority of learning platforms incorporates
issues like learning styles, learning needs,
learning templates as well as learning
specification settings (Schneider, and Samkin,
2008).
Educational institutions are starting to
recognize synergies between knowledge
management,
training
and
e-learning
programs. The potential contribution elearning promises to make organizational
learning are huge, and the sector continues to
grow at an extraordinary rate in the EE. The
application of emerging digital technologies
such as e-mail, the World Wide Web and the
internet in the educational setting has received
wide acceptance all over the world while the
internet is a godsend to some, it is also fair to
say that some cultures find the ease of
technology as having a negative impact on
face-to-face interactions (Barker, 2005). As a
result of the huge growth in the e-learning
sector, development skills are now in
incredibly short supply in the educational
institutions. The process of e-learning has
grown exponentially in the developed
country's universities, and efforts needed for
individuals
who
understand
Internet
technology as well as education, training and
development.
To get the most value from the organization's
intellectual assets, KM practitioners maintain
that knowledge must be shared and serve as
the foundation for collaboration (Immad, &
Syed Amjad, 2009). Yet, better collaboration
is not an end in itself, without an overarching
education context, KM is meaningless at best
and harmful at worst. Educational institutions
should recognize that e-learning vendors and
KM vendors both have to accept that they will
become increasingly dependent on each other,
and that standards for system interoperability
will
become
increasingly
important.
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Universities who are seeking to implement
integrated KM and e-learning solutions are
both seeking strategic alliances already
(Keulartz, and Schermer, 2004). E-learning
institutions should focus on learning, neither
on training nor knowledge. Therefore, the e–
learning dimension stands for the ability of an
e-learning system that supports the
achievement of different educational goals.
Educational institutions need staff who can
do their job and understand their duties, and
they are fit to do the job before they are
allowed to do it, therefore, in this respect they
need to build a culture, commitment and
behaviors
so
that
academics
and
administrative employees actually achieve
what they are supposed to perform. Wheeler
(2003), in her study of Internet use in Kuwait
youth, found that elders within the community
believed the Internet took young people away
from quality time usually spent with family
members. In a culture where family and
community are revered, the Internet is a major
clash with the values that are so strong within
this society. The way that learners are
engaged in learning scenarios through a
remote control or an advanced keyboard is not
as simple as it sounds (Zairi, & Al-Mashari,
2005). Thus, KM has addressed learning
mostly as part of knowledge sharing
processes on providing access to learning
resources or experts. The e-learning initiative
both in corporate and academic environment
defines new ways of improving performance.
The researchers‘ concluded from their
discussion that some of the participants in the
sample are aware and realizes that KM is
mainly about facilitating purpose-oriented
learning in organizations. The learning
effectiveness, is a concept with various
quality factors included, has a direct relation
to the technological complexity of the elearning environment. Technology provides
the means for the achievement of learning
goals but the performance of learning has to
be measured in learning terms.

The compromise of functionality and
sophistication in e-learning applications very
often is decided according to technological
limitations (Vinaja, 2009). Etienne, (2004)
argued that knowledge resources are key to a
scholarly teaching-learning environment.
However, with the proliferation of knowledge
and information, which made ever more
accessible through the Internet, professors and
students are being challenged to navigate the
sea of information. In general, learning is
considered to be a fundamental part of KM
because employees must internalize, or learn,
shared knowledge before they can use it to
perform specific tasks (McNeish, & Mann,
2010).

Considering the Integration of eLearning and KM
E-learning is a new concept for example to
the Arab educational institutions, and
therefore little emphasis has been placed in
these universities on developing the elearning process and pedagogical knowledge
development and management systems, which
includes explicit and implicit knowledge
rather than a core advanced and an
experimental one. KM and e-Learning serve
both the same purpose: facilitating learning
and competence development in organizations
(Ras, et.al, 2005). The integration between
KM and E-learning may at least enhance their
effectiveness over common characteristics
that in general simulate the traditional way of
teaching. E-learning is not a technological
phenomenon. It is mainly a social
phenomenon, since learning is the key issue
and not the technology. The higher the
engagement is the higher the motivation and
the willingness of learners to pay for learning
services in the universities.
Technology is a facilitator or an enabler that
requires a systematic interactive between the
two perceptions. There is a need for
developing a better understanding of KM as
enablers of information strategy for the e-
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learning of education. The e-learning
initiative both in corporate and academic
environment defines new ways of improving
performance (Henry, 2001). Therefore,
academicians need to recognize that elearning courses and knowledge management
systems are both here to stay. Such perception
should be recognized by the KM specialists.
Thus, Knowledge management is a mean to
have employees gain knowledge and
experience important in their organization and

to help change a more product-oriented
organization towards a more service-oriented
organization. In fact the boundary between
the two is actually becoming increasingly
blurred, (Sorenson, 2003). For Lytras,
Pouloudi, and Poulymenakou (2002), the
strategy of learning is separated in three
stages, namely planning, implementing and
evaluating (Table 1).

Table (1): The e-learning Strategy

Planning

Executing

-Students can be

Evaluating

-Motivation

reached easier

-Refers to

through medias and

- The way that

capabilities for

push and pull

students are

analyzing the

models can be
implemented.

→→→→→

engaged in elearning

→→→→

profile of
students and their

-The variety of

attitudes after the

programs

execution of

development closer

learning.

to students needs.

Although the scenarios and the ideas behind
KM e-learning may look like a lot of change,
we believe that integrating efforts brings us
back to the nature of learning as a blend of
different experience. A skill is essentially
some adaptation that a person has in relation
to performing some cognitive tasks. The skill
level that academician have is a reflection of
that person's ability to perform that task
effectively and efficiently (Mentzas, et.al,
2001). Evaluation teaching process refers then

to the capability for analyzing the profile of
the students‘ attitudes after the execution of
learning. The researchers expect that in the
next several years ad hoc software will
develop into comprehensive, knowledge
aware enterprise management systems. KM
and e-learning will converge into knowledge
collaboration portals that will efficiently
transfer knowledge in an interdisciplinary and
cross functional environment.
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In organizations where KM and e-Learning
systems are used, most working processes are
very knowledge intensive and involve many
people working at different locations and on
different tasks. KM theories, learning theories
and information systems practices, are
determining
a
complex
context
of
interrelations (Pee, and Kankanhalli, 2009).
Thus, students may develop competencies
that enable them to perform competently in a
broad area range of situations within their elearning process and not just for the current
situation they are currently in.
The pillars of performance in e-learning are
another
critical
issue.
Knowledge
management,
E-learning
pedagogy
and
application
integration formulate a triptych of analysis. In
the next couple of years the estimation for the
market growth of e-learning is extraordinary
(Ruttenberg, Spickler and Lurie, 2000). The
context in which people are working is
changing constantly through changing work
processes, different tasks or problems to be
solved. These facts require continuous
competence development.
In general there are several open issues for elearning
to
consider.
Interactivity,
codification, personalization, customization,
motivation, collaboration and technology are
key variables for the enhancement of
performance for KM and EL integration. The
selection of technologies that will allow the
highest possible performance is a research
question. Still, the success of teaching
strategies will largely depend upon the
students‘ demands and preferences to use this
module of learning (Manuel, 2008).

Research Findings
A total of 31 participants involving
universities‘ academic staff were interviewed
followed by a discussion through the
telephone when more clarifications were
needed. The participants‘ background was:
computer science, IT, as well as instructional

design. All those participants are engaged
mainly in the learning domain. Some
participants, (about a half) mentioned that
they are aware of what KM and e-Learning
are. The mix up of different interests, and
expertise brought up many important findings
have been gathered. An interview-based study
demonstrated that perceived connections
between KM and e-Learning are not
operational zed the results reveal that these
integration ideas are rarely implemented in
practice. Table 1 presents types of barriers
according to their importance to the EE
expressed by the interviewees in the sample.
Refer to Table 1.
The interviewees were asked to identify the
barriers of integration between KM and elearning. Technical barriers are the most
problematic issue. It is interesting to note that
most the interviewees (85%) expressed that
variables such as work, learning, and
knowledge space may implement on different
technical systems are the main barriers for
integration. Examples of these spaces include
e-Learning platforms, and the Intranet. Each
of these variables has its own systems or
structure, which makes the integration of the
systems more difficult.
It is crucial to formulate a framework that will
take into consideration the learning tasks of
the educational institutions as the information
chunks in KM systems are usually not
designed for instruction and this is important
characteristic of good instructional design. In
this sample
(80 %) said that information chunks need to
be embedded in interactive learning activities.
In this respect the academic staff roles and
knowledge to create constructive learning
environment should be effective. Their
effectiveness will motivate learners and
improve the way of teaching. We could state
that these systems secure the growth of the
so-called distance-learning in the EE even
though the learner satisfaction from such a
system is very limited.
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Interviews have shown that learning process
negligence is another barrier for the
integration process as (79 %) mentioned that
KM systems focus on knowledge acquisition,
and sharing and they do not explicitly address
learning processes themselves, which is
essential for effective learning competency.
Skills and, competence development process
is largely relies on the learner‘s / students‘
own initiative which requires certain skills
and expertise in the issue. This is considered
by (75%) of the interviewees as one of the
barriers for an integration of KM and eLearning. Courses in e-learning should
provide guidance for the learners achieving
their self-directed learning from the huge of
much guidance offered by the e-learning
process whereas KM systems sometimes
provide little or no guidance to inexperienced
learners/students.
Interviewees (70%) have shown that the
adaptivity of the implemented e-Learning
systems may not prepared for dynamic
selection and sequencing of learning material
yet. Such adaptation may creates courses
suited to the needs of the students based on a
static student model before they encounter it,
and might help to re-use existing information
in KM systems for instruction.
The integration process between KM an elearning is not an easy work, and entails some
difficult problems, because e-Learning
specifically puts much more emphasis on
delivering personalized content and relations,
across references existing within the learning
material. Therefore, presentation of content
not adequate were considered important and a
barrier for (68%) of the interviewees.
Through the discussion with staff in the
sample the researchers‘ that there are some
problems which concluded from these
discussions, such as lack of interactivity, and
context neglect are perceived as barriers for
the integration between the two perceptions.
The rules of instructors/academics staff in
creating interactive environment stems from

their ability to work with the students, and
providing an ongoing feedback that enables
constructive learning process. Such feedback
may help in tailoring the content of teaching
strategy to the learner‘s/students‘ needs and
preferences. Within such environment and
involvement often increase motivation and
learning outcomes. Instructor‘s tasks depend
mainly on the situation and the environment
they are working and performed in. In fact
they are influenced by the characteristics and
relationships of the context (Brown, et.al.,
1989). Therefore, the environment‘s delivery
method should take the context into account,
for example through tailoring content for
learning on long term strategic learning. This
will enable the management to meet defined
pedagogical as well as psychological
objectives, and to follow a Learning systems
that provide learners/students with a wide
range of services in order to assist and
facilitate knowledge construction (Wang,
2007), in order to create a consistency
between learners/students perception and
management learning method.
The researchers‘ recognized that those in the
sample are aware of removing these or other
barriers in an attempt to reduce the gaps in
implementation such issue towards a
beneficial integration between the fields of eLearning and KM. KM technologies can
support the learners‘ needs and individual
learning processes in building standards.
Therefore more exploratory research in elearning is needed in which a learner/student
may systematically gather information from
Internet sources. E-learning institutions
should tailoring content for learning on
demand or long term strategic learning in
order to improve learning process in the
organization. This may be achieved through
the collaboration between employee working
on a learning process level and the learning
management. Such incorporation of contextawareness of employees will improve the
teaching quality, and collaboration solutions
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on a technical level. On the other hand, using
the existing KM technology (systems) as it is
one of the institutions‘ assets may be regarded
as a solution of reducing integrations‘ barrier
that should be considered and extending
learning management systems. Also, existing
material use in a constructive way may
improve the learning process. This is may be
a way for a diagnosis in terms of skills that
might be used by students or faculty members
to access instructional resources.
Management competency can be used for
deciding the types and developing training
programs in order to meet the defined
pedagogical as well as psychological

objectives. Management function is here to
facilitate learning with KM systems through
the controlling the learning process rather
than a centrally-managed development
initiative. An ongoing evaluation process is
needed through a lessons-learned meeting at
the end of a project, or asking supervisors and
experts for advice. Competency may be
achieved through the capitalization on the
integration of KM and e-learning and as a
solution for better job performance through
learning.
Interactivity,
customization,
motivation, collaboration and technology are
the key variables for the enhancement of
performance.
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Conclusion
The potential KM and e-Learning integration
serve both facilitating learning and
competence development in the EE. This
paper argues that integration between EL and
KM can facilitate e-learning process, and also
add value to this practice. Interviews with 31
academics have shown that perceived
connections between KM and e-learning are
not reflected at the implementation level:
different functions are responsible for
supporting e- learning, activities and systems
to support learning are hardly related.

We may conclude that KM and learning
practitioners need motivation, time and effort
to find common language, to overcome
organizational barriers, and to link
interventions and technological infrastructures
aimed to support learning in different forms.
The researchers expect that this paper will
form the basis for a more extensive study of
the issues that affect the EE to support the elearning process. Management must provide
content for learning purposes and support
learners in finding appropriate content.
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Table (1): Type of Barrier

No.
1
2
3
4
5
6
7

Type of Barrier
Technical
Interactivity Level
Learning Process Negligence
Guidance Efforts
Process of Continuous Adaptation
Presentation of Content Not Adequate
Others
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Abstract
Virtual experiments and practices are defined
as on-line educational contents that could
support the most effective experiments and
practices environment for distant learning
students. Virtual experiments and practices
could be explored and manipulated by
students and LMS(Learning Management
Systems). And virtual experiments and
practices contents could be integrated with
web-based e-learning and would be needed
for
students
and distant
university
government. But in Korea National Open
University, there are not the definition of
virtual experiments and practices contents,
development
methodology
of
virtual
experiments and practices contents, and
classification of virtual experiments and
practices contents.
In this paper, we define virtual experiments
and practices contents and classification
standards of virtual experiments and
practices contents. For those, we analyze and
consider environment of KNOU e-learning
service(Web learning services and Natural
Science school curriculums ). Lastly,
according to classification standards of
virtual experiments and practices contents,

we define the methodology for virtual
experiments and practices contents.

Keywords: e-Learning, Virtual Experiments,
Virtual Laboratory, e-Learning contents

Introduction
With the advent of lifelong education, there
has been increasing demands for cyber classes
in the field of natural science and engineering.
It might be safe to say that learning resources
for distance universities in the future will be
acquired in those fields. Considering the fact
that the effectiveness of practice education
can be achieved only through enough
practices, presumably, huge limitation can be
found in managing practice classes and
practices themselves in terms of teaching and
learning activities. As a consequence,
Complaints from instructors and learners have
been piling up so far. All things considered, it
is imperative that innovative improvement
concerning practice classes should be
required. Considering the amount of existing
practice classes and practice classes on
demand, it becomes more obvious.
In this article, we analyze previous studies
about virtual experiments and practices,
learning contents in the e-learning

(328 )

978-9948-497-11-0

environment and contents for virtual
experiments and practices. And comparing
characteristics of existing contents with
contents for virtual experiment and practices,
we derive definition and classification
standards of contents for virtual experiment
and practices. After that, we classify contents
for virtual experiments and practices and
discuss about its development methodology.

Literature Review
Simulation can be defined as an experimental
decision-making method to find appropriate
alternatives to solve a problem by developing
a model simulating system of organization,
management process and its major elements.
On the basis of a result of an experiment from
a model, simulation makes it possible for us
to predict and explain an existing
phenomenon. Learners can acquire practical
knowledge by carrying out activities in
simulation, which is designed to mimic those
in reality, and make a decision reflecting
feedback as an indicator of the effectiveness
of results from a manipulated simulation with
many variables. Simulation learning can be
used differently according to various learning
objectives. First, replicable performance
simulation makes it available for learners to
repeat series of learned behavior. Second,
information retrieval simulation can be used
in the situation where learners are expected to
acquire information and knowledge like
understanding concepts and principles. Third,
encounter simulation can be used for learners
to try different approaches in order to
compare and explore the effectiveness of
alternatives in the situation that contains the
uncertainty or is hard to define.
However,
the
definition
of
virtual
experimental practices is not clear, which
indicates that standards of definition or
classification for virtual experiment practice
contents have not been established. Therefore,
this paper focuses on suggesting standards of
definition and classification for virtual

experiment practice contents, which is useful
to build the environment for virtual
experiments and practices.

Definition of Virtual Experiments
and Practices and its Classification
Virtual reality is computer-based technology
that enables people to have second-hand
experience
by
simulating
the
real
environment. In virtual reality, people can
also engage in more realistic experience
making use of auditory, visual and tactile
senses in Cyberspace. e-learning contents can
be also defined as virtual experiment and
practice contents based on the web where
simulation learning is available. Virtual and
practice contents can be classified in terms of
features of components according to Wickens
and Baker‘s classification. Dimension
components can be divided into two
categories: 2-D characterized by plane
learning contents, whereas 3-D featured by
more interactions.
Behavior component can also be divided into
two categories: Static and Dynamic learning
contents. While Static learning contents are
based on a learning scenario shaped in certain
format, Dynamic learning contents are on a
multilateral learning scenario through
interaction and learner-centered scenario that
can be dynamically modified. Criteria form
components indicate the learners‘ perspective
on learning contents. Learners can take an
active role along with the progress of learning
contents in the first person point of view. In
the third person point of view, learners are
expected to carry out along with the progress
of learning contents. Multisensory interaction
components are characterized by learning
contents based on multisensory interactions.
In this paper, we define the standards matrix
of virtual experiment and practice contents as
like table 1.
Definition 1. standards matrix of virtual
experiment and practice contents : standards
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matrix of virtual experiment and practice
contents consists of dimensionality, motions,
frame of reference, multimodal interactionEnhanced sensory experience, and virtual

experiment and practice contents scenario
driving person.

Table 1. Standards matrix of virtual experiment and practice contents

Matrix

Characteristics

Dimensionality

2D / 3D

Motion

Static / dynamic

Frame of reference

Outside-in God's eye(world referenced) /
Inside-out User's eye(ego referenced)

Multimodal interaction-Enhanced sensory
experience

Limited / Multimodal

Virtual experiment and practice contents
scenario driving person

Learner / Instructor

With standards matrix of virtual experiment
and practice contents, we could classify
virtual experiment and practice contents into
three types; simulation-based, application
program-based and video-based virtual
experiment and practice contents.

Definition 2. virtual experiment and practice
contents : virtual experiment and practice
contents are classified into simulation-based,
application program-based and video-based
virtual experiment and practice contents.

Table 2. Characteristics of Virtual experiment and practice contents

Characteristics of Virtual experiment and practice contents
Type

Multimodal
contents scenario
interaction-Enhanced
driving person
sensory experience

Dimensionality

Motion

Frame of
reference

simulation-based
virtual experiment
and practice contents

3D/2D

dynamic

Inside-out

Multimodal

Learner/
Instructor

application program
based virtual
experiments and
practices contents

2D

Static

Outside-in

Limited

Learner

Video based virtual
experiments and
practices contents

2D

Static

Outside-in

Limited

Instructor

Basically,
simulation-based
virtual
experiment and practice contents provide

dynamic contents as well as three/two
dimensional interaction. A scenario of
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simulation-based virtual experiment and
practice is designed and developed on the
supposition that learners engaging in learning
activities are active participants. However, it
should be noted that considerable time will be
needed to develop and design those contents.
Secondly, application program based virtual
experiments and practices contents are
featured by plane learners‘ participation and
learning contents are provided in the third
person point of view. However, learning
activity participation and constructing a
learning scenario in the first person view
point are still possible though they are very
limited. Similar to application program based
contents, video-based virtual experiments and
practices are designed and developed by plane
learning participation and constructed by a
scenario in the third person point of view. It
also has limited features of sensory learning
style based on Learners‘ passive participation
in a learning scenario and a plane learning
scenario. Features and definitions of various
types of virtual experiments and practices
contents in KNOU are like followings.
Definition 3. Simulation-based virtual
experiments and practices contents are
defined as what is designed to provide
learners with the learning environment
similar to reality making use of integral
audio-visual function of computer.
In the Simulation-based virtual experiments
and practices contents, Learners can acquire
knowledge such as concepts, principles,
interrelation, manual of machinery, process of
environmental change and so on through the
second hand experience provided by the
contents. Learners can also learn quickly and
safely through simulation, which can foster

cognitive, affective, physical learning at the
same time. In addition, learners can be
motivated by instant feedbacks and also
encouraged to actively participate in activities
through the simulation.
Definition 4. Application based virtual
experiments and practices contents are
defined as practical learning contents
primarily aiming to help learners to handle
tasks in specific areas such as statistics,
numerical analysis, process management,
scientific program and etc..
Most Application based virtual experiments
and practices contents adopt consistent
interface facilitating a learning process for
learners. Furthermore, those kinds of
programs can interact with each other.
Application program realized through
configuration of the interface, usage, ways of
application can also interact with learners.
Definition 5. Video based virtual experiments
and practices contents are defined as an
integrated media format composing of
presentation files synchronized with all kinds
of videos clips including video lectures
supported by various formats; MPEG, MOV,
Real and AVI.
In Video based virtual experiments and
practices contents, all the elements necessary
for the class such as instructors, voices, and
screen and so on are integrated into a video
file and given to learners. Video based virtual
experiments and practices contents have been
playing a major role in development of elearning in the initial stage because it isn‘t
bound by learners‘ environment providing
live or remote lectures.
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Table 2. Types of teaching-learning methods

Types of teachinglearning methods
Tutorial
Story-telling
Repeated Practices
Problem-Solving
Learning

Characteristics
Interaction between learning contents and learners
Instant feedback according to learners
Emphasis on Learning context
Providing learning contents as like story
Logical flows of contents followed by earners
Providing repeated practice for Learning goal predefined
Problem defining step → Assumption defining step → Assumption
Proving step → Problem solving step

More realistic and touchable learning contents
can be delivered to learners with the support

of virtual experiments and practices contents
based on the video.

Table 4. Teaching-learning methods of virtual experiments and practices contents

Types of virtual experiments and
practices contents
Simulation based virtual experiments and
practices contents
Application program based virtual
experiments and practices contents
video based virtual experiments and
practices contents

Types of teaching-learning methods
Problem-Solving Learning
Story-telling
Repeated Practices, Tutorial
Tutorial

Simulation based virtual experiments and
practices contents are primarily used in the
field where practices are required such as
medicine and natural science. For instance, it
presumably spends a lot of money and effort
to conduct experiments under the real
environment. In this case, there are two
approaches can be appropriate. With a
‗problem solving‘ teaching-learning method,
learning can occur through solving a given
task, whereas a ‗Story Telling‘ teachinglearning method can be applied to a learning
process with the contents such as planting
seeds, growing plants better by applying
fertilizer under the context simulating reality.
Since Application program based virtual
experiments and practices contents primarily
focus on improving capability to carry on
business by utilizing various application
programs, two types of teaching-learning
methods are frequently used; ‗repetitive

practice type‘ and ‗tutorial type‘. For
enhancing information processing ability, a
repetitive practice type based on behaviorism
theory can help learners to reduce mistakes,
whereas a tutorial type enables learners to get
feedbacks on the spot.
In video based virtual experiments and
practices contents, a tutorial type that
instructor who is the center of learning
environment can directly correct learners‘
behavior can be used as a way of teachinglearning method. Types of producing virtual
experiments and practices contents can be
classified into three parts; simulation-based,
application program-based and video based
contents. A simulation-based type provides
the situation similar to reality utilizing the
comprehensive audio-visual functions of
computers. Meanwhile, an application
program-based type is a kind of practice
learning contents designed to enhance
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practice capability for using specific programs
like statistics, numerical analysis, process
management and science programs. In a
Video-based type, current type of video based
contents are dominant , but in the future, it
will expand into contents where interaction
through a video, live recording the practice,
capturing tools required in the practice,
generating is possible.

Development Methodology of Virtual
Experiments and Practice Contents
We define developing methodology of virtual
experiments and practices contents as four
steps; Analysis, planning, Developmental
Stage and Evaluation and Improvements.
At Analysis Step, virtual experiments and
practices contents‘ analysis and requirement
will be performed. In this stage, after the
initiatives define students‘ and instructors‘
requirement and technical environments(kids
of sensors, mobile networks state of students,
etc.), approval, agreement will be set up by
committee of virtual experiments and
practices contents. After that, through
committee of virtual experiments and
practices contents, members of writers,
content specialists, instructional design
specialists, programmers and editors will be
formed as a development team. Based on
virtual experiments and practices contents,
making guidelines and workshops, selecting
effective teacher-learner model and active

interactions between leaner to learner, learner
to writer and learner to textbook will be
examined with levels and achievements in
mind.
At
Planning
Stage,
content
specialists(instructors) will develop the first
sample scenario while programmers will plan
developing schedule based on the sample with
specific subject in mind. After the pilot virtual
experiments and practices contents is
developed and tested, the template and
packages will be decided in according to
students‘ and instructors‘ requirement.
At Developmental Stage, based on Writing
Guidelines, content specialists will plan out
and write virtual experiments and practices
contents scenario and it‘s text. And editors
and instructional specialists take part in
instructional design and editor to proof and
revise, in order to develop virtual experiments
and practices contents based on the
established
scenarios.
Also
virtual
experiments and practices contents packages
and program modules will be planned and
developed in specific ways so that the range
of user interface and sensors of smart phone
to be applied could be specified accordingly.
At Evaluation and Improvements steps,
developed virtual experiments and practices
contents are checked and functional and
content errors are improved and modified.
And lastly preference and feasibility of virtual
experiments and practices contents of students
and instructors are analyzed.
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Conclusion
Virtual education running in KNOU can be
classified into three types of contents;
simulation-based,
application-based
and
video-based contents whose features are like
followings.
Simulation
based
virtual
experiments and practices contents can be
regarded as the most powerful type of
teaching and learning method that can
possibly maximize the effectiveness of
learning by integrating the three dimensional
interaction and emotion into the contents.
However, a lot of time and effort is needed on
producing and designing contents.
Application
program
based
virtual
experiments and practices contents are
characterized by learners‘ plane participation
and learning contents presented by the third
person point of view. However, making a
learning scenario in the first person point of
view and learning participation are still
possible in a limited way. Video based virtual
experiments and practices contents are

designed on the basis of scenario in third
person point of view and featured by plane
participation similar to Application program
based ones, which, in turn, can lead to limited
learning sense.
Major principles for developing virtual
experiments and practices contents can be
divided into three aspects; contents
organization, instructional design and
functional design aspect. Virtual experiments
and practices contents should be developed
considering those three aspects. Furthermore,
experts
such
as
Instructors,
SME,
Instructional designer, content developer,
instruction assistants or DMC PD for virtual
education are required in order to produce,
utilize and maintain virtual experiments and
practices contents.
The process on developing virtual
experiments and practices contents in KNOU
can be listed; analyzing, planning, designing,
developing, evaluating and improving steps.
Each of the steps requires further study in the
future.
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Abstract
Open, distance and elearning (ODeL) has
been identified as a viable strategy for the
massification
and democratisation of
education globally. In most countries,
conventional higher education institutions are
hard pressed to meet the exponential demand
for higher education, therefore ODeL has
emerged as the obvious alternative for
addressing the unending demand for
increased access to educational opportunities.
In the current higher education climate, the
effectiveness of ODeL is influenced by the
availability of appropriate technologies
required for operational efficiency. Such
technologies include electronic learning
(elearning) platforms and other ICT-based
innovations, as well as, educational
technologies necessary for the design,
development, delivery and evaluation of
academic programmes and administrative
procedures. Despite the importance of ICTs
and eLearning in the implementation of open
and distance learning, developing countries
such as Nigeria experience several challenges
in the effective administration of technologybased distance learning. This paper examines
these challenges with specific reference to
experiences from Nigeria. Some of these
challenges include, poor ICT resources,
limited technology capabilities of support
staff; weak technology infrastructure such as
narrow internet bandwidth; epileptic power
supply to urban areas, and complete absence
of power supply in rural communities. Despite
these challenges, technologically challenged

developing nations are still confronted by the
need to provide high quality education to
their people by taking advantage of the
evident potentials of ODeL. The paper
highlights some of the sustainability strategies
that are being used or may be adopted by
some institutions for the efficient management
distance education systems within a
technologically challenged environment.

Keywords: ICTs, open and distance
learning, developing countries, eLearning,
internet

Introduction
Education processes globally are experiencing
unprecedented turbulence, and policy makers
and institutional administrators are being
forced to reconsider the ethos of their
professional practice. Institutions of higher
learning especially are increasingly required
to justify their existence and be more
responsive to their students and the larger
society. They are required to continually cut
cost in the face of dwindling financial
allocation from funders and demanded to
transmit relevant knowledge to students
within the contemporary movement towards
global economy. These changes in education
and instructional delivery are having
significant effects on both the institutions and
the process of education. Within this equation
is the paradigm shift caused by the means and
ways by which information and knowledge
are transmitted, distributed, accessed, and
processed. This shift is propelled by various
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integrated developments that impacts on how
teaching and learning occur.
The most
significant of these developments are: (a) the
change in the concept of education/learning
from an elite-based system to mass education
with the objective of developing a knowledge
society; (b) the exponential rate of
quantitative and qualitative increase in
knowledge, such that knowledge becomes
obsolete almost as soon as they are acquired;
and, (c) the constructivist view of knowledge
generation as non-linear, socially negotiated
and commonly created in a variety of ways.
These developments are the impetus for the
introduction of competitive education
processes by developing countries. Several
countries in different parts of the world,
notably Latin America, Middle East, Africa,
and Southeast Asia are labeled as ‗developing
countries‘ because of their placement in the
United Nations Development Programme
(UNDP) Human Development Index.
However Gulati (2008) notes that many of
these countries have rich social and
educational histories that are designed to aid
personal and societal development and enable
their societies to make contributions to the
global economy. The rationale for making
education the centre of social and economic
development process are so compelling that
several nations have accepted them
unquestioningly. The arguments range from
the vital role of education in economic and
technological development, empowerment of
citizens to eliminate illiteracy and poverty and
ensuring a culturally and socially tolerant
people who exercise ethical and moral
considerations in national and local affairs.
Thus, since independence, Nigeria has
positioned education within its strategic
national development process. The Federal
Republic of Nigeria with a population of
about 150 million people (National
Population Commission, 2011) is the most
populous country in Africa (CIA World Facts
Bok 2011). English is the official language of

politics, business and education in Nigeria,
though other languages such as Hausa,
Yoruba and Igbo are also used for basic
education and sometimes in the State
Assemblies. The Federal Ministry of
Education is the government organ
responsible for regulating procedures and
maintaining education standards.
Given the high population growth rate of the
country there is heightened aspirations by
people to seek the kind of education that can
position them positively in the socioeconomic climate of contemporary society. In
order to promote its socio-economic
development, the government of Nigeria
introduced the National Policy on Education
(FRN 1977, revised 2004), it has been revised
five times, with the latest changes yet to be
released as government white paper. The
policy was introduced in response to the
countries development objectives and various
changes that occur in the contemporary
globalised society. Most of the development
is underscored by the notion that literacy
should be informed (a) the teaching of ideas
mainly to develop appreciation and awareness
of the enterprise; that is, as cultural
imperative and not primarily for content; (b)
focus on technology as a practical imperative;
and (c) for developing social (civic) literacy.
The policy clearly outlined the guiding
principles of education in Nigeria including
the broad national development objectives
and national goals to which the educational
objectives are linked.
The national
educational aims and objectives for Nigeria in
the policy are as follows:
 The
inculcation
of
national
consciousness and national unity;
 The inculcation of the right type of
values and attitudes for survival of the
individual and the Nigerian society;
and
 The training of the mind in the
understanding of the world around.
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State of Higher Education in Nigeria
The crucial role of higher education to the
development process has long been
acknowledged in Nigeria. Consequently,
Nigerian educational policy makers and social
planners, in recognition of its potentials for
leveraging existing social stratifications, have
placed a huge premium on the development of
the education sector. This is reflected in the
emphatic resonance in the National Policy on
Education (NPE 1977, revised 2004 that ‗no
nation can rise above the quality of its
education system‘. Based on this self evident
truth, the national policy formulators
recommend, as a priority, that maximum
efforts shall be made to ensure that access to
higher education opportunities shall be
provided to all Nigerians. Higher education
institutions (HEIs) are categorised as
universities, polytechnics and colleges, all
under the control of federal ministry of
education.
The
National
Universities
Commission governs policies and the
development of universities. Polytechnics are
governed by the National Board for
Vocational Colleges and Technical Education,
while colleges are governed by the National
Commission for Colleges of Education. There
are currently 117 universities in Nigeria, over
160 polytechnics and monotechnics and more
than 150 colleges of education. Nigeria has
about 1.2 million students currently enrolled
in its HEIs and there is still a continuous
demand for higher education within the fastdeveloping country. Most of the HEIs are
funded by the government (Jibril, Teferra &
Altbach,
2003).
Though,
with
the
liberalisation of higher education to enable
private providers, many private institutions
have emerged in the country. Inevitably, the
growth in HEIs has resulted in a high number
of graduates, however the available HEIs are
still unable to keep pace with the demand for
higher education places in the country.

Open, Distance and eLearning in
Nigeria
The historical antecedents of distance
education in Nigeria can be traced to the
colonial period (1914 – 1959). Nigerian
students offered courses through the
correspondence
system
from
foreign
institutions such as the University of London,
Wolsey Hall College, Bennett College, Rapid
Results College among others (Omolewa,
1978; Fagbamiye, 2000; Owoeye, 2004).
However,
post-independence
and
contemporary distance education environment
in Nigeria is characterised by post secondary
institutions.
There
are
dual
mode
arrangements which emerged from the
introduction of distance education units as
parts of existing conventional universities in
Nigeria.
The
National
Universities
Commission recognises only about six
conventional institutions as dual mode
institutions in Nigeria, following the closure
of outreach centers of several universities
which have been labeled as degree mills.
Another distance education institution is the
National Teachers Institute (NTI), Kaduna
established as a teacher training institution, in
1976, with the mandate to upgrade the skills
of in-service teachers and train Grade II
teachers (TCII). The Institute was specifically
established to meet the demands for teachers
for the Universal Primary Education (UPE)
scheme which was launched in the same year.
In 1990, the Institute added the Nigerian
Certificate of Education (NCE) programme to
its compliment of programmes based on the
rationale that the minimum teaching
certificate in Nigeria was to be the NCE, as
stipulated by the National Policy on
Education (NPE, 1977 revised 1998). More
recently in the year 2004, the Institute added
the Postgraduate Diploma in Education
(PGDE) to the number of programme it offers
to students.
The National Open University of Nigeria is
the latest in the line of institutions offering
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distance learning programmes in Nigeria. It is
the first single mode open and distance
learning university in the West African subregion. It was initially established in 1983, but
suspended nine months later due to
modifications in government policy. In 2002
the National Open University of Nigeria was
resuscitated to meet the huge gap in
application and admission statistics of
Nigerian universities. The University
currently offers over 100 courses ranging
from the Proficiency Certificate, Certificate,
Diploma, Bachelors, Postgraduate Diploma,
to Masters levels under five schools and one
centre, viz: the Schools of Arts and Social
Sciences; Business and Human Resources
Management; Education, Law and; Science
and Technology as well as the Centre for
Continuing Education and Workplace
Training. The University currently has about
49 study centers spread across the six
geopolitical
zones
of
the
country.
Additionally, the university has its
headquarters in Lagos, a planning office at
Abuja (the Federal Capital Territory) and an
Educational Technology Campus in Kaduna.

Implications of ICTs for ODeL
Open, distance and elearning (ODeL) has
been identified as a viable strategy for the
massification
and
democratisation
of
education globally. Many developing
countries also found ODeL attractive
originally
because
the
conventional
institutions are hard-pressed to meet the
current demands. Evans and Pailing (2010)
reminded us of the in extricate relationship
that exists between distance education and
communication technologies. They further
argue that the technologies enable effectively
continuous and instantaneous ‗multi‘ media
transmission and interaction not just in
education, but to most aspects of human and
social activity in the developed world.
Though, Evans and Pauling were reluctant to
admit it, communication technologies have

become and intrinsic part of the daily realities
in sub-saharan Africa as well and more than
75% of telephone communications in the
region are reportedly based on mobile
telephony (Butcher and Ngugi 2009).
Consequently a variety of information and
communication technologies (ICTs) have
been brought into the practice of open and
distance learning to mediate the remote of the
learners who are located far away from the
institutions. Its accommodation of variety of
flexible delivery approaches that enables the
enrolment of large number of students makes
it attractive to policy makers around the
world. In most countries, conventional higher
education institutions are hard pressed to meet
the exponential demand for higher education,
therefore ODeL has emerged as the obvious
alternative for addressing the unending
demand for increased access to educational
opportunities. The evolution of ODeL through
developments
in
information
and
communications
technologies
has
revolutionised the perception of educational
institutions and the role of education in
development internationally. In the current
higher education climate, the effectiveness of
ODeL is defined by the availability of
appropriate technologies required for
operational efficiency. Such technologies
include electronic learning (elearning)
platforms and other ICT-based innovations, as
well as, educational technologies necessary
for the design, development, delivery and
evaluation of academic programmes and
administrative procedures. However, despite
the importance of ICTs and eLearning in the
implementation of open and distance learning,
developing countries such as Nigeria
experience several challenges in the effective
administration of technology-based distance
learning.
Daniels (2002) note that ICTs are the basic
building blocks of modern society. Thus,
regard understanding ICT and mastering the
basic skills and concepts of ICT are not
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important parts of education, alongside
reading, writing and numeracy. However,
there is a misconception that ICTs generally
refers to ‗computers and computing related
activities‘. This is fortunately not the case,
although computers and their application play
a significant role in modern information
management, other technologies and/or
systems also comprise of the phenomenon
that is commonly regarded as ICTs. UNESCO
(2002) suggests that ICTs may be regarded as
the combination of ‗Informatics technology‘
with other related technology, specifically
communication technology. Informatics refers
to the science dealing with the design,
realization, evaluation, use and maintenance
of information processing systems, including
hardware, software, organizational and human
aspects, and the industrial, commercial,
governmental and political implications of
these.
Informatics Technology may be defined as
the technological applications of informatics
in society. From a less technical viewpoint
ICTs refers to the range of technologies that
are applied in the process of collecting,
storing, editing, retrieving and transfer of
information in various forms. This implies a
range of technological equipment such as
computers,
mobile
telephones,
MP3/MP4/WMA storage devices, file transfer
protocols, listservs, satellites, world wide web
etc are used for information exchange among
people for different purposes. These devices
are capable of both synchronous and
asynchronous communication formats, and
the most advanced of these technological
applications is the concept of multimedia,
which refers to teaching and learning devices
that include a combination of data
manipulators e.g. video, CD ROMs, floppy
disks etc which facilitates interactive
communication
between
and
among
individuals. These descriptions indicate that
ICTs are more robust phenomenon than the
narrowly held conception of mere application

of computers in human activities. Chen &
Kee (2005) acknowledged that ICTs are the
backbone of the knowledge economy and in
recent years have been recognized as an
effective tool for promoting economic growth
and
sustainable
development.
The
advancement of ICTs is both an opportunity –
to overcome inherent and historical
inadequacies in the economy and a challenge
– to ensure that developing countries like
Nigeria does not get left even further behind
in the global knowledge economy.
Liverpool (2002) however lamented that
while ICT has already invaded and dominated
education in the developed world, its
introduction into the system in most
developing world and in Africa in particular
has been painfully slow. Despite this it
represents an opportunity to those who can
respond to the new paradigm and a threat to
those who cannot. Gulati (2008) reported that
access to ICT varies enormously from
continent to continent and from country to
country. This is more evident when developed
and developing countries are compared - there
is a stark digital divide. Across Africa and
most developing countries of the world,
Nigeria inclusive there is a deluge of
challenges confronting the application of
ICTs in teacher training and in the educative
process in general.

Challenges to ICT-enabled ODeL in
Nigeria
Analysts have drawn attention to the
discrepancy in access to ICTs for education
delivery between developed and developing
countries (Manjulika and Reddy, 2002 and
Rumajogee 2003). This discrepancy has been
both a cause and consequence of inadequate
technological
infrastructure
that
the
developing countries are experiencing.
Contributing to this discussion Gulati (2008)
argue that ―the introduction of computers into
education in developing countries seems to
have done little to widen educational access to
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the rural poor, who also do not have easy
access to conventional schools and colleges.‖
This implies that there has been insufficient
uptake of technology in developing countries,
not necessarily due to a lack of willingness or
interest, rather due to the macro-ecological
factors such as the technological and/or
internet infrastructure that are available in a
country, which would have been the platform
on which educational activities in eLearning
and ICTs would have been based.
These challenges include limited ICT
infrastructures (in terms of facilities and
competent staff); lack of information and
information illiteracy in teachers and teacher
trainers-technophobia; poor or nonexistent
internet connectivity; poor ICT resources,
limited technology capabilities of support
staff; weak technology infrastructure such as
narrow internet bandwidth; epileptic power
supply to urban areas, and complete absence
of power supply in rural communities,
inadequate learning resources including
related educational tools, course curriculum
and other learning materials; attitudes of
teacher-trainees and teacher trainers which
indicates a gross lacking in independent
learning skills and reluctance to take
responsibility for their own learning; software
license and highly prohibitive costs associated
with the; maintenance and technical support
as well as poor power supply in most parts the
developing regions of the world, a problem

that is peculiar to Nigeria in particular.
Countries must be able to benefit from
technological developments.
From the foregoing, it can be observed that
Nigeria and many other countries in subSaharan Africa fall below expectations
regarding the use of ICTs in general and
particularly in ODeL. It is now a critical
challenge for developing countries to educate
students and teachers to use computers and
develop accessible infrastructures so that they
may benefit from the interactivity offered by
online learning (Belawati 2005). However,
the current inadequacy is through no fault of
theirs, the disparity in access to information
and communications technology in Africa is
occasioned by many and diverse problems,
including, low bandwidth for internet access,
lack of funds to embark on full scale
computerization, irregular supply of power,
inadequate functional telephone lines and
other infrastructural facilities needed to
support
the
efficient
and
effective
introduction and development of the
technology. Nigeria is also short of manpower
for effective utilization of software and for
maintenance.
Qualified
programmers,
engineers and technicians are equally difficult
to find and when they are found, the (public)
education sector cannot afford to retain them,
as competition from the private sector is
fierce.
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Conclusion
Despite these challenges, technologically
challenged developing nations are still
confronted by the need to provide high quality
education to their people by taking advantage
of the evident potentials of ODeL. This
suggests that ICTs have the potential to
address the educational needs of the
exponential population in developing
countries; however, to do these sustainable
strategies need to be forged. The current level
of ICTs application in higher education in
general and ODeL in particular is elitist. They
enable only a handful of people access
education through the flexible platform of
ODeL, and this does not correlate with the
aspirations of policy makers and institutional
administrators. Developing countries need to
adapt ICT resources that can benefit their
people and this is where contemporary
initiatives like open educational resources
offers a valuable opportunity.
However, even this demands a buy-in from
the funders, and in many developing countries
like Nigeria, these are the national
governments. There is a huge responsibility
on the government, and national education
policy makers to ensure that the necessary
infrastructures and resources are made
available for distance learning institutions to
work. As a matter of policy, government
should ensure a national internet broadband
connectivity policy such that it would be easy
to reach remote locations easily via the

internet. Contributing to this discussion
Ujunwa and Salami (2010) highlight the
economic argument that ―if one economy is a
technological innovator while another
economy is a technological adaptor, the
innovator will maintain a lead in income per
capita relative to the adopter.‖ The income
gap between the two economies persists over
time even though the technological adopter
ends up incorporating all of the technological
advances made by the innovator (Sachs and
MCArthur (2008). Therefore for the
sustainable deployment of technologically
relevant education in a developing country
like Nigeria, ICT related equipment should
attract little or no tariffs in importation and
local software developers should be
encouraged. The palpable benefits that can be
derived from a full scale deployment of ICTs
in the education sector would mean that
distance education institutions like the
National Open University of Nigeria can be
strengthened to achieve its utmost within the
challenging economic climate, which has also
created a continuous demand for continuing
professional
development
and
higher
education opportunities of all sorts.
Ultimately this can lead to effective provision
of flexible self-directed learning; increased
participation through online communication,
access to information; management of large
classes; increased lifelong learning skills for
all; and access to a wider student body in
different learning centers across the country.
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Abstract

Keywords:

Technology integration became a crucial
aspect of teachers‘ roles in the 21st century
and is believed to help improve students‘
performance. While it is essential to
understand how to use it with a pedagogically
successful approach, it is even more
important
to
understand
teachers‘
perceptions about its use since it influences
the actual integration in the classroom.
Previous studies in the UAE are limited with
minimal focus on teachers‘ beliefs. The
current study explores the status of
technology integration at Abu Dhabi female
government schools by using a mixed method
approach. A sample of fifty-two female
teachers from three schools completed the
questionnaire,
while
seven
teachers
volunteered for the individual interviews.
Results revealed that teachers have highly
positive perceptions toward technology
integration and about their personal
competencies in the area. However, findings
also indicate that they have merely used
technology as a delivery tool. Comparative
analyses
revealed
differences
among
nationalities, with Western teachers using
technology more than Nationals and Arab
teachers. Implications for administrators
include the need to provide essential
resources and training teachers to help
support adequate technology integration.

Educational
Technology,
Secondary schools, Technology integration,
Teachers‘ perceptions, Female schools

Introduction
The use of technology has become an
important practice for almost every person in
the world. Every year, there are new
innovations that technology introduces to our
lives such as Blackberries, cell phones,
computers and PDAs. It facilitates many tasks
in our daily lives such as communication,
shopping, travelling, learning and teaching. A
synthesis of research findings from the past
40 years concluded that students in
technology enhanced classrooms tend to
perform 12% points higher than students in
traditional settings
(Tamim,
Bernard,
Borokhovski, Abrami, & Schmid, 2011).
In the UAE, Abu Dhabi Educational Council
(ADEC) is working hard on a number of
initiatives to improve its educational system
by providing the best technological
infrastructure to support the integration of
technology into the k-12 learning context.
This drive to enhance the educational system
with the support of technology is reflected in
the 2009 UAE Ministry of Education‘s
decision to allocate 79 million AED to
increase the number of computers and
improve the Internet connection at schools
(UAE Today). With all the support provided
at the governmental and policy levels, actual
utilization of technology and the success of
such initiatives are highly dependent on

(344 )

978-9948-497-11-0

teachers, and their readiness and willingness
to use technology in their classrooms. It goes
without saying that for teachers to use
technology in the classroom, they need to
have a clear idea about its advantages, and
they need to believe in its added value. The
purpose of this exploratory study is to
investigate teachers‘ perception toward
technology integration in the classroom, with
a focus on female secondary schools in Abu
Dhabi.

Literature Review
While computer technology innovations go
back earlier than the 1980s, one cannot deny
that its development and popularity continue
to increase by the day. Namaa (2006) reported
that the number of computers in the world
increased by 40% between 1999 and 2002 to
be almost 550 million computers. As for the
internet, over these three years, the number of
internet users increased in the world by 119%
to be 600 million users in 2002. More
recently, the internet world statistics indicated
that the internet usage has growth by 444.8%
in the world between 2000 and 2010 (Internet
World Stats, 2011).
In the Arab region, Al Mekhlafi (2004) stated
that the internet was first introduced to the
public in countries such as the United Arab
Emirates, Egypt and Kuwait, in the 1990s.
Particularly speaking, some Gulf countries
have higher levels of information technology
and access to the internet than some European
countries. Between 2000 and 2010, the
Internet World Stats stated that the Internet
usage in the UAE increased by 414%. The
UAE is ranked the second among Middle East
countries regarding the percentage of
population usability of Internet as 75.9% of
the population use the Internet (Internet
World Stats, 2011).
Technology is believed by many to help
enhance students‘ achievements and support
their meaningful understanding of the subject
matter. Researchers argue that technology is

important for teaching as it addresses the
needs of visual learners and students with
special needs (Almekhlafi, 2004), expose
learners to huge amount of information
(Almekhlafi, 2004), prepare students for the
adult life (Peggy, Addison, Lan, Ross, &
Woods, 1999), protect students from the
digital divide (OECD, 2010), motivate
students to learn (Peggy, Addison, Lan, Ross,
& Woods, 1999), make the lesson more
interesting (Peggy, Addison, Lan, Ross, &
Woods, 1999), and allow teachers to
implement
new
teaching
techniques
(Almekhlafi, 2004).
With all the focus on technology, and with all
the believed advantages, the perceptions of
the teachers are important. Various studies
revealed that teachers in general tend to have
positive attitudes towards the benefits of
technology integration (Gülbahar, 2007;
Guha, 2000; Cox, Preston, & Cox, 1999).
Research studies revealed that generally,
teachers are confident about their technology
skills (Khalid, Nawawi, & Roslan, 2009),
believe that it facilitates constructivist
teaching practices (Ertmer, Gopalakrishnan,
& Ross, 2000), positively impacts the
learning environments transforming them
from teacher-centered to student-centered
ones (Wong, Li, Choi, & Lee, 2008; Zhao,
2007), and allows them to cover the
curriculum while providing students with
extra information in less time (Zhao, 2007).
However, research findings revealed that
despite the expenditure for the provision of
technology in the schools, there is limited
integration in actual teaching practices (Bauer
& Kenton, 2005; Lee, 2000; Albion, 2003)
with
major
concerns
about
the
implementation of technology in schools
(ChanLin, Hong, Horng, Chang, & Chu,
2006). Based on various research findings,
scholars concluded that technology is mainly
used as a delivery method, but is not being
used as an integral aspect in teaching and
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learning (Gorder, 2008; Wozney, Venkatesh,
& Abrami, 2006; Guha, 2000).
There are many variables that impact the
successful use of technology in the
educational context including leadership,
resources, professional development, time,
teachers‘ knowledge and skills, grade level,
teachers‘ experience, and social aspects. In
some cases, these variables are considered as
obstacles to technology integration such as
limited resources (Lee, 2000; Mumtaza, 2000;
Peggy, Addison, Lan, Ross, &Woods, 1999),
limited
time
for
planning
and
implementations (Bauer & Kenton, 2005;
Mumtaza, 2000; Cuban, Kirkpatrick, & Peck,
2001; Peggy, Addison, Lan, Ross, &Woods,
1999), lack of help in supervising students
during the class time (Mumtaza, 2000),
hardware and software problems (Bauer &
Kenton, 2005; Lee, 2000; Cox, Preston, &
Cox, 1999), bad networking (Bauer &
Kenton, 2005), limited maintenance (Lee,
2000), lack of staff development (Lee, 2000;
Cuban, Kirkpatrick, & Peck, 2001), lack of
technical and theoretical knowledge (Lee,
2000), reluctance toward technology use (Lee,
2000), social barriers (ChanLin, Hong, Horng,
Chang, & Chu, 2006), and curriculum
(ChanLin, Hong, Horng, Chang, & Chu,
2006; Mumtaz, 2000). A survey of national
representative school samples from 26
countries revealed that the major two
obstacles among a list of 38 are lack of
computers and lack of teachers' knowledge
(Pelgrum, 2001). In addition to many other
variables, and considering the fact that many
teachers do not observe alternative classroom
practices, they might show resistance to
change such as using technology in their
teaching practices (Albion & Ertmer, 2002).
Although the number of published research
studies conducted to investigate the current
status of technology use in the UAE is
limited, available studies offer inconsistent
findings. Some scholars found that while
many schools are equipped with technology

resources, integration of technology in the
UAE schools is in its early stages and is not
being used properly in teaching (ALMekhlafi, 2004; Almekhlafi, 2004; Alghazo,
2006). In contrast, another study revealed that
teachers ranked highly regarding their
competency in technology integration
(Almekhlafi & Almeqdadi, 2010).
In light of the government‘s provision of
resources for schools and the contradictory
available research, the purpose of this study is
to investigate teachers‘ perceptions toward
technology integration in Abu Dhabi Public
Secondary schools for girls. With this regards,
the study aims at answering the following
questions:
1. What is the current status of
technology integration in Abu Dhabi
female public secondary schools?
2. What
are
secondary
teachers‘
perceptions toward the advantages of
using technology in schools?
3. What are the challenges and obstacles
of integrating technology?
4. What are the suggestions for
improvements?

Methodology
The study is an exploratory research that uses
mixed method data collection approaches.
Due to the scarcity of research studies
addressing female teachers‘ perceptions, a
mixed method approach will provide a deeper
understanding of the current situation and
allow for a better definition of the problem by
identifying the important variables of the
study (McKenzie & Danforth, 2009). Data
collection
instruments
included
a
questionnaire and focus group/ interview
protocol.
Questionnaire
A questionnaire was designed to investigate
teachers‘ perceptions toward technology
integration in the schools. The questionnaire
consists of five sections that were developed
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based on the work of Almekhlafi and
Almeqdadi (2010), and Wozney, Venkatesh,
and Abrami (2006). Section A is about
teachers‘ demographic information and
consists of fifteen questions. The other four
sections namely B, C, D, and E address the
following; teachers‘ professional view of
technology integration, teachers‘ perceptions
toward their competencies in technology
integration, obstacles and incentives. In these
four sections, teachers are asked to indicate
their agreement with a variety of statements
by selecting from a four-point likert scale
from (1) strongly disagree to (4) strongly
agree. The ―neutral‖ option was not provided
to ensure that the participants take a position
and not select the middle ground.
The questionnaire was translated into Arabic
language as most of the teachers in the school
were not familiar with English. Then, the
questionnaire was pilot tested in both
language formats Arabic and English. The
English language version was pilot tested by a
graduate studies student and the Arabic
version by an Arab middle school teacher.
Focus Group and Interview
To get a better understanding about teachers‘
perceptions toward technology integration in
the schools, focus groups and individual
interviews were conducted. The interview
protocol consisted of seventeen questions that
addressed teachers‘ profile, their professional
view about technology, how different
variables affect their technology integrations
and suggestions for improvements.
Participants
The participants were female secondary
school teachers from Abu Dhabi public
schools in the United Arab Emirates. The
teachers varied in their subjects, experience
and nationalities. They are from different
Arab countries such as Emirates, Egypt,
Jordan, Syria, Sudan and Algeria. However,

few English teachers were English native
speakers from the United States.
Regarding the interviews, the researcher
asked the teachers in her school to volunteer
for an optional interview about their
perceptions toward technology integration.
The interview process was conducted in two
different ways, namely focus group and
individual interviews. The participants were
seven; two math teachers, one Geography
teacher, one Islamic studies teacher, one
English teacher, one math supervisor and one
English supervisor. During the data collection
process, ethical considerations were addressed
and teachers were notified of their voluntary
participation, freedom to discontinue, and the
confidentiality of their responses.
Results
This section included both quantitative and
qualitative analysis. For the quantitative
analysis, the total number of participants is
fifty-two. The data collection for the study
was analyzed by (version 18) of the software
Statistical Package for the Social Science
(SPSS). For the qualitative data analysis, the
researcher converted teachers‘ notes into
segments, then to codes and finally into
themes.

Questionnaire Results
Descriptive Results
Regarding their nationalities, participants
were mainly divided into three groups
namely, Arab (n= 22), Emirati (n=18) and
Western (n=3). For teachers‘ perceptions
toward their proficiency levels of using
computer technologies, the most common
level was average (n=21), while no
participants indicated that they were not
familiar with technology. Participants‘
average number of years of using technology
for personal purposes was 11.48 (SD = 5.78)
while it was 8.17 (SD = 4.24) for teaching
purposes. The daily hours of using technology
for personal and teaching purposes is shown
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in figure 1. The most common number of
daily hours for personal and teaching

purposes was one to two hours.
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Figure 1: Distribution of Daily Hours of Using Technology

Participants stated different tools of
technology integration such as videos,
interactive white board, data show, audios,
educational software, educational games,
internet, and transparencies. For the four
likert scale sections, most of the participants
were in agreement or strong agreement with
all the items in the three sections as reflected
by the mean scores being larger than two.
These three sections are teachers' perceptions
of their professional view of technology,
competencies, and incentives. Regarding the

fourth section, obstacles of technology
integration, the participants were in
agreement about most of the aspects except
the following three: I do not have time to
implement technology, curricula are not
designed with the focus of technology use,
and I could not integrate technology properly
because of English language. Descriptive
analyses of items were conducted, the results
summarized in table 1.

Table 1: Item‘ Descriptive Statistics

Items
Collect information
Troubleshoot problems
Interact with peers
Publish work
Discuss experience
Deliver materials
Student Communication
More student centered
Preparation time
Unavailable qualified technical staff
Lack resource
Lack of access to resources
Administration support
Colleagues support

Correlations

Mean
3.37
2.51
3.13
2.78
3.20
3.36
2.82
3.08
2.37
2.34
2.60
2.24
3.12
3.02

Std. Deviation
0.56
0.88
0.66
0.82
0.45
0.53
0.7
0.6
0.8
0.85
0.93
0.77
0.65
0.64

Correlation analysis was used to investigate
the relationship between demographic
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variables and the items in the five sections of
the questionnaire. As expected, a strong
positive significant correlation was found
between the age group and teaching
experience (r= 0.939, p=0). A positive
moderate significant correlation was found
between the frequency of using technology
and the daily hours for teaching purposes
(r=0.52, p=0.01). Another positive significant
moderate correlation was found between daily
hours for personal use and for teaching
purposes (r=0.47, p=0.01). However, a
negative significant weak correlation was
found between age group and technology
proficiency (r=-0.32, p =0.02). Another
negative significant weak correlation was
found between age group and frequency of
using technology (r= -0.38, p =0.005). No
other significant correlations were found.

Composite Scores
To reduce data and create an overall score for
each of the constructs addressed in the
questionnaire, the best analysis approach
would have been factor analysis. However,
the small sample size did not allow for such
an analysis and thus we decided to conduct
correlations for the items in each section in
order to select the items that were highly
correlated in each. Items that were not highly
correlated were discarded. Four different
composite scores were created, namely
perceptions of technology integration,
teachers‘ competencies, obstacles and
incentives. Then, descriptive analysis was
conducted for each of the composite scores
with average and standard deviation
summarized in table 2.

Table 2: Composite Scores' Descriptive Statistics

Composite Scores
Perceptions of technology integration
Teachers‘ competencies
Obstacles

Mean
3.2
3.13
2.32

Std. Deviation
0.46
0.43
0.54

Incentives

3.01

0.57

Analysis of Variance (ANOVA)
To assess the relationship between
nationalities and the four composite scores,
analysis of variance were conducted based on
the nationality namely, nationals, Arabs ad
westerns. Findings revealed an omnibus effect
indicating a difference in years of personal
use and teachers‘ competencies based on
nationalities. Post Hoc analysis indicated that
the difference between the western and
(Arab/Emirates) teachers as western had the
highest mean.
Open Ended Questions
As for the open-ended questions, teachers‘
responses were noted and grouped into codes
then into themes. Regarding the advantages of
using technology, it saves their time, reduces
effort, and motivates students. About

disadvantages, a major concern was that using
technology makes students neglect textbooks,
and teachers only use it to get better
evaluation. The major challenges for
technology integration were lack of resources,
outdated computers, lack of skills and lack of
time.
Interviews
The process of analyzing the qualitative data
began with coding. In analyzing the
interviews‘ notes, the researcher read the
notes to assign the text segments and assigned
codes that describe each segment. After
coding the entire text, all the similar codes
were grouped into themes. Through the
process of data analysis, the researcher
ensured rigour and minimized bias thorough
two approaches, namely member checking
and external audit.
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Participants’ Profiles
There were seven participants in the
qualitative study who will be referred by
letters A, B, C and so on. Five of the
participants were high school teachers while
two were partnership supervisors. Their
subjects
were
mathematics,
Islamic,
Geography, and English. They varied in their
teaching experience from four to thirteen
years. About their nationalities, four were
Emirati national, one Jordanian, one
Romanian and the last American.
Interviews’ Results
Participants indicated several advantages of
using technology in their teaching practices.
For instance, technology saves their time and
gives more accurate results as the math
teacher said ―technology saves my time in
curves sketching lessons, as I will use
graphing software to sketch graphs‖. All the
participants agreed that technology motivates
students to learn as it makes the lesson more
interesting. For instance, participant B
indicated that ―our students rose with
technology and used it a lot at home, so it will
be good learning approach‖. Also,
participants indicated that technology
addresses students' visual and auditory
learning styles, allows students to be more
creative, provides students with resources,
and helps our schools to reach the
international standards.
Participants stated the following variables that
might affect the process of technology
integration which are teachers' technological
competencies, resources, technical support,
time, social aspects and the administration.
The English supervisor noted that technology
is mainly used as a delivery method in the
school. Also, the supervisors indicated that
teachers‘ technological competencies are an
indicator for their implementation of
technology. Both of the supervisors stated that
younger teachers integrate technology more
than older ones as younger teachers have

more technological skills. Regarding the
differences in nationalities, the English
supervisor stressed that western teachers are
more able to integrate technology than Arabs,
as they are used to working with technology
for a longer period of time.
Five participants indicated that limited time
hinder them from technology integration. For
instance, the English teacher explained that
she has limited time for preparation and
implementation. Regarding the extended
school day, the mathematics supervisor said
―although the extended day provided teachers
with extra time, this time is used for
teaching‖.
As for resources, all teachers stated that there
are data show projectors in each classroom
and most of the teachers have laptops, but
improvements are needed. Participants A and
D illustrated that they need extra advance
resources such as the smart boards. Four
participants stated that there in not technical
support in the school.
All participants agreed that the school‘s
administration encourages them to use
technology except participant E. Teachers
revealed that the administration supports them
by providing resources such data-shows, and
computers. Furthermore, all the participants
indicated that they need extra training. The
mathematics supervisor stated that the
training depends on the age of the teachers
and their competencies. Finally, participants
noted several suggestions to improve the
process of technology integration in the
school which are related to professional
development and resources.

Discussion
Results revealed that teachers had positive
perceptions toward technology integration in
the Abu Dhabi secondary school under
investigation. In genearal, teachers have
positive
perceptions
toward
their
competencies. This finding is in line with
Khalid, Nawawi, & Roslan, (2009), and
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Almekhlafi & Almeqdadi (2010). Regarding
teachers‘ technological skills, teachers have
highly
positive
perceptions
toward
performing the basic technological tasks such
as deliver the classroom materials, collect
information, and interact with peers as the
averages‘ scores of those variables were
greater than three in a four point likert scale.
However, they more not as confident
regarding performing more advance tasks
such as troubleshooting common computer
problems, and publish their work since the
average scores of these two variables are less
than three. From questionnaire results,
findings indicated that teachers implement
technology mainly through data-show
projectors, internet,
word processing,
presentations, tranperatns, videos, audios and
educational software. Most of these tools are
used for informative and expressive purposes,
but not as an instructional material of teaching
and learning. This finding is also supported
by the English supervisor indication that
technology is used in the school as a delivery
method. The argument is in line with various
research findings such as Wozney, Venkatesh,
& Abrami (2006) from Canada, Guha (2000)
from western New York, and Gorder (2008)
from South Dakota.
In a line with other previous researches,
teachers perceived that technology leads to
more student-centered rather than teachercatered settings (Wong, Li, Choi, & Lee,
2008; Zhao, 2007). Also, participants agreed
that technology facilitates constructivist
teaching practices (Ertmer, Gopalakrishnan,
& Ross, 2000) as it allows teachers to be the
facilitator of the learning process. For
illustration,
technology
facilitates
constructivist approach because it allows
student to be more independent and
cooperative in their learning.
Teachers indicated that they do not have
enough time to prepare for the technological
resources. This finding supported the
argument of many other researches that

limited time hinders teachers from integrating
technology properly (Zhao, 2007; Bauer &
Kenton, 2005; Mumtaza, 2000). From the
focus group interview, the mathematics
supervisor indicated that although the
extended school day provided teachers with
extra time during the school day, this time is
used for teaching classes. Teachers need time
in the preparation process to find
technological resources, create them, adjust
the materials for the curriculum, test them
before using, and prepare the technological
tools such as data-show.
Regarding the nationality groups of
participants, it was expected that western will
be minority as they only teach English for
grade 12. There were differences among the
three groups of nationality, namely Arabs,
Emiratis and western. The analysis of varince
(ANOVA) indicated differences between
nationalities. The results indicated that
western teachers have higher years of
personal use of technology and higher
technological competencies than other
nationalities. The reason of this finding may
be that western countries such as the United
States have been using technology from many
years before Arab countries. However, this
finding should be considered with caution
since the number of western participants was
very small.
Correlation analysis revealed that there is a
very strong relationship between teachers‘ age
and experience as older teachers will have
more teaching experience. Regarding
teachers‘ age, there was negative relationship
between age group and the following;
technology proficiency, years for personal use
and frequency of using technology. This
means that older teachers who have more
experience in teaching may not be
professional with technology and could not
implement it frequently in their teaching. For
visual illustration of this finding, see figure 2.
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Figure 2: Participants‘ Ages Correlation

Similar to Hew and Brush (2006) argument,
the lack of resources in this study includes
three aspects, technology, access of
technology, and technical support. Teachers
have slight disagreement about having
adequate resources, and the easy access to
these resources. Also, they have slightly
agreement regarding unavailable technical
support for technology and out-dated
computers. The lack of technical support
frustrates the teachers especially when the
technology does not operate well in the
classroom.

Teachers believed that the administration
supports them to integrate technology. From
the qualitative findings, teachers perceived
that the administration supports them to
integrate technology by resources, training
courses, and positive evaluation. It seems that
the administration should provide teachers
with more incentives to integrate technology
in advance approach. This could be done
through providing teachers with bonuses and
recognize their achievements.
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Conclusion
The study revealed that teachers have highly
positive perceptions toward their professional
view of technology and their competencies.
The findings indicated that technology in
schools is mainly used as a delivery method
since many teachers lack of the required skills
to use technology for other purposes. Thus,
teachers should be provided with more
practical workshops about using technology
in classrooms. Results revealed that younger
teachers integrate technology more than older
ones. Therefore, it is suggested to have
mixture of teachers‘ age groups, as younger
teachers will update the school with modern
technology techniques while older teachers
will enrich that school by their experience of
teaching.
In additions to the literature review, the study
has the following contributions. It is

exploratory study that investigates the status
of technology integration in Abu Dhabi
secondary female schools. Also, it is a mixed
method data collection study used both
qualitative and quantitative approaches.
Regarding its limitations, because of limited
time and resources, the number of participants
is very small which is fifty-two. Moreover,
the study is a survey and correlation research
and not experimental. Since the study is
exploratory, it is recommended to conduct
more studies in the future as technology is
developing in the education sector. It will be
valuable to conduct further studies that
explore the difference of technology
integration regarding genders, grade level,
and public and private schools. Also, it is
needed to study the status of technology
integration in other Emirates to explore the
differences if existed.
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Learning Environment: An Assessment Tool Using Mobile
Technology
Hurbungs Visham
University of Mauritius

Abstract
Innovative learning with the help of new
technology could be used to enhance the
learning process. Nowadays, almost all
students have a mobile phone. Therefore, why
not make use of mobile technology as a selfassessment tool in class? In-class assessment
and frequent feedback about the quality of
student learning helps instructors find out if
learning is taking place, what students are
learning and how well they are learning. This
case study will examine the application of cell
phone and communication technology as a
medium for an innovative learning
environment. It describes a proposed
architecture that would support this type of
application at the University of Mauritius for
undergraduate students. The case study ends
with the implications of this type of learning
environment at University level.

Keywords: mobile, assessment, learning,
web technology

and universities. People with different
backgrounds,
interests,
expertise
and
intellectual
capabilities
are
making
tremendous use of technology for wideranging purposes. Latest phones allow
installation of new applications and coupled
with Short Messaging Services (SMS),
mobile technologies have made it possible for
us to think assessment tools as being potential
mobile phone applications.
This project investigates the design of a quiz
application tool that can be used in
educational institutions for students to carry
out self-assessment in class and obtain their
results and short reports about their
performance via SMS. The main objective is
to set up a learning environment using the
latest tools and mobile technologies that are
readily accessible to everyone. The focus is
mainly on in-class assessment and to
investigate into a possible environment that
would support this type of assessment
technique. The research work is focused on
the use of a conventional mobile phone as the
tool for assessment.

Introduction

Literature Review

Nowadays, most adults and adolescents own
mobile phones and other electronic devices.
People are now increasingly becoming
digitally interconnected in ways that would
have been impossible to imagine a few years
back.
The
convergence
of
mobile
communications and handheld devices offer
not only the abilities to send long distance
messages but also the opportunity to develop
technologies to enhance learning at school

Classroom assessment is a combination of
pedagogical
techniques
and
teaching
approaches that can help an instructor better
structure the teaching and learning processes.
With the emergence of mobile technologies,
youngsters are developing new skills such as
SMS, mobile logging and mobile video
creation. Mobile phones have now become a
crucial element in students‘ life and its
increasing use promotes its integration in our
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educational system as a tool for selfassessment. Thus, we could use these existing
technologies to enhance learning by making
these tools available to students. While
mobile technology is rapidly gaining more
ground in the educational field, traditional
methods used in teaching pose problems for
both teachers and students especially with an
increase in the amount of students every year.
The development of mobile devices such as
iPhones, smart phones, PDA and HTC, has
made internet accessible to a wide range of
users, but not all students possess a mobile
phone that can have access to the internet.
Had all students have internet connection on
their mobile phone; they would have been
able to access the multiple choice questions
and work it out directly. Unfortunately, this is
not the case and since the cost of internet
connection via mobile phone is relatively
higher as compared to SMS messages,
messaging technology could be used to
develop quiz applications. For example, a
student would perform his/her multiple choice
assessment by sending the answers via SMS
in a specific format and would immediately
obtain the corresponding results.

Assessment is not an easy task for a teacher as
it consists of several steps. The teacher needs
to set the paper which is quite time
consuming, corrections need to be performed
and then feedbacks should be provided to
student. To be able to provide accurate
feedbacks, the trends from previous
assessment should be observed.
To reduce the burden of teachers, special
software is being used to carry out
assessment, perform corrections and to
generate feedback. Teachers are always faced
with students with different abilities and
learning preferences, which is why there are
always some students who master a particular
tool better than others either because they
have more familiarity with it or because they
can better adapt to it. The most recent or the
fastest technology does not necessarily imply
better learning. The dilemmas of teachers and
the challenges of student should be taken into
account when investigating on the tools used
for learning and assessment.

Classroom Assessment
The traditional classroom comprise of a large
amount of students at the same location with a
teacher who does most of the talking and
explanation. Students listen to teachers and
there is limited amount of time for interaction.
Moreover, the size of the class limits the
opportunity for students to interact with the
teacher. Once the class is over, there is no
means for the students to communicate with
their teachers. At the end of each topic, tests
are carried out. It is either a pen and paper test
or an oral recitation test. Much emphasis is
placed on how much students have retained
rather than the level of understanding
achieved in a particular subject. Assessment
results are then used to grade and sort the
students.

Figure 1: Evolution of Assessment

As many colleges and universities are
offering online courses, assessments for
distance students are carried out via Learning
Management System (LMS). There exist free
and commercial web applications that
educators can use to create effective online
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learning sites. One popular free application is
the Moodle platform (Moodle, 2010) which
provides several useful tools to enhance
learning and assessment.

face class assessment are in the same physical
environment and therefore there are minimum
external factors affecting the overall
performance of students.

New Trends in Class Assessment

Figure 2: Moodle Features

One of the advantages of Moodle is that its
asynchronous and synchronous assessment
can be taken from any computer with an
internet connection. Students are also able to
provide feedback for a particular subject by a
specific date. Based on students‘ feedback,
teachers are able to change their methods of
teaching.
However in LMS, students may be at
different stages in a course. It might be the
case that a student has not yet completed the
topic for which the class assessment is being
given. Moreover, student in LMS do not
experience the same learning environment as
they are not in the same location at the time
the class assessment is carried out. So, the
environment in which they are may have an
impact on the student‘s performance.
As for a face-to-face class assessment, it is
carried out in the same location and at the
same time where all students have performed
common class activities. Students in a face-to-

The emergence of new technologies has
speeded up the change of test format from
traditional paper test to computerised
assessment and nowadays much attention are
being given to mobile technologies. Some
countries have already started to adopt this
method of learning and assessing students.
Singapore has tried to use mobile applications
which were developed on J2ME to carry out
English grammar quiz and this trial (Cheow,
C.W) proved to be successful since the
majority of users found it easy to use and they
were satisfied with the system. Students found
it very useful since assessment could be
carried out anytime and anywhere and the fact
that feedback are obtained immediately make
learning more effective. It has also been noted
that mobile phones assessment can be very
helpful for teachers as it reduces their
marking workload and facilitates the
monitoring of students‘ performance. It
allows for easy computation of marks and
statistics which is more time consuming if
traditional method of assessment is used.
Researches were also carried out on MLearning by the Technology Enhanced
Learning Research Centre (Simon, 2009) and
different tools were developed. Mobile
phones J2ME quiz game were implemented
and one of the most popular was the driving
theory test intended for users who were
learning to drive. Moreover, mobile phones
text messaging quizzes were developed
whereby an SMS engine including an online
editing tool was implemented. This approach
consist of distributing questions paper to
students together with related information and
then learners are expected to send their
answers via SMS after which they are going
to get back a reply. This method allows
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students having the least sophisticate mobile
phones with limited features to take part in
mobile learning and thus, enhance learning.
An Italian organization has designed an SMSbased Italian course (Jill, 2005) targeting
users with low features mobile phones. The
course structure consists of 100 concepts and
for each one of them, textual and test dialogue
was created. The users simply need to send
their answers to test via SMS which is going
to be succeeded by other text message
containing the results which were tracked by
the system together with suggestions for
improvement.
However in Mauritius, mobile learning has
not really been implemented but research has
been carried out to evaluate the impact of
mobile learning at schools. Based on
feedbacks that were obtained from students
and observations made during the research,
proper assessment techniques could be
implemented on available mobile devices to
make learning becoming more interesting at
University. Different issues like the technical
abilities and limitations of the devices should
also be taken into consideration as well as the
significance of using mobile devices in the
learning process.

The Proposed System
There are several types and models of mobile
phones which in addition to telephony and
text messages offers us other numerous
features and services like internet browsing,
email, personal organizer, Multimedia
Messaging
Service
(MMS),
business
applications, data communication and short
range wireless communication such as
Bluetooth and infrared. Mobile phones which
support data communication can also serve as
wireless modem for pc. To be able to use a
mobile phone, a (Subscriber Identity Module)
SIM card of a service provider is needed.
Currently in Mauritius, there are three main
mobile service providers namely Orange,

EMTEL and MTML who provide us with
different services at different prices.
As per the ―Annual Report on the
Development of the Information and
Communication Industry in Mauritius: 2009‖,
it states that the intensive network rollout by
Emtel
Ltd
and
Cellplus
Mobile
Communications Ltd has ensured almost
complete coverage of the island while the
coming into operation of the third mobile
operator, MTML in late 2005 further widened
the use of contemporary mobile based
technologies (ICTA, 2011).
Table 1: Mobile Penetration in Mauritius

INDICATORS FOR
YEAR ENDED:
Total Prepaid Mobile
Subscriptions
Total Postpaid Mobile
Subscriptions
Total Mobile Subscriptions
Mobile Penetration Rate
(%)

2009

2010

1,013,000 1,099,200
73,800

91,700

1,086,800 1,190,900
85.05

92.79

Taking into consideration the different
services provided by mobile operators and
mobile penetration in the Mauritian market,
the in-class assessment tool could be sought
as a mobile application. Since our aim is put
in place a system which is within the reach of
all students, the choice of communication is
the SMS technology which is also affordable
by everyone in terms of price compared to
WAP, GPRS and 3G technologies.

Figure 3: System Architecture

The proposed architecture consists of the
following components:
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Mobile Phone: Students will use their mobile
phone to answer questions in a specific
format, including their student id(s). Example
for multiple choice question:
Id:1112234,1a,2c,3d,4b

No additional software needs to be installed
on the mobile phone since students will use
the existing mobile text composer.
SMS Gateway: The SMS Gateway will be
simulated using a mobile phone (with SIM
card) connected via a serial port to the server
computer. The server could be a notebook or
a normal desktop computer running a server
process.
A SIM card and a mobile phone have to be
purchased to act as the gateway. All incoming
and outgoing messages will be using the same
SIM card number.
Server Script: The server script will read the
SIM card for incoming messages using AT
commands, parses the messages and saves the
information in a database for further
processing. The server script will also do
automatic correction, generate statistics and
send acknowledgement messages to students
once someone has answered a question.
The server script would be coded in a suitable
scripting language. Potential open-source
languages
include
PHP
(Hypertext
Preprocessor) and Java Server Pages (JSP)
(Web Scripting, 2011).
Table 2: AT Commands

AT commands
+CMGS
+CMSS
+CMGW

Function
Send message
Send message from
storage
Write message to
memory

+CMGD

Delete message

+CMGC

Send command

+CMMS
+CNMI

More messages to
send
New Message
indications

+CMGL

List messages

+CMGR

Read messages

+CNMA

New Message
acknowledgement

Database: The database will store all the
information required by the mobile quiz
application. Potential databases are opensource databases such as MySQL and
Postgres SQL (PostgresSQL, 2011).

Implications
The proposed system will make use of opensource software thereby minimising the cost
of the mobile quiz application. The server can
be hosted on the University web site. The
associated costs are:
1. Purchase of a mobile phone
2. Purchase of a SIM card
3. Cost of outgoing messages when
sending acknowledgement messages
and results to mobile phones.
4. Running cost of maintaining the
mobile phone & recharging the SIM
card account.
One additional consideration is to amend
University policy to allow students to bring
mobile phones in class since mobile phones
are usually considered to be a source of
disturbance. Students should be allowed to
use their mobile phones only for assessment
purposes when they are in class.
Another important issue is to educate
teachers,
learners
and
University
administration about this new form of class
assessment. For a long period of time,
everyone have been using traditional or online
assessment tools and the development of
mobile assessment tools would require a
change in the mindset of the stakeholders
involved.

Feasibility Study
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A survey was carried to investigate whether
lecturers and students are willing to use the
proposed system. A sample of 10 lecturers
and 30 students from the University of
Mauritius were considered.

Figure 4: Lecturer Survey

Figure 5: Student Survey

The survey yielded satisfactory results as in
all cases, class assessment using mobile
phones was preferred rather than pen and
paper based assessment. This is because it has
been observed that most teachers are of the
opinion that the system will be beneficial to
them as corrections and student monitoring
will be easily and rapidly performed. On the
other hand, some lecturers are still not at ease
with the use of technology in class and they
prefer their traditional way of manually
correcting individual scripts rather than
relying on automatic correction.
82% of the students are willing to use this
system and the survey also revealed that all
students have mobile phones. Those who are
willing to use the system find this way of
assessing student more interesting, easy and
time saving. However, most of them do not
have sophisticated phones featuring J2ME,
Android and other advanced features or
functionalities. There are 3% of students who
are showing reluctance towards the use of
SMS technology for performing assessment
as they have never used such a system before.
They are also unsure about the delivery of
their answers on time due to connection
problems which might arise. Moreover, in
spite of SMS being very cheap, some students
still prefer to perform paper and pen based
assessment which is 100% free. The small
screen size may also contribute to difficulty in
answering a large amount of consecutive
questions in a short lapse of time. A wrong
key press may result in loss of marks.
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Conclusion
The proposed architecture appears to be a
promising application that could be within the
reach of each and every student at University
level. This type of application would
definitely be helpful to educators and students
to help them in the teaching and learning
processes at the University of Mauritius.
In addition to some of the limitations
highlighted in the feasibility section, the
system is not suitable for all types of
assessment. For example, performing
assessment which involves open-ended
questions will be difficult not only because
students will have to type lengthy sentences
on small size screen, but also because SMS
allows limited number of characters which
will no doubt be insufficient for answering
several open-ended questions. Validating
answers automatically will also prove to be

difficult since open-ended questions do not
have standard answers. Moreover, students
have different typing speed and those who are
not acquainted to sending SMS quickly will
be penalized compared to those who prior to
their typing speed will be able to complete
their paper in the predefined time limit.
On a more technical basis, proper measures
need to be taken to ensure that the SMS server
is capable of receiving SMS from multiple
users, process their results and send it back to
them via SMS in a given time. Actions need
to be taken to cater for cases where network is
lost or to notify students about messages not
received by the system.
A prototype of the application is currently
under development and its effectiveness
would
be
investigated
after
the
implementation and testing processes are
completed
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Just-In-Time Teaching in China and Oman
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Abstract
I will report on my experiences with the Justin-Time Teaching (JiTT) framework in three
cultural contexts, namely in Hong Kong, in
Shanghai, and in Muscat. While there was
little difference between students in Hong
Kong and Shanghai — both groups were
usually very happy with the course concept
and seemed to learn more than in a
traditional course — the students in Muscat
struggled more.

Keywords:

student-teacher interaction,
active learning, reading assignment, class
quiz

Introduction
Just-in-Time Teaching (JiTT) [JiTT, 2011,
and Novak et al., 1999] is a student centered
teaching method where students are
encouraged (or sometimes even ‖forced‖) to
play a more active role in the lecturing
process. The hope is that this helps them to
learn easier and eventually to learn more. The
most prominent feature of JiTT is that the
students should study any course material
before attending class and inform their
teacher about
any difficulties
they
encountered; the teacher then adapts his or her
teaching to the individual problems reported
to him.
I first used JiTT in 2002 at the Hong Kong
University of Science and Technology
(HKUST) in the undergraduate course Theory
of Computing. Students had to read the
textbook before attending class and send me

email questions about their difficulties. I
answered the questions individually and used
them to guide my class preparation. Each
class started with a short quiz on the new
material. The course went very well, so I
repeated the JiTT teaching style in all
following years when teaching this course.
When I moved to Fudan University in
Shanghai in 2004, I had to teach the same
course every year and decided to use JiTT
again. This was also successful.
However, when I moved to Muscat in 2011
and again used JiTT in two courses at
GUtech, the results were less encouraging. I
will discuss this in detail below, but in a
nutshell, one problem seems to be that the
GUtech students had great difficulties
working alone with the textbook, even when I
modified JiTT in one of the two courses and
only asked the students to read the sections in
the textbook after I had taught them in class;
since I not always taught every detail
mentioned in the book, the students still had
to comprehend some "new" material and they
were still supposed to ask questions, which
meant that I always reviewed some difficult
old material in the next class.
In Section 2, I will describe the JiTT
framework in detail. In Section 3, I will
describe how I implemented JiTT in Hong
Kong, Shanghai, and Muscat. In Section 4, I
will discuss my experience with JiTT in
China and Oman. I will end with some
concluding remarks in Section 5. In the
appendix, I will present data from several
student teaching evaluations.

Just-in-Time Teaching
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The JiTT home page [JiTT,2011] cites the
following statement by the Study Group on
the Conditions of Excellence in American
Higher Education, 1984:
―Learning technologies should be designed to
increase, and not to reduce, the amount of
personal contact between students and faculty
on intellectual issues.‖
Indeed, if students could learn alone they
would not need teachers, so student-teacher
interaction is the most crucial part of the
teaching process. However, in traditional
lectures the teacher usually reads and explains
some slides closely based on the course notes,
if not the course notes are already just copies
of the slides, with little interaction between
teacher and students. As Eric Mazur observed
in [Mazur, 1997], such a monologue in front
of a passive audience is rarely suitable to
arouse much interest in the students. Instead,
he argued, students should be more actively
involved in the teaching process, for example
by discussing problems first before hearing
the solution from the teacher (he called this
teaching method Peer Instruction). To get the
class time necessary for the discussions, the
traditional lecture has to be replaced by
student self-learning.
This naturally leads to the concept of JiTT
which is based on a simple feedback
mechanism: the students prepare the material
of each class at home, and the teacher closely
monitoring their learning progress uses this
information to adjust his or her teaching to
focus on those parts of the new material that
caused most problems for the students. To
enforce the reading, it is suggested to use
WarmUp exercises delivered via the internet
(i.e., a few conceptual questions on the
reading material) or to add quizzes to every
lecture. In particular the WarmUp exercises,
usually due shortly before a class, have given
the technique its name: the teacher must
prepare the class just-in-time, based on the
problems reported by the students.

Implementing JiTT

I believe that students learn best when they
can learn at their own speed and on their own
time schedule. This means, traditional
classroom lectures are not well suited to
deliver knowledge effectively. Many students
only attend classes to check whether the
teacher dutifully follows the course notes.
They do not learn any new material while
sitting in the classroom because they are
either too busy taking notes from the
blackboard, or because they do not focus on
the lecture. If there is an upcoming exam,
they usually start learning a few days before
the exam and forget most of the material
shortly after the exam.
In 2002, I therefore decided to teach the
Theory of Computing course at HKUST, a
second year undergraduate course, as a JiTT
course where students must work with the
course material on a regular basis, not just
before exams. My hope was that this would
provide a much better learning experience for
the students and they would not forget most
of the material shortly after the exams.
Encouraged by the very positive feedback
from the students, I have been teaching this
course every year since 2002 using JiTT,
from 2002 to 2004 at HKUST (usually 80–90
students in a class), from 2005 to 2011 at
Fudan (usually 50–60 students in a class), and
since 2011 at GUtech in Muscat (less than 15
students in a class). At GUtech, I am also
teaching a first year Calculus course. Since I
do not expect freshmen to be able to read a
mathematical textbook independently, I
modified the JiTT framework and instead
asked them to read the corresponding
testbook sections after I had taught the
material in class.
I will now explain in detail what I did and
why it is important for the success of JiTT.
Textbook:
The reading material in a JiTT course must be
on a sufficiently low level so that the students
can read and understand a good part of it
without the help of the teacher. Many
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textbooks are not suitable for JiTT because
they cover too much material on a level that is
too high for the students. Therefore, many
JiTT teachers write their own course notes. I
was lucky to find a recent textbook by Kinber
and Smith [Kinber and Smith, 2001] that is
basically the polished version of the course
notes used by the authors in their own
teaching, i.e., it contains exactly the material
one would like to teach in such a course.
Other textbooks that contain substantially
more material than what can be taught in class
are less useful because the students will get
confused when they cannot read the book
consecutively.
At HKUST, my students had to read about
five pages before each class, with three
classes a week. At Fudan, the course was a
fourth year undergraduate course and we used
the textbook by Sipser [Sipser, 2006] (mainly
because there was a cheap Chinese version of
the book available). We had only a single
three-hour lecture every week, so the students
had to read 15-20 pages as class preparation.
This also worked well.
Recently, I began to teach the course at
GUtech where we have two two-hour classes
a week. In this case, I am asking the students
to always prepare the material for the entire
week for the first class of the week. We are
also using the Sipser book, but this time the
students are complaining that the textbook is
much too difficult for them to understand
even though they try hard. In the Calculus
course at GUtech, the students are also
complaining that their textbook is hard to
understand (we are using a well-written book
by Lang [Lang, 2001]).
Reading Assignments
Students must have a strong incentive to
actually do the preparatory readings before
each class. I usually use two methods to
enforce this.
1. On the day before each class the
students must submit at least one
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question on the new material. This
earns them points for their final grade.
In Hong Kong and Shanghai, most
students submitted questions every
week. In Muscat, the fourth year
students always submitted questions,
while the first-year students rarely did
it, although I explained to them
several times that this will cost them
points for their final grade.
I always anonymously publish on the
course home page all questions and
answers in a Q&A list for each lecture
so that other students can also learn
from the questions. At GUtech we are
using Moodle forums for the Q&A.
On the average, 20-30% of the
students claim to have no problems
with the reading material. The
questions range from basic questions
about particular definitions or
algorithms to rather deep questions
that show a good understanding of
what is going on. The questions
always tell me what material I should
teach in the next class.
2. I start each class with a short quiz of
six multiple-choice questions. The
first two questions always review
some older material, while the next
four questions cover the new reading
material, but on a rather low level; the
purpose of the quiz is to test whether
the students have read the textbook,
not whether they fully understand
every detail.
At HKUST, I used a PRS (personal
response system) system [PRS, 2011] to
record the answers. Each student had a
handset similar to a TV remote control
unit that could be used to answer the
multiple-choice questions online (I could
see the answers immediately on my
computer). At Fudan and at GUtech, I
usually show slides with the questions and
the students write the answers on a sheet
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of paper. The points earned in the quiz
count towards the final grade, and usually
students get more than 90% of the quiz
points. For the Calculus course there is
also a weekly quiz about the weekly
reading assignment, however it is always
about material that has already been
taught in the previous week.
Team Work
Learning in a group can be very helpful.
Therefore, I usually ask the students to work
in teams of three or four students. The
questions submitted before each class should
be submitted by teams, not by individual
students (this also helps to reduce the
teacher‘s workload). In the class quizzes,
teams can get an extra point if their team
average is above a certain threshold. This
encourages the stronger team members to
help their weaker team- mates catching up
and preparing for the quizzes.
While the students in my Theory of
Computing courses were always happy to be
allowed to work in teams, my first year
Calculus students at GUtech do not seem to
work in teams (although they clearly discuss
solutions with the others before writing them
down).
Tutorials
At HKUST, we had weekly tutorial sessions,
each session was one hour. At the beginning
of a tutorial, we handed out a sheet with a few
problems that gave the teams half an hour
time to find a solution. Then the teams
presented their solutions. Students got a point
for attending a tutorial, and they got an
average of more than 95% of the tutorial
points. We have no tutorials in Shanghai and
Muscat, but I think it would be a good idea to
add tutorial sessions.
Grading
Grading on the curve [Ory and Ryan,1 993,
page 127] is prevalent in Hong Kong and

China. However, I usually used a fixed
grading scheme (above 90% is an A, above
80% a B, etc.) that is known to the students
right from the beginning. I usually weigh the
two exams with 35% each, and quizzes and
homework assignments with 15% each.

My Experience with JiTT
Although the workload for the teacher is quite
high (at HKUST, I sometimes spent 20 hours
per week on class preparation, mainly
answering the students‘ questions), I find
teaching a JiTT course more rewarding than
teaching a traditional lecture course because
the regular Q&A activities with the students
feel more like individual tutoring than
teaching a large class. Even more important,
the weekly questions provide me with
immediate feedback on the students‘ learning
progress.
Instead of having students submit questions
by email, at HKUST I used a web-based
communication system built on top of
WebCT [WebCT, 2011] which greatly
simplified my course administration. At
GUtech, we are using Moodle which is also
helpful, for example, to organize the student
Q&A lists.
In all my courses in Hong Kong and
Shanghai, most students liked JiTT. Appendix
A shows my midterm teaching evaluations for
a few selected years of the course. Most
notably, about 70–80% of the students prefer
JiTT to a traditional lecture-based course.
On the other hand, the students at GUtech did
not like JiTT. I can only speculate about the
reasons, maybe their inability to read a
textbook independently leads to a high
frustration level among many of the students.
However, I have the impression that the
situation has improved a bit since I did the
midterm teaching evaluations. Maybe the
local students at GUtech just need a bit more
time to get used to the concept of studying
independently.
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Conclusion
I have been teaching Theory of Computing
using the Just-in-Time Teaching (JiTT)
method since 2002. In 2004, I was awarded
an Excellence in Teaching Innovation Award
at HKUST, and in 2008 my course Theory of
Computing became a Fudan and Shanghai
Key Development Course. In my opinion, this
teaching style can work well for courses with
a textbook that stays on a low level
throughout the course. The advantages of
JiTT are that
 Students learn regularly every week
instead of learning only before exams,
reading about 15–20 pages of the
textbook every week.
 The individual questions posted by the
students and answered by the teacher
closely resemble an individual
tutoring, each student gets the
information he or she needs on the
right level of difficulty.
 The class quizzes force students to be
prepared for each class; the quizzes
also review old material, so students
are less likely to forget it.
 The students‘ questions and class
quizzes give the teacher immediate




feedback on the learning progress of
the students.
Good results in the exams show that
the students learn more than in a
traditional course.
Lectures are more improvised, in
particular when interesting questions
arise in class (this means that classes
are more fun to teach for the teacher).

Unfortunately, there are also disadvantages:
 A high workload for the teacher, in
particular on the evenings before
class.
 Lectures are more improvised, in
particular if interesting questions arise
in class, which makes it difficult in
general to use pre-prepared slides (I
always teach on the blackboard).
 Finding suitable reading material, for
example a low-level textbook, can be
difficult.
JiTT does not seem to be widely known in the
Gulf region, not many teachers in Asia and
the Middle East are using it. I will definitely
continue using JiTT in my classes.
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Appendix: Midterm Teaching Evaluations
The midterm teaching evaluations were usually done after the first six weeks of the course. The courses
2002–2004 were given at HKUST, the courses 2009 and 2011s at Fudan, and the courses 2011f (Theory
of Computing) and 2011m (Calculus) at GUtech. In 2002, 51 of 72 (71%) students participated in the
survey, in 2003 it was 83 of 93 students (89%), in 2004 it was 77 of 103 students (75%), in 2009 it was
37 of 48 students (77%), in 2011s it was 52 of 64 students (81%), in 2011f it was 3 of 3 students (100%),
in 2011m it was 12 of 13 students (92%).
1. Did you find working in a team helpful?

2002
2003
2004
2009
2011s
2011f
2011m

1
(very helpful)
5
39
26
26
38
3
5

2
19
23
22
6
6
0
4

3
(neutral)
20
13
31
2
5
0
1

4
5
5
7
1
1
0
0

5
(not at all helpful)
2
3
2
2
3
0
1

Average
2.6
1.9
1.9
1.6
1.6
1.0
1.9

2. Did the course objectives help you with your preparation?

2002
2003
2004
2009
2011s

1
(very helpful)
6
18
15
18
19

2
17
31
28
6
15

3
(neutral)
20
23
25
10
17

4
7
4
5
0
2

5
(not at all helpful)
1
0
6
1
0

Average
2.6
2.2
2.5
1.9
2.0

3. Did you find the answers to your submitted questions helpful?

2002
2003
2004
2009
2011s
2011f
2011m

1
(very helpful)
10
31
14
24
34
0
5

2
24
34
3
10
10
3
1

3
(neutral)
12
11
30
2
9
0
3
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4
4
3
7
0
0
0
0

5
(not at all helpful)
1
3
2
0
0
0
0

Average
2.3
1.9
2.4
1.4
1.5
2.0
1.8
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4. Did the Q&A lists help you with your preparation?

2002
2003
2004
2009
2011s
2011f
2011m

1
(very helpful)
7
15
11
13
23
1
517

3
(neutral)
17
18
36
6
16
1
3

2
21
29
18
14
9
1
3

4
5
8
8
3
2
0
0

5
(not at all helpful)
1
7
2
0
1
0
1

Average
2.4
2.5
2.6
2.0
2.0
2.0
1.8

5. Did solving the tutorial/homework problems improve your understanding of the course
material?

2002
2003
2004
2009
2011s
2011f
2011m

1
(very helpful)
11
38
20
15
38
0
6

3
(neutral)
6
6
25
8
6
0
2

2
32
38
34
13
9
3
3

4
1
0
1
1
0
0
1

5
(not at all helpful)
0
1
2
0
0
0
0

Average
1.9
1.7
2.0
1.9
1.4
2.0
1.8

6. Comparing this course with other traditional lecture courses, do you feel you learned easier?

2002
2003
2004
2009
2011s
2011f
2011m

1
(much easier)
5
24
15
3
10
0
0

3
(same)
15
18
27
6
19
0
0

2
27
34
31
4
7
0
2

5
(much more difficult)
1
3
3
11
5
1
7

4
3
4
13
13
12
2
3

Average
2.4
2.1
2.6
3.7
2.8
4.3
4.3

7. Comparing this course with other traditional lecture courses, do you feel you learned more?

2002
2003
2004
2009
2011s
2011f
2011m

1
(much more)
6
16
12
15
14
0
1

2
19
41
33
13
24
0
2

3
(same)
25
19
34
7
15
1
3

4
2
6
3
2
0
2
5

5
(much less)
1
0
5
0
0
0
0

Average
2.5
2.2
2.4
1.9
2.0
3.7
2.8

8. If you could choose, would you prefer to attend
2002: (a) a traditional lecture course (9) or (b) a reading course like this one (40)
(4 of the traditional course votes rated this course ―overall good‖)
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2003: (a) a traditional lecture course (11) or (b) a reading course like this one (68)
(8 of the traditional course voters rated this course ―good‖ or ―very good‖)
2004: (a) a traditional lecture course (21)

or (b) a reading course like this one (56)

2009: (a) a traditional lecture course (12)

or (b) a reading course like this one (25)

2011s: (a) a traditional lecture course (13)
2011f: (a) a traditional lecture course (1)
2011m: (a) a traditional lecture course (8)

or (b) a reading course like this one (40)
or (b) a reading course like this one (1)
or (b) a reading course like this one (4)

9. Was the difficulty of the course material appropriate?

2002
2003
2004
2009
2011s
2011f
2011m

1
(too easy)
0
1
1
0
0
0
0

2
0
6
4
0
1
0
0

3
(appropriate)
37
67
64
15
38
0
2

4
14
8
16
15
12
0
8

5
(too hard)
0
1
3
7
1
3
2

Average
3.3
3.0
3.2
2.8
3.2
5.0
4.0

10. Was the workload appropriate?

2002
2003
2004
2009
2011s
2011f
2011m

1
(too little)
0
1
1
0
0
0
0

2
2
4
1
0
0
0
0

3
(appropriate)
42
66
61
19
34
3
7

4
7
10
21
16
16
0
5

5
(too much)
0
2
4
2
2
0
0

Average
3.1
3.1
3.4
3.5
3.4
3.0
3.4

11. Was the pace of the course appropriate?

2002
2003
2004
2009
2011s
2011f
2011m

1
(too fast)
0
0
2
3
1
0
0

2
7
5
5
14
8
2
2

3
(appropriate)
40
75
75
20
38
1
10
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4
1
2
3
0
5
0
0

5
(too slow)
1
1
2
0
0
0
0

Average
2.8
3.0
3.0
2.5
2.9
2.3
2.8
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12. Overall, how would you rate the course so far?

2002
2003
2004
2009
2011s
2011f
2011m

1
(very good)
5
21
7
8
11
0
0

2
27
45
44
15
24
0
2

3
(average)
17
15
31
10
16
1
4
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4
2
2
5
4
1
1
4

5
(very bad)
0
0
0
0
0
1
2

Average
2.3
2.0
2.4
2.3
2.1
4.0
3.5
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A New Strategy to Assess Performance of e-Learning Software
System for Sustainable e-Learning Program
Tariq Mahmood
Capital Administration and Development Division, Govt. of Pakistan, Islamabad

Abstract
The software system used in any e-learning
program is an important component of the
overall e-learning environments. This elearning software system could either be in
the form of a full fledge Learning
Management System, Web-Based Teaching
and Learning System or e-Learning Tool Kit
for use in synchronous, asynchronous or
blended modes. E-learning software system
development is a time consuming and costly
exercise and hence it is important for the
organizations/
institutions/
departments
implementing the e-learning programs to
assess the performance of the e-learning
software systems to ensure its quality,
relevance and longer operational life for
sustainable e-learning environments. There
are several methods to assess the
performance of software development
processes and products and ensure their
quality and sustainability using different
frameworks.
The
Goal-Question-Metric
(GQM)
methodology
for
software
performance measurement is among the
widely used practices to monitor and evaluate
the performance of the software products,
processes and resources. Due to its generic
nature, this methodology can be applied to
undertake software performance assessment
during the operational e-learning software
system life using the selected quality
characteristics and defining the appropriate
goals, questions and metrics. This paper
presents a model for Software Performance
Assessment of an operational e-learning

software system based on the Goal-QuestionMetric approach using the ISO 9126 quality
characteristics, as a new strategy which
ensures its sustainability and longer
operational life.

Keywords:

Software
Performance
Assessment, Goal-Question-Metric approach,
ISO 9126, Software Quality Characteristics,
e-Teaching and Learning Systems

Introduction
One of the important medium of e-teaching
and learning system today is the use of web
technology to provide instructional services in
synchronous as well as asynchronous modes
anytime, anywhere and for any age learners.
For many online courses, this medium is
supplemented with face to face learning,
called as blended learning, so as to enhance
its effectiveness and sustainability. Despite
potential benefits of web based teaching and
learning systems (WBTLS), there are several
aspects that need to be assessed and evaluated
for its more effectiveness, overall quality and
sustainability so as to provide teaching and
learning to a larger audience across the
national boundaries with efficiency and
economy. These aspects revolve around three
main users of web based teaching and
learning software system namely; the
developers, the teachers & learners and the
institutions. The developer‘s assessment
contexts focus on effectiveness & efficiency,
functionality & usability, easiness in use,
reliability, maintainability, accessibility and

(376 )

978-9948-497-11-0

its portability. The teacher‘s and the learner‘s
contexts focus on effectiveness in teaching
and learning, effectiveness in communicating,
effectiveness in delivery, effectiveness in
learning, user friendly and easy to use
interfaces, effective in contents, easy to install
& uninstall or upload and download teaching
and learning material. The organization‘s
contexts focus on competitiveness, knowledge
management, overall quality, cost on
development, maintenance and upgrading,
handling the server, connecting the server,
maintaining the data base, duplicating the
material, designing the material, changing and
modifying, updating and revising and
networking etc.
With the above mentioned contexts of the
users of WBTLS in view, assessment and
evaluation is thus carried out to provide
important feedback to improve qualitative
aspects of the web based delivery system,
promote lifelong learning opportunities for
the learners and ensure its sustainability with
effectiveness, efficiency and economy. This
assessment and evaluation must be based
upon
appropriate
methodology
and
measurement tools customizable to the
innovative requirements of the chosen web
based educational delivery software system
and important view points and concerns of the
stakeholders.
There are several methods to assess the
performance of software development
processes and products and ensure their
quality and sustainability using the
frameworks like Capability Maturity Model
Integrated (CMMI), Quality Improvement
Paradigm (QIP), Goal Question Metric
(GQM)
approach,
Quality
Function
Deployment (QFD), Balanced Score Card
(BSC), Learning Enterprise Management
(LEM), and Enterprise Resource Planning
(ERP) etc. Since software quality is measured
and assessed in terms of quality
characteristics and attributes, these methods
use quality characteristics depending upon the

goal and purpose of performance assessment
of the software systems. The six software
quality characteristics prescribed in ISO 9126
are the standardized quality characteristics
namely; functionality, reliability, usability,
efficiency, maintainability and portability
which are very helpful in assessing the
performance of the operational software
systems for sustainability. These six
characteristics are further divided in to subcharacteristics which help the developers, the
users and the organizations to develop
suitable metrics to assess the performance of
the software within the given attributes and
parameters important for them and suitable
for the performance assessment of the
software system.
The
Goal-Question-Metric
(GQM)
methodology for software performance
measurement is among the widely used
practices to monitor and evaluate the
performance of the software products,
processes and resources. It views the
measurement
process
holistically
by
identifying the software metrics/measures on
the basis of software measurement goals and
interpreting them upward to assess the level
of achievement of the identified goals. This
approach has helped software organizations
and projects to develop their software
measurement plans. Due to its generic nature,
this methodology can be applied to undertake
software performance assessment during the
operational e-learning software system life,
using the selected quality characteristics.
This paper presents a model for Software
Performance Assessment of an operational elearning software system based on the GoalQuestion-Metric approach using the ISO 9126
quality characteristics, as a new strategy
which ensures its sustainability and longer
operational life. This model is especially
useful
for
undertaking
performance
assessment of small and medium-sized elearning software systems developed in-house
whose performance need to be assessed in the
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context of users of the software and overall
goal of the organization/ institution
implementing the software system.

The e-Learning Software System
Development Stages and Quality
Assurance using ISO 9126 Quality
Characteristics
The development of an e-Learning software
system is money and time intensive project
involving human, material and other
institutional resources. The software system
life passes through different stages from its
development till operation, maintenance and
retirement. The overall software system life
encompasses the following four stages.
a. Development/ Pre-delivery stage
b. Early operational stage
c. Mature operational stage
d. Evolution/ replacement stage
The development/ pre-delivery stage usually
include undertaking feasibility studies,
defining software system requirements,
developing design and specifications, coding
and module testing, integration and system
testing and delivery & maintenance. The early
and
mature
operational
stages
are
comparatively the longer stages which
involve assessment, control, maintenance and
improvement of the software system for its
reliable functioning and longer life. The
evolution and replacement phase is when the
software system has completed its useful life,
has become expensive to maintain and
requires replacement or upgrading with
development and arrival of the new versions
compatible with new modular technologies.
The activities and processes in each software
development stage require that the software
developers follow the prescribed standards
and procedures for quality software

development. The most comprehensive
standards and processes have been described
by IEEE (IEEE, 1990). These standards apply
to software development and maintenance of
the projects and the support processes that
span across the entire software life, from
concept
exploration,
development,
maintenance till retirement. The use of
processes and prescribed activities in the
IEEE standards maximize the benefits to the
software development organizations and
ensures the quality of the software from the
developer‘s point of view. Most of the elearning software systems thus follow the
IEEE standards which are composed of six
title processes, 17 sub-processes and 65
activities.
The quality concept of e-learning software
systems differs with different stake holders.
For the developers, removing of the faults
occurring in the system during the test phase
is ensuring the quality, while quality for the
user may be its functionality, reliability,
maintainability, effectiveness and efficiency
etc. The implementing organizations may
emphasize upon sustainability, reliability,
scalability of the software system. Though
making precise meaning of the quality
assurance of software may not be possible in
general, the agreement is that quality
assurance is needed at all stages of the
software development as well as the
operational phases of the software life cycle.
The following diagram by (Solingen &
Berghout, 1999) shows the relationship of the
software quality with the improvement goals
of the software product, its development
process assessment, performance assessment
and the overall organizational goals as
stipulated in their strategic plans.

(378 )

978-9948-497-11-0

Figure 1: Software quality and improvement goals

The software quality thus defined and
interpreted in different ways by the different
stake holders share the commonality of its
goals and hence by linking the goals with
software quality measurement, one can
achieve better results of software performance
assessment at any life cycle stage acceptable
to most of the stake holders.
With the passage of time, the organizations
have realized that the customized software
quality assurance practices and methods are
needed and hence they need to define their
own Software Performance Improvement
(SPI) methods (Jansma, 2005). That is why
many organizations have developed their own
software performance assessment methods by

using the framework like Capability Maturity
Model
Integrated
(CMMI),
Quality
Improvement Paradigm (QIP), Goal Question
Metric (GQM), Quality Function Deployment
(QFD) etc. (Karkaria, 1994, Latum,1998, &
List, 2005).
The software quality is measured and
assessed in terms of several quality
characteristics and attributes. The six software
quality characteristics prescribed in ISO 9126
are the standardized characteristics as
described in the diagram below and are used
mostly for software quality and performance
assessment (ISO 1991).

Figure 2: ISO 9126 Software quality characteristics
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The above six characteristics are further
divided in to sub-characteristics such as
―functionality‖ is further subdivided in to
suitability, accurateness, inter-operability,
compliance, security, and ―usability‖ in to
understandability,
learn-ability
and
operability and ―efficiency‖ in to time and
resource behavior etc. The characteristics and
breaking them in to sub-characteristics help
the developers, the users and the
organizations to assess the performance of the
software within the given attributes and
parameters important for them and suitable
for the performance assessment of the
software system.

Introduction to the Components,
Design and Implementation of a
Typical Web Based Teaching and
Learning Software System
The components, design and implementation
of a web based teaching and learning system (
http://tls.cpsctech.org ) whose assessment and
evaluation has been undertaken using goal
questions metrics approach in this research
study are described in the proceeding
paragraphs.

Components of the Web-Based Teaching
and Learning System
The Colombo Plan Staff College (CPSC)
(http://www.cpsctech.org)
is
an
intergovernmental organization in the Asia
Pacific region working for human resource
development in technical and vocational
education and training, information and
communication technologies in education,
education for sustainable development in its
20 member countries. The main services of
CPSC includes conducting in-country training
programs specially designed to meet the
demands of the member countries, regional
training programs to meet the regional trends
and dissemination of the best practices among
the member countries in the region and
international seminars and conferences to
share knowledge and resources across the
globe. In order to harness the multimedia and
web technologies for delivering anytime,
anywhere training programs and sharing
knowledge, a web based teaching and
learning system was introduced in 2004 with
the author of this paper as the coordinator and
in-charge of the program (Mahmood, T. &
Park, M.G. 2004). The Components of this
web based teaching and learning system
(WBTLS) are given in the figure below.

Figure 3: Components of CPSC web based teaching and learning system (WBTLS)
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This WBTLS in its developed form was a
complete package designed to accommodate
with little modifications for every training
program as every training program had
distinct contents, the target audience and the
country of training. However the authorized
users of every training program were given
access to browse through the material of other
programs and topics of their choice. The
website of each training program included the
following components.
a. Text and hyperlinks: Contain the
complete program book with detail of
the program schedule, management,
theme
papers,
tasks
to
be
accomplished, reference material in
the form of text and are hyperlinked
for easy downloading by the trainees
as per their convenience and pace of
reading.
b. VoDs: Contain Videos-on-Demand
(VoDs) which are the short lecture
presentations by the faculty members
on the various sub-topics of their
theme papers. These video are
recorded using the Computer Based
Instruction (CBI) tool and are
uploaded to the website along with the
theme with sub-titles and text. It
facilitates the trainees to read the
material and listen and watch the
video at the same time.
c. E-board: The e-board is one of the
most useful and important components
of the WBTLS which provides
interaction between the trainee and the
instructor. The questions are posted by
the trainees after they read the theme
paper using the e-board and answers
are given by the instructors through
the same e-board. The questions and
the answer are accessible and visible
to all the trainees and hence it
provides an environment of a virtual
classroom.
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d. E-assignment: The tasks and small
projects are given to the participants
after every e-lecture for which the link
of ―submit assignment‖ button is used.
This facilitates the submission of
assignments to the instructor as an
attachment with a message. The file
created in any software can be
attached, removed, downloaded and
saved.
e. E-test: A test is taken at the end of
each training program. The instructor
provides questions with the multiple
choices of answers to choose from.
The test is accessible on instructor‘s
administration of the system. The
scoring of the test is automatically
done through programming and finally
added to the marks given to the
assignment which is also administered
and managed by the instructor.
f. E-evaluation and feed back: The
summative and formative evaluation
forms have also been automated on
the rating scale given and the
participants are asked to give the
feedback about the whole program on
the prescribed feedback forms at the
end of training. The descriptive
comments given by the participants
are also recorded and noted for
continuous improvement of the
training activity, for later use.
g. Security: The website is identification
(ID) and password protected for
proper login. Unauthorized person
cannot use the website, or access the
text of the theme papers or the videos.
The participants and the visitors of
WBTLS have to register with proper
authorization from the institution.
Some areas in the system are limited
in access to selected few as part of
internal management and security. The
administrative powers are given to
developers,
faculty
and
the
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management for registration of
participants, handling test, undertaking
evaluation, scoring and modifying.
The trainees could not access the
administrative aspects of the program
and they are only permitted by the

instructor after
registration.

their

first

time

The figures below show design of the Web
based teaching and learning system as
displayed in its home page.

Figure 4: Home-page of WBTLS

Implementation of the Web-Based Teaching
and Learning Software System
The WBTLS was technically implemented in
a networked environment in the country of
training for which a computer lab with
computers connected in a networked
environment and with a high speed internet
connection was made available. The web
server of the host institution was used to
access the web server of the Colombo Plan
Staff College in Manila, Philippines to
download the material and videos and also
interact with the cyber lecture in synchronous

mode by asking questions and submitting
assignments.
Since problems were experienced in the
availability of high speed internet connections
and other internet security problems in
various places, a portable server was then
used to hold the full package of the software
system and installed within the local area
network (LAN) system using the local IP
address. This portable server system
eliminated the difficulty of having fast speed
internet connection and network system as a
pre-requisite at the training sites. Figure
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below shows the local area network structure
of implementing the WBTLS.
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Figure 5: WBTLS structure at the training venue

The basic requirements of using WBTLS at
the training site and conducting the training
program are given below:
 Multimedia projection system
 Computer lab with one computer for
each participant (connected by High
speed Local Area Network) with the
following minimum specifications:
o Pentium IV processor or
equivalent
o 1Gb
RAM
or
higher
(minimum 512Mb must)
o Microsoft
Windows
XP
installed
o Each computer with CD-Rom
or writer and headset
o Internet connection
o Windows
Media
Player
(Version 9 Only)

Performance Assessment of Web
Based Teaching and Learning
Software System for Sustainability –
The new Approach
After extensive use of the WBTLS for 4 years
and offering about 40 in-country and regional
training programs online on different topics of
education and for different countries of the
Asia Pacific region, it became imperative to
undertake the assessment and evaluation of

the system so as to assess the performance of
the software and various functions of the
system with different perspectives and view
points of the users. The Goal Question
Metrics (GQM) approach was thus used for
reasons such as its holistic nature, its linkage
with software performance assessment goals,
goals of the software system and its upward
link with the goals of the institution
implementing the software. It also provided
flexibility in designing the questions and
related metrics depending upon the goals of
assessment within the different view point of
the main stakeholders of the software system
i.e. the software developers, teachers and
students and institutional management.
GQM Paradigm and Phases of its
Implementation
The Goal Question Metric (GQM) approach
was developed in early 1980s by Dr. Victor
R. Basili and his colleagues during their work
at NASA Goddard Space Flight Centre for
evaluating defects for a set of projects (Basili,
V.R. & Caldiera, G. 1994). GQM has been
defined in three main levels namely
conceptual, operational and quantitative in
top-down way and interpretation for feedback
in bottom-up was as per figure below.
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Figure 6: The GQM Approach Framework

The conceptual level is the first level wherein
the GQM proposes to define the goals of
software measurement so that further action is
taken in the development of questions and
related metrics. The operational level is the
most important of all levels as it serves as a
link in between the conceptual level and the
quantitative level. It requires developing the
questions that clarify the goals and provide
base for identification of metrics. The
quantitative level is the metric base which
helps in the identification of those measures
that can be analyzed and provide sufficient
data
whose
interpretation
help
the
organization and project authorities to observe
that to what extent the software measurement
goals stated in the conceptual level have been
achieved.
The GQM has been defined to be
implemented in four phases of planning,
defining, collecting and interpreting which
have generally been elaborated in to a sevenstep process wherein the first three steps
relate to defining the goals and questions to
derive the identification of appropriate
metrics and the last three steps relate to
gathering of data and their analyses and

interpretation for decision making. These
seven steps are given below:
a. Developing the organizational goals.
b. Generating questions that define those
goals.
c. Identifying the metrics that provide
answer to those questions.
d. Planning investigation layout &
analysis methods.
e. Developing mechanism for the data
collection.
f. Collection, validating and analyzing
the data collected.
g. Interpretation of data that assess
conformance to the goals and make
recommendations for the future
improvement.
Customizing GQM for WBTLS Performance
Assessment
The GQM was customized to assess the
performance of various components and
functions of the WBTLS. The figure below
shows the customized software performance
assessment model using the goal question
metrics paradigm.
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Figure 7: The Software Performance Assessment Model

Software performance assessment goals were
upward-linked with the software goals and
organizational strategic goals. Software
quality characteristics and the stakeholder‘s
point of view were integrated in defining the
software performance assessment goals. In
order to develop questions that could best
interpret the goals, the software quality
characteristics were grouped in to two
contexts i.e. organizational contexts and
user‘s contexts. Software metrics were
developed based upon the questions whose
interpretation and analysis report provided

feedback to assess the software performance
goals. This SPA model had the following
salient features.
a. It modulated the software performance
assessment process in five modules
with involvement of all essential
components and can be accomplished
in parts with the participation of
concerned people.
b. Each module has its special
requirement with involvement of
management and stakeholders.

(386 )

978-9948-497-11-0

c. It is simple and flexible for making
changes according to the type of
software and performance assessment
program. The dotted boxes in the
model for quality characteristics,
stakeholders‘ involvement, question
building in user context and
organizational context show that these
are subject to modification by the
management, software performance
assessment team and addition and
deletion can be made accordingly.
d. It follows the spirit of GQM in topdown approach of defining the goals,
questions and metrics and bottom-up
approach of interpretation of the
results.
e. The model can be standardized and
customized to suit the particular
software
systems
performance
assessment
requirements
and
organizational size.
f. The model is useful in developing the
overall
software
performance
assessment program for small,
medium and large sized software
systems.
g. Though all the parts are interlinked,
organizational/ software goals, Quality

Characteristics and Stake holder‘s
views supplements each other and
jointly contribute to the development
of measurement goals involving the
main parties.
Implementation of Customized GQM
Approach for Performance Assessment
Under the GQM paradigm the first and the
foremost step was the formulation of software
measurement goals aligned with overall
software goals and the organizational goals so
that the follow up questions and metrics could
be developed based on those goals. It may
also be noted that there exist many to many
relationship among goals, questions and
metrics. Questions developed provide answer
to different goals and many metrics may
provide useful data for answering several
questions. The template suggested by (Basili,
V.R. 1999 and Solingen, R.V. & Berghout,
1999) was used to formulate 4 measurement
goals with purpose, issue, viewpoint and
context. The figure below shows the 4 goals
formulated to assess the performance of the
web based teaching and learning system and
the template used to formulate these goals.
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Figure 8: The 4 goals of WBTLS assessment based on the suggested template

After formulation of the goals, the questions
that best can quantify the goals and the related
metrics that can help to interpret the results
quantitatively were designed. Since the goals
were defined at the abstract level, the
questions were designed so as to refine the
goals to a more operational level. It was taken
care that by answering the questions, it can be
established as up to what level the goals have
been achieved. Metrics were identified on the
basis of questions which provided sufficient
information to answer the questions in a
satisfactory way.
Analysis of the Results for Sustainability of
the WBTLS
The data collection forms were specially
designed to collect data on four main software
quality characteristics as focused in 4 goals
namely functionality, usability, Efficiency &
Effectiveness, and Reliability, Availability &
Maintainability (RAM) from the three main
users of the web based teaching and learning
software system i.e. the participants of the

courses (students), instructors (faculty of the
institution) and the software developers.
The metrics data collected through the data
collection forms designed for each of the
quality characteristics namely functionality,
usability, Efficiency & Effectiveness,
Reliability, Availability & Maintainability
(RAM) were analyzed for the past three years
training programs conducted using WBTLS.
It was found that metrics data using SPA
model provided very useful information about
many aspects of the WBTLS which couldn‘t
be realized earlier through the formal
evaluation of the program being conducted
using the normal online summative evaluation
forms or manual evaluation. Some of the
aspects of WBTLS explored were as under.
a. Every training program using WBTLS
has its unique feature due to the
different title of training programs,
country environments and culture and
hence assessment of functionality,
usability, efficiency and effectiveness
provided
multi
dimensional
information to further improve
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WBTLS for subsequent programs in
the same environments.
b. The quality characteristics and subcharacteristics wise information such
as functionality, usability, reliability,
effectiveness
and
their
subcomponents helped in understanding
the strengths and weaknesses of the
WBTLS and taking actions for its
further improvement in the weaker
areas of performance.
c. The country-wise information over the
past three years showed the behavior
of the WBTLS in the particular
country in terms of the specific culture
of the country, educational standards,
infrastructure maintained, facilities
available and language barriers. This
information was very useful for
further improvement of WBTLS in the
given local environments.
d. The specific information related to
WBTLS with a view point of
developers such as performance of its
teaching and learning, instructorparticipant interaction, administration
functions,
and
reliability,
maintainability
and
availability
functions provided insight to the

developers to improve and upgrade the
system in those particular areas.
e. The specific information related to the
instructors such as participant‘s
response to their textual material and
videos through the e-board provided
very useful information to improve
their teaching, instruction and
assessment methods.
f. The overall assessments through the
proposed SPA model provided the
management to assess the level of
achievement
of
organizational
strategic goals, the software goals and
act accordingly for the improvement
and upgrading of the WBTLS for
future programs and maintain the high
level of quality, competitiveness and
sustainability.
Validating Goals, Questions and Metrics for
WBTLS Assessment
Feedback approach to validate metrics,
analyze questions and refine stated goals was
done as stated by (Olsson, T. & Runeson, P.
2001). The figure below shows how a
validating GQM (V-model for GQM) looks
like.

Figure 9: V-GQM approach
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In several studies it has been mentioned that a
simple GQM application results in the
derivation
of
numerous
metrics
(Daskalantonakis, M.K. 1992, Solingen, R.V.
& Berghout, E. 1999 & Wang, Y., & He, Q.
2003). It is not necessary that all metrics
identified are useful and answers the question
in the way they are hypothesized. Once the
results of application of has been interpreted,
it is customary as per GQM approach to
interpret the usefulness of assessed software
system in terms of appropriateness of metrics,
the percentage of questions answered by those
metrics and percentage of software
measurement goals achieved. For example in

our SPA model with GQM to validate our
goal 1 to ―assess the performance of WB TLS
for the purpose of improvement with respect
functionality characteristics with a view of
developer‖, we noticed that suitability
received 93.67%, accurateness 100%,
compliance 99% and security received 100%
satisfaction on the rating scale. We thus
revisited the questions related to suitability,
accurateness and compliance and security and
the related metrics. The figure below shows
bottom-up validation process for our goal#1
of WBTLS assessment.

Figure 10: Validation process for goal#1

Similarly validation for remaining metrics,
analysis of related questions and refinement
of the stated goal 2,3 & 4 for performance
assessment of usability, efficiency &

effectiveness and Reliability, availability and
maintainability (RAM) characteristics of the
WBTLS was undertaken.
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Conclusion
The goal question metrics paradigm along
with use of ISO 9126 software quality
characteristics led us to perform very
effective assessment and evaluation of the
web based teaching and learning system. The
analysis showed both the weak and strong
areas in terms of its suitability in teaching and
learning, interaction and administration of the
program. Under the usability attributes, we
learnt that once the participants understand
better in using various functions of the
WBTLS, the percentage of learnability is
higher. The operability of the WBTLS in
most of the program was reported high
without any administrative problem. The
efficiency of the WBTLS in terms of time
behavior and resource behavior was also
noted. It showed us the weaknesses especially
in use of various resources e.g. time behavior
and resource behavior by the WBTLS. Some
deficiencies, in terms of human and netware
resources were noted which vary from
country to country. It has also been noted that
in overall WBTLS has been effective in
teaching and learning. Various modes of

teaching and learning, such as learning
through reading or listening, had varied
degree of satisfaction from the participants. In
our research we analyzed functionality,
usability, efficiency and effectiveness in
terms of the types of training programs, in
terms of countries of training, in terms of
language barriers, in terms of hardware,
software and netware resources, in terms of
pedagogical value of training, in terms of
infrastructure, in terms of trends of human
and material resources over the past 3 years
within the countries. We have also found
interesting relationships within the various
metrics that reflected the frequency of use of
various functions and tasks performed by
WBTLS.
Based upon our experience we concluded that
this new strategy can successfully and
effectively be applied by those institutions
which have developed e-learning software
system in-house and need to extend its
operational life and sustainability by
undertaking software performance assessment
using the selected quality characteristics and
defining the appropriate goals, questions and
metrics.
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Abstract
The aim of this study is to investigate the
impact of a Lego Mindstorms based Robotics
course, operated as an after-school Club but
intended for the future within the primary
science and technology curriculum, on sixth
and seventh grade students‘ achievements of
science process skills, scientific creativity and
their perceptions on ‗robots, human and
society‘. The Robotics Club introduced
robotics and robotics programming through
Lego Mindstorms NXT 2.0 and introduced
inquiry-based robotics activities related to
socio-scientific issues (involving structured,
guided or open inquiry). Participants in this
study were fourteen sixth grade and nine
seventh grade students, who were randomly
selected among all sixth and seventh grade
students at a private school in Izmir by a
committee of science and technology
teachers. The students worked collaboratively
in groups, and were guided to undertake
scientific inquiry using technological designs
and robot programming. This paper explains
how the robotics course is organized in the
light of constructionism theory and a three
stage teaching approach, which kinds of
creative and process skill activities it includes

and an evaluation of how it encourages
students to think as a scientific problem solver
on real world tasks. The result of this study
show that the Robotics club increased
students' skills in scientific creativity and
science process skills and also changed their
perceptions of robots, humans and society in
a positive direction. Furthermore, several
gender differences were found from
administering the instruments and seeking
perceptions. While father‘s profession was
related to students‘ level of scientific
creativity and science process skills, the
mother‘s profession has no effect on these
skills.

Keywords: Robotics, Science Education,
Lego Mindstorms NXT 2.0, Constructionism

Introduction
Most developed countries suffer from a lack
of student interest in science education
(OECD, 2010) and in the way the learning is
portrayed. Most students think that science
classes are irrelevant to their daily life. While
daily life science is seen as complex,
interdisciplinary and diverse, the basis of
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science that is being taught in school is seen
as isolated, unrelated and boring. However, as
science is an integral part of daily life, science
cannot be isolated from society and the
intention of science education should be for
students to interact with scientific ideas,
develop scientific skills in order to transfer
scientific ideas to make justified socioscientific decisions (Holbrook, 2008). As a
result of the lack of interest in science
education, students do not want to choose a
career based on science, technology and
engineering (Smithers & Robinson 1988;
Cavas, Cakiroglu & Ertepinar, 2010). For the
past decades, especially between 1993 and
2003, the problem was even wider and the
topics associated with attitudes of science and
technology education was been subject to
substantial exploration (Osborne, Simon &
Collins, 2003). As a result, many novel
approaches
to
science
education
revolutionized,
Science,
Technology,
Engineering, and Mathematics (STEM)
education in the USA and Inquiry-based
Science Education (IBSE) became more
dominant in Europe. While the STEM
approach is based on integrating mathematics
and science with technology and engineering
by creating a ―meta-discipline,‖ IBSE is
basically a learning process or pedagogical
approach. Several theories, such as
‗constructivism,‘ ‗Bloom‘s Taxonomy of
Learning,‘ ‗Multiple Intelligence,‘ ‗Whole
Language‘ and ‗Accelerated Learning‘
underlie IBSE.
Motivation
The issue of lack of student motivation has
been a central topic of many European
Commission funded projects (such as
PARSEL* and POLLEN**) through which
researchers are investigating innovative and
meaningful ways to get students' attention
focused on science and to increase their
motivation and attitude towards science and
technology learning. The primary aim of these

projects is to make innovative changes to the
traditional science teaching approach and to
create modules which motivate students and
generate interest toward learning in the fields
of science and engineering.
Active Learning (Hands-on, Minds-on)
Many countries have been developing new
teaching approaches, based on active learning
methods and techniques (Turkish Science and
Technology Curriculum, 2004; Acara, 2011).
This is a move away from the traditional
approach based on learning by heart. While
these new approaches, especially the use of
technology in education, has gained great
importance, the. addition of the use of
robotics has increased the new and innovative
approaches to the teaching of science and
technology based topics further attracting
students to learning through science
education.
Scientific Literacy
With the shift towards science being a core
subject in the school curriculum, the focus of
learning science has widened to support
students in coping with the science and
technology developments in everyday life.
This shift in the target for the teaching of
science subjects and in many curricula, is
seen as enhancing scientific literacy as the
major target. While the term ‗scientific
literacy‘ defies exact meaning (Holbrook and
Rannikmae, 2009), its interpretation is seen
as wider than subject specific knowledge and
skills and is intended to incorporate a range of
general competencies alongside scientific
problem solving and socio-science decision
making thus giving science education a wider
educational
remit.
Scientific
literacy,
especially, is seen as focusing on the
development of the 6 thinking skills–
computation,
estimation,
manipulation,
observation
Out of School Clubs
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One advantage of out-of school clubs is that it
attracts students who are genuinely interested
in being involved. This allows opportunities
to explore the topic utilising students‘
intrinsic motivation and hence provide greater
challenges for the students. Out of school
clubs are also not restricted to the rate of
progress demanded by the school, nor by any
narrowness of the curriculum. It this allows a
good opportunity to explore topics such as the
incorporating of robotics and robot
programming which would not normally be
included in the school curriculum, yet at the
same time develop scientific learning in a
student centered manner. Out of school clubs
thus provide an excellent environment to
explore new teaching topics to be included
later into the school curriculum, the level of
student interest they generate and the degree
to which student attributes, such as creativity
and reasoning, can be explored.
Robotics
In many research report, robotics is seen as
intellectually rich (Barnes, 2002; Beer, Chiel,
& Drushel, 1999; Chambers & Carbonaro,
2003; Flake, 1990; Flowers & Gossett, 2002;
Garcia & McNeill, 2002; Klassner, 2002;
Kumar, 2004; Nourbakhsh, 2000; Resnick &
Ocko, 1991; Ringwood, Monaghan, &
Maloco, 2005; Sargent, Resnick, Martin &
Silverman,
1996;
Shimbakuro,
1989;
Sullivan, 2008; Wagner, 1998; Weinberg,
White, Karacal, Engel, & Hu, 2005) and a
popular science and technology activity to
reach goals defined in many science
curriculum.
Robotics applications include mainly handson and minds-on activities that are essential
part of science teaching and learning, yet
largely being left out in many national science
curricula. Robotics based education offers
students multiple opportunities to design,
build and program a robot when they are
learning science topics. According to Sullivan
(2008), there are strong relationships between

the goals of scientific literacy and robotics.
She further mentions that four of the six
thinking skills characteristic of scientifically
literate people are the key elements for the
robotics studies. These characteristics are
defined
as
computation,
estimation,
manipulation and observation in her study.
She continues that science inquiry through
bought technological design and computer
programming activities has positive effects
for students to learn science concept better.
Another important study by Chambers,
Carbonaro and Murray (2008) at elementary
level was carried out to explore the
effectiveness of robotic technology with
elementary age children, specifically focusing
on the children's conceptual development
concerning gear function and mechanical
advantage‖. They found that the robot
sessions helped to develop the students‘
understanding of gear function in relation to
direction of turning, relative speed, and
number of revolutions.
As a result, technology alone does not affect
the students' cognitive and affective skills and
cannot provide learning directly. Appropriate
educational philosophy, curriculum and
learning environment are some of the
important factors leading to success. For this
reason, all teachers and educators need
appropriate teaching methods to be
formulated for using robotics in education.

LEGO Mindstorms
Lego Mindstorms was originated by Papert‘s
studies at the MIT Media laboratory in 1998.
Lego Mindstorms is a line of programmable
robotics/construction kits and include 619
pieces such as programmable sensor blocks
(touch, light, sound and distance) and NXT
Intelligent Brick. The first version of Lego
Mindstorms, Robotics Invention System
(RIS) was released in 1998 and the next one
released in 2006 as Lego Mindstorms NXT
and the latest version, entitled Lego
Mindstorms NXT 2.0 released in 2009. The
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latest version of the robotics kits with
programmable bricks, such as Lego
Mindstorms NXT 2.0 and Pico-Crickets,
provide students to control the behavior of a
tangible model by means of a virtual
environment
and
conduct
science
experiments, in which young students
investigate a socio scientific issue using their
scientific process skills both in and out of the
classroom (Resnick et al., 1996). For
example, a young student struggling in
science and math courses might focus and
concentrate on the mathematics and science
skills needed to program a robot that will
move in a desired manner (Rogers, 2010;
Garrigan, 1993).

Theoretical Underpinnings of the
Study: Constructionism

course that has been established within the
primary science and technology curriculum in
Turkey. Most researchers are in agreement
that motivation and positive attitudes toward
science are extremely important factors for
learning (Tuan, Chin & Sheh, 2005). Based
on constructionism, we suppose that young
students who have positive attitudes toward
working with robots are more likely to use the
robots in a constructionist way for learning
science concepts and spend class time more
efficiently. Another important aspect for
carrying out this study is to address the
shortage of STEM field careers in European
countries by inspiring young students to
choose science and technology based careers
in future.

Research Questions

Constructionism originated as an offshoot of
constructivist
theory
through
which
knowledge and meaning are constructed by
individuals from an interaction between their
experiences and their ideas. Constructionism
was developed by Seymour Papert (Papert,
Harel, 1991) and asserts that learning can
occur most effectively when young students
are active in making tangible objects in the
real world. In the light of this definition,
constructionism has strong connections with
experiential learning and builds on the work
of Jean Piaget. The role of teachers in a
constructionist learning environment is to
assist students to understand and help one
another to solve real world‘s problems in
hands-on way. It is shown in many studies
that constructionism has been primarily
implemented in mathematics and science
education using IBSE (Papert, 1986).

Rationale
It is expected that this study makes an original
contribution
to
Information
and
Communication supported science education
that is likely to be of interest to researchers of
this field. The study presents a Robotics club

RQ1. Are there significant differences in the
pre and post scientific creativity test scores
for students, taking note of gender?
RQ2. Are there significant differences in the
pre and post science process skills test scores
for students, taking note of gender?
RQ3. Are there significant differences in the
pre and post robot, human and society
perception scores for students, taking note of
gender?
RQ4. Are there significant differences in the
pre- and post scientific creativity test scores
of students in terms of parental professions?

Method
Participants
A committee for this project, made up of
science and technology teachers in the
selected school, randomly selected twentythree 12-13-year-old student volunteers
among seven and sixth graders in the entire
school. The students stayed in the school an
additional one hour extra class time after
school. The school was a private school
located in Izmir in Turkey. Some
demographic properties of the students are
shown at Figure 1.
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Figure 1. Some demographic factors of students participated to the study

The students in this study took part in a 11week long, after school session. The students
had two hours robotics course per a week.
Twenty-three 12- (60.9 %) and 13- years-old
students (39.1 %) participated in the study. 15
of them (65.2 %) are male and 8 of them were
female (34.8 %). Data on the professions of
the students‘ families were also collected. As

it shown in figure 1, most of the families‘
profession background was engineer (30.4 %
for mothers; 47.8 % for fathers). While 21.7%
of the mothers were working as a doctor, the
only 13.0 % of the fathers were working as a
doctor. The teacher profession was another
important profession for mothers.

Course content and Pedagogical Approach

The course was designed around three main
objectives: (i) recognizing of a robot and its
parts (gears, bricks, sensors, and NXT); (ii)
working with robots (designing sample robot
using cookbook, working with sensors,
introduction
to
programming
and
programming a robot); and (iii) using robots

to find a solution for a socio scientific issue (8
different inquiry based activities). Students
worked as a group with the facilitation of two
teachers (graduate students at time of the
study) to solve problems posed as
programming and design challenges. The
teachers implemented ―structured inquiry‖ in
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four different inquiry-based activities and
they applied guided inquiry in three activities.
For the last activities of the course, students
solved socio-scientific issue based problems
provided by teachers (open inquiry). The
details of an example activity were given as
appendix at the end of article (Appendix 1). In
addition to the inquiry learning, the course
included direct instruction for short lectures
and software demonstrations.
Central activities in robotics study include
manipulation of tools, computation using the
sensing devices, estimation using the software
program
modifying
variables,
and
observation of the robotic device as it
executes a program. For example, to design,
build, and program a robotic device, students
engage in manipulating the tools available in
the robotics environment. These tools include
Lego pieces, the Robolab software, and the
sensors that collect and transmit data to the
minicomputer at the heart of the robotic
device. The tool-rich nature of the robotics
environment enables students to take
measurements and make computations
regarding sensing device settings, estimate
time variables, and write programs to test
these variables. Students observe the results
of these tests and make adjustments
accordingly. Manipulation, observation,
computation, and estimation represent four of
the six thinking skills characteristic of
scientifically literate people.
In the study, a teaching approach was used
which had been developed under the
PARSEL project. An outline of the approach
is explained below (ref
Holbrook &
Rannikmae, 2010)
Stage 1: This is the introduction to a social
issue, as reflected in the title of the module.
Relevance is enhanced by linking the title to a
society situation rather than attempting to
introduce unfamiliar scientific terms. This
means that the initial teaching concerns the
social aspect and it is put into an appropriate
context by means of a ‗scenario‘- a story, a

situation, an elaboration of the title or other
such triggers to initiate discussion. Based on
the considerations in stage 1, students are led
to realize that they lack the scientific ideas,
which are important for a more in-depth
discussion. This realization forms the basis
for Stage 2.
Stage 2: The scientific ideas, the scientific
problems to be solved, and the associated
process skills, personal and social attributes,
are now incorporated into the teaching. By
following on from Stage 1, the relevance of
the scientific learning is clearly established.
The approach within Stage 2 should be
familiar to teachers and the module take this
opportunity to guide teachers towards guidedor open-inquiry style learning and
maximizing student involvement in the
learning process. Stage 2 is the major
component of the module and inevitably takes
the majority of the teaching time. The extent
to which scientific ideas are explored or
scientific problems are solved will depend on
the scientific learning deemed necessary for
an appreciation of the socio-scientific issues
introduced in Stage 1. Stage 2 is, in substance,
purely scientific, although educational skills,
such as, cooperative learning, scientific
communication, and the development of
perseverance, initiate, ingenuity, or safe
working, are also intended.
Stage 3: This stage is perhaps the most
important. Here, the students consolidate their
science learning by transferring the learning
to the socio-scientific issue introduced in
Stage 1 and, though discussion and reasoning,
arrive at a socio-scientific decision. In this
process, the actual decision made is of less
importance than the reasoning put forward,
and the degree to which the scientific
component is included in a conceptually
correct manner. This stage involves
argumentation skills leadership skills, the
ability to reason using sound science ideas,
and
balancing
these
against
other
considerations,
such
as,
ethical,
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environmental, social, political and, of course,
financial (Holbrook, 2008).

Research Design
In order to address the research questions, an
experimental method was used. A pre-test
was implemented at beginning of the course
and a post-test just after the course ended. The
instruments used in this study are explained
below.
Instruments
Instruments were used pre- and post-tests to
measure students development on
 the Scientific creativity and
 the Science process skills
and their perceptions on
 the Robot, and its relationship with
Human and Society.
Details of the three instruments are explained
below:

The instrument was developed by Hu and
Adey (2002) and translated into the Turkish
language and adapted for the Turkish science
and technology curriculum by Aktamış
(2007). The instrument consisted of five items
which assessed three mental characteristics:
originality, fluency and flexibility. Details of
the instrument can be found in Appendix 2.
Science Process Skills
The original version of this instrument
developed by Okey Wise and
Burns
consisted of thirty-six items and translated
into the Turkish language by Özkan, Aşkar
and Geban (1994) (quoted in Yavuz, 1998).
The instrument was modified by Aktamış
(2007), removing some items from the
instruments to allow implementation in the K12 setting. She found the reliability
coefficient of the test to be 0.80 (KR-20).
The distribution of the items is shown in
Table 1.

Scientific Creativity Test
Table 1. The distribution of the questions according to the science process skills

Science Process Skills
Identifying and posing appropriate scientifically
oriented questions
Making prediction/Developing hypothesis
Designing and conducting investigations
Identifying Variables
Collecting data
Analyzing data to develop patterns
Communicating and connecting ( Drawing
conclusions)
Socio-scientific Issues

Questions
3
1, 3, 4, 5, 8, 12, 16, 17, 19, 21, 25
4, 5, 16, 17, 18
1, 2, 4, 5, 9, 10, 11, 13, 14, 15, 17, 22, 23, 24, 26
4, 6, 16, 17, 18, 19, 26
6, 7, 20
1, 6, 7
26

Robot, Humans and Society
The students‘ perceptions about Robots,
Humans and Society is assessed by an
instrument developed by the researchers. The
instrument assesses the mental models or
images of Robots, Humans and Society held
by students both before and after the out-ofschool programme. It also provides personal
beliefs and understandings about Robots,
Humans and Society, as interpreted from their

drawings. The examples of
drawings are shown in Figure 3.

students‘

Findings
The results of this study are divided into three
sections,
namely
students‘
scientific
creativity, ―Science Process Skills‖ and
―Robot, Human and Society Perceptions‖. For
the reliability of the instruments used in the
study were calculated Cronbach alpha and
found as .94 for science process skills and .64
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for scientific creativity skills. Both of the
reliability coefficient shows that the
instruments have valid interreliability and can
be used for the research purposes.
Scientific Creativity
In order to find out the answer for the
question related to scientific creativity defined
in the methodology part of this study,
independent samples t-test was used. The
results of this test has been presented at Table
2. Table 2 shows that the mean score for
scientific creativity on the pretest (M=6.95;
SD=2.43) was significantly different from the
mean score on the post test (M=9.91;

SD=2.41, t(44)=-4.134, p< .05). In order to
find the effect size of this difference, Cohen‘s
d value was calculated and was found as .44
and this result shows that there is a medium
effect. We can conclude from this result that
the pedagogical approach used in the robotic
club increased the scientific creativity skills
of the students. In terms of gender, both of the
girls and boys had better in post test score
when compared with the pre test score.
However, there is no significant difference
between girls‘ and boys‘ pre and post test
scores related to scientific creativity.

Table 2. Independent samples t-test analysis for the scientific creativity instrument

Instrument
Scientific
Creativity
Test
Scientific
Creativity
Test (Girls)
Scientific
Creativity
Test (Boys)
Scientific
Creativity
Test
Pre Science
Creativity
Test (Mother
profession)
Post Science
Creativity
Test (Mother
profession)
Pre Science
Creativity
Test (Father
profession)
Post Science
Creativity
Test (Father
profession)

n

Mean

SD

Pre Test
Post Test

23

6,95

2,43

23

9,91

2.41

Pre Test

8

7,25

2,12

Post Test

8

10,00

1,60

Pre Test

15

6,80

2,65

Post Test

15

9,86

2,80

Boys Post Test

15

9,87

Girls Post Test

8

10,00

1,60

Science

11

7,45

2,58

Non Science

12

6,50

2,31

Science

11

10,18

2,18

Non Science

12

9,66

2,67

Science

14

7,21

2,75

Non Science

9

6,55

1,94

Science

14

10,78

1,84

Non Science

9

2,80

8,55

t

df

P

Cohen‘s d

-4,134

44

.000*

.44 (M)

-2,925

14

011*

.28 (S)

-3,80

28

.005*

.31 (M)

,123

21

.903

,935

21

.361

,503

21

.620

,623

21

.540

2,385

21

.027*

.21(S)

2,65

*p<.05; S: Small; M: Medium effect

In the study, parental profession was
investigated in order to understand the effects

of the professions on the science creativity
skills of the students. In order to find out it,
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the parental professions were divided into two
group namely, science and non-science
professions. The pre and post test scores was
analyzed according to these two groups. The
test results show that while mother profession
has no effects on the science creativity skills
of students, the fathers‘ profession has a
positive effect on the science creativity skills
of the students. Although significant
differences were not found in the students‘
scores of scientific creativity regarding
mothers‘ profession, students whose mothers‘
job is related to science have higher mean
scores than the other students.

Science Process Skills

Regarding science process skills, significant
differences were found. In order to understand
the differences between pre and post tests
scores, independent samples t test was used.
The mean score on the pretest of science
process skills (M=13.17; SD=4.92) was
significantly different than the mean score on
the post test (M=18.08; SD=5.12, t(21)=3.315, p< .05). The effect size was calculated
as .34 which shows medium effect.
The statistical analysis on the gender issue
shows that there was significant difference
between girls‘ and boys‘ pre and post tests
mean scores. According to Table 3, it can be
interpreted that the girls are more successful
than the boys.

Table 3. Independent samples t-test analysis for the science process skills instrument

Instrument
Science
Process
Skills
Science
Process
Skills
(Girls)
Science
Process
Skills
(Boys)
Science
Process
Skills

n

Mean

SD

Pre Test
Post Test

23

13,17

4,92

23

18,08

5,12

Pre Test

8

14,75

5,38

Post Test

8

21,50

3,25

Pre Test

15

12,33

4,33

Post Test

15

16,33

5,06

15

16,33

5,06

8

21,50

3,25

Boys Post
Test
Girls Post
Test

t

df

P

Cohen‘s d

-3,315

21

.002*

.34 (M)

-2,853

14

.013*

.27 (S)

-2,323

28

.028*

.20 (S)

-1,247

21

.226

*p<.05; S: Small; M: Medium effect

Figure 2 presents percentage of true answers
for each questions. The students are more
successful for the questions numbered
2,4,7,8,13,14 and 20 in post test when it
compared with the pre test. When these
questions examined according to type of
skills, it can be seen that most of questions
measure
the
skills
of
making
prediction/developing hypothesis; identifying

variables and analyzing data to develop
patterns. It might be thought that the robotics
club has improved the students some science
process skills mentioned above. This is
because the robotics club includes activities
related to changing variables, analyzing data
and presenting them in the classroom.
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Figure 2. The percentage of each true answers for each questions in science process skills instrument

Robot, Human and Society
In order to understand students‘ perception on
the robot, human and society, an instrument
developed by researchers was implemented.
Students were asked to draw a picture related
to relationship among the Robot, and its
relationship with Human and Society and then

students were also asked to explain the picture
they drawn writing some sentences about it.
Figure 3 shows some examples from students‘
drawings. Table 4 presents frequency analysis
about the items the students used in their
drawings.
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Pre Test

Post Test

Robots can help to the people

Robots provide a great convenience in human life.
Robots can help us for war, home based works and
various social activities.

Robots make human works easy

Robots are very useful for human. Making a robot
contributes to development of technology.

Figure 3. Drawings by the participants in the pre- and post-tests on Robot, Human and Society

According to drawings made by the students
Table 4,
a. the number of robots depicted in the
students‘ drawings in the post test had
increased when compared with the pre
test. The result of this situation can be
explained by intensive robot activities
during the out-of-school course
period.
b. The robot drawings were also
analyzed by their moving. The
students have drawn the robots as
active and dynamic in the post test.
The lego mindstroms NXT provides
students to control their robots and
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manipulate
their
movements.
Probably, this advantage improved the
students‘ thinking about the robots.
c. Another important result from the
students‘ drawings is related to
interaction with the living things. The
post drawings of students include
robots which interact more with the
living things when it compared with
the pre-drawings. As it stated in the
methodology part, the robot course
includes socio-scientific issues and
activities for living things. It is
thought that the robot activities based

978-9948-497-11-0

on living things increased students‘
perception on the living things.
d. Regarding the violence in the
drawings, only five students drew
robots in which they depict violence.
However, the number of violence in
the post – drawings has decreased.
Only 2 students drew the violence
elements in their drawings.
e. The course also included the robot,
human and society issues and
discussed with the students at the first
stages of the courses. This situation
helped the students to understand the
use of robots for humankind. It is
shown that the three students used
environmental protection issues linked
with the robots in their drawing, 8
students drawn their robots which are

related to environmental protection
issues.
f. In general, the students did not use
weapon in their drawings both in the
pre- and post-test. However, the
picture of robots which makes a
service to the society has increased.
g. The number of smiling robots has also
increased from 8 to 11.
h. In the pre-test, the students used
human properties in their drawings
however, the number of robots who
look like human has decreased.
Instead of human, they used more
robots which look like animal.
Data obtained from
summarized in Table 4

the

drawings

Table 4. The frequency analysis of students‘ drawings
Pre Drawing

Criteria
1 robot in the drawing
2 robots in the drawing
3 robots in the drawing
4 robots in the drawing
5 robots in the drawing
A moving robot in the drawing
Non moving robot in the drawing
No interaction with a robot
A robot interacting with a living things
A robot interacting with a non-living things
A violence element in the drawing
Non violence element in the drawing
A robot which protects the environment
There is no issue related to protection of environment in the drawing
Robot with weapon
Robot with weaponless
A robot which service to the society
A robot which does not service to the society
Smiling robot
Sourness robot
Human-like robot
Animal-like robot
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f
16
1
1
3
2
18
5
10
13
0
5
18
3
20
5
18
16
7
8
15
19
2

%
69,5
4,3
4,3
13
8,6
78,2
21,7
43,4
56,5
0
21,7
78,2
13
86,9
21,7
78,2
69,5
30,4
34,7
65,2
82,6
8,6

Post Drawing

f
5
6
7
3
2
20
3
4
16
3
2
21
8
15
3
20
19
4
11
12
12
6

%
21,7
26
30,4
13
8,6
86,9
13
17,3
69,5
13
8,6
91,3
34,7
65,2
13
86,9
82,6
17,3
47,8
52,1
52,1
26
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Conclusion
The robotics introductory out-of-school
course suggests that the Lego Mindstorms
NXT 2.0 is an outstanding tool to teach
science topics to young students for many
reasons.
First of all, students have an opportunity to
develop their problem solving skills since
they designed, developed and tested their
robots to explore a socio scientific issue (for
example: traffic accidents can be eliminated
using robotics).
The course shows that student motivation
towards science and technology increased.
Students wanted to stay to complete
assignments that require more than the one
hour of course time. During the
implementation phase of the course, students
worked as teams and the team work helped
them to develop their inter-personal,
communication and team building skills
(Mauch, 2001).
Most of the time, students saw their mistakes
immediately after trying to run their robots if

they have any problem with the programming.
Such mistakes are great learning experience
for students.
Although the findings of this study indicate
advantages of the robotics course on students‘
attitudes and motivation towards science and
technology, there are also logistical issues,
such as money and time, associated with
implementation of this course within the
formal school curriculum. One of the biggest
problems is the cost of the Lego Mindstorms
NXT 2.0. Secondly, working with robots
requires block course hours to complete some
assignments with robots and programming.
It can be concluded that robotics seems to be
an excellent tool for science and technology
education. However, as it is indicated in the
report of the TERECoP project (Alimisis,
2009), the pedagogy of teaching robotics is
still in its infancy and the research regarding
robotics learning in science and technology is
limited (Penner, 2001). For this reason,
further research is needed to clarify the
educational use of robotics in science and
technology education.
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Using Digital Tablet Applications to Make Historical Thinking
Transparent
Grant R. Miller
Erina Cinnamon
Southern Illinois University, Carbondale, Illinois, USA

Abstract
In spring 2011, 18 prospective social studies
teachers at an American university
participated in a project where they used
digital technology, including applications for
digital tablets, to construct learning
environments that model how to analyze
primary sources. Participants‘ projects with
and without the digital tablets varied
considerably, specifically in the amount of
direct references they made to the sources
they used to model critical thinking. Findings
reveal how teachers and student can use
digital tablets to create knowledge about the
past
rather
than
merely
receiving
information.
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Social Studies Education,
Historical Thinking, Prospective Teachers,
Digital Tablets

Introduction
What questions should students ask when
they analyze primary sources such as
paintings, political speeches, or other artifacts
from the past? We recently gave seventh- and
eighth-grade students (ages 12-14) in an
American public school classroom sources
ranging from photographs to newspaper
articles and asked them this question. The
nature of this exercise was to determine the
level of critical thinking these middle school
students could demonstrate at the beginning
of the school year. At the time, their new

social studies teacher was working with us to
develop units that would require them to
analyze, corroborate, and synthesize multiple
conflicting sources, and we wanted to know
what skills they already appeared to possess
before starting these units of study.
For the most part, their responses were what
we expected, but in other ways we were
pleasantly surprised. In many cases, students
asked surface-level questions, regardless of
the type of source they were analyzing. ―Is it
real?‖ was a common response, as was ―How
does this help me understand?‖ In other cases,
these students asked questions that would
help them determine bias and historical
context. When analyzing Emanual Leutze‘s
famous 1851 paining, ―Washington Crossing
the Delaware,‖ one student asked, ―Was the
painter of this piece living in the same era?‖
Another student asked an equally important
question about an American civil rights era
photograph (circa 1960): ―Who took this
picture [;] protester or someone trying to stop
the protest?‖ Still yet, other students pointed
out the importance of constructing, or at least
knowing, the context of a source. One asked,
―What else was going on in history at the time
period?‖
In all, these students were demonstrating a
small but important part of the inquiry process
- asking questions to determine a source‘s
reliability or significance.
In terms of
historical thinking, they did so through the
effective use of heuristics educational
researcher Sam Wineburg (1991) labels
corroboration,
contextualization,
and
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sourcing. Simply asking these types of
questions is a good start, but effectively using
them in the inquiry process is an even greater
chore.
This focus on critical thinking in social
studies and history education is part of the
response American educational researchers
and educations have a traditional single-text
(textbook) approach to instruction (Loewen,
1995; Paxton, 1999). If a traditional history
textbook simply presents one interpretation of
the past, learning about the past could become
the mere memorization of dates and facts.
Using multiple sources for instruction,
however, requires teaching students how to
assess a source‘s status (reliability or
significance),
contextualize
it,
and
corroborate it with other sources. Further, it
has the potential to help prepare a citizenry
adequately navigate a world the bombards
them with multiple and conflicting messages.

The Challenge of Teaching
Historical Thinking
Teaching students to think critically about
primary sources from the present and past is
an exercise that encourages them to employ
many thinking skills in a holistic manner.
Regardless of the label—be it historical
thinking (Wineburg, 1991), doing history
(Levstik & Barton, 2001), disciplinary
knowledge, critical history, new literacies, or
media literacy (Share, Jolls, & Thoman,
2005)—students who evaluate, corroborate,
and synthesize multiple conflicting sources
are working toward acquiring the skills they
need to construct history, vote for a political
candidate, or buy a product. As a form of
literacy that involves encoding and decoding
various types of media, this endeavor requires
the learner to engage in intertextual reading.
In the United States, educators‘ and
educational researchers‘ conceptualizations of
historical thinking are often based on Sam
Wineburg‘s (1991) depictions of how
historians in his study analyzed sources.

When he had them analyze the same set of
primary and secondary sources related to the
American Revolution, he noticed that these
historans used similar query patterns,
regardless of their areas of expertise. He then
categorized these queries as separate
heuristics: sourcing (who created the source),
contextualization (what was happening during
the time the source was created), and
corroboration (how does the source compare
to what others say). When academically
talented high school students analyzed these
same sources, he noticed that they often
ignored important information, such as when
a source was created. For example, students
often considered a painting 100 years
removed from an event more reliable than an
etching created within a year of the incident
because the painting looked ―more realistic.‖
Other researchers have noted students,
ranging in age from 10 to 14 years, struggle
with grasping these heuristics. It seems that
the most daunting skill for students to acquire
is corroborating, and then synthesizing,
sources, especially when sources contradict
each other (e.g., Barton, 1997, and
VanSledright, 2002).

Current Study
For this study, we focused on ways to help
prospective secondary social studies teachers
at an American university model historical
thinking for secondary students (i.e., ages 1418). Instead of merely handing students a set
of primary sources and asking them to
analyze them, we wanted prospective teachers
to develop lessons that modeled how to
analyze a source. More specifically, our goal
was to help prospective teachers demonstrate
how to comprehend a source‘s content,
analyze its form, construct its context, and
identify its purpose. This process is historical
thinking in action, but it is also a set of skills
necessary for being a media literate citizen.
For instructional purposes, we categorized the
historical thinking heuristics and media
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literacy questions into three general queries:
1) Who created this source and how (inside
query)? When and where was the source
created and what was occurring at that time
(outside query)? and 3) How does this source
compare
to
others
(across
query)?
Respectively, these are the historical thinking
heuristics already mentioned: sourcing,
contextualizing, and corroborating.
Sample and Data Sources
Participants for this curriculum efficacy study
included 18 prospective teachers enrolled in a
social studies teaching methods course they
are required to complete for their program of
study. The number of men and women
completing this course was, respectively, 12
and 6. Their ages ranged from 20 to 25 years.
All participants were also working toward the
equivalent of a degree in history. Data
collected and coded for media literacy and
historical thinking heuristics included three
student assignments: one primary source
lesson students created in UDL Book Builder,
and two digital videos students created to
model how to analyze a specific primary
source they selected.
UDL Book Builder
To get participants prepared to model ways to
analyze a source, we had them create a lesson
using primary sources with supports that

model how to analyze a source and learners
could access. To accomplish this task, we had
them use UDL Book Builder, a free online
authoring program that allows the user to
create texts with multimedia glossaries, textto-speech functionality, an English-to-Spanish
translation tool, and digital agents the user
can select to receive on-demand support. This
last feature, the digital agents, includes a set
of characters that ―say‖ what the programmer
types. Figure 1 is an example we used in class
to illustrate how this form of digital support
can model ways to analyze a primary source.
Once selected, the agent appears and
comments on the primary source. In this
example the agent is commenting on a speech
President Andrew Jackson gave before
Congress in 1829 regarding the ―voluntary‖
removal of the Cherokee Nation from the
present-day U.S. state, Georgia. To model
contextualization, the agent states, ―This is a
speech Jackson gave before the members of
Congress. He needed their votes to make the
removal of the Native Americans possible.‖
This information is critical because it helps
explain why President Jackson uses a very
diplomatic tone that greatly contradicted his
decision to forcibly remove the sovereign
Cherokee people from their land. In this case,
the agent models how to determine the
purpose of a source.
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Figure 1. Screenshot of On-Demand Agents (Bottom Left-Hand Corner) in UDL Book Builder

Participants‘ completed assignments in UDL
Book Builder included three primary sources
related to a historical topic. For each source,
they were to include two-to-three digital
agents that modeled ways to analyze the
accompanying source. The text participants
created for these had to model ways to use the
historical thinking heuristics rather than
merely asking questions. For example, their
agents should not ask, ―I wonder who created
this source?‖ Instead, they would have to
model sourcing by stating, ―I noticed that
William Penn wrote this source. I know he
disliked President Jackson‘s policies against

Native Americans, which is why he
repeatedly states that the Cherokee Nation is a
sovereign nation protected under a treaty with
the U.S.‖ Other agents could model
corroboration, contextualization, or media
literacy heuristics related why a message was
being sent.
Think Aloud Videos
After completing the UDL Book Builder
assignment, students used applications for the
Apple iPad to construct three videos that
modeled how to analyze a specific primary
source. For this course, every student received
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an iPad through a grant from Teaching with
Primary Sources project sponsored by the
Library of Congress in the U.S. To create
these videos, students used a drawing and
audio-annotated slide show application. They
then posted their final products to a classcreated
blog,
http://locprimarysources.posterous.com.
In these videos, participants zoomed in and
digitally circled specific features of sources to
highlight creative techniques the illustrator,
author, or photographer used to persuade an
audience. When highlighting these critical
features, participants were able to comment in
their videos about the context of the source
and its purpose. Similar to the agents students
created for the UDL Book Builder
assignment, their think alouds could not
merely ask questions. Instead, they needed to
show the viewer how to analyze a source
using specific details about its content and
context.

Findings
In examining the UDL Book Builder agents
participants created for their first assignment,
we noticed that their modeling for historical
thinking lacked specificity. While the quality
of work varied, no student used their agents to
direct their audience to specific features in the
text that illustrated their point. For example,
one participant focused on the prohibition of
selling alcohol in the United States. One of
his agents states, ―Notice that the text in the
article appeals to every person by making
prohibition an issue of general public safety.
This could persuade many people on how
they feel about prohibition.‖ From this
excerpt it is clear that the agent is addressing
the topic and referencing the source in a
vague, nonspecific way. Simply alluding to
the text without pointing to a specific line
fails to help the reader explicitly understand
to what the agent is referring. By failing to
point how exactly how the text makes its
appeals, comprehension of the text may be

diminished.
The agent's second sentence
once again, tells the audience the effects of
the text without any specific reference to the
text itself and without being clear about
meaning. Vague language such as ―how
people feel‖ does not offer any specific
understanding of the source or even offer
evidence to help the leaner understand how
the text‘s author uses public safety to
persuade his readers. So while the agent
comments offer some understanding in a
general, the failure to specifically reference
the text fails to help guide the audience
toward developing those investigation skills
for him/herself. Another participant focused
on the U.S. government‘s policies to intern
Japanese-American citizens during World
War II. For one source her agent comments,
―This report uses creative techniques directed
towards Japanese-American citizens to give
them peace of mind about their horrible
experience.‖ Here we can see that she tells us
what the text is specifically doing and why.
This sort of comment would be quite helpful
in furthering understanding of the particular
source as it helps the audience to know gain
an insight that might otherwise be missed.
The agent falls short, however, of pinpointing
the where in the text such creative techniques
are evident. Highlighting a critical feature of
the text would show, rather than merely tell,
the audience where in the source creative
techniques get used. Doing so could have
offered a clear, deep example for the
audience. Clearly, this particular agent is
making a strong effort to connect meaning to
the text and assist the audience in better
understanding the text itself.
Developing agents that made vague
references, if any, to the sources was very
common across all of the participants‘
assignments. In many respects this reflected a
habit of telling versus showing. By telling
with broad reference to specific sources, the
participants were not able to highlight critical
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features make transparent how they came to
their conclusions about a source.
In a few cases, participants developed agents
that made some general references to the
source. One participant‘s assignment on
gender roles in the U.S. during the 1950s
includes an agent that states, ―The fact that
women were expected to keep the house nice
and their husbands and children happy shows
that women were always busy. The[se]
pictures portrayed them […] smiling and
being happy. I hope they were. I know if I
was told what to do all the time, I would not
be too happy!!‖ Here we can see that the
participant was attempting to interpret the
image as a whole while addressing the impact
it potentially has on the audience. Further,
she makes specific references to the source, in
this case an image from an advertisement. All
three agents for this source address the point
that the women look happy but do not attempt
to interpret why they are portrayed this way.
Through the participant‘s agent we hear how
she might feel, but she takes a discursive leap
without explaining to the audience how such a
reaction is relevant to understanding the
source. In other words, by failing to refer to
the source itself, she describes what she sees
and then offers an interpretation that could be
related to any source on the topic. Such broad
generalizations do little more than offer vague
context that do not help a reader analyze the
source for any meaning beyond mere
comprehension.
Participants did make many attempts to use
their digital agents to model critical thinking.
The overriding heuristic used across these
assignments was contextualization in the form
of offering background knowledge. There
was, however, an overriding lack of clarity on
how this information is helpful to the
audience/reader
in
analyzing
or
comprehending the text. The agents, in order

to be most useful, needed to examine the
sources more directly.
Some of the
background might have been helpful, but the
agents were not making a strong enough or
explicit connections to the sources the learner
understand a source and illustrate how to
analyze it for substantive meaning.
In contrast, participants‘ videos for their
second and third assignments modeled critical
thinking with specific references to the
sources they analyzed. In one video, a
participant demonstrates the importance of
corroborating within a source, or comparing
details to check for internal consistency. He
does so by examining A Picture of Slavery for
Youth, a book from the antebellum era in the
United States (See Figure 2). A first glance,
the title seems rather neutral, but as the
participant notes, the cover illustration
provides important clues about the book‘s
content.
First, he identifies specific
techniques the illustrator uses in ―an attempt
to shape the minds of America‘s youth.‖ For
example, the preservice teacher highlights a
character labeled ―Philanthropy‖ and the
scroll he is holding, labeled ―Constitution.‖
This analogy, the participant states, represents
how ―slavery is inconsistent with that beloved
document.‖ To confirm that this book‘s
illustration portrays an anti-slavery sentiment,
the preservice teacher compares it with a
passage from the book‘s preface. Here, he
highlights a statement that the author‘s
purpose is to examine slavery as an
―oppressive force.‖
By comparing two
portions of a source, the participant clearly
models how internal corroboration can
confirm his earlier predictions about the
document. A link to this video can be found at
http://locprimarysources.posterous.com/apicture-of-slavery-for-youth.
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Figure 2. Screenshot of Participants‘ Video Highlighting Critical Features in an Illustration

In another video, a participant offers an
excellent example of how a source reveals
clues about its historical context and how
patriotism is used to sell products. In this
video, she describes a tobacco label circa
1860 for the Pride of Columbus brand. In the
image, we see Christopher Columbus
receiving tobacco leaves from an Arawak
leader. The preservice teacher points out
details in this image and explains how the
artist created this image to evoke sentiments
about the product.
For example, she
highlights the long sword on Columbus‘ side
as a symbol of power. That power not only
conveys Columbus‘ prowess over the Native
American, but also the significance of a
commodity Native Americans offered as a
gift to those they respected.
She also
highlights animals in the top portion of the
image smoking tobacco, arguing that artist is
presenting a product that is both natural and
popular. This video does an excellent job
showing the viewer how advertisers use
historical symbols to create pseudo-memories

that stir patriotism and an emotional tie to a
product. In this case, it seems as though this
brand can trace its origins to the colonization
of ―the new world.‖ The goal is to convince
people to buy a product, and in this video, the
participant does a nice job showing how
historical events can be manipulated and even
mythologized to suit this purpose. A link to
this
video
can
be
found
at
http://locprimarysources.posterous.com/post1
-amykoehler.
In a final example, a participant highlights the
creative techniques songwriters use to stir
patriotism. She does so by comparing songs
from South Carolina and Louisiana during the
time of the American Civil War. In one
portion of her think aloud, she directs the
viewer‘s attention to the lyrics in the South
Carolina song before she sings them. Her
choice is intentional. She wants students to
hear the notes and potentially recognize a
familiar tune. She asks, ―How can the first
lines be so similar to My Country Tis of
Thee?‖ In doing so, she is highlighting one
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creative technique the songwriter used.
Instrumentally connecting these songs to a
popular American song stirs patriotism, and in
this case, an allegiance to a state seceding
from the Union. She then compares this song
to one from Louisiana during the same time
period. She points out that both songs exhibit
highly emotional appeals, but they differ in
important ways. References to God, liberty,
and freedom in the South Carolina example
reflect an appeal to principles. In contrast,

she points out how the Louisiana song
appears to present a political appeal,
referencing George Washington and the
British monarch (See Figure 3). Overall, she
effectively walks the viewer through the
process of analyzing two important artifacts
from popular culture. A link to this video can
be
found
at
http://locprimarysources.posterous.com/weide
r-south-carolina-and-louisiana-patriotic

Figure 3. Screenshot of Participant‘s Video Highlighting Critical Features in Song Lyrics
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Conclusion
What accounts for the start differences in
participants‘ initial and later assignments to
model how to analyze primary sources?
Granted, participants‘ modeling skills would
likely improve over the course of a semester;
however, it seems that the act of physically
writing on sources with applications for a
digital tablet appropriately prompted them to
make specific references to it. Whether or not
writing scripts for digital agents in UDL Book
Builder limited participants‘ abilities to make
direct connections to source is not clear.
Regardless, the videos these participants
created with digital tablets are examples of
how teachers can construct learning modules
that let students see and hear how historical
thinking heuristics and media literacy
questions support the inquiry process. Further,
the advantage of teachers, and even students,
creating and posting digital videos is that they

are retrievable at any time. We envision
students accessing these videos from a
teacher‘s homepage and benefiting from
being able to pause and replay them at their
own pace. Further, the two iPad applications
we used cost less than one U.S. dollar each
and simplified the video production process.
More robust and expensive editing software
allows the user to create professional videos,
but these user-friendly applications require
little training in digital editing or
programming. This level of accessibility
makes it possible for middle and high school
students to create similar products that display
their abilities to analyze primary sources. For
our teacher candidates, this project shows
them how digital technology can be an
essential learning tool, especially when they,
as well as their students, can use it to
demonstrate their knowledge instead of
merely receiving it.
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Abstract

Keywords: eLearning, mLearning, learner-

While individualized learning and learnercentered education have been the promises of
eLearning and mLearning the realization of
these promises still remain elusive. In this
paper we expand on the introduction of
software developed for creating a unit of
instruction or a whole course on the web or
on a mobile device. The instructional unit
can be created by the individual for personal
use or by an instructor for a group of
learners. The application proposed is called
Learning Pod (LP).
The theoretical
foundations as well as justification of the
approach are delineated in this paper.
Ultimately the LP is to be a repository of
content and learning variables for an
individual user or users where unique
learning content material can be brought
together
based
on
the
learner‘s
characteristics. The learning variables are
small digital content, which could include text
or documents, images, audio clips, video
clips, graphs, animation. The learning
variables are located and retrieved from the
WWW and made available to the user based
on the learners‘ characteristics and
specification of requirements. The variables
can then be incorporated into the
instructional unit. Delivered as software as a
service the Learning Pod takes advantage of
mobile platform to support creation and
delivery of eContent within a learner-centered
framework.

centered, learning pod, software as service

Introduction
While learning has been defined in a variety
of ways there is a general consensus that
learning is seen as a potential change in
behavior resulting from experience. Hence to
the extent that our experiences are unique,
what is learned and how it is learned is unique
to each individual. The influence of this
conception of learning in the teaching and
learning environment was first emphasized by
educational psychologists in the 1960s
(Bruner 1968, Dewey 1963) and formulated
as a theory for instructional design in the
1980s. The term that is most associated with
this approach is learner-centered curriculum
or cognitive constructivism. The main thrust
of the approach is that knowledge is built
upon prior experiences and learners should be
active participants in their learning
environment. Learner-centered education
(LCE) based on ―situated cognition theory‖
(Brown J. S., Collins, A., & Duguid, P. 1989)
is being revitalized due to the rapid advances
in technological tools and techniques in
electronic learning and the fast growing area
of mobile learning in the ―Digital Natives‖
population. Corollary to this progression is
the growth in the idea of lifelong learning as
well as the increasing need for training and
retraining of the work force.
The success and the significance of LCE is
well documented in other areas most notably
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in the 1998 report ―How students learn:
Reforming schools through learner-centered
education‖ by the American Psychological
Association. (Alexander, Patricia A.; Murphy,
P. Karen, Lambert, Nadine M. (Ed);
McCombs, Barbara L. (Ed), (1998).
Washington,
DC,
US:
American
Psychological Association, xiv, 540 pp.). At
the core of LCE is the significance that is
given to the learners‘ needs, skills, interests,
learning style and cognitive characteristics.
This is a radically different view of learning
where the focus was primarily on content, its
management, and its delivery according to
some prescribed plan (Norman and, &
Spohrer 1996).
Younger learners or ―Digital Natives‖ want to
participate in the learning process. They are
accustomed to having access to just in-time
information and see little need for the
traditional approach. The new learners see
eLearning with its availability and flexibility
as essential and soon will expect and require
it as part of their learning environment. As
the demographics of the new learner are
changing so should educational settings and
institutions. As this new generation becomes
more comfortable with this environment,
criticisms of disconnectedness and social
isolation (Zirkle, 2001) of eLearning surely
will give way to being the technology and
methodology of choice. The success of
eLearning is evidenced by 35% growth in its
market (Sun, Tsai, Finger, Chen, & Yeh
2008). Major institutions of higher education
such as MIT have attempted to offer virtually
all of its courses online (Wu, Tsai, Chen, &
Wu, 2006). Even governments have opted to
make eLearning the focus for the future
development of higher education. Al-Harbi
(2011) reports on the establishment of a
National Center for e-Learning and Distance
Education in Saudi Arabia. The significant
contribution of eLearning and mLearning is
that the learners cannot only participate in

what they are learning but also where and
when the learning is to take place.

eLearning and mLearning
While the model of eLearning and its various
forms of practice, Computer Based Learning,
Computer Based Training, Computer Based
Tutorial and Distance Learning, have been
around since the 1980s it is the addition of
mobile learning that has invigorated research
activities around the concept. The eLearning
Guild, in its 2011 survey research, found that
as many as 36.5 % of its members used some
sort of smart device for learning and of the
remaining 63.5% more than 57% of them
were considering it (Quinn 2011). It is indeed
the addition of this new technology that is
bringing the promises of elearning closer to
realization.
Rosenberg (2001) identifies and delineates
specific characteristics of eLearning. The
specification distinguishes eLearning from
other types technology-mediated learning,
such as computer based learning, by requiring
it to be networked and network-based, to
utilize conventional web technologies and not
be limited to the conventional view of
learning. That is, it includes knowledge
acquisition by workers in their work
environment.
A more recent and
encompassing definition, however, is offered
by Cohen and Nycs (2006) where eLearning
is defined as ― the current technological
solution to the problem of finding the best
match between the needs of a given set of
learners to learn a given content, using a
given set of learning tools.‖ They maintain
that e-learning takes into account four
separate and related dimensions which
include psychological dimensions and
demands of learner, learning theories, the
state of technology and the content to be
learned. Thus for the eLearning to be
successful and bring about the promised and
anticipated changes in the educational arena it
must be based on fundamental principles and
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dimensions of learning. First and foremost it
has to be learner-centered and it must take
advantage of the new technology and be
adaptable to new advances.
Next we describe the conceptual model and
development of a piece of software that is
designed to facilitate development of learning
objects which are individualized units of
instruction created for self-use or use by
others. The unit of instruction is created by
the learner so it is learner-centered. It allows
for the inclusion of a variety of learning
materials so as to cater to the differences in
the characteristics of the learner. The screen
shot of the software is included as an
appendix.

Learning Pod
The remainder of this paper is focused on
describing and expanding an ongoing
software development project that is designed
specifically to support learner-centered
education by taking full advantage of
eLearning and mLearning. The software –
Learning Pod LP, is to be delivered as a
service where the user can access and acquire
needed content.
The learning pod was proposed (Mogharreban
& Guggenheim 2008) as a response to and
resolution of the disconcerting issues

surrounding learning objects. Following the
object orientation paradigm, the learning pod
is conceived of as class or a template from
which a learning object can be derived.
Designed as an object-oriented structure with
the capabilities offered by instantiation,
encapsulation,
inheritance,
and
polymorphism, the learning pod consists of
learning variables and several software
modules – Theme Builder, Styler, Learner,
and Evaluator - that drive their learnerdependent selection, positioning, and reuse.
These engines, when combined with feedback
mechanisms, create a structure that is highly
reusable, from the entire course down to a
single digital element of instruction.
A learning pod contains learning variables
(LVs) that are context-free digital elements
(text, audio, video, animation, etc.) that
become part of a learning pod only when
applied within a particular learning context.
The learning pod utilizes available
technology, including style sheets, XML and
descriptive language to delineate learning
variables connected with sound pedagogical
principles.
Software engines, driven by
metadata,
support
sequencing,
personalization, and reusability in the form of
encoded functional and aesthetic information.

Fig1. The Conceptual model of the Learning Pod

Of particular interest in this paper is the
development of the Styler Module.
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The Styler is an internally-focused multi-use
software engine that performs the following
tasks:
1. Determines the learning style from the
inputs from the learner module.
2. Selects learning variables based on the
cognitive style.

3. Provides presentation-layer authoring
tool
4. Sequences
instructional
and
assessment pages
5. Packages
and
exports
design
information separate from content

Figure 2 – The conceptual model of the Styler module

Finding and selecting appropriate learning
variables for a unit of study is potentially an
automated
process
using
fuzzy-logic
determination combined with keyword
analysis. The learner inputs the desired topic
and characteristics into a structured querydriven search engine designed to retrieve
digital learning elements based on fuzzy-logic
metatags, resulting in the population of a local
library with learning variables meeting the
criteria.
The Styler has the ability to catalog which
type of learning variable occupies the page or
portion thereof and to make dynamic
substitutions or additions based on the
learner‘s cognitive style. Several methods for
capturing learning styles and using that
information to drive learning variable
selection have been proposed (García, et. al.
2007, García-Valdez, et. al. 2007, Wolf
2002). Whether the learning style is discerned

from analyzing responses to a questionnaire,
like the 118-question survey proposed by
Wolf (2002) in the iWeaver project, or if it is
detected in real-time during the course of
instruction by providing alternative content
models to be rated by the learner and
corroborated by learner responses, the
relevant information from which the Styler
will base its placement decisions comes from
the Learner module.
The completed parts of the Styler module
include the selection of the LVs from the
repository and creation of the instructional
unit.
Presently the instructional unit is
created in three formats. The most functional
format is the Microsoft powerpoint™ format.
The rational for choosing this format is that
the output can easily be modified by the
designer and the use of it does not require
special software since the viewer engine is
available for free from Microsoft. The second
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format is a Portable Document Format PDF
which is easily transported via the web.
Finally the instructional unit can be exported
in a XML format with all the content included
for future manipulation or rendering in other
devices and formats. Figure 3 depicts the
screen shot of an instructional unit with

several objects included. In the depiction
below, two images, a video, a piece of text
and an URL are selected for inclusion. Each
object can be previewed and its location can
be adjusted.

Fig 3 screen shot of a learning unit before it is generated.

Conclusion
There has been a revival of interest in
eLearning research and development, in part,
due to the advancement in mobile devices.
Ubiquitous computing and evermore demand
for knowledge creation and management is
forcing changes in the way learners see the
learning process. A conceptual model of an
eLearning environment and a description of a
software component of it were presented.
The Learning Pod concept allows a learner to

be in charge of creating learning content
incorporating different objects. The objects
are selected based on the user‘s cognitive
style and learning preferences. They would
include text, audio, video, animation, graphs
etc. The unit of instruction is delivered in
different formats for potential use on different
platforms. This learner-centered approach is
expected to play a more significant role in
learning as mLearning becomes more
accepted and practiced.
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Abstract
There is a lack of studies focusing on webbased videoconferencing applications in the
context of Saudi female higher-education.
Female students in Saudi Arabia (SA) have a
unique situation that merits deep investigation
into what factors influence educational
transaction.
We conducted a case study among two groups
of Saudi female medical students in King
Abdul-Aziz University (KAU) to explore their
perceptions of a lesson when delivered via
web-videoconferencing and how do real-time
communications through Breeze changes the
learning/teaching environment and activities.
The perceptions of two lecturers were also
explored.
Breeze was used to mediate two lessons, one
for 15/undergraduates and another for
15/postgraduates. A number of instruments
were used (questionnaire, interviews,
observation) to gather responses and a
qualitative approach of thematic analysis was

used to identify themes in the perceptions of
students and lecturers. This study describes a
shift from what these female students are used
to in terms of interaction with a male lecturer.
The shift took the form of increasing the
perceived quantity and deeper interaction
throughout the lesson compared with
traditional environment. The study is in
favour of using Breeze in Saudi female
higher-education. It also identifies a number
of
issues
with
applying
webvideoconferencing in that particular context.
We hope that the study will add to the body of
knowledge and pave the way for future studies
in this area.

Keywords:

Videoconferencing,
Higher-education, Saudi Arabia,
Medical education

female
Social,

Introduction
In SA, gender-segregation is conducted in
institutions from the beginning of formal
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education until graduation from university.
Saudi universities campuses designed to
separate males from females with high walls.
In each academic/administrative department
there are female and male counterparts. The
issues around gender-segregation in highereducation arise when male lecturers are asked
to deliver lectures to female students due to
shortage of female professors/lecturers in
Saudi universities.
Male lecturers are
required to deliver lectures to female students
via closed circuit television (CCTV). The
students are required to commute to a
university campus to attend a lecture via
CCTV which means sitting and watching the
lecturer via television and only asking
questions/interacting with the lecturer through
a telephone at the end of the lesson.
Sometimes, there is only a CCTV lecture in a
day's schedule. Since many full-time female
students lectures' delivered through CCTV, it
would be interesting to explore female
students' perceptions of a lesson when
delivered through Breeze -a web-based
videoconferencing application- and how this
technology changes the learning/teaching
environment and activities. The following are
the research questions:
1. How do introducing Breeze and its
communication
opportunities
influence students‘ perceptions of the
lesson?
2. How does it change the way that a
lesson is taught?
3. Does it change students‘ activities?
Having said that, there are few educational
settings in SA where the line between
acceptable and unacceptable in terms of
gender-mixing is hazy. Although the rules
prohibit any form of gender-mixing, in reality
these rules are not always enforced in, for
example, clinical bedside teaching. However,
this setting is not a classroom in a university
campus but a clinical ward in a hospital,
where learning the skills of taking medical-

notes and clinical-examination of patients
take place.

Theoretical Framework
Several theories offer accounts of the effect of
different media on human-communication:
interaction, socio-cultural context, socialpresence and pedagogy of media.
Interaction
Moore (1989) distinguishes between threetypes
of
interaction:
learner-content
interaction, learner-instructor interaction, and
learner-learner interaction. Moore (1989)
considers learner-instructor interaction as a
component
that
provides
motivation,
feedback, and dialogue between lecturer-andstudent. Learner-learner interaction takes
place when students exchange information,
ideas and dialogue about the course. Learner
interface interaction is considered by Hillman,
Willis et al. (1994) as a critical component of
the model of interaction that relates to the
interaction between the learner and the
technology that delivers the instruction.
Socio-Cultural Context
Theorists are examining how the sociocultural environment affects motivation,
attitudes and teaching/learning. Wherever a
social environment is very different from
traditional settings and the communication
process is mediated by a technology, it is
particularly important to examine the sociocultural context. Spears (1992) indicates that
in order to understand computer-mediated
communication fully, it is important to study
the social environment.
Social-Presence
The degree to which participants feel colocated when using various communication
media has been studied under the theory of
social-presence which is the extent to which a
person feels ―socially-present‖ in a mediated
situation. It can also be defined as the extent
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to which a person is perceived as a ―realperson‖ in mediated communication (Short,
Williams et al., 1976).
There are a number of dimensions that
constitute this construct, all relating to the
traits of interpersonal contact. Argyle and
Dean (1965) identify the concept of
―intimacy,‖ and Wiener and Mehrabian
(1968) name the concept of ―immediacy‖ (as
cited in Short et al., 1976, p. 363). According
to Short et al. (1976), factors such as
physical-distance, eye-contact, and smiling
play an important role in the level of intimacy
felt in the social-presence of the
communications medium. The psychologicaldistance is related more to immediacy which
can be conveyed verbally and non-verbally.
Hence Short et al. consider social-presence as
a factor of a communication medium and to
that of the communicators and their presence
in sequence of interactions.
Pedagogy of the Media
The media debate between Clark and Kozma,
began in 1983 when technology as we
currently know it (e.g. computers, software,
the internet…) was in its infancy and Clark
stated ―media do not influence learning under
any-conditions‖ (Clark, 1983, p.445). In
1991, Kozma responded in the Review of
Educational Research taking the opposing
view that the medium does affect learning.
Clark said in 1983 article p. 445: ―The best
current evidence is that media are mere
vehicles that deliver instruction but do not
influence student achievement any-more than
the truck that delivers our groceries causes
changes in our nutrition‖.
Between his 1983 and 1994 articles, Clark
also claimed, ―that any necessary teaching
method could be designed into a variety of
media presentations‖ (Clark, 1994, p. 22).
Clark uses what he calls a ―replaceability‖ test
where educators need to ask ―whether there
are other media or another set of media

attributes that would yield similar learning
gains‖ (Clark, 1994, p. 22).
In his article (1991), Kozma stated ―while
some students will learn a particular task
regardless of the delivery-device, others will
be able to take advantage of a particular
medium's characteristics to help construct
knowledge‖ (Kozma, 1991, p. 29). The main
point of Kozma‘s 1994 article is to move
from asking the question ―does media
influence learning?‖ to ―in what ways can we
use the capabilities of media to influence
learning for particular-students, tasks, and
situations?‖ (Kozma, 1994, p. 23).
The debate concerning the effects of various
media on teaching is highly significant for the
field of educational technologies. This debate
is important because it is a fundamental issue
that motivates and steers educational
technologists to remain focused on learning.
Therefore, it is crucial to understand the
historical context in which the debate
originally emerged and continues to evolve.
Perhaps when this kind of understanding of
the need for the pedagogically informed
design of media is absorbed and practiced
widely, it will be clearer that the question
―how do media influence-learning?‖ is closer
to an answer. Whoever designs media should
be aware of the pedagogical possibilities they
provide and how they could be limited by
some practices or enhanced by others.

Literature Review
If communicative media are employed in
higher-education, they should be examined
and assessed concerning accessibility,
usability and pedagogy. With state-of-art
wireless and cheap high-speed broadband
offering visual-richness and immediacy
videoconferencing may be a tangible solution
to many educational problems. When
traditional face-to-face classes, tutorials or
seminars are not feasible, videoconferencing
offers the chance to run virtual-classes and
discussions with tutors and other students
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(Bednar, Hannum et al., 2007). All the
compatible analysis of the disciplinary
context, place, synchronicity and pedagogy
should ensure appropriate alignment between
the needs of the learner, the purpose for
teaching/learning and the learning context of
the available technology (Laurillard, 2002).
Although videoconferencing is designed to be
a discussion tool and is thought to be most
effective in small-group activities, the nature
of the tool invites the delivery of lectures
through its presentational character and the
facilitation of discussion. It serves to
instantaneously transfer images, writings,
sound of the lecturer and illustrations on a
whiteboard. However, while pedagogy is not
always dictated by media, it could be dictated
by the medium of videoconferencing itself.
Hence, the pedagogical aspects of the medium
rest mainly on how successfully a fruitful
dialogue (Laurillard, 2002).
If this medium is used to give lectures, it
could be considered as an affordable,
convenient and easy-solution to distancelearning. One valued use of the technology
that will always remain indispensable is the
video-link to remote experts. Video could be
embedded
within
highly
interactive
discussion environments, forming a newhybrid
that
could
expand
learning
experiences.
VC
enhances
distanceteaching/learning and supervision of research
in higher-education degrees, postgraduate
students could discuss research and present
results to academic supervisors. They also,
could share data or practice presentations live,
while they are separated by place or/and time
(Robyn, 2005). Videoconferencing has a great
degree of flexibility in pedagogical-aspects,
giving students the ability to communicate,
collaborate, simulate (Gunawardena &
Lapoint, 2003).
VC technology provides readability of bodylanguage and intonation of speech providing
immediate-feedback, which reduce possible
ambiguity and reinforce psychological

engagement. It also helps to personalise
learning by enabling synchronous verbal and
non-verbal
communication,
including
multiple visual and oral indications which
duplicate normal language communicated in
real-time (Robyn, 2005). Synchronous
communication
provides
simultaneous
feedback in group activities, helps decisionmaking and the capture of ideas which
enliven-discussion (Blight, Davis et al.,
1999). (Gunawardena and Lapoint 2003, p.
23) state that, ―the greatest pedagogical
advantage is that the students are challenged
to develop new forms of learning by
searching, finding, acquiring, evaluating,
judging, changing, storing, managing and
retrieving information when needed‖. The
following activities also take place: virtual
seminars, workshops, tutorials and counseling
meetings, tuition or group projects. VC is,
therefore,
increasingly
meeting
the
requirements of the diverse body of students
enrolling in higher-education by opening
possibilities for clarification, negotiation,
collaborative-feedback, and a thoughtful
evaluation of teaching/learning (Laurillard,
2002). Teaching by discussion can be an
extremely effective helping students apply
abstract ideas and think critically. Johnson,
Johnson et al. (1991) conclude that when the
purpose of a class is to develop problemsolving skills.
Human factors such as personality, attitudes,
and skills influence the students‘ reactions
toward technology (Allen, Bourhis et al.,
2002). The main factors which increase the
perceptions
of the
acceptability of
videoconferencing
are
instructor‘s
personality, seminar subject, teaching-style,
students‘ comfort level in dealing with the
technology, and the sequences for interaction
versus observation (Bednar et al., 2007).
Although students consider the setting of
videoconferencing as private and informal for
both
synchronous
and asynchronouscommunication a common reaction towards
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using VC is a great sense of social distance
and formality (Allen, Mabry et al., 2004).

Methodology
This is a qualitative research using thematic
analysis to analyse the data collected. The
case study concerns the use of Breeze to
deliver clinical lessons for female students in
KAU. Triangulation was achieved by using
multiple sources of data collection;
questionnaires, interviews and observation.
Semi-structured interviews were employed
using preset questions allowing scope for
open-ended answers to prompt reflection
about the lecturers' thoughts and to ensure in
depth examination of thinking and
understanding. The interviews lasted twentyminutes and were recorded using Skyperecorder software called Call-graph. A semistructured questionnaire with a combination
of open and closed-ended questions was
answered by participants. GoogleDocument
was used to design, send the questionnaire
and collect answers. The two Breeze classes
were observed and unstructured notes were
taken to record impressions and insights.
Thematic analysis was used to report the
content and meaning of patterns in responses
to identify abstract themes before, during, and
after analysis.
Participants
Two groups were studied, the first consists of
15/undergraduate female students between the
ages 21 and 24 at the Medical School of
KAU. These students are on the fourth year of

the clinical-phase of studying medicine, have
surgery as an integral part of the curriculum.
The second group consists of 15/postgraduate
female doctors between the ages 25 and 35
enrolled in the Saudi-Dermatology and
Venereal Disease Programme. This is a
clinical specialist programme governed by the
Saudi Board of Dermatologists and the Saudi
Commission for Health Specialties. The two
lecturers were interviewed.
As this was the first time a web-based
videoconferencing has been used in the
Medical School at KAU to deliver a clinicallesson, a tutorial entitled ―How to use Breeze‖
was sent and participants had been given fivehour‘ access to Breeze prior the lessons to
experiment with the technology. The
participants were assured of confidentiality
and the right to withdraw at any-stage of the
research.

Results and Discussion
The analysis of students‘ responses offers
insight into their perceptions of Breeze
sessions. The themes were identified by
grouping coded responses into sub-themes.
The initial themes titles chosen were the most
logically related to the data collected (Strauss
& Corbin, 1990). The themes were
interaction, activities, feelings and difficulties
and under each one sub-themes. The themes
and sub-themes are summarized in the figure
below, which is a diagrammatic version of the
first three steps of the responses analysis.
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Codes

Sub-themes

152 Codes were identified

The physical-absence
of the lecturer

Concerns about
interaction

Themes
Encouraging
students to askquestions

Students‘ visions/preference about
the best-time for interaction

Tools used in expressing-ideas
and asking-questions

Shyness as the main-reason for
decreased voice-interaction
among the undergraduates

The use of Breeze changed the
lessons‘-nature by providing
significant-interaction

Breeze is a user-friendly, self-explanatory
application

Interactio
n

Features not used

Activities
Meeting students‘-needs for logisticalconvenience

Enthusiastic

Positive-influence

Providing
efficient-features

Comfortable

Feelings
Providing new-positive
educational-opportunities

The need-for an
Arabic-version

Flexibility, taking the sessiononline while at home

Help-with
troubleshooting
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152 Codes identified
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.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
1.
2.

Enthusiastic; new technology
Confused; new technology
Enthusiastic; online lesson
Excited; indirect communication with lecturer
Freedom; (chat, voice) interaction with male
lecturer
Great experience
Positive experience
Excellent
Comfortable
Flexibility
Freedom in communication
Increase concentration
Increase understanding
Wish the university employ it
Impact the educational system positively
equal to f2f class
Fear; technical failures
Needs Arabic chat
Needs Arabic interface
Immediate communication with lecturer
Immediate communication with
significant interaction
allow simultaneous action
CCTV; no interaction
Asking questions; increased significantly
Increase interaction with the lecturer
frustrating
enjoyable experience
contribute a lot in Breeze class
Encouraging asking questions
Chat; don‘t forget the question
question can be answered straight away
Prefer to type questions
shyness
encouraged to change attitude
Friendly interface
accessible interface
Easy to use
obvious
nothing unusual or difficult
Self-explanatory
clear enough
useful
makes sense
quite detailed and it shows you what to do
straight forward
Providing efficient features
does not restricted any action
like having the video
liked the agenda-section and notes
comfortable
speedy reply
saves time

2.

3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.

Meeting needs; logistical convenience; transport
trouble, families’ welfare

Privacy; private chat tools Not used; documentsharing pod, and not displaying diagrams,
illustrations,
PDF
files
or
PowerPoint
presentations
tools used; video and voice tools
Lecturer; future, full use of Breeze features
Features; add extra value and depth to the subjects
change attitude during the lesson
asking questions, adding comments or engaging
in discussions
lessons‘ nature changed
more energetic
beneficial
free to talk or chat
embarrassment or fear of speaking
different
valuable discussions opened
changed interactions' nature
made asking questions easier than face-to-face
classes
Breeze boosted confidence
increased courage
love separation from the lecturer
became liberated in terms of interaction
get involved in a discussion
Quality questions.
Nothing was different
meeting lots of people from different places
freedom in interaction with male lecture
spontaneous interaction with the lecturer
prefer to communicate with the lecturer using the
microphone
microphone expresses voice tone and manner of
talking
nervousness caused by shyness
comfort; join discussions
chat; helped organize thoughts
increased questions' quantity and quality
shyness; chat suits my personality more
contributions readable; available
reasonable, less ambiguous questions
chat; nervousness disappeared
technology; supportive
technology; motivated to speak
indirect interaction; relief; shyness
lecturer absence; encouraged to
contribute
f2f; nervous; lecturer presence
Comfortable; meet the lecturer indirectly
I was active; unlike my usual self
Discussion; easygoing than f2f
contributed too much; excited to use a new
technology
contributed too much; better impression to the
lecturer
contributed; enough

loved the chat
talk and type-chat at the same time
everyone can see chat or keep it private
like sending note
ask someone to clarify something immediately
quickly say something to someone
intuitive
Breeze meet needs more than f2f for the special
circumstances
Absence of body language
lecturer physical absence; was not a problem
lecturer physical absence; negative impression
video of lecturer; equal learning environment to
f2f
Miss body language
miss eye contact with lecturer
miss the atmosphere of the class
Used Breeze confidently
No pressure
prefer a class room
Providing new educational opportunities
Providing positive educational atmosphere
Engage students from all over the world
Distances are not a problem anymore
If you have other duty such as kids you don't face
problems

1.
Taking the lesson online from home comfort
See classmates and lecturer while taking lecture
from home
don't have to travel to the campus
attend lessons by famous lecturers in field
without travelling
Prefer Breeze over CCTV
technicality was not a problem
Tutor Help with troubleshooting (if any);
experienced
Classmates help with troubleshooting (if any);
Classmates help with troubleshooting (if any);not
to interrupt lecturer
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Interaction
In terms of interaction and the discursive
nature of the postgraduate lesson, although
the
lecturer
encouraged
interactions,
contributions began after the first half hour of
the lesson. Eleven students contributed using
the microphone while four students used the
chat. Seven students do not usually interact
during face-to-face lessons and three students
struggle to ask questions. Only five students
feel confident to contribute without hesitation.
In undergraduate group, only ten students
contributed via chat and none used voice tool.
Only five students usually interact in face-toface lessons.
Students‘ perception of interaction increased
when compared to traditional classes as
students think that the level of interaction
increased significantly in Breeze classes. The
interaction took various forms during the
lesson, such as asking questions, making
comments or sharing information/opinions,
negotiating, and opening/joining discussions.
Not all those contributions were directed to
the lecturer, as some were passed from a
student to another in the postgraduates‘ case.
There were debates in the postgraduate-group
about medical cases on testing/treating
patients and there were questions and generaldiscussions. There were no discussions held
by the undergraduates there were only
questions asked. In general, the technology
helped to raise students' interaction quantity
and quality.
Participants remarked that the use of Breeze
had influenced the delivery of the lesson and
affected the students‘ attitude positively. By
the students‘ attitude, we mean their
enthusiasm and interaction during the lesson.
Participants stated that the nature of the lesson
changed when delivered via Breeze to being
more energetic and beneficial. Although the
increased interaction of students could be
partially due to ―Hawthorne Effect‖, however
many of their accounts were regarding the
features of the medium and not only to

pertaining to the experiment as a whole. The
application allowed them to interact without
feeling "shy" which we believe, might be
intrinsic to the experience of using a
videoconferencing application for such
students. Whether this positive attitude would
fade with use over long periods of time would
require longitudinal studies to prove so.
Students were enthusiastic to experiment with
Breeze and contributing during the lesson.
The question is how much of this was due to
the fact that this was the first time the students
had worked with VC technology? One might
ask whether the students excitement was
because of the new technology, as there is
always excitement in trying new technologies
then, after repeated encounters, it becomes
ordinary or perhaps even boring. Some,
however, could look at this enthusiasm from a
different point of view. In this study, the
technology has offered a new approach which
helped changing the way the lesson was
taught and brought new factors to the lesson.
In traditional classes students are not allowed
to interrupt the lecturer, while in Breeze they
are free to interact at any-time which benefits
students' learning. In addition, making
contributions during a lesson brings the lesson
to life and helps students to remain interested;
such-offerings could open new discussions or
deepen the understanding of the information
imparted by the lecturer.
Students' comments support both sides of
these views as some participants explained
their enthusiasm due to the use of the new
technology and what it offers technically,
such as the ability to meet people online from
anywhere in the world. Other students
focused on how the technology changed the
way their lesson was taught, noting the
freedom the technology offers in terms of
interaction and its nature. For students who
were confused about using technology
unknown to them, the reason was mostly
anxiety about technical-failure rather than
rejecting the technology. Only one student
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rejected using Breeze because she believes
that it does not add anything to what CCTV
can do. In her opinion, neither technology
compares favourably with face-to-face
classes. After all, there was 100% positive
feeling regarding the experience as students
preferred to attend online lessons again.
It is important to visualise the traditional
CCTV class to compare with this experience.
A typical CCTV class in SA universities is an
auditorium of 100/seats with two monitor
hanging from the ceiling to allow observation
from the whole class. When students take
their seats a supervising university employee
takes attendance and closes the doors before

she notifies the male lecturer to start. There is
no camera in the female auditorium. The
single communication method between the
lecturer and students is a telephone placed on
a desk across the auditorium. A student who
wishes to speak to the lecturer, or request
clarification as the distance between a
students' seat and screens makes it difficult to
observe details, walk through the auditorium
until she reaches the telephone then ring the
lecturers' extension. Although this is
technically
two-way
synchronous
communication, these calls can only be made
at the end of the lesson.

The diagram shows arrangement of a CCTV class in Saudi universities.
(A) Class entrance (B) University female employee supervising female students (C) Telephone students use to call lecturer (D)
Seats in rows. Note the distance between student‘s seat and TV.

Encouraging Students to Ask Questions
Students agree that Breeze has changed the
nature of their interactions from only asking
questions at the end of the lesson -in
undergraduates‘ class- to opening discussions
and adding comments. They expressed how

this experience ―boosted their confidence‖
and ―increased their courage‖. It is important
to think what encouraged these comments.
Was it the technology, the pedagogy, the
lesson on the day or a combination of all these
factors?
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This positivity can be due to the following
reasons:
1. Lecturers
started
the
lessons
encouraging students to participate at
any-point during the class; a gesture
not normally practiced in traditional
undergraduate classes.
2. The nature of the lesson and lecturers‘
attitude in Breeze lesson. The lesson
took a discussion and question and
answer basis. This was unusual for
students,
so
they
encouraged
communicating their contributions to
benefit from this opportunity. Both
lecturers‘ attitudes were in favour of
encouraging students to contribute and
share.
3. Lecturers showed a positive attitude
towards applying videoconferencing
application in lessons. The fact that
not only the difference was using a
different medium , but that the
lecturers used a different pedagogy in
their Breeze lectures by encouraging
interaction may reflect the ease in
which an instructor may shift in using
pedagogy when given an alternative to
being interrupted in a classroom to
interact. (At the beginning of the
Breeze classes, the lecturers informed
the students that they were free to
interrupt at any stage of the lecture by
making contributions readable in the
chat or verbal using the microphone.
In face to face classes students are
allowed to contribute at the end of the
lesson "not to interrupt the flow of
lecturer ideas".
4. The tool provides a comfortable
environment for students, giving
multiple features to choose from. This
resulted in a variety in the quality of
questions asked; some were profound,
others concise and focused and all
were relevant to the lesson‘s subject.

5. The chat helped students to organise
their thoughts and formulate better
quality questions.
6. Using Breeze has built students‘
courage by preserving their privacy
while offering closer interaction with
the male lecturer.
7. The enhanced accessibility to the
interaction tools, as opposed to a
CCTV
environment,
made
spontaneous interaction during the
online lesson. It also gives students the
chance to interact and debate with
each other, which was impossible
before as students are not allowed to
speak to each other during the lessons
to reduce noise in classrooms.
Some students felt that although the
technology provides efficient features, it did
not help to change their attitude during the
lesson because of personality traits such as
shyness. They think this was difficult to
change in one lesson. When students were
asked about their satisfaction with the extent
of their individual interaction, they were also
asked whether their contributions were
enough or they wished to interact more or
less. The majority of the students felt that
their contributions were enough. Six students
would have preferred to have contributed
more; their reason was they wanted to impress
the lecturer not because they had been unable
to contribute. This means that they felt that
the application could help them to leave good
impression on the lecturer of their knowledge
and understanding of the subject. Four
students preferred if they had interacted less
and concentrated more on the lecturer‘s
speech; because those students were too
excited about using the new technology and
activities that Breeze allows them so they
were trying to make full use of this
experiment.
Students‘ opinions about the best time to
contribute differ for various reasons. Nineteen
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students were in favor of interacting during
the lesson whenever a question, comment or
discussion occur so they won‘t lose the
question and have immediate answers to
follow the content. In addition, questions and
discussions could direct the lesson along
another track that may be more interesting
and important to students or remind the
lecturer of points that he might forget to
cover/expand. Breeze as a technology with
multiple features provides tools to meet those
students needs and give them the opportunity
to choose convenient time to interact which
suits their personalities; whether they prefer
simultaneous interactions or at the end of the
lesson. Undergraduates are obliged to make
contributions at the end of face-to-face
lessons because their lecturers do not allow
interrupting him. Eleven students prefer to
wait until the end of the lesson to contribute,
either because they do not want to interrupt
the lecturer or because the points might be
covered later in the lesson.
Tools Used in Interaction
The majority of the students prefer the use of
Breeze microphone over the chat to
communicate with the lecturer. However, this
was contradictory to what students actually
did during the lesson. As observed, none
undergraduate used a microphone, while their
answers state they prefer using the
microphone. The reasons given were
immediacy, better communication, including
voice tone which makes the lesson equivalent
to face-to-face classes and offering verbal
explanations when things misunderstood. So,
although undergraduates did not interact
verbally, they still had a positive perception
of the experience of videoconferencing and
being able to use a microphone. This finding
could be seen in the light of what Fulford and
Zhang (1993) found, in that the critical
predictor of students' satisfaction was largely
dependent on the perception of overall or

vicarious interaction and not the extent of
actual personal interaction.
However, it would be worthwhile exploring
why the students in this study did not use the
microphone, even though they expressed their
excitement about the better communication
opportunity as compared to the traditional
medium to which they are accustomed.
Personality factors were the most common
reasons given by students for the avoidance of
verbal contributions. Undergraduates used the
expression
―shyness‖
explicitly
and
―nervousness caused by shyness‖. When
students were given a multiple choice of
means of communication, they chose the one
which caused the least amount of nervousness
(the chat). One might say that VC is a flexible
medium, providing multiple options for
communication to such students Hence, by
supporting different personal preferences,
students do not feel obliged to interact using
only one method. Using Breeze chat, students
could communicate their contributions
without the need to speak, which reduced
nervousness. This advantage of Breeze is not
present in a CCTV class where the only way
to interact with the lecturer is to call him
using an internal-extension. Nevertheless,
were there any factors which went beyond the
convenience
and
availability
of
communication options? The fear of
technical-failure resulting in losing the
lecturer voice, making contributions readable
in case of connection interruption or sound
deterioration and the anxiety of using the new
technology has shown in some students'
comments regarding the reason for using the
chat.
The Arabic-Language
Comparing
the
two
groups,
ten
undergraduates were not satisfied with Breeze
chat tool as the applications' interface was in
English, while only one postgraduate student
had the same concern. Both groups are fluent
in the English language as all medical courses
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are taught/assessed in English and
examinations are also conducted in English.
Breeze does allow students to write Arabic;
however, renders it useless. The Arabic
language is to be read from right-to-left but in
Breeze chat the text can only be read from
left-to-right, so students felt obliged to read
the sentence backwards which they found
distracting. Moreover, the postgraduates did
not complain about the absence of an Arabic
interface because they have been exposed to
more of the English language during their
career in hospitals, while undergraduates use
English for studying without practicing. For
these reasons, undergraduate students
frequently used short Arabic sentences using
the chat and did not use the English language
because of their fear of forming ambiguous
sentences or not conveying their ideas
accurately.
Even if students are fluent in English, human
nature finds it easier to communicate using
the mother tongues. Gunawardena and
McIsaac (2004) show that social equality may
not extend, for example, to participants who
are not good writers but who must
communicate primarily in a text-based
format. During web-based videoconferencing
class, language can form a barrier in that
students using English as a second language
to communicate find the faster pace of verbal
interaction in synchronous classes harder to
follow than the asynchronous interactions of
online courses (Mason & Gunawardena,
2001). Students for whom English is not the
first language will be at a clear disadvantage
when they have to contribute towards
collaborative assignments or participate in
live discussions (Bates, 2001).
Meeting Students' Logistical Needs
Students claimed that Breeze met their needs
as Saudi women to a greater extent than the
traditional classes. Women in SA have unique
circumstances some of which are:





Transportation is a problem for
women as they are not allowed to
drive. Conducting a lesson online can
save them the trouble of having a
private male driver or depending on a
male family member to drive them to
the university. Public transport is
under developed and not perceived to
be suitable for women.
The
technology
can
provide
educational opportunities for women
who wish to complete their highereducation but they are not able to
because of cultural factors especially
in cities with no universities. One
cultural factor is that families won't
send their female members to study in
a different city without a chaperone.
Another factor is that male family
members, such as fathers, brothers or
especially husbands, prevent females
from studying if the teaching involves
a male lecturer. Breeze can solve these
cultural problems as students can have
lessons online without the need to
travel or be present with a lecturer in
the same room, even when bedside
teaching is involved.

Physical-Absence of the Lecturer
Female medical students face difficulties in
bedside teaching which involve face-to-face
teaching in hospitals. They are obliged to
attend such classes to complete their degree
and these situations are more difficult for
many undergraduates who have not
previously interacted with male doctors.
During the Breeze lesson, almost none of the
students found the physical-absence of the
lecturer a problem. However, three
undergraduates gained a negative impression
from this non-appearance for certain reasons,
which included loss of attention at some
points of the lesson and the lack of eyecontact with the lecturer, which is a powerful
communicative factor However, the rest of
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the students felt that the video, image and
sound of the lecturer helped them to feel the
lecturer‘s presence.
Activities using Breeze Features
As this study was the first-use of webvideoconferencing
for
participants
(students/lecturers),
the
only features
employed were chat, voice and video. Other
features, such as document sharing pod,
display of diagrams, illustrations, PDF files or
PowerPoint presentations, were not used.
Students found it unusual not to have such
tools. Not only students but lecturers also
stated that they will make full use of Breeze
features in the future, as this can enhance the
delivery of lessons and add extra value and
depth. As far as participants were concerned,
medical education depends to a great extent
on visual material.
Providing Efficient Features
The students were satisfied with the features
Breeze provides as the application did not
restrict them from doing any activity. They
were also pleased with the voice and video
quality. Having the choice-of communicationtools, such as private and communal chat
affected students' perceptions positively.
Students felt that private chat facility gave
them freedom and privacy to communicate
with their male lecturer and peers.
Breeze is Self-Explanatory Application
Participants
found
Breeze
interface
comfortable and inviting. Generally, students
described the technology as straightforward
and self-explanatory. Despite the fact that not

all the students read ―How to use Breeze‖
tutorial prior to the lesson, none of them had
problems operating the application which
demonstrates that the application is easy to
use. However, one might argue against this in
that the lecturer confined the use of the
software to the basic features. If lecturers had
used more tools or if students had been
expected to participate in the lesson by
submitting material or illustrations, they
might have struggled if they had not read the
tutorial. With regard to Moore‘s model of
interaction described previously, Hillman et
al. (1994) added a component: the learnerinterface interaction derived from the addition
of high-technology communication systems to
mediate
the
communication
process.
Proposing a new angle of analysis that
includes an understanding of the use of the
interface in all transactions and how the
learner interacts with the technology is an
important component of this interaction
model. Hillman et al. note that learners who
lack the basic skills in using the application
interfaces in communicative media spend
longer learning to interact with the technology
in order to be able to communicate with
others or learn from the lesson. Hillman et al.
(1994) distinguish between the perception of
the interface as part of the interaction model
and the use of an interface as a mediating
element in all interactions. The user-friendly
design of web-based applications becomes an
extremely important aspect of instructional
media design to ensure a successful
interaction between the learner and the
mediating technology.
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Conclusion
By using Breeze to mediate two lessons, this
case study aimed to explore the perceptions of
female medical students while using VC
technology. I have narrowed the scope of this
study to include two groups of undergraduate
and postgraduate medical female students,
which adds a dimension to the analysis of
comparing the findings. The perceptions of
the male lecturers were also explored. Female
students in SA have a unique situation that
merits in depth investigation into how sociocultural factors influence their educational
transaction. This was also an opportunity to
apply modern theories of distance-education
and videoconferencing to the context of
medical education for females in SA, such as
theories relating to interaction, socio-cultural
context and social-presence. Knowledge of
the literature is essential in conducting
thematic analysis so we revisited the literature
many times during the analysis to inform our
reading and search for codes and patterns. A
number of instruments were used to gather
responses.
The most important findings are:
1. A change in the nature of the delivery
of the lesson from the traditional
environment of the CCTV class which
minimises a female students' chance of
interacting with the male lecturer as
well as fellow female students. This
altered nature included increased
interaction frequency by students
throughout the Breeze class.
2. The timing of interactions has shifted
from being limited to the end of the
lesson when using CCTV to being
spread throughout the lesson, which is
attributed to the increased sense of
immediacy and intimacy of web-based
videoconferencing.
3. Change in students‘ activity during the
Breeze lesson compared to their
behaviour in regular classes, when
considering those who did not usually
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interact in previous lessons and who
struggle to ask questions.
4. Students believe that Breeze was an
interesting tool that influenced the
delivery of the lesson positively.
5. They also felt comfortable to attend
more lessons delivered via Breeze and
hoped that the university/hospital
would employ the system in their
educational
programme
and
postgraduate training.
6. There are several factors that influence
the use of VC in higher-education but
it is not the aim of this study to
evaluate all these factors. The aim of
this research is to establish the key
factors from the students‘ perceptions
that influence the use of VC. Several
factors were identified:
a. One major factor is the
perception of interaction even
for those students who did not
interact immensely; the belief
that there was increased
overall interaction affected the
students‘ satisfaction with the
medium positively when they
were given a chance to interact
throughout the lesson.
b. Having a varied choice of
methods to communicate with
fellow students and the lecturer
was perceived positively as
opposed to the single method
in CCTV.
c. Although
students
were
proficient in English, they
preferred Breeze to have an
Arabic interface and an Arabic
chat facility.
d. The design of a tool‘s interface
is of major importance in terms
of ease of use. This was clear
when
many
of
the
undergraduate students were
able to use the tool properly

978-9948-497-11-0

without
reading
the
explanatory tutorial on using
Breeze.
Despite the limitation of the students' sociocultural background, which was reflected in
their shyness, their overall perception of the
experience, was positive. In light of the above
key findings, this study is in favour of
applying Breeze in this Saudi-context of

female higher-education. I hope this study
will sheds light on the major-issues that
concern the use of Breeze in the Saudi
education and also pave the way to visualising
more studies designed to focus on different
aspects of the learning process using webbased videoconferencing and the capabilities
it can offer to learners/educators if their
learning process is to be designed according
to learner-centered approaches.
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Abstract
The introduction of e-learning in higher
education in Saudi Arabia is a relatively
recent phenomenon. Considering the unique
situation of female students in Saudi Arabia,
e-learning has the potential to make higher
education accessible to more women who
would otherwise find it beyond their reach.
For this reason, it is highly desirable to
examine women's experiences with e-learning
in the Saudi context. The Arab Open
University (AOU) in Jeddah is one of the
universities that use e-learning in Saudi
Arabia. The purpose of this study is to explore
the experiences, perceptions and attitudes of
some of the female students studying at the
AOU towards e-learning.
A qualitative approach is taken in this study,
using data collected from interviews with
seventeen female students at the AOU. The
data is analysed using thematic analysis of
the collective interviews and discourse
analysis.
The results clearly show that e-learning has
positively influenced many of the women
participating in this study and enhanced their
ability to continue their studies. It was
generally felt that e-learning is very
demanding because of its focus on
independent learning. The participants had
mixed feelings towards this aspect of elearning, which are discussed in this work.

Introduction
E-learning has made a significant impact on
education in recent years. Many educational
institutions are employing e-learning in their
teaching process. furthermore, e-learning has
been used very effectively to enhance
traditional methods of learning. Many courses
at several universities are offering online
access to their students to look at lecture
notes, access digital resources, attend online
sessions, and hold discussions with peers
through a Virtual Learning Environment
(VLE) or Learning Management System
(LMS) to support their studies. For distance
learners, e-learning also enables them to be up
to date with their studies, and check regularly
what is happening in their courses and at the
university. Moreover, studying while having
other responsibilities or not being at the
university location are among the other
advantages of e-learning.
Saudi Arabia is one of the countries
attempting to integrate e-learning into the
education process, especially in higher
education. E-learning in Saudi Arabia is
considered a new method of learning, and
education in Saudi Arabia is traditionally very
teacher-centered, where students expect to
receive instruction from their teachers. This is
generally the case from primary to higher
education.
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In addition, universities in Saudi Arabia are
suffering from over-crowded classrooms
since the population in Saudi Arabia is
growing rapidly. The need to provide higher
education to the increasing number of
students seeking it creates a huge demand that
can potentially be met, at least in part, by
distance and e-learning programmes. Such
programmes could allow larger numbers of
students to enrol at universities and complete
their higher education (Albalawi, 2007).
We believe that e-learning may help solve
some of the difficulties that females in Saudi
Arabia face, beginning with the transportation
problem that prevents or makes it hard for
many of them to attend classes in person. It is
well known that women are not allowed to
drive in Saudi Arabia and that they must rely
on their male family members or hired drivers
for transportation. Many women live in
villages or small cities that are far from the
major cities where the universities are located.
While it is quite common for male high
school graduates to travel to another city to
attend university, families are generally less
likely to allow their daughters to move to
another city on their own. It is also very
common in Saudi Arabian culture for females
to get married at a young age and have
children. These married women still have
ambitions to continue their education. With
these considerations, it is easy to see that elearning can potentially make education more
accessible to many of those women who
would find it hard to study otherwise.
Since e-learning in Saudi Arabia is fairly
recent, it is not clear how much of an impact
it has had on female students‘ motivation and
ability to continue their education, and what
their attitudes and impressions are towards
these technologies as they are currently
applied. For the reasons mentioned above,
and the potential benefits for many female
Saudi students, it is highly desirable to
understand their perspective with a view to
identifying some of the issues that are

important for the successful application of elearning programmes with this group of
students in mind.
According to Al-Zamil (2006), e-learning
programmes have appeared recently in several
higher institutions in the Kingdom of Saudi
Arabia. The Arab Open University (AOU) is
one of these institutions. Studying the case of
the AOU can thus provide valuable insight
into the experiences of female students with
e-learning in the Saudi context.
The current study attempts to answer the
following questions:
1. How has e-learning influenced (if it
has) some of the women studying at
the AOU in Jeddah and their ability to
continue their education?
2. What are the experiences and attitudes
of these women regarding e-learning?
Since the purpose of the present study is to
explore perceptions and attitudes generated
through interacting with this new method of
learning, it is appropriate to apply a
qualitative approach (Maxwell, 1996). The
focus is thus on meaning and expressions
rather than numbers.
An essential objective of the study is to
understand and portray student views and
experiences, which is best achieved through
qualitative methods (Woods, 2006). On this
basis it was decided that using individual
interviews would be an effective method for
gathering rich data (King, 2004) from the
intended target group. It should thus be
emphasized that the aim of this study is not to
produce generalizable results, rather it is to
gain a deeper understanding of the
perspectives and social interactions of the
target group within this particular institution.
The insight thus gained provides valuable
guidance for directing further studies in this
area.

Defining e-Learning
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Several definitions for e-learning exist in the
literature. According to Tavangarian et al
(2004), several authors define e-learning
simply as "the adoption of electronic media in
a learning scenario". Tavangarian et al (2004,
p. 273) argue, however, that this definition is
too wide, being applicable for instance to the
use of a microphone in a lecture. Urdan and
Weggen, cited in Meyen et al (2002, p. 7),
define e-learning as "the delivery of content
via all electronic media, including the
internet,
intranets,
extranets,
satellite
broadcasts, audio/video tape, interactive TV,
and CD-ROM". This definition, however, is
also too narrow, as it views e-learning as
simply the delivery of content and fails for
example to cover the communication aspect
of e-learning. A definition that is similar in
one respect but slightly more general is that of
the Higher Education Funding Council for
England (HEFCE, p.12), which states that elearning is:
―… the use of technologies in learning
opportunities encompassing flexible learning
as well as distance learning; and the use of
information and communication technology
as a communication and delivery tool,
between individuals and groups to support
students and improve the management of
learning.‖
Although this last definition is more general
than the previous ones, Andrews and
Heythornthwaite (2007, p. 2) also criticise it
as presenting e-learning as a delivery
mechanism, and failing "to address the coevolutionary nature of technology and its
use". Another definition that focuses on
communications and connections is that of
Jones and Steeples (2002, p.2): "Learning in
which Information and Communications
Technology (ICT) is used to promote
connections: between one learner and other
learners, between learners and tutors, between
a learning community and its learning

resources". Thus in addition to content
delivery, communication and connections are
given as important aspects of e-learning.
Mehanna (2006, p.8) offers the following
definition:
―e-Learning is a model for teaching and
learning that uses technology as a tool to
facilitate independence in learning through
accessibility, flexibility, convenience and
control. Those characteristics could instigate
a holistic approach to learning which
ultimately leads to critical thinking, and
raises standards of achievement in terms of
outcomes.‖
This emphasises e-learning as a holistic
model of teaching and learning rather than
simply a delivery method. Further, it brings
forward the desired characteristics or features
that are the motivation for the use of the
technology tools, rather than considering the
tools themselves as a defining feature of elearning.

e-Learning Theories
The JISC infokit titled ―Effective Use of
VLEs: Introduction to VLEs‖ points out two
existing models of learning that are applicable
to teaching and learning with technology.
These are the Mayes Conceptualization Cycle
and Laurillard's Conversational Framework.
These have been proposed as suitable models
for teaching and learning with technology and
will thus be useful in the interpretation and
discussion stages of the present work.

The Conceptualization Cycle
In this model, learning with technology is
seen to result from a three-stage cycle of
conceptualization, construction, and dialogue.
The conceptualization stage is the primary
stage in which learners are exposed to new
concepts, either through face-to-face or online
content. In the construction stage, learners use
the concepts learned to perform related tasks.
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Finally, in the dialogue stage, where it is
viewed that the actual learning takes place,
performance of the tasks is discussed with the
tutor or with peers and put to the test.
According to Mayes and Fowler:
―Dialogue is fundamental to education. Of
course, it is perfectly possible to learn without
dialogue, but the need to test one‘s
developing understanding through questions,
offering opinions or challenging other
positions is central to the educational process
and is absolutely dependent on receiving a
response (Mayes & Fowler, 1999, p. 494).
Feedback in the dialogue stage is also
essential
for
correcting
possible
misconceptions that become evident through
discussion and reflection.‖

The Conversational Framework
Somewhat similarly to the Conceptualization
Cycle, Laurillard's Conversational Framework
is based on ideas of social constructivism and
the notion that teaching and learning is
"essentially a dialogue". Here the one-on-one
tutorial is seen as the ideal teaching situation,

which educational methods should strive to
simulate or approach (Laurillard, 2002). She
explains that education is essentially a
conversational process, and a successful
teaching situation must operate as an iterative
dialogue between the teacher and student.
This dialogue, Laurillard maintains, must
operate both at the level of the descriptions of
a given topic and at the level of actions within
a related educational task. She offers the
graphical
representation
of
this
Conversational Framework shown in Figure
1. There are four elements in the figure: the
teacher's conceptions and those of the student,
the constructed environment, and the student's
actions. Between these four elements there are
numerous two-way interactions as a result of
the iterative nature of the dialogue. Feedback
from one element results in modification and
adaptation by the other element in an
interaction, as depicted in the figure. Any
given e-learning tool being used in an
educational process is the ―teacher's
constructed environment‖ in this framework.

Figure1:Laurillard's Conversational Framework (Laurillard, 2002, p.87)
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e-Learning at the Arab Open
University
The Arab Open University (AOU) is one of
the few institutions in Saudi Arabia that
integrates e-learning in its teaching. The AOU
was established in 2002 in Kuwait and has
branches in six Arab countries: Kuwait,
Jordan, Saudi Arabia, Bahrain, Lebanon, and
Egypt. It relies on an open learning system as
a model of learning and teaching in higher
education. The AOU uses what it calls a
―system of collaborative learning‖ (AOU
Guide for Students, 2007), which combines
mainly distance learning elements with some
face-to-face aspects. The distance learning
elements include a Student Learning Pack,
which contains the main reading material and
audio visual (AV) aids; a Learning
Management System (Moodle) for many of
the courses, lectures via satellite link,
teleconferencing, and a digital library. There
are also weekly tutorial sessions that are
intended to be run as a discussion of what
students have already studied and read from
the reading material. According to the student
handbook, face-to-face sessions are not
designed to be run as regular classroom
lectures. Moreover, the tutorial sessions are
designed to provide learning interaction
between tutors and students on the one hand,
and between students on the other. To help
students with problems or difficulties that
may arise in their studies, weekly office hours
with tutors are available for students to meet
their tutor (AOU Guide for Students, 2007).
There are many courses offered by the
university and those available at the Jeddah
branch are Computer Science, Information
Technology, English Language, Business
Administration and Teacher Training.

Research Methodology
The study takes a qualitative approach, using
interviews with female AOU students to
collect the research data, both thematic and

discourse analyses were used to analyse the
collected
data. Thematic analysis was used in this study
to reveal patterns and themes within data
(Braun & Clarke, 2006), while discourse
analysis focuses on the language that is used
by the participants in order to reach a deeper
understanding of the meaning and motivation
that is sometimes hidden in the words
(Fulcher, 2005).
Semi-structured interviews were used, where
a loose interview schedule was set in order to
attempt to cover particular topics while
providing some flexibility to allow
interviewees partially to set the course of the
discussion. The interviews did, in fact,
provide rich and valuable data. During the
interviews participants raised several social
and cultural points of view, some of which
had not been anticipated in advance.

Participants
A total of 17 students of different ages and
academic years were chosen to take part in
this study. All of them had spent at least two
years at the university and all of them were
familiar with the AOU's system of study and
have had enough time to develop their own
experiences with, and opinions about, elearning. The participants were from a range
of degree courses at the AOU. Eleven of the
participants were married, while the rest were
single. Of the single participants, five were
employed, either full-time or part-time, while
one of them was not employed. None of the
married participants were employed at the
time of this study, although some had been
employed earlier.
All the interviews were conducted
electronically using the Skype internet
telephony program and a software add-on that
allowed recording of the Skype conversations.
The interviewees were informed that the
conversations were being recorded. They
were given the freedom to respond at length
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and subsequent questions were modified
slightly depending on the responses.

Results and Discussion
Analysis of the interviews revealed that the
general feeling of the students about their
experience tends to be positive, with various
degrees of satisfaction. A general summary of
the main themes that emerged from the
interviews is presented diagrammatically in
Figure 2, and will be discussed in this section.
The overriding sentiment is that the flexibility
of time and location offered by e-learning was
one of the most, if not the most, important
factor in their decision to enrol in this type of
learning.
Jumana is a 28-year-old single woman who is
employed full-time. She has been studying at
the AOU for four years. She wanted to gain a
Bachelor‘s Degree in IT. She was unable to
enrol full-time at King Abdulaziz University
in Jeddah since she works full time. In her
interview, her attitude towards e-learning was
very positive.
―Honestly, you can say…it gave me many
things, we benefited a lot from it. Um…I
mean…it's something really wonderful. I
came out with new things.‖
When asked to explain her statement;
―with e-learning it's in your hands to contact
tutors and students via the internet ….
anything you need you could contact the
tutors via the internet.‖
Jumana contrasts her previous learning
experiences with a picture she draws of elearning in which learning activities are ―in
your hands‖, to reflect the active role that she
sees the learner to take in e-learning. Listing
positive aspects, she also mentions
communication, or being in ―contact‖ with
tutors and other students, and the skill of
searching for and simplifying information.

She contrasts online communication and
connection with tutors and other learners with
the need to physically attend a lecture. This is
the first thing she mentions, suggesting that it
is the most important or at least the most
obvious benefit in her view.
Like several other interviewees, she seems to
be pleased with gaining skills in searching for
information and simplifying it for her studies.
While this is certainly an important benefit to
gain, We believe that it is also a sign or
indication that these skills are either absent or
not emphasized enough in earlier Saudi
education. This absence in my opinion is why
many of the interviewees feel really pleased at
gaining this ―new‖ skill.
Maha is a 36-year-old married woman with
seven children. She is currently in her fifth
and final year studying for a degree in IT at
the AOU. After graduating from high school,
she was away from formal education for
approximately 13 years before enrolling at the
AOU. She says she does not have any
transport problems getting to the university,
although she does have to coordinate with her
husband for him to take her to the campus
when he is able to do so. We would actually
say that she is not independent in that respect
and thus transport can be an issue for her. She
chose to study at the AOU primarily for the
flexibility that its system of studying offered
her.
―As a housewife my husband does not allow
me to enrol at a face-to-face formal
institution. This was a very big problem for
me, you know, to study full-time, it was a real
difficulty. And that's it…until the chance came
to me when the AOU opened and relied on elearning, so I enrolled.‖
It is clear from her statement that she has had
the desire to continue her study for some time
but was unable to do so because her husband
"does not allow" her. Judging from her
situation in terms of having seven children,
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we think that full-time face-to-face learning
would be quite hard for her anyway, but the
fact that she chose to cite her husband‘s
permission as the reason is interesting. She
seems quite content to cite that as the reason,
indicating that this is normal and not unusual.
This example reveals the typical power
relationship in a Saudi household, where the
husband is the head of the family and is to be
obeyed by all other family members, with
some exceptions.
Maha goes on to explain how e-learning met
her needs due to its flexibility in time and
attendance requirements.

and finals. That would have given me...given
the
university
a
more
advanced
[image].....The online resources like the LMS
[Learning Management System] for example,
the 'Moodle' that they've done for us, this was
really good for us, I mean. We find resources
in it…‖
Due to her circumstances as a mother of
seven and a housewife, it is easy to see why
Maha is looking for something that would
allow her to avoid travelling to the university
and/or give her the flexibility to work at the
times she chooses.

―….As for me, I wouldn't have needed to go to
university at all, you know? Except on exams

Figure 2: A summary of the pattern of themes that emerge from the interviews

While the literature often emphasizes and
explores the potential enhancements to
learning that are made possible by the use of
technology in e-learning, the way it is used in
the present implementation appears to focus
more on the accessibility aspect, i.e. making
education accessible to people who would

otherwise find it difficult to pursue or
continue their education. This is definitely a
valuable gain in itself, but we believe it
misses the full potential of e-learning. For
example, using Laurillard's conversational
framework, which is motivated by an
―iterative dialogue‖ model of learning,
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technology is viewed as a set of tools for
making the ideal learning setting and process
more achievable than it would be without
these tools, not just for improving
accessibility to learning. Ideally, e-learning
should take full advantage of technology in
facilitating an iterative dialogue between
teacher and student. There needs to be
reflection and adaptation by the student, in the
light of the experience gained from the
learning tasks, and by the tutor, in the light of
student action in the learning tasks
(Laurillard, 2004), and VLEs are designed to
make this possible if they are used in that
way. In the present implementation it became
evident from the interviews that, for example,
assignments are not specified until relatively
late in the course, so the opportunity for
reflection and adaptation from both student
and tutor based on performance in assigned
tasks is missed, or at best delayed. In addition,
tutor engagement and responsiveness, in the
experience of many of the interviewees,
appear to be relatively weak, which is bound
to reduce the iterative dialogue that is
essential to the conversational framework.
Referring to the definitions of e-learning
mentioned earlier, the present implementation
of e-learning appears to fall under the
―content delivery‖ model as in the definition
cited by Meyen et al (2002, p.7): "the delivery
of content via all electronic media", or
perhaps the HEFCE (p.12) definition which
adds communication: "the use of information
and communication technology as a
communication and delivery tool‖. Aside
from that, however, there is little evidence of
actually "promoting connections" as in the
networked learning model:
"learning in which C&IT is used to promote
connections: between one learner and other
learners, between learners and tutors;
between a learning community and its
learning resources" (Jones & Steeples,
2002,p.2).

The Networked Learning in Higher Education
Project (NLHEP, n.p) is quick to explain,
after the preceding definition, that:
"some of the richest examples of networked
learning involve interaction with on-line
materials and with other people. But use of
on-line materials is not a sufficient
characteristic to define networked learning."
For example, students at the AOU rarely use
the subject-dedicated discussion boards (DB)
on the VLE, as was found from the
interviews:
―You know a lot of the students are not used
to this method of teaching, so they did not
participate with the forum, you know, the
class online and stuff like this, you know...and
they're not used to cooperating with others
online and all, to discuss the classes.‖
(Anna)
It is these DBs where the tutor has the ability
to observe and encourage student discussion
and reflection on subjects and perhaps use
that in their assessment, but this opportunity
seems to be missed in the present case.
Instead, most students prefer the general
discussion forum which, because of the way
they choose to use it, is geared more towards
their more practical needs of finding sample
questions and solutions, having a question
answered by a "distinguished" peer, and so
on; while little in the way of multi-sided
discussion and reflection occurs.
―Some of [the forums] are more active; some
are less active, you know. Uh, I think maybe
the best one is Kuwait, because they're very
active. They keep the conversation, the
discussion going in the forum. Whereas other
people go in, ask a question, get out‖ (Sara)
An interesting phenomenon that was revealed
from the interviews is the elaborate system of
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learning support created by the students
themselves using the technology. The general
discussion forum and most of the online
sessions are mostly the result of student
efforts. Students have set up their own online
video chat rooms on an external website they
have established for this purpose specifically,
recruiting teams of students to collect and
cover the material and relevant study aids,
sometimes even inviting tutors to give
sessions, and organize and announce sessions
regularly in the general forum. Many of the
interviewees specifically stated that these two
features were very helpful for them and were
essential in helping them manage their
studies. I think this shows that there is an
extremely valuable opportunity available in
fostering and encouraging such collaborative
learning among students, as it can potentially
enhance critical thinking skills through the
diversity of opinions that it might bring to
learning.
Evidence from the interviews, however,
strongly suggests that the way the discussion
forum is currently practiced by the students is
not particularly conducive to critical thinking
on the part of all the parties involved. There is
frequent reference in the interviews to
―distinguished students‖, ―explaining course
material‖, ―conveying information correctly‖,
and similar terms, which suggest an image of
a central figure ―conveying‖ facts and
―correct‖ information to passive receivers;
this is a situation not much different from that
which most Saudi students are likely to be
accustomed to and comfortable with from
their pre-university education. With reference
to the Mayes Conceptualization Cycle, we can
see that these student activities mostly belong
to the conceptualization stage of learning,
with no evidence of activity in the dialogue
stage. We believe that it will take a directed
effort from the educational institution to
encourage dialogue, multi-sided discussion,
critical thinking and reflection. This could be
achieved by changing the way students are

assessed and rewarding these different
activities. For example, one possibility would
be to assess students on their contributions to,
and participation in, the VLE subject
discussion boards, keeping a reflective journal
about group discussions in which they have
participated, and generally discussing issues
from various perspectives, rather than simply
recounting facts. The elaborate efforts that
students have undergone in creating their own
informal learning support system online and
the huge popularity it has gained are highly
encouraging. In our opinion, this is an
opportunity that should not be missed.
It became increasingly clear in the interviews
that an important factor in the participants'
experience with e-learning depends on the
tutors.
―I would like to say at the basic level it was a
good experience, but again, it depends on the
tutors...But because most teachers don't keep
up with online contact, they don't um…they
don't make a specific assignment for the next
tutor session.‖ (Sara)
―I found a difficulty that I can't find the tutors
at any time…that I want, for example,
sometimes I'm delayed three or four days in
something that I want that is simple. So these
are some of the difficulties that I found as
well.‖ (Shatha)
By its nature, the level of human interaction
in e-learning is less than in face-to-face
learning; this can cause a certain amount of
anxiety for some students (Hiltz et al, 2007),
in relation to asynchronous communication. It
is thus very important for tutors to try to
minimize this effect by maintaining consistent
online contact with students and being quick
to respond to student communication. This is
also in line with the conversational and
―iterative dialogue‖ nature of learning that
Laurillard emphasizes. Students need the
reassurance that they are only an email away
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from their tutors, and that their emails are
always responded to quickly.
―…sometimes it's not easy to find someone to
answer your question immediately. Or maybe
if the way in e-learning changed, the way you
communicate, say for example I have a
question or clarification, there should be a
way to communicate quickly with a specialist,
or a teacher.‖ (Manal)

Overall, however, the interview data has
revealed that the experience of the
participants in this
study has been generally positive and, despite
some of the difficulties described earlier, most
of the female participants have benefited from
their participation in e-learning. For many of
them, it was the only obvious way to continue
their education.
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Conclusion
Generally, the results have shown that the
majority of the participants either mentioned
that this was the only way, or the most
convenient way, for them to complete their
higher education. Thus, with reference to the
first research question, it can be said that elearning has indeed positively influenced
many of the women participating in this study
and enhanced their ability to continue their
studies. There is no claim that this is a
generalizable result, as the present study is
qualitative not quantitative.
There were mixed feelings and opinions
among the participants about the independent
learning aspect of e-learning. Many felt that
this was the most difficult aspect of their
experience and, as a result, some said that
they would have preferred face-to-face
education if they had had the time and the
opportunity. On the other hand, there were
others who welcomed this aspect of elearning despite the difficulties associated
with it and felt that it leads to more permanent
and useful learning than what they had
previously
experienced.
Additionally,
participants frequently mentioned that they
were pleased to gain skills in searching for
new information and knowledge when they
needed them, which many said has enriched
them on a personal level.
It has been argued, using Laurillard's
Conversational Framework (Laurillard, 2004)
for evaluating the learning process, that there
is not enough emphasis currently on dialogue,

reflection and adaptation on the part of
students or tutors. E-learning provides an
opportunity for facilitating these activities by
using the technological tools available.
It was also argued that more of the potential
benefits and enrichment of e-learning could
be unlocked through a move from a ―content
delivery‖ model of e-learning to a more
networked learning model, promoting
connections ―between one learner and other
learners, between learners and tutors; between
a learning community and its learning
resources‖ (Steeples & Jones, 2002).
There were several interesting examples of
students using technology to build elaborate
systems of support, such as an external
general discussion forum which many of the
participants said was central to their study.
These student-driven activities appeared to be
very popular and many participants said they
were very helpful for them in studying and
preparing for exams. It was argued, however,
that both the forum and the online sessions, in
their current form as described and depicted
by the interviewees, are not based on actual
discussion and dialogue amongst all parties.
With
reference
to
the
Mayes
Conceptualization Cycle, it is seen that these
student activities mostly belong to the
conceptualization stage of learning, with no
evidence of activity in the dialogue stage. A
conscious effort from the educational
institution is needed to encourage dialogue,
multi-sided discussion, critical thinking, and
reflection.
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In the 21st century knowledge society context,
the role of innovation as a success factor for
organizations and enterprises has become
ever more central. Therefore, education is
facing new challenges: how to equip the
graduating students with skills needed in the
contemporary working environment, such as
creative problem solving, team work and
innovation skills? Research indicates that
these skills cannot be directly taught but will
be acquired when the learning environment,
learning tasks and teaching as well as
assessment methods support their acquisition.
Teaching faculty are in an essential role in
transforming
education
towards
the
innovation-creating direction, as their
choices, attitudes and skills directly influence
the behavior of students. If we wish to
promote innovation in education, we need
new methods and learning environments as
well as new roles of both teachers and
students. This cannot be achieved without
well-designed competence building of
teaching faculty. New perspectives and
methods will not derive from traditional
training. The Postgraduate Certificate
Program for Teaching in Higher Education
described in this article has been designed to
meet 21st century challenges by using
pedagogical models based on authentic elearning and progressive inquiry and learning
environments based on social technologies.

authentic
e-learning,
progressive inquiry, faculty competence
building, innovation, social technologies

Introduction
In the 21st century knowledge society
context, the role of innovation as a success
factor for organizations and enterprises has
become ever more central (Robinson, 2001).
Therefore, education is facing new
challenges: equipping the graduating students
with not only content mastery, but also
elemental skills needed in working life, such
as creative problem solving, team work and
innovation skills (e.g. Trilling & Fadel, 2009;
Solomon & Schrum, 2007). However,
teaching these skills is no straightforward
task. Research indicates that these skills
cannot be directly taught but will be acquired
when the learning environment, learning tasks
and teaching as well as assessment methods
support their acquisition and rewards for it
(Ruohotie, 2002; Huitt & Cain, 2005). We
have to see education and learning in a way
where old roles and activities are no longer
adequate, and where new ways of
collaborating and building competence can
also innovate new ways of teaching. We have
to understand this challenge in a holistic way
and carefully examine if our educational
infrastructure itself is supporting learning
environments building for innovation. As Sir
Ken Robinson (2001) so aptly states: ―We ask
how to promote creativity and innovation but
stifle the processes and conditions that are
most likely to bring it about‖.
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Research conducted at Tampere University of
Applied Sciences has examined typical
stumbling blocks in adopting 21st century
innovative pedagogies. These are related to
teachers‘ and students‘ attitudes and
competencies, learning environments and
inadequately directed assessment methods.
Teaching faculty are in an essential role in
transforming
education
towards
the
innovation-creating direction, as their choices,
attitudes and skills directly influence the
behavior of students. Moreover, learning
environments should be reinvented to foster
creative thinking and innovation. Online
learning
environments
and
learning
management systems have often been
regarded as innovative spaces for learning,
but it is not seldom that they merely reflect
the 19th century traditional ways of teaching
and learning. Unaligned assessment that
primarily measures lower levels of cognition
is also a hindrance for the development of
innovation skills. In this paper we examine
the nature of innovation and its role in
education, discuss the elements that need to
be taken into consideration when striving for
innovation in education and describe how
these questions have been addressed in the
Postgraduate
Certificate
Program
for
Teaching in Higher Education (PGCTHE)
developed at Tampere University of Applied
Sciences and implemented at Higher Colleges
of Technology in the UAE.

Why Innovation?
Innovation is one of the most frequently used
and least frequently defined concepts of
today. It is almost impossible to find a
product or service that is not being marketed
as innovative. Also in the educational context,
innovation is often referred to.
Innovation and Technology
Innovation is often falsely perceived almost
synonymous to technology (Kao, 2007). The
same trend can be detected in education: e-

learning has been held for an example of an
innovation related to teaching methods.
During the recent years, the use of social
media in education has been included in the
same category. However, technology in itself
does not equal innovation. When we examine
the use of e-learning or social media in
education more closely, we see that many
times the change has taken place only on
surface level. The same working methods,
content and pedagogy have been applied, only
the tools are new (e.g. Herrington, Reeves &
Oliver, 2010; Stiles, 2007; Downes, 2005).
A wide-scale research by Bates (2010)
examined the benefits of e-learning at
American and European universities and the
results indicated that the cost-benefit ratio had
in most cases been low. Brabazon (2008) has
observed that the integration of technology
has often led to a deterioration of quality,
quite the opposite of what was intended. One
could say, perhaps slightly provocatively, that
the new technology in education has
systematically been adapted to match the
traditional system and methods that are based
on the industrial model of one to many, up to
bottom (Castells, 2007). The old methods are
clearly visible in the used pedagogy, teaching
methods,
learning materials,
learning
environments and assessment (Herrington et
al., 2010). This results in a reality where
students often work in an environment where
operational models might differ considerably
from the real-life working models.
Innovation as Behaviour
All of the above do not by any means make
technology obsolete. Kao (2007) suggests that
we must see technology from a wider
perspective and concentrate on the changing
behaviours enabled by technology. As Kao
(2007) continues, innovation derives from
change in mental models. They are not mere
new ideas or techniques, but entirely new
ways of perceiving and acting. According to
Shirky (2008), this is also true in what comes
to social technologies. He points out that the
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real innovation in social media is not the
technology but the way technology enables
changes in behaviours. (Shirky, 2008).
According to many dictionaries, innovation
refers to the process of creating something
new. For example Merriam-Webster defines
innovation as 1) the introduction of something
new or 2) a new idea, method or device. This
definition however is too broad - not every
new thing can be seen as an innovation. Kao
(2007) sees innovation as the ability to
imagine the desired future and the ability to
act accordingly. He defines innovation as a
process of evolution where both the
realization of innovation and our vision of the
desired future are constantly developed (Kao
2007: 19-20). Thus perceived, innovation
requires proactive behaviour. Firstly, one has
to have an active vision on a desired future
and, secondly, the will and ability to act
accordingly. Mere adaptive reaction to input
from the environment can thus not be labeled
as innovative behaviour.
The role of teacher education in striving for a
more innovation-driven education is crucial.
Teachers have direct impact on hundreds of
young students and they function as role
models for them. Therefore it is not only
important to carefully consider what we teach,
but also how we teach it. As Guasch &
Bautista (2011) point out, the way we teach is
a message: if we do not innovate and
collaborate to solve problems, we cannot
expect our students to do so either.

“Stumbling Blocks”
How do we achieve innovation oriented
education? There are certain elements that
need attending to, in what comes to learning
environments, student and teacher roles and
assessment. (See eg. Ruohotie, 2002;
Herrington, Reeves & Oliver, 2010;
Hakkarainen, Bollström-Huttunen, Pyysalo &
Lonka, 1999; Reeves, 2006). These are
discussed in more detail in the following.

Learning Environments
The idea of learning environments' impact on
the quality of learning is not a new one.
Loughlin & Suina (1982) emphasize that a
careful arrangement of a (physical) learning
environment adds significantly to learners'
experience by engaging interest, stimulating
use of skills, facilitating learning activities
and promoting self-direction. Different spaces
promote different behaviours, different
teaching methods, different learning styles
and different skills.
Learning environment, however, is a much
broader concept than the furnishing and
architecture of the classroom. As described by
Koli & Kylämä (2000), learning environment
consists of all the factors that affect teaching,
learning and studying, including the
curriculum, the subjects taught, the courses
and modules, teachers, learners, teaching
methods,
learning
content,
materials,
assessment
methods,
collaboration,
equipment, devices and facilities. Moreover,
learning environment can be seen as a
physical, social and mental environment (Koli
& Kylämä, 2000).
In
the
discussion
about
learning
environments, a distinction between face-toface and virtual learning environments has
often been used. The ideas of the
pedagogically meaningful arrangement of the
learning environment have been extended to
virtual learning environments. However, the
theoretical basis of the learning environment
might not give an accurate picture of how
they are in fact used. In order to understand
the
21st
century
skills
acquisition
mechanisms, the actual processes taking place
in the learning environments must be the core
point of interest. Mällinen (2007) has found
out that the constructivist ideology and best
intentions of a teacher might turn into a very
different virtual learning reality, characterized
by transmissive instruction and mechanistic
process of instructional design.
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Just as physical environments, the online
environments are designed and can be used
according to very different pedagogical
models. Lecturing in an auditorium,
laboratory work and group collaboration in a
meeting room are all implementations of faceto-face learning. The differences in the uses
of online environments can be just as clear.
Moreover, the selection of learning
environments is becoming much more diverse
than that: social, mobile and ubiquitous
technologies blur the gap between face-toface and virtual, bringing a new dimension to
the conception of a learning environment.
They have created new behaviors in a way
that suggests that they cannot be viewed
simply as additions or improvements to the
existing framework, but rather a challenge to
it (Shirky, 2008). The old classifications of
learning environments are becoming obsolete.
Learning environments should be reinvented
to foster creative thinking and innovation.
Online learning environments and learning
management systems have often been
regarded as innovative spaces for learning,
but it is not seldom that they merely reflect
the 19th century traditional ways of teaching
and learning. The current global trend seems
to be that many organizations emphasize
introducing computer-mediated learning
environments to support the students in
learning, but often the use of new technology
is separated from the pedagogical or social
infrastructure that already exists in the
environment where the learning is taking
place. Often technologies are introduced and
explored without researching what it might
require for the fundamental processes of
instruction, chosen pedagogical methods and
the culture of the context where they are
going to be applied. Lakkala et al. (2008)
state that in a complex learning setting, the
elements that build affordances for students‘
actions, designed by the teacher or based on
the conventions of the educational institution,
can similarly be said to consist of components

that form a pedagogical infrastructure to
afford and facilitate certain types of learning
activity.
While social technology has its affordance, it
does not matter if the technology itself
supports collaboration if the chosen learning
activities (and the whole pedagogical
approach) are based on and reward merely
individual performance instead of exploring,
social
interaction
and
collaborative
knowledge construction. This will be
discussed further in chapter 4.
Traditional Teacher and Student Roles
It is important to notice that there does not
seem to be any automatic upgrade to 21st
century in educational practices. New
teachers learn teachers roles from their
teachers and young students are socialized
into the passive learners‘ role by the time they
come to higher education. (e.g. Torp &
Nevalainen, 2010; Teräs, Myllylä & Teräs,
2011). Therefore, there needs to be an active
transition towards new roles for both teachers
and students. What this all asks from teachers
is the ability to let go linear forms of direct
instruction and transform his or her role to
become that of a facilitator.
The new paradigm, where knowledge is ever
changing, everyone, both the students and the
teachers, inevitably need to acquire the role of
a lifelong learner (e.g. Ruohotie, 2002). At a
time where time seems to be scarce, we need
to think how faculty competence building can
also become more innovative and directed
towards continuous improvement. This could
be achieved with the teacher learning with the
students (Pritchard & Woollard, 2010) and
through dialogue and collaboration with his or
her peers. For some the first option might
require a huge shift in paradigms to a
worldview with a totally new perception on
what education is, and the teacher and student
roles within it. Some might never do this
transition and stay in the old paradigm, as
Robinson (2001) puts it, in their ideal comfort
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zone. He also mentions that paradigm changes
may be triggered suddenly by events or
interventions or insights, but the transition
from one intellectual age to another can be
traumatic and protracted. That is why the
right kind of faculty competence building and
scaffolding is necessary instead of just
throwing people to use new kinds of
technologies or new methods.
Assessment
Unaligned assessment that primarily measures
lower levels of cognition is also a hindrance
for the development of innovation skills. The
role of assessment is crucial in any learning
design. Reeves (2006) reminds that alignment
of four critical elements is necessary in order
to promote high-quality learning. According
to Reeves, no matter how innovative and
ambitious the plans of the educator, an
inadequately designed assessment can result
in all the other efforts being in vain. Even
today, many e-learning courses use
conventional assessment methods, such as
tests, essays and examinations that are much
criticized by many writers. Lombardi (2007)
points out that despite researchers' warnings,
higher education assessment often still
ignores higher levels of cognition such as
analyzing, evaluating and creating, and
instead the focus still often remains largely on
assessing relatively easily acquired, lowerlevel cognitive skills, like remembering,
understanding, and applying. Moreover, these
methods
tend
to
assess
individual
performance and support competition instead
of collaboration. Reeves (2006) has observed
that assessment tends to outright neglect co
native abilities. The next chapter discusses the
relation of innovation, conation and pedagogy
in more detail.

The Pedagogical Approach of the
Program
Innovation, as defined by Kao (2007),
involves the ability to imagine the desired

future and the ability to act accordingly.
Pritchard & Woollard (2010) point out that
the very basic idea behind social
constructivism is that reality is not an entity
of waiting to be discovered, but something to
be made by the individual. All of this requires
a high level of co native abilities, such as
volition, determination, self-efficacy and
intrinsic motivation (see Huitt & Cain, 2005;
Reeves, 2006). This is addressed in the
program by its pedagogical approach based
on the principles of authentic e-Learning as
described Herrington, Reeves & Oliver
(2010) and the model of progressive inquiry
researched by Hakkarainen et al. (1999).
Authentic e-Learning
The principles of authentic e-Learning
introduced by Herrington, Reeves & Oliver
(2010) offer a promising framework for
learning design that encompasses the conative
domain and helps tackle the aforementioned
stumbling blocks. Combined with social
online learning environments it has proven to
be a fruitful approach for teacher education on
several levels (e.g. Teräs & Myllylä, 2011).
The results include improved collaboration
skills, improved use of advanced education
technology, strengthened professional identity
and improved reflection and awareness of
one‘s learning.
Herrington et al. (2010) suggest nine key
elements of authentic learning. According to
their definition, authentic learning should
provide 1) authentic contexts that reflect the
way the knowledge will be used in real life; 2)
authentic tasks; 3) access to expert
performances and the modeling of processes;
4) multiple roles and perspectives; 5)
collaborative construction of knowledge; 6)
reflection to enable abstractions to be formed;
7) articulation to enable tacit knowledge to be
made explicit; 8) coaching and scaffolding by
the teacher at critical times and 9) authentic
assessment of learning within the tasks. An
evaluation tool of authentic learning based on
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elements of authentic e-learning as evaluation
criteria (Herrington & Oliver, 2000) was used
as the framework for the design of the
program. Later in this chapter we describe in
further detail what these criteria are and how
they have been addressed in the PGCTHE.
Progressive Inquiry
Progressive inquiry model (from now on
referred to as PI model) engages the learners
in question and explanation-driven activities
that resemble the practice of scientific
research communities. The model emphasizes
that new knowledge is not transmitted from
the teacher or books, but the learner needs to
steer his or her own learning by setting their
own research problems, creating concepts,
finding and evaluating information and
constructing new knowledge. The model also
involves collaboration and sharing the inquiry
process between the members of the learning
community (Hakkarainen et al., 1999).
The PI model used for the learning activities
of the program can be useful for many
reasons. First, the working environment and
culture in the United Arab Emirates is clearly
much more familiar to those who live and
work in the UAE (i.e. the participants), but for
obvious reasons, not so for the Finnish
facilitators. The PI model gives structure and
a process for the programme, but does not
make it culturally rigid. It might support the
acquisition of collaborative online learning
for the local environment in a way where
local requirements and needs can transform
the process in an agile manner. For this more
research is needed and it can give us
important insights for the future for crosscultural computer-mediated collaborative
learning.
Second, the current paradigm asks for true
understanding of the emerging knowledge
society, and how one‘s own work is related to
and affected by it. When reflecting the
aforementioned is done through progressive
inquiry model, the participants themselves

take an active role in searching new answers
how to develop their work and actively use
social technology for this. Also the fact, that
participants are from many faculties with
different backgrounds are taking the program,
can support learning from multiple
perspectives.
Authentic e-Learning, Progressive Inquiry
and Social Learning Environments in the
Program
With regard to authentic contexts, Herrington
et al. (2010) warn about oversimplification of
complex cases and situations. Instead,
examples and cases should be studied in a
physical or virtual environment that reflects
the way the knowledge will eventually be
used. The learning environments of the
PGCTHE program consist of the teacher‘s
own classroom, an institutional learning
management system (Blackboard Vista) and
several social technologies, such as blogs,
Google Documents, Google+ and Google
Hangout. The program is designed for inservice teaching faculty to take alongside
work. Immediate implementation of new
knowledge in one‘s own classroom is an
essential part of the studies and ensures a very
authentic context for learning. There is also
more reason to use open social technologies
in addition to the LMS than the novelty and
trendiness of social media. Compared to
institutional learning management systems,
social media environments are much less
clear and organized. It is also impossible for
the teacher to have a full control over the
learning process or to make a detailed plan of
what type of activities are going to take place
in them. Herrington et al (2010) believe this is
an advantage for learning. They point out that
the aim should be ―to assist the learner in
functioning in the environment rather than to
simplify it‖ (Herrington et al., 2010: 21). In
practice, the participants of the program are
asked to try and explore the new information
in their own work in the classroom, share
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experiences with peers and reflect on the
outcomes in their blogs. Theory is thus
constantly tied with practice and the authentic
environment where the theory is being used.
Authentic tasks are ones that do not only have
real-life relevance, but they are also openended and complex, like real-life problems
tend to be. Moreover, authentic tasks require
long-term effort. They should also allow for
the detection of relevant versus irrelevant
information. The most central learning tasks
of the program are extensive team projects
that rely on the progressive inquiry method
introduced by Hakkarainen et al. (1999).
Creating one‘s own working theories and
research questions is an elemental phase of
knowledge construction. A genuine process of
inquiry
is
question-driven,
although
traditional
schooling
often
involves
production of information without any
guiding questions (Hakkarainen, Lipponen &
Järvelä, 2001). Shared expertise and learning
from others is an integral part of every
progressive inquiry step. The learning tasks in
the program are designed with these
principles in mind. Each module (taking one
semester) introduces a team project that goes
on throughout the module. The team project is
done according to the principles of
progressive inquiry: the teams choose a
phenomenon related to the topic of the
module, come up with a research question,
explore it together, find more information,
test it, form deepening questions and so on.
At the end of the module the teams create a
social digital narrative where they introduce
the phenomenon, articulate their grown
understanding of it and reflect on the
experiences gained with it. The narratives are
shared with all the other teams and discussed.
In addition to this, a literature discussion
group activity also takes place throughout the
module. The purpose of this task is to deepen
the participants‘ understanding of theoretical
pedagogical knowledge and support the
application of it into practice.

Access to expert performances and modeling
of processes is another key characteristic of
authentic e-learning. This involves both
access to expert thinking and modeling of
processes and access to other learners with
various levels of expertise, as well as
opportunity for sharing narratives about
professional practice. The program promotes
this goal in several ways. With all the new
knowledge constantly being applied and
shared through blogs, online discussions and
social digital narratives, there is a continuing
access to other learners and stories about
professional practice. In addition to
experience sharing, there is also the chance
for actual observation of each other‘s
performances through videos and related
discussion.
As for expert modeling of processes, in
addition to the main instructor, there are
several local facilitators at HCT who are
specially trained for their task. Their
experience and example is constantly
available for the participants through
facilitators‘ blogs and other resources.
Moreover, the use of social networking
enables the participants to network and share
thoughts with colleagues and experts from
other universities, thus having a significantly
vaster scope of expertise available than
closed, institutional learning management
systems typically are able to provide.
An authentic e-learning experience must
provide multiple roles and perspectives. This
includes opportunity to explore issues from
different points of views and the ability to use
the learning environment and its resources in
different ways for different purposes instead
of forcing a single pathway through the
course. The principles of progressive inquiry
combined with the collaboration opportunities
offered by social technologies ensure that the
participants of the program are able to
investigate
problems
from
multiple
perspectives. To promote this, the participants
work in teams throughout the program. The
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teams have been selected carefully in such a
way that each team has members from
different
colleges
and
departments,
representing
different
ages,
different
nationalities, different subject matter expertise
and both men and women. The teaching staff
of HCT is extremely multicultural, which
adds yet another enriching aspect to the
authentic e-learning process. The division into
teams is not only administrative, but the
teams work closely together to complete the
learning tasks, such as the team project
described above.
Authentic
e-Learning
should
include
collaborative construction of knowledge. This
means that the tasks should be completed in
groups or pairs and the assessment should
also provide an incentive for collaboration.
Collaborative construction of knowledge is
also a central element in inquiry-based
learning. The learning tasks of PGCTHE
encourage and require different types of
collaboration in different groups. Team
projects are completed in teams of 10
participants, but there are also tasks for
smaller groups - e.g. the literature discussion
groups - , collaboration between small groups
and individual tasks that also require a
collaborative element, such as commenting on
each others‘ blog posts or participating in an
online discussion. Assessment works on both
individual and group level.
An important factor in authentic learning are
the participants‘ own previous experiences
and promotion of reflection. The process of
progressive inquiry requires decision-making
at several points, both regarding the research
question and the tools used for accomplishing
the task. Social technologies offer versatile
and effective tools for reflection. Instead of a
traditional learning diary, the participants use
personal blogs for reflection and discussion.
Blogging about the observations and
experiences gained in applying the new
knowledge acquired through the team project
and other learning tasks enable the

participants to compare their experiences,
assess their own action and skills, attend to
feelings, relate the new skills to their previous
experiences, and learn from others. Reflection
plays an important part throughout the
program, and the learners are encouraged to
think of their own teaching from the
viewpoint of both teachers and learners.
Articulation is another key element of
authentic e-learning. Tasks that promote
articulation should require students to discuss
and articulate growing understanding, defend
arguments and articulate ideas. This process is
built in the progressive inquiry based team
project, where the participants must first come
to an agreement on the research question,
build common understanding and create new
ideas together. Blogging also offers a channel
of articulation to enable tacit knowledge
become explicit. As Bielaczyc & Collins
(2006) mention, an online discussion offers a
space where ideas are visible for everyone
and
available
for
discussion
and
improvement. Thus a social context is
formed, where, according to Glaser (1991, in
Von Wright, 1992), the thinking processes of
the learners are displayed, enabling individual
as well as collaborative reflection. In the
program, articulation is encouraged also by
the team and group activities. Tasks that are
completed in groups require articulation of
growing understanding and negotiating it with
others. The tools used for this are e.g.
Blackboard Vista discussion forums, blogs
and Google docs. Google docs is used
especially in the team project as it allows
several users to edit the same document.
Everyone‘s contributions become visible and
easy to track.
Scaffolding and coaching is an essential
feature of authentic e-learning. In addition to
the main instructor, the program also uses
local facilitators specially trained for the task.
The facilitators are trained in an intensive
course prior to the program‘s start. The
facilitators‘ tasks include giving feedback on
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tasks, making sure their group stays on track
and in general helping the groups in their
studies.
Authentic
learning
includes
promoting coaching as well as providing
access to expert models, and these are
handled by the facilitators and the instructor
of the program. Of course, coaching also
takes place in all of the group activities the
participants carry out as the participants coach
each other.
The assessment in the program is ongoing and
portfolio-based. It is seamlessly integrated
into the learning process. The assessment
consists of group and individual learning
tasks that are directly related to the
participants‘ own work. Considerable
emphasis is given to reflection and
articulation in the form of blog posts and
discussions. A central part of the assessment
is formed by the team project that follows a
process of progressive inquiry related to the

themes of each module (1)Teaching and
Learning in the 21st century knowledge
society, 2) Efficient use of education
technology and 3) Learning outcomes and
assessment. The learners work in teams to
explore the phenomenon of their interest with
the help of the progressive inquiry model. The
chosen phenomenon has to have direct
relevance to the learners and the progressive
inquiry process
involves
plenty of
experimenting, applying and exploring the
new ideas in the participants‘ own
classrooms. Additionally, the literature
discussion group and individual blog
activities also form a part of the assessment.
Thus assessment is seamlessly integrated in
the actual learning process instead of being an
isolated task at the end.
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Conclusion
In order for us to thrive in the global
environment seeking for innovation, we have
to examine the very core of education and
how we construct it to instruct the learners to
explore new and innovate. What we take as
the basis of our learning paradigm defines
how we see the world, and how our students
start to see it as well. We are facing a holistic
problem which cannot be tackled by only
introducing new technology. The pedagogical
and cultural construct, what we do with it and
use this technology for has to support it as
well. If we use the technology in the same
traditional classroom way where the teacher is
responsible of all the social interaction,
activities and input (stimulus), we are not
using the whole potential or the affordance of
the existing social technologies.

We need to carefully examine from what
source our instruction or pedagogical methods
derive their activities from and to what kind
of paradigm we are leading our students with
them; to a paradigm of fixed set of answers
where their role is only to remember and
repeat, or to a paradigm of active participation
where their role is to search, wonder and
discover. The PGCTHE program is using the
principles of authentic e-learning, progressive
inquiry and social technologies to take a new
approach to teaching in higher education and
widen the perspective of the participants to
education in the 21st century. Similar
approach in Finland has yielded very
promising results. As the program has been
taken to a Middle Eastern context, new
perspectives can be found and a deeper
understanding of future faculty development
can be reached through ongoing research.
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Abstract
An eLearning self-assessment model (e-LSA)
was developed to evaluate the quality of
eLearning in an organization based on Total
Quality Management (TQM) and the
European
Foundation
for
Quality
Management (EFQM) excellence model. The
e-LSA can be used by management team and
trainers for self-assessment. An e-LSA-Guide
model was also developed to help the
organizers of evaluation process to select the
relevant criteria and statements to be
included in their self-assessment tool.

Keywords: Total quality management, Self
assessment, Technology-enhanced learning,
eLearning evaluation

Introduction
Quality of learning is a major concern for
students, their parents, prospective employer,
government, and society, in addition to the
academic administrators and teachers. Quality
is a condition for the success of products in
general and quality becomes essential in the
field of education in particular. Qualitative
training makes professionals capable to
function as competent professionals having
good knowledge and at the same time living
as good human beings in social life. Learning
will contribute to sustainable social and
changing economic development [9-10].

Quality of education requires three basic
conditions: Ensure real growth in personality
and behaviour of the learner, alignment with
the needs of society and professional
environment, and the availability of
qualitative resources and professional
management skills of the learning institution.
eLearning is a good opportunity for
companies to up-skill their employees to meet
the demands of lifelong learning. However to
guarantee successful and a high quality
learning results and to improve learning
outcomes, the eLearning process should be
continuously evaluated. Guaranteeing the
quality of eLearning process amplifies the
need for an effective measurement model that
takes into consideration all eLearning process
stakeholders‘ expectations. A measurement
instrument is needed to evaluate and improve
eLearning quality in organizations.
How to provide these conditions of quality in
education and training, and how to control the
quality is a management issue of each
organisation responsible for the organisation
of learning and also of eLearning. A high
qualitative educational process is one of its
key success factors. Continuous evaluation of
the enabling organisation of courses, the
learning processes and of using a learning
quality system is a necessity to improve the
quality of education.

Quality of Learning
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Quality is a condition for the success of
products in general and quality becomes
essential in the field of education in
particular. Qualitative training makes
professionals capable to function as
competent professionals having good
knowledge and at the same time living as
good human beings in social life. Learning
will contribute to sustainable social and
changing economic development (Horton,
2001, Elango, et al, 2008).
Quality of education requires three basic
conditions: Ensure real growth in personality
and behaviour of the learner, alignment with
the needs of society and professional
environment, and the availability of
qualitative resources and professional
management skills of the learning institution.
How to provide these conditions of quality in
education and training, and how to control the
quality is a management issue of each body
responsible for the organisation of learning
and eLearning. A high quality of educational
process becomes a key success factor.
Continuous evaluation of the enabling
organisation of courses, learning processes
and using a learning quality system is a
necessity to improve the quality of education
(Yarmohammadian et al 2011). In higher
educational institutes the quality of learning is
not only the students‘ major concern, but their
parents, prospective employer, government,
and society, in addition to the academic
administrators and teachers (Dragut, 2011).

Total Quality Management (TQM),
Excellence and the EFQM Excellence
Model
TQM is the concept of continuous evaluation
and improvement of processes, the resulting
products or services, but also the people and
other resources, and last but not least
management (www.benvic.odl.org). TQM has
been a major force that has influenced
business operations and organizational
management since the 1970s (Prenderrgast, et

al, 2001). The main characteristic of TQM is
the coverage of all enterprise wide activities
and all requirements of all stakeholders. TQM
emphasizes customer focus, continuous
improvement, employee empowerment, and
data driven decision-making (Schreurs, et al,
2008).
Regardless of sector, size, structure or
maturity, to be successful, organisations need
to establish an appropriate management
framework. The European Foundation for
Quality Management (EFQM) Excellence
Model is a practical tool to guide
organisations in their evolution to TQM by
helping them understand the gaps by
measuring where they are on the path to
Excellence, and to guide them afterwards to
initiate remedial and stimulating actions.
The fundamental concepts or characteristics
of excellence (Schreurs, et al, 2008) are:
results orientation, customer focus, leadership
and constancy of purpose, management by
processes and facts, people development and
involvement, continuous learning, innovation
and improvement, partnership development,
and public responsibility.
The EFQM model (Assen, et al, 2009) is
based on those fundamental concepts or
characteristics of excellence, www.efqm.org.
The EFQM Excellence Model was introduced
at the beginning of 1992 as the framework for
assessing organisations for the European
Quality Award. It is now the most widely
used in organisational framework in Europe
and it has become the basis for the majority of
national and regional Quality Awards. This
model is a non-prescriptive framework which
recognizes that there are many approaches to
achieving sustainable excellence. It can be
used as a self-evaluation tool for
organisations, large and small, public and
private sector. It can also be used as a
benchmarking tool and can be the case for
achieving a quality certificate (Nabitz, et al,
2000).
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The EFQM Excellence Model is a framework
based on 9 criteria. Five of these are
'Enablers' and four are 'Results'. The
'Enablers' criteria cover what an organisation
does. The 'Results' criteria cover what an
organisation achieves. 'Results' are caused by
'Enablers' and 'Enablers' are improved using
feedback from 'Results'.
The Model's 9 boxes represent the criteria
against which to assess an organization's
progress
towards
Excellence
(www.efqm.org).
Following
are
the
definitions of the nine criteria, explaining
their high level meaning.
1. Leadership: is even as important as
products
and
processes
are.
Management can motivate and
stimulate the organizations on their
way to continuous improvement.
2. Policy and Strategy: the EFQM is
concerned not just with product and
service quality but is concerning itself
with organizational policy and
strategy. Policy deployment is
necessary to ensure that the strategy is
formulated and is known all over the
organization.
3. People: EFQM covers aspects of
effective
human
resource
development,
teamwork,
empowerment, rewards and career
planning.
4. Partnership and Resources: suppliers
and customers are partners with
emphasis on mutual beneficial
relationships. Development and use of
all kind of resources is a main point
for attention, and have to be
maintained for capability.
5. Processes: the focus of EFQM is on
the key processes necessary to realize
the organization‘s strategy.
6. Customer
Acceptance
and
Appreciation: taking care for customer
satisfaction will keep them on board
and will also attract new customers.

7. Functioning of People in the
Organization: the quality of the
functioning of the people will result
from their feeling of being responsible
and of having high value for the
organization.
8. Position in the Society: the company
has to establish its social mission and
its impact on wider society by being
involved in community activities.
9. Company results: quality of all
enablers will guarantee qualitative
results, and will deliver a successful
organization having good financial
company results.
To develop the high level meaning further
each criterion is supported by a number of
sub-criteria parts. Sub-criteria parts pose a
number of questions that should be
considered in the course of an assessment.
The EFQM model has been adopted here as a
self assessment instrument to be applied in the
evaluation of the e-learning services.
In most EFQM reference work the following
definition for self assessment can be found:
―Self-assessment is a comprehensive,
systematic and regular review by an
organization of its activities and results
referenced against the EFQM Excellence
Model. The self-assessment process allows
the organization to discern clearly its
strengths and areas in which improvements
can be made and culminates in planned
improvement actions that are then monitored
for progress.‖
Although more types of self assessment
methods do exist, the questionnaire approach
is one of the least resources intensive
techniques and can be completed fast. It is an
excellent method for gathering information
about the perceptions of people within an
organization. As questioning form, some
organizations are using simple yes/no
questions; others are using slightly more
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sophisticated versions including a rating
scale.
Here is chosen for the combination of an
evaluation and an expression of relevance
/importance of the statements formulated for
all quality criteria included in the 9 main
criteria model (Schreurs, 2006). It means that
for each statement the respondent will have to
answer on 3 questions: Is this criterion
relevant? What is the quality of this criterion?
And is an improvement needed yes or no?
The evaluation measures will be weighted
with the relevance to determine the quality
value.

Quality Assurance and SelfAssessment in Education
In universities and higher educational
institutes, quality assurance (QA) is a part of
the Bologna agenda. They are expected to
reflect on many issues, particularly on the
teaching and learning processes, and on the
roles and responsibilities of management,
teachers and students. Bologna formulated the
enhancement of the quality as a main goal. It
implies that the institutions have to implement
procedures for quality assurance. In Bologna,
we
also
find
guidelines
for
the
implementation of ICT enhanced learning and
e-learning. Al-Fadhi and Khalfan (Al-Fadhi,
et al 2008) underline the quality aspects of
ICT enhanced learning environments. Also
companies are becoming convinced that
eLearning or blended learning programs will
stands for qualitative learning. They also
create added value by decreasing the costs of
company-wide training programs and by
increasing the flexibility of the organisation
of learning programs. But organization of
eLearning also requires the appropriate
infrastructure and policies to achieve the
required quality for the program. E-learning
needs considerable human, financial and
technological resources.
Quality assurance is a must and it starts with
measuring the quality level. Often quality of

the e-learning/e-training organization has
been measured using indicators focusing on
the technological aspect of the e learning,
being a limited view on quality. Fang Zhao
suggested a framework providing some
aspects of the quality of eLearning (Ginns, et
al 2009). It includes a.o. course effectiveness,
adequacy of access in terms of technological
infrastructure, student satisfaction, the
interaction with the teacher, educational
satisfaction of teaching staff and support
services.
In a quality assurance model, the learner can
play the role of evaluator about the
organisation and the process of learning.
Teachers and tutors are responsible for the
learning content and the learning process.
Moreover, the management of the learning
centre or institute is responsible for the
organisation of the process, for all resources,
including people and learning infrastructure.
A quality assurance system will have to
include a measurement system covering all
the relevant quality criteria. The EFQM
model can be used to define the quality
criteria (Hides, et al 2004) (Schreurs et al,
2007).
I applying the EFQM model in the learning
process, a translation of the key terms was set
forward. The ―people‖ in the model comprise
learners and teachers/tutors. Both are
responsible for the learning process and for
the overall attainment. In a university or
higher educational institute the customers are
the learners, the parents, the future
professional
environment
and
some
representatives of the community. In an
eLearning services company, the customers
are learners and the management of their
companies. n a learning services department
of a company the customers are the learners
and the management of the other departments.
Learners have a dual role as clients of the
educational system and as people while
contributing to the life of the educational
institute and to the learning process. The
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government of the country and the
management of the educational institute and
other elected members of organising and
controlling organisations cannot be seen as
customers /clients, because they have
(overall) responsibility for the quality of
education offered by the educational institute,
devolving operational control to the
management of the educational institute and
the administration. The initiative to organize
the process of measuring and of assessing the
quality level can come from the teacher/
trainer and/or from the tutor, but also from

management responsible for the learning
function of the organization.
The main assessors were identified and
presented in the learning self-assessment
framework Fig. (1). The learning department
is responsible for the organization of the
eLearning activities. All stakeholders request
some services from the learning department.
To become excellent, the learning department
has to balance and satisfy the needs of all
relevant stakeholders. The stakeholders are
put around the frame. Their requirements are
linked with the EFQM criterion parts.

Fig. ( 1): Learning Self-Assessment Framework



Leadership, policy and strategy:
Company management and the
learning department have to take
responsibility for quality assessment
on these criteria. Several stakeholders
can participate in the evaluation
activity. The learner can partly take up
the role of evaluator. The assessment
of the quality of eLearning will be
done by the internal stakeholders of
the eLearning activity of the company:
Company management and the
learning department
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The resources especially the learning
system: learning department and
learner
The resources and the processes and
all aspects of the learning process: the
learner
The process of development of
eLearning solution: learning services
department
Results
of
learning:
company
management and other company
departments set forward the goals
about skill level of their people and so
the objectives of the courses about
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what have to be learnt have been
formulated
People
management:
Company
management has to manage human
aspects in the organization including
training them on the job but also
training them to function as team
member in the organization.

However the impact of learning can best be
evaluated by company management and the
company departments to which the learners
are belonging.
But in most cases the
evaluation will be limited to the learners
assessment and so the EFQM model will be
limited to a subset of criteria, namely those

that can be measured and evaluated by the
learner.
Most of the criteria we identified are on the
enabling side of the model (Hernard et al
2008 and Tsai, 2002).

e-Learning Self Assessment Model
and System e-LSA
An eLearning self-assessment model e-LSA
has been developed, also based on Benvic
(www.businessballs.com).
The enabling main criteria and sub-criteria are
structured in 5 main criteria (MC)

Fig. (2): eLearning self-assessment model (e-LSA)

A generic set of statements/ questions have
been developed covering all the subcriteria.
Management or teachers organizing the
assessment will select a set of main criteria,
criteria and questions to create their own
questionnaire.
The management related criteria ( MC1 and
MC2) can be evaluated by those stakeholders
having responsability in the organisation of
the learning services.

The learners will assess the MC3, MC4 and
MC5. They will have to complete the
questionnaire at the end of their course.
The e-LSA system has an interface for the
developer of a questionnaire as well as for the
learner to complete the questionnaire.
The system creates management reports to
identify the strong and weak functioning
subcriteria. In a detailed table on question
level the reason for that weak result can be
identified.
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e-LSA Guide
In order to guide the organizers of self
assessment by the learners, in selecting the
criteria and the statements and so customize
the
questionnaire,
a
two-dimensional
guidance model ―e-LSA-Guide‖ is developed.
A questionnaire will have to fit the organised
learning activities. The guidance is based on
individual online learning (1st column) that
can be extended with classroom activates

(column 2) and with collaborative learning
activities (column 3). Additionally support
(column 4) and testing activities (column 5)
can be included.
The second dimension the focus is on the type
of services that has to be evaluated. Is it about
the organization, or about the learning or
about the development or acquisition of the
learning system and courses?

Fig (3): e-LSA guide
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KBC Case : Application of e-LSA
KBC is a Belgian bank and insurances
company which is becoming a global player
in the Banking and Insurance sector. Its core
markets are in Europe: Belgium, Czech
Republic, Hungary, Poland, Slovakia and
Bulgaria.
Training of their employees is one of the
important challenges they have to deal with.

Training@KBC is responsible for training
staff of the Group.
KBC develops its own tools for eLearning
and make use of different information
elements like: eye catchers, symbols, photos,
and drawings, content buttons, schemes,
screenshots, hyperlinks, demo‘s, animations,
questions and tests, etc. They experienced
some advantages in comparison with
classroom learning as they can focus on
creating a task oriented solutions. But this is
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also a very time consuming and expensive
building process.
At their e-academy, KBC offers a new set of
more than two thousand eight hundred titles
in ten knowledge areas. They are available
twenty-four hours a day, seven days a week,
at work or at home. But still not all people of
KBC make use of them. The implementation
of eLearning is not going the way the KBC
management has hoped. KBC would like to

know the reason for the limited use and what
they can do to convince the employees to use
eLearning. In a first research KBC wants to
measure the quality of these eLearning
courses by questioning the staff members that
have already taken courses. A survey was
developed, including the relevant indicators
from e-LSA using the e-LSA guide.

Fug.(4): Quality Indicators KBC

Conclusions of the KBC Research
The biggest improvement is needed in the part
of learning process (64%), and then in the
learning results (50%). Improvement of the
learning process means that the bank should
focus more on methods of teaching. Also the
knowledge and skills gained after finishing
the course are not satisfying and useful
enough for learners in their future career. On
the other hand the learning resources have
been evaluated as being well prepared. 71%

of people evaluated the provided materials
and resources positive.
2 critical questions/ statements were
identified:
 ‗Suitable area is set aside for self
paced learning in the company‘.
95,24% of learners answered the
question and 55% of them who are
asking for improvement claimed that
the issue is very important for them.
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‗Sufficient time is available for
eLearning during office‘.
For this question we found 94,29% of
learners answering and 49% of them
who are asking for improvement
claimed that the issue is very
important for them.
Many people want to attend to
eLearning courses during the working
hours. Unhappily, very often there is
no opportunity to do it simply because
of lack of available time. Each of
learners has his/her own pace of
working and gaining knowledge, so it
is not possible to organize it during the
office hours. Sometimes there is not
appropriate equipment available. It is
why nowadays employers request for
home learning. Those factors could be
the reasons of such results. It is worth
to consider the extra hours, for
example per week, as well as special
places, with proper staff, where
workers could use eLearning courses
during the working hours.



At this point it is worth to mention just
about one question in the second part
(learning process), that reached almost
40% (showed in the summary table). It
should
be taken into consideration, because in
the near future it can turn out into
critical question like two others
mentioned in point 1. In this case we
asked if there is guidance to learners
in choosing which course to attend.
‗You were given guidance in choosing
which course to attend‘.

94,29 % learners answered this question.
As we can see, unfortunately worrying
number of learners claims that they were not
given fear or excellent guidance in choosing
which course to attend. The majority of them
state that there were available only poor or
fair information about courses. Bank should
consider it very precisely and it should focus
on providing proper advices to the potential
participants.
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Conclusion
An eLearning self-assessment model and
system e-LSA was developed to evaluate the
quality of eLearning
based on EFQM
excellence model. The e-LSA consists of 5
main criteria For each of the main criteria, a
set of relevant sub-criteria, and under each of
the sub-criteria, a generic set of about 300
relevant statements have been developed. The
person responsible for the evaluation, being
the teaching staff or the management can
develop their own questionnaire. For each
statement, the learner will have to answer 3
questions: is this statement relevant? what is
the quality of this stated issue in the
statement? and is an improvement needed yes
or not?

Moreover, we developed e-LSA-Guide model
to help the organizers of the evaluation
process to select the relevant main criteria and
criteria in order to obtain an effective
complete and customized self assessment
instrument. The selection of the criteria and
sub-criteria will be driven by the type of the
eLearning and by the goal of the evaluation
process; focusing on the learning activities or
on the organizational aspects.
e-LSA has been applied in the KBC Bank, for
the evaluation of their new e-learning
initiative. The implementation of eLearning
was not going the way the KBC management
has hoped. In this research the reasons for it
were identified.
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Abstract
Objectives: This study aimed to (i) assess
basic e-learning skills and computer
readiness of undergraduate dental students
and interns at the College of Dentistry, KSU,
(ii) assess students and interns‘ attitude
toward e-learning, (iii) to investigate the
relationship between skills and attitude along
with other factors such as age, computer and
internet accessibility.
Methodology: A paper-based questionnaire
arranged in five sections was distributed to
all undergraduate dental students and interns
at the College of Dentistry, KSU, Riyadh,
Saudi Arabia. The questionnaire sections
were modified from previous studies
instruments.
Section one focused on
participant‘s demographic data such as
gender, age and academic level; section two
addressed participant‘s current use of
computer applications; section three included
questions addressing participant‘s frequently
used medical search engines and sources of
information; section four included questions
exploring participant‘s attitude toward elearning; section five, included several
questions to assess participants' basic
computer skills in various tasks including
typing, emailing and other basic computer
applications. The results of the questionnaire
were analyzed using SPSS©V17.0.

Results: In total, 320 students (including
dental
interns)
responded
to
the
questionnaire, 56% males and 44% females.
The participant age was (21.7 ± 1.7 years;
mean ± SD). Skills and attitude were
calculated using the study instruments. The
participants were familiar with the basic
computer skills (skills mean was 68.3% ±
23.5), and had positive attitude (attitude mean
was 71.7% ± 25.5), with a significant
correlation between skills and attitude (r
=0.60, P<0.01). Most of the participants
(98.8%) have computer at home and have
been using it regularly for (8.5 ± 3years;
mean ± SD). However, (92.5%) of surveyed
participants reported that they have
familiarized themselves with computer
applications through personal study and self
experience. Computers and Internet were
used mainly for e-mail (92.1%) and personal
use (85.5%). On the other side, utilization of
the computer and Internet for academic
activity was the least (63.4%). Furthermore,
85.9% of participants used the Internet
mainly as a source of information, followed
by lecture notes (80.5%). Google Scholar was
used by 73.4% of the participants as the
highest used searching engine among other
searching engines including PubMed, Ovid,
Web of science, and MD consult.
Conclusion: Despite the good computer skills
and the positive attitude for undergraduate
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dental students and interns in this study,
however a relatively low level of utilization of
these skills in academic activities was
observed.
A positive relationship was
observed between level of computer skills and
participants attitude, which support the
introduction of formal computer/e-learning
training/courses for undergraduate students
and Interns.

Keywords: e-learning, computer skills, user
attitude, dental informatics, dental education

Introduction
The revolution of information technology and
the great advances in computer capacity can
effectively be utilized to enhance and improve
dental practice and education. Computer
usage in medical and dental education has
grown as well to enhance traditional teaching
strategies, and to provide new methods of
learning (Ahmed.I.Albarrak 2010a). In the
United States (US), the proportion of dental
offices (generalists and specialists) with
computers has increased from 11% in 1984 to
over 85% in 2000 (Schleyer et al. 2006). In
1997, almost 80% of dentists in the US had
computers in their offices, more than 30%
have access to the Internet, and an increasing
number use a variety of other technologies,
including digital intraoral cameras and
paperless patient records (Schleyer and
Spallek 2001). In 2003, between 20% to 25%
of physician offices in the US used computerbased patient records (Schleyer et.al. 2006).
Among the first reported use of computation
for medicine was in 1968 in a dental practice
at the National Bureau of Standards by Robert
S. Ledley (Ledley 1968; Schleyer 2003a).
Dental informatics (DI) can be defined as the
division of medical informatics dealing with
the acquisition, storage, processing, retrieval,
and application of biomedical data,
information, and knowledge to improve
dental care, education, research, and

administration. The applications of DI can
play an important role in improving the
character of the doctor-patient relationship
positively (Kirshner 2003), improves health,
health care, public health, and biomedical
research (Mantas et al. 2010).
Computerized appointment systems, dental
practice management software and programs
for recording patient data and for financial
management have been presented as tools to
increase productivity in dental practice. There
is also increasing interest in teledentistry and
videoconferencing (Chen and Fricton 2007;
Chen et al. 2003; Feuerstein 2004; Flores-Mir
et al. 2006; Fricton and Chen 2009; Kirshner
2003).
Evidence based dentistry (EBD) - one of the
DI supported field - which is the use of
current best evidence in making decisions
about the care of individual patients. EBD can
also be integrated with the ―clinical decision
support systems‖ (CDSS) to offer up-to-date
information on treatment options and drug
interactions, which could reduce errors in
practice and improve the quality of the patient
care and safety. EBD and CDSS can be
integrated with the ―electronic medical/dental
records‖ (Bleich and Slack 2010; Healey and
Lyons 2002; Mendonca 2004).
An example of e-learning in dental education
is the ―computer-aided learning‖ (CAL),
which can be used for distance learning to
allow students to work in their own time and
place. It also allows the use of sound, videos
and animations (Gupta et al. 2004).
―Computerized patient simulations‖ - a form
of CAL- can significantly improve the
knowledge and skills of the students and
successfully transfer these skills to the clinical
sitting (O'donnell et al. 2011).
E-learning and dental informatics applications
would not be properly utilized if basic skills
and infrastructure are not in place and used
appropriately (Flores-Mir et.al. 2006; ShuSheng Liaw 2002). Many obstacles need to be
addressed if e-learning is to be appropriately

(481 )

978-9948-497-11-0

integrated in dental education. These
obstacles may include physical, technical or
psychosocial barriers in the form of
perceptions and attitudes (Flores-Mir et.al.
2006). The success of computer applications
utilization was largely dependent upon the
faculty's and learners‘ attitudes toward
computers. Approximately 77% of the
variance of intent to use information
technology was explained by attitudes toward
computers (Hebert and Benbasat 1994). In
general, no matter how sophisticated and how
capable the technology, its effective
implementation depends mainly upon users
having positive attitude towards it (Shu-Sheng
Liaw 2002).
In the Kingdom of Saudi Arabia (KSA), the
highest increase of computers and Internet
adoption was found to be by nurses. It
increased from 5% in 2007 to 14% in 2009.
Nurses use the computer and Internet mainly
for updating patient file databases (Saudi
Communications and Information Technology
Commission 2010). However, No previous
published studies have been found regarding
the skills and attitudes toward DI among
dental students and interns in the KSA.
The Dental College in King Saud University
(KSU) is considered the first university-based
dental training institution in the Arabian Gulf.
It trains male and female dentists to provide
dental care throughout the country. The first
group of students enrolled in the College was
at the end of 1975. The College has six
academic departments, Department of
Restorative Dental Sciences, Department of
Prosthetic Dental Sciences, Department of
Pediatric Dentistry and Orthodontics,
Department of Periodontics and Community
Dentistry, Department of Oral and
Maxillofacial Surgery, and Department of
Oral Medicine and Diagnostic Sciences. It has
two campuses, the Diriyah University
Campus which is the main school building
and the Malaz University Campus.

One of the University goals are to enhance
students' skills so that they use the computer
effectively by introducing courses and to lay a
foundation to the new vision of self-learning
that will provide the students with the
learning resources that help them self-study
and develop their knowledge and skills.
This study aimed to (i) assess basic e-learning
skills
and
computer
readiness
of
undergraduate dental students and interns at
the College of Dentistry, KSU including
Internet search, data entry, searching and
typing (ii) assess students and interns‘ attitude
toward e-learning, (iii) to investigate the
relationship between e-learning skills and
attitude along with other factors such as age,
computer and internet accessibility.

Methodology
Subjects
This study was conducted at College of
Dentistry, KSU in Riyadh, KSA. A paperbased survey consisted of several sections
modified from previous published procedures
(Ahmed.I.Albarrak 2010a; Rajab and Baqain
2005; Uribe and Marino 2006; Webster et al.
2003), was distributed to all dental students
and interns to assess skills and attitudes of
undergraduate dental students (first to fifth
level) and dental interns toward e-learning.
Data collection took place during the second
semester of 2010/2011 academic year.
Survey Instrument
The survey instrument contained multiple
sections; section one focused on participant‘s
demographic data such as gender, age and
academic level; section two, addressed
participant‘s current use of computer
applications; section three included questions
addressing participant‘s frequently used
medical search engines and sources of
information; section four included questions
explored participant‘s attitude toward elearning; section five, included several selfevaluating questions to assess participants'
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basic computer and e-learning skills in
various tasks including typing, emailing and
other basic computer applications.
Skills measurement instruments: 17 Selfevaluating questions were employed to
identify participants‘ level of proficiency in
various tasks including typing, email, creating
power point slides, literature searching,
creating handouts with tables and other basic
computer applications. Attitude measurement
instruments: 29 questions consisted of two
parts. In the first part, direct Yes/No items
were used, such as ―computers often go
faulty, computers distract from patient care,
all dentists should be able to use a computer,
and computers make life easier‖ and other
questions. While the second part explored the
attitude through self-evaluating questions
regarding the importance of some basic
computer and e-learning skills.
Data Analysis
Pearson correlation analysis was employed to
assess the correlation between participants'
attitude, skill and other parameters.
Descriptive and correlation analysis were
generated using SPSS©V 17.0.

Results
Demographic Data

of 45.1%. Males constituted (56%, n=178)
and (44%, n=142) were females. The
participants‘ age was 21.7 ± 1.7 years, (mean
± SD).
Current use of Computer Applications and
Internet
The majority of the participants (98.8%) have
computers and Internet accessibility at home.
However, only 50.2% have accessibility to
computers and Internet at the College.
Furthermore, the mean rank given by
participants for the quality of the computer
and Internet availability and accessibility at
the College was poor (2.2- 2.1 respectively)
on a 5-point Likert scale (1= very poor, 5=
very good), Indicating the limited availability
of Internet and computer services at the
College.
Regarding the number of years of using
computers, (59.6%) of the participants were
using computers for 6 to 10 years. Most of
participants (92.5%) were familiar with using
the computers through their personal study
and experience. Only 18.2% of the
participants were familiar with using
computers through a course in the University,
mostly from the first and second level
students (31.1% and 34.9% respectively) as
shown in Figure 1.

A total of 709 questionnaires were distributed,
only 320 were returned with a response rate

Figure 1. Percentage of participants in each level who had a course in the University
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Table 1: Questionnaire items on participants‘ computer and Internet activities and sources of information

Participants Sources of Information and
Frequently used Medical Search Engines
Most of the participants (85.9%) were using
the Internet as a source of information
(ranging from always to frequently) and the
majority used it for email and personal use
(92.1% and 85.5% respectively). On the other
hand, 63.4% of the participants were using
computers for academic activities as detailed
in Table 1. A significant correlation was
observed between using the computer for
academic activity and skills (P<0.01). There
is also a significant correlation between using
computer for email and personal use along
with skills and attitude (p<0.01).

Internet was the mostly used source of
information (85.9%) followed by the lecture
notes (80.5%). On the other side, using the
scientific journals was the least frequent
source of information (23%). Surprisingly,
41.8% of the participants reported rarely or
never using the scientific journals as a source
of information.
Google scholar was the mostly used search
engine for dental information searching
reported by the participants (73.4%), followed
by Pub Med (45.1%), as illustrated in Figure
2.
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Figure 2. Percentage of participants using different search engines

Participants Attitude and Skills Toward e-Learning
The questionnaire had 17 items aimed to evaluate the participants‘ skills and 29 items to evaluate
the attitude which then both were graded as a scale out of 100%.
Nearly two thirds of participant (78.8%) had skills higher than 60% (mean of skills was 68.3% SD=23.5%). There was no significant difference in skills between students‘ academic levels.
With regards to attitude assessment, 81.4% of the participants had attitude higher than 60%
(mean of attitude was 71.7% - SD= 25.5%). A significant correlation was observed between
skills and attitude (r=0.60, P<0.01). According to the interest questions, 74% of the participants
were interested in a course to improve their computer skills.
Participants Views of Internet and Computer Applications Utilization Obstacles

Perceived barriers to use of the Internet/computer applications shown in Figure 3. Lack of time
(including the slow service) was the main obstacle for using the computers (61.5%). The
availability of computers was the second obstacle (39.1%) followed by the fear from viruses
(36.3%), while lack of skills/knowledge was the least frequently identified barrier.

Figure 3: The perceived barriers to increased use of computer and Internet

Discussion
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The results of the current study demonstrated
that nearly all dental students and intern
participated in the study had computer and
Internet accessibility. This finding is similar
to the outcomes of surveys conducted in
Europe, United Kingdom, and in Jordan
(Grigg et al. 2001; Mattheos et al. 2002;
Rajab & Baqain 2005). Such constructive
findings could help and support in the
introduction of DI in the curriculum.
The majority of the participants (78.8%) were
familiar with the basic computer skills. Which
is in consistent with a study conducted on the
undergraduate medical students in KSU
(Ahmed.I.Albarrak
2010a).
Future
consideration should be given to improve the
students‘ current skills and to integrate these
skills in the clinical practice. Mattheos et al.
suggested that, basic computer literacy should
be a requisite for dental school admission so
that students will be able to handle
applications in the field of dentistry
effectively (Mattheos et.al. 2002).
Compared to other studies conducted in the
same field (Ahmed.I.Albarrak 2010a; El
Tantawi and Saleh 2008; Webster et.al. 2003),
the undergraduate dental and medical students
at
the
University
of
King
Saud
(Ahmed.I.Albarrak et al. 2009) revealed
positive attitude toward e-learning and
medical informatics regardless of their
academic level. Such a positive attitude is an
important indicator of willingness and first
step in effective e-learning integration in
curriculum.
Furthermore,
participants‘
responses indicated their perception of the
importance of computers and e-learning in
their study and future career.
Several studies have been reported on dental
informatics and the use of computers, elearning and Internet in dental practice and
their potential use as an educational tool
(Ahmed.I.Albarrak 2010b; Rajab & Baqain
2005; Schleyer et al. 2003). Previous studies
have revealed that a significant relationship
exist between computer attitude and its use in

institutions and practice. On the other hand,
other studies findings suggested that, lack of
adequate training and experience is one of the
main reasons why practitioners do not use
technology in their practice (El Tantawi &
Saleh 2008; Grigg and Stephens 1999; Hu et
al. 2009; Lang 1995; Schleyer & Spallek
2001; Schleyer et.al. 2003; Smith et al. 2009).
A course in health (dental) informatics was
introduced within the first year curriculum in
the Dental College, KSU since year
2009/2010. At the time of this study
conduction only the second level students had
the chance to attend and complete this course.
Furthermore, a mandatory course in computer
skills was introduced in the preparatory year.
This computer course started only three years
ago, only level 1 and 2 had this course.
Nevertheless, this study revealed no
significant differences between the skills and
attitude of different academic levels including
the first and second levels, which could be
due to the participants had been using
computers and Internet years before entering
the College. Approximately, more than half of
the participants (59.6%) were using the
computer for 6 to 10 years. In addition, this
study finding implies that most of the
participant gained their skills and computer
knowledge through personal study and self
experience outside the University. Another
explanation could be the level of the courses,
which was evaluated by first and second year
students as average (33.3% and 40.3%
respectively) and poor/very poor by 17.8%
and 32.3% of the first and second year
students respectively.
Furthermore, the majority of the students are
interested in courses to improve their
computer skills. A basic computer skills
assessment should be conducted and courses
should be provided according to the students‘
level
to
address
their
needs
(Ahmed.I.Albarrak 2010a; Link and Marz
2006). Dental informatics courses should also
be well integrated into the undergraduate
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dental curriculum since most of the
participants reported their interest to learn
more about it. In the Kassebaum et al. Study,
majority of North American dental schools
(86%) reported the implementation of DI
courses in their curricula, and (82%) desired
to increase the DI courses even further during
the next few years (Kassebaum et al. 2004).
Based on a survey study conducted by
William Hendriscon et al; in 2006, at least
25% of North American dental schools, found
that sixteen dental schools in the academic
year 2002-03 required their participants to
purchase or lease laptops as a matriculation
requirement and a number of these schools
contracts with a commercial vendor to supply
a digital version of all curriculum materials
and textbooks bundled with the required
laptops (Hendricson et al. 2006).
Findings of the current study further
demonstrated that, Internet was the most
frequent source of information followed by
lecture notes and books, while scientific
journals were the least frequent source of
information. Students who rarely or never
used the scientific journals (41.8%) were
mostly from first, second and fourth levels.
Findings of a study that took place in Chile
(Uribe & Marino 2006), reported that lecture
notes were the mostly used source of
information followed by the Internet. Using
the Internet and lecture notes could
demonstrate that, despite the participants‘
computers and Internet availability, they lack
the sufficient e-learning and searching skills
to use the scientific journals. The design of
the curriculum and the teaching/learning
environment could be other factors for not
using the scientific journals. According to
Gupta et. al., lecture notes were mostly used
because they contain the relevant information
required for exams. While scientific journals
were used by the least students, because it is
difficult to find information in scientific

journals and they are long winded and
complicated (Gupta et.al. 2004).
The students‘ enthusiasm to use the Internet
as a source of information and the growing
support for the idea of integrating e-learning
in the education process (Feeney et al. 2008)
to enhance the learning process, develop
problem solving skills, facilitate conducting
new methods of learning and increase the
levels
of
educational
experiences
(Ahmed.I.Albarrak 2010a; Gjerde et al.
2004). Also, this can reduce the dependence
of the students on the lecture notes.
As reported in a study conducted by El
Tantawi in 2008, this emphasizes the need to
avoid duplication of educational material
through traditional and computer-based
routes, leading to waste of students‘ time (El
Tantawi & Saleh 2008). Poor quality of
computer and Internet services which were
reported by the participants underscore the
importance of improving the accessibility and
services of computer and Internet for students.
This is likely to affect implementation and
success of web-based teaching and learning
activities.
In the University‘s educational strategy, elearning should be employed to allow
students to focus more on managing their own
learning and to work at their own time and
pace. At the point of clinical care, dentists
have various information needs. For example,
Strother, Lancaster and Gardiner surveyed
500 dentists and found that they needed
information on new techniques in dentistry,
followed by information on products and
equipment among other reasons for
information seeking (Strother et al. 1986). To
meet practitioners‘ information needs more
efficiently during clinical work; various
strategies have been proposed, developed and
implemented in the literature to provide the
practitioners with searching and e-learning
skills and to develop health information
systems.
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Conclusion
Existing University computer and dental
informatics courses were found to have no
significant effect on students‘ competency
and attitude. These courses were inadequate
to facilitate students and interns acquisition of
necessary and related skills and to integrate
the information technology in the future
practice. Consequently most of the
participants gained their current computer and
e-learning skills and knowledge outside the
University campuses.
Despite the good computer skills and the
positive attitude, for undergraduate dental

students and interns in this study, however a
relatively low level of utilization of these
skills in clinical and academic activities was
observed. The positive relationship between
level of computer skills and e-learning skills
and participants attitude supports the
introduction of formal e-learning and dental
informatics training/courses for undergraduate
students and interns. It is necessary for further
research to be conducted to evaluate and
assess such courses/training on students‘
performance, competency, and attitude.

(488 )

978-9948-497-11-0

References
Ahmed.I.Albarrak 2010a. Assessment of
Medical Informatics skills of undergraduate
medical students at college of medicine, King
Saud
University.
The
Journal
of
Administrative Science, 7, (1) 1-9
Ahmed.I.Albarrak 2010b. Designing eLearning Systems in Medical Education: A
Case Study. International Journal of
Excellence in Healthcare Management, 3, (1)
Ahmed.I.Albarrak, Abdulrhman Alsughayr, &
Alia Alzawawi 2009. Attitude of General
Practitioners toward Online Continuing
Medical Education. Egyptian Dental Journal,
55, (2.3) 1513
Bleich, H.L. & Slack, W.V. 2010. Reflections
on electronic medical records: when doctors
will use them and when they will not.
Int.J.Med.Inform., 79, (1) 1-4 available from:
PM:19939731
Chen, H. & Fricton, J. 2007. Teledentistry:
seeing the doctor from a distance.
Northwest.Dent., 86, (2) 27-8, 68 available
from: PM:17479702
Chen, J.W., Hobdell, M.H., Dunn, K.,
Johnson, K.A., & Zhang, J. 2003.
Teledentistry and its use in dental education.
J.Am.Dent.Assoc., 134, (3) 342-346 available
from: PM:12699048
El Tantawi, M.M. & Saleh, S.M. 2008.
Attitudes of dental students towards using
computers in education--a mixed design
study. East Mediterr.Health J., 14, (3) 675685 available from: PM:18720632
Feeney, L., Reynolds, P.A., Eaton, K.A., &
Harper, J. 2008. A description of the new
technologies used in transforming dental
education. Br.Dent.J., 204, (1) 19-28 available
from: PM:18192995

Feuerstein, P. 2004. Can technology help
dentists deliver better patient care?
J.Am.Dent.Assoc., 135 Suppl, 11S-16S
available from: PM:15543816
Flores-Mir, C., Palmer, N.G., Northcott, H.C.,
Khurshed, F., & Major, P.W. 2006.
Perceptions and attitudes of Canadian dentists
toward digital and electronic technologies.
J.Can.Dent.Assoc., 72, (3) 243 available
from: PM:16696889
Fricton, J. & Chen, H. 2009. Using
teledentistry to improve access to dental care
for the underserved. Dent.Clin.North Am., 53,
(3) 537-548 available from: PM:19482128
Gjerde, C.L., Pipas, C.F., & Russell, M. 2004.
Teaching of medical informatics in UME-21
medical schools: best practices and useful
resources. Fam.Med., 36 Suppl, S68-S73
available from: PM:14961406
Grigg, P., Macfarlane, T.V., Shearer, A.C.,
Jepson, N.J., & Stephens, C.D. 2001.
Computing facilities available to final-year
students at 3 UK dental schools in 1997/8:
their use, and students' attitudes to
information technology. Eur J Dent Educ, 5,
(3)
101-108
available
from:
MEDLINE:11520332
Grigg, P.A. & Stephens, C.D. 1999. A survey
of the IT skills and attitudes of final year
dental students at Bristol University in 1996
and 1997. Eur.J.Dent.Educ., 3, (2) 64-73
available from: PM:10530163
Gupta, B., White, D.A., & Walmsley, A.D.
2004. The attitudes of undergraduate students
and staff to the use of electronic learning.
Br.Dent.J., 196, (8) 487-492 available from:
PM:15105865

(489 )

978-9948-497-11-0

Haux, R. 2010. Medical informatics: past,
present, future. Int.J.Med.Inform., 79, (9)
599-610 available from: PM:20615752
Healey, D. & Lyons, K. 2002. Evidencebased practice in dentistry. N.Z.Dent.J., 98,
(432) 32-35 available from: PM:12125326
Hebert, M. & Benbasat, I. 1994. Adopting
information technology in hospitals: the
relationship between attitudes/expectations
and behavior. Hosp.Health Serv.Adm, 39, (3)
369-383 available from: PM:10137056
Hendricson, W., Eisenberg, E., Guest, G.,
Jones, P., Johnson, L., Panagakos, F.,
McDonald, J., & Cintron, L. 2006. What do
dental students think about mandatory laptop
programs? J.Dent.Educ., 70, (5) 480-499
available from: PM:16687633
Hu, J., Yu, H., Luo, E., Song, E., Xu, X., Tan,
H., & Wang, Y. 2009. Are Chinese dentists
ready for the computerization of dentistry? A
population
investigation
of
China's
metropolises. J.Am.Med.Inform.Assoc., 16,
(3) 409-412 available from: PM:19261944
Kassebaum, D.K., Hendricson, W.D., Taft,
T., & Haden, N.K. 2004. The dental
curriculum at North American dental
institutions in 2002-03: a survey of current
structure, recent innovations, and planned
changes. J.Dent.Educ., 68, (9) 914-931
available from: PM:15342652
Kirshner, M. 2003. The role of information
technology and informatics research in the
dentist-patient relationship. Adv.Dent.Res.,
17, 77-81 available from: PM:15126213
Lang, W.P. 1995. Trends in students'
knowledge, opinions,
and experience
regarding dental informatics and computer
applications. J.Am.Med.Inform.Assoc., 2, (6)
374-382 available from: PM:8581553

Ledley, R.S. 1968. Theoretical analysis of
displacement and force distribution for the
tissue-bearing
surface
of
dentures.
J.Dent.Res., 47, (2) 318-322 available from:
PM:5238768
Link, T.M. & Marz, R. 2006. Computer
literacy and attitudes towards e-learning
among first year medical students.
BMC.Med.Educ., 6, 34 available from:
PM:16784524
Mantas, J., Ammenwerth, E., Demiris, G.,
Hasman, A., Haux, R., Hersh, W., Hovenga,
E., Lun, K.C., Marin, H., Martin-Sanchez, F.,
& Wright, G. 2010. Recommendations of the
International Medical Informatics Association
(IMIA) on Education in Biomedical and
Health Informatics. First Revision. Methods
Inf.Med., 49, (2) 105-120 available from:
PM:20054502
Mattheos, N., Nattestad, A., Schittek, M., &
Attstrom, R. 2002. Computer literacy and
attitudes among students in 16 European
dental schools: current aspects, regional
differences
and
future
trends.
Eur.J.Dent.Educ., 6, (1) 30-35 available from:
PM:11872071
Mendonca, E.A. 2004. Clinical decision
support systems: perspectives in dentistry.
J.Dent.Educ., 68, (6) 589-597 available from:
PM:15217078
O'donnell, J.M., Goode, J.S., Jr., Henker, R.,
Kelsey, S., Bircher, N.G., Peele, P., Bradle, J.,
Close, J., Engberg, R., & Sutton-Tyrrell, K.
2011. Effect of a Simulation Educational
Intervention on Knowledge, Attitude, and
Patient Transfer Skills: From the Simulation
Laboratory to the Clinical Setting.
Simul.Healthc., 6, (2) 84-93 available from:
PM:21487345

(490 )

978-9948-497-11-0

Rajab, L.D. & Baqain, Z.H. 2005. Use of
information and communication technology
among dental students at the University of
Jordan. J.Dent.Educ., 69, (3) 387-398
available from: PM:15749951
Saudi Communications and Information
Technology Commission. Internet and
Computer Usage Among saudis. [5], 6. 2010.

general dentistry. J.Am.Med.Inform.Assoc.,
13, (3) 344-352 available from: PM:16501177
Shu-Sheng Liaw 2002. An Internet survey for
perceptions of computers and the World Wide
Web: relationship, prediction, and difference.
Computers in Human Behavior, 18, (1) 17-35

Schleyer, T.K. 2003a. Dental informatics: a
work in progress. Adv.Dent.Res., 17, 9-15
available from: PM:15126199

Smith, W., Bedayse, S., Lalwah, S.L., &
Paryag, A. 2009. Computer literacy and
attitudes of dental students and staff at the
University of the West Indies Dental School.
Eur.J.Dent.Educ., 13, (3) 179-183 available
from: PM:19630937
Strother, E.A., Lancaster, D.M., & Gardiner,
J. 1986. Information needs of practicing
dentists. Bull.Med.Libr.Assoc., 74, (3) 227230 available from: PM:3742116

Schleyer, T.K. 2003b. Dental informatics: an
emerging biomedical informatics discipline.
J.Dent.Educ., 67, (11) 1193-1200 available
from: PM:14650500

Uribe, S. & Marino, R.J. 2006. Internet and
information technology use by dental students
in Chile. Eur.J.Dent.Educ., 10, (3) 162-168
available from: PM:16842591

Schleyer, T.K., Corby, P., & Gregg, A.L.
2003. A preliminary analysis of the dental
informatics literature. Adv.Dent.Res., 17, 2024 available from: PM:15126201

Webster, J., Davis, J., Holt, V., Stallan, G.,
New, K., & Yegdich, T. 2003. Australian
nurses' and midwives' knowledge of
computers and their attitudes to using them in
their practice. J.Adv.Nurs., 41, (2) 140-146
available from: PM:12519272

Schleyer, T. & Spallek, H. 2001. Dental
informatics. A cornerstone of dental practice.
J.Am.Dent.Assoc., 132, (5) 605-613 available
from: PM:11367964

Schleyer, T.K., Thyvalikakath, T.P., Spallek,
H., Torres-Urquidy, M.H., Hernandez, P., &
Yuhaniak, J. 2006. Clinical computing in

(491 )

978-9948-497-11-0

ح٧ىٝحص  ٝحُٜٔخٍحص حُُٓ٬ش ُِظيٍ ْ٣ك ٢ك َٜحكظَح٢ٟ
ٖٓ ٓ٘ظ ٍٞحُٔؼِٔ ٝ ٖ٤أػَٛخ ػِ ٠طلٔ ٖ٤آىحث ْٜحُظؼِ٢ٔ٤
َٓٔ٤س أكٔي ػ٤يٍ ّٝحُـلَ١
ُٝحٍس حُظَر٤ش  ٝحُظؼِ ْ٤رـيس ح  ,حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش

ٍِخص اٌجذث
ٛيكض  ٌٙٛحٍُٞهش حُزلؼ٤ش اُ ٠طوي ْ٣هخثٔش حُٜٔخٍحص حُظ٢
٘٣زـ ٢ػِ ٠حُٔؼِْ اطوخٜٗخ ُِظيٍٝ ْ٣اىحٍس حُط٬د ك ٢أ١
ك َٜحكظَح ٖٓ ٢ٟه ٍ٬طلي٣ي ح٧ىٝحص حٌُ٫ظَ٤ٗٝش
ح٫كظَح٤ٟش حُظ٣ ٢لظخؿٜخ ك ٢حُظيٍ ْ٣ػٖ رؼي ٓ ٝي ٟهيٍطٚ
ػِ ٠حٓظويحٜٓخ ،ػْ ٓؼَكش أػَٛخ ك ٢طلٔ ٖ٤حُظؼِ ْ٤ػٖ رُؼي
ٖٓ ٓ٘ظ ٍٞحُٔؼِٔ ٝ ،ٖ٤هي حٓظويٓض حُزخكؼش حُٜٔ٘ؾ حُٛٞل٠
حُظلِ ٝ ٠ِ٤حٓ٫ظز٤خٕ ًؤىحس ُِيٍحٓش ١ ٝزوظٜخ ػِ ٠حُٔؼِٖٔ٤
رٔي٘٣ش ؿيس ك ٢حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ٝ ،رؼي اؿَحء
حُزلغ حٓظوِٜض حُزخكؼش أىٝحص حُٔؼِْ حٓ٧خٓ٤ش ُِظيٍْ٣
ػٖ رُؼي  ٝػيىٛخ ( 14أىحس)  ٝحُٜٔخٍحص حُظو٘٤ش حُُٓ٬ش
ُِظيٍ ْ٣ك ٢حُل َٜح٫كظَح٘ٓ ٖٓ ٢ٟظ ٍٞحُٔؼِٔٝ ٖ٤
ػيىٛخ (ٜٓ 14خٍس)  ٝأًي حُٔلل ٖ٤ٛٞأٗ ٚاًح ٓخ طٞحكَص ٌٙٛ
ح٧ىٝحص  ٝحٓظِي حُٔؼِٔ ٌٙٛ ٖ٤حُٜٔخٍحص كبٕ حُظؼِ ْ٤ػٖ رُؼي
ُٓ٤ـ٘ ٢ػٔخٍ ٙكٔذ ٍأٔ٤ٓ ٝ .ْٜ٣ظل٤ي حُٔؼِْ حٓظلخىس هٟٜٞ
ك ٢طؼخِٓٓ ٚغ ٬١ر ٚك ٌٙٛ ٢حُز٤جش حُظؼِ٤ٔ٤ش حُؼ٣َٜش اًح
حٓظؼَٔٛخ حٓ٫ظؼٔخٍ حٓ٧ؼَ ًُٝي رخٓظ ٌٙٛ ًٚ٬ح٧ىٝحص ٝ
رخطوخٗ ٚطِي حُٜٔخٍحص ٝ .كخُٝض حُزخكؼش ح٫هظٜخٍ ؿ َ٤حُٔوَ
ٓغ حُظزٔ ٢٤ػْ أٜٗض حٍُٞهش رزؼ ٚحُظ٤ٛٞخص  ٝحُٔوظَكخص
حُزلؼ٤ش.

ِصطٍذبد اٌجذث
ِٙبساد اٌّؼٍُٓ :ـٔٞػش ح٧ىحءحص حٌُٔظٔزش رخُظيٍ٣ذ
ٝحُٔٔخٍٓش  ٝحُظ ٢طٌٖٔ حُٔؼِْ ٖٓ حُو٤خّ رـٔ٤غ ٜٓخّ حُؼِٔ٤ش
حُظيٍ٤ٔ٣ش ( طوط / ٢٤ط٘ل / ٌ٤طو ) ْ٣ٞك ٢حُل َٜح٫كظَح٢ٟ
رؤهَ ؿٜي ٝربطوخٕ ( ًلخءس ) ٝ ,هيٍس ػِ ٠حُظٌ٤ق حَُٔ٣غ ٓغ
أٞٓ ١هق ٓلخؿجش ططَأ أػ٘خء حُٔٞحهق حُظؼِ٤ٔ٤ش حُٔظؼيىس
(ٓ٘ٛ1430، ٠ـ )
األدٚاد االفزشاضٍخ  :طؼَكٜخ حُزخكؼش رؤٜٗخ ٓ:ـٔٞػش ح٧ىٝحص
ح٫كظَح٤ٟش حُٔظٞكَس ك ٢حُل َٜح٫كظَح ٝ ٢ٟحُظ ٢طٌٖٔ
حُٔؼِْ ٖٓ حُو٤خّ رـٔ٤غ ٜٓخّ حُؼِٔ٤ش حُظيٍ٤ٔ٣ش ( طوط/ ٢٤
ط٘ل / ٌ٤طو ) ْ٣ٞرؤهَ ؿٜي ٝربطوخٕ ( ًلخءس ) ٝ ,هيٍس ػِ٠
حُظٌ٤ق حَُٔ٣غ ٓغ أٞٓ ١هق ٓلخؿجش ططَأ أػ٘خء حُٔٞحهق
حُظؼِ٤ٔ٤ش حُٔظؼيىس ىحهَ حُل َٜح٫كظَح.٢ٟ
اٌفصً االفزشاضً٣ ٝ :ؼَك : )0222( Kraus ٚرؤٗ ٚر٤جش
طؼِٝ ْ٤طؼِْ طلخػِ٤ش طوغ ػِٗ ٠زٌش حٗ٫ظَٗض طلخً ٢حُٜق

حُل٣ِ٤و ٢حُٔؼظخى ٖٓ ك٤غ ٝظخثلٝ ٚػ٘خٝ َٙٛحٓظَحط٤ـ٤خطٚ
ٓٝخ ٣ليع ٖٓ طلخػ٬ص ٛل٤ش طٔظٜيف طؼِٝ ْ٤طؼِْ ٓلظٟٞ
ىٍحٓٓ ٢ؼٝ ٖ٤طٞظق ك ٌٙٛ ٢حُز٤جش أىٝحص حُظؼِْ حٌُ٫ظَ٢ٗٝ
رؤٗٞحػٜخ حُٔوظِلش.

اٌّــمذِخ
حٕ حٓ٫ظويحّ حُٞحٓغ ُِظٌُ٘ٞٞؿ٤خ ٗ ٝزٌش حُٔؼِٓٞخص حُؼخُٔ٤ش
أى ٟاُ ٠طط٣َٓٝ ٌَٛٓ ٍٞغ ك ٢حُؼِٔ٤ش حُظؼِ٤ٔ٤ش  ٝحٌُ ١أػَ
رٌَ٘ ٓزخَٗ ػِ٣َ١ ٠وش  ٝأىحء حُٔؼِْ  ٝحُٔظؼِْ ك ٢ؿَكش
حُل َٜك٤غ أكيػض  ٌٙٛحُظٌُ٘ٞٞؿ٤خ طـَ٤٤حً ًزَ٤حً ك ٢ؿٔ٤غ
أًٍخٕ حُؼِٔ٤ش حُظؼِ٤ٔ٤ش  ٝظ٣َ١ ٍٜٞوش ؿي٣يس ُِظؼِ ْ٤أٝ ٫
٣َ١ ٢ٛوش حُظؼِ ْ٤ػٖ رؼي  ٝرخص ػِ ٠حُٔؼِٔ ٖ٤حُ٘ظَ ٓـيىحً
اُ ٠أىٝحٍٜٓ ٝ ْٛخٍحط ْٜحُظؼِ٤ٔ٤ش  ٝحُظيٍ٤ٔ٣ش.
 ٝطؼظزَ حُل ٍٜٞح٫كظَح٤ٟش حُظلخػِ٤ش حًَُِ٤س حٓ٧خٓ٤ش
ُِظؼِ ْ٤ػٖ رُؼي  ٝػًُِ ٠ي كوي ٍٞ١ص ػيس ٓئٓٔخص ػخُٔ٤ش
ٓظوٜٜش ك ً٫ٜٞحكظَح٤ٟش ًً٤ش طظٞكَ كٜ٤خ حُؼ٘خَٛ
حٓ٧خٓ٤ش حُظ٣ ٢لظخؿٜخ حُٔؼِْ  ٝحُٔظؼِْ( .انسقبفٛ8201 ،ـ)
 ٢ٛ ٝرٌُي طٞكَ أىٝحص ًؼَ٤س ٞ٘ٓ ٝػش طٔخػي ك ٠اٗـخف
حُؼِٔ٤ش ُظؼِ٤ٔ٤ش ك ٠حُل َٜح٫كظَح.٢ٟ
 ٝػًُِ ٠ي أٛزق حُٔؼِْ ىحهَ حُل َٜح٫كظَح ُٚ ٢ٟىٍٝحً
ٓوظِلخ ً ػٖ ى ٍٙٝحُظوِ٤يَُ٣ ٝ ١طٌِ ػِ ٚ٤ك ٢طوط ٢٤حُؼِٔ٤ش
حُظؼِ٤ٔ٤ش ٝطٜٔ٤ٜٔخ ٝاػيحىٛخ هزَ حُيه ٍٞاُ ٠حُلَٜ
ح٫كظَح ٢ٟػْ َٓ٘كخ ٓٝيَ٣حً ٞٓٝؿٜخ ً َٗٓٝيحً أػ٘خء حُلٜش
حُظؼِ٤ٔ٤ش  ٝأهَ٤حً ٓؤ٤خ ً ٓ ٝلُِٜ ً٬خ (.انعشثً)0222 ،
ًٔخ ًًَ طٞك٤ن ( )2003إٔ أىٝحٍ حُط٬د ك ٢حُلَٜ
ح٫كظَح ٢ٟأٛزلض ٓوظِلش كزي ٖٓ ً٫حُظِو ٢حُِٔز ٢اُ٠
حُٔ٘خًٍش ك ٢حُظطز٤ن  ٝحُٔٔخٍٓش ٘ٓ ٝخًٍش حُٔؼِْ ك٢
طٞؿ ٝ ٚ٤اىحٍس ػِٔ٤ش حُظؼِْ  ٝحٗ٩وَح ١ك ٢حُظؼِْ حُـٔخػٝ ٢
ًٌُي حُظلِ ٝ َ٤حُ٘وي حُز٘خء ػِ ٠حُوزَحص.
ٓٔخ ٣ـؼَ طٞحكَ ٜٓخٍحص حٓظويحّ  ٌٙٛح٧ىٝحص ح٫كظَح٤ٟش
ُي ٟحُٔؼِْ ىحهَ حُل َٜح٩كظَح ٠ٟأَٓح كظٔ٤خً ٌُ ٢طظلون
أٛيحف حُظؼِ ْ٤ػٖ رُؼي رلؼخُ٤ش.
ٝأًيص ًُي حُ٤خٛ1430( ٍٝـ) اٍَُٟٝ ٠س ػوي ىٍٝحص
طيٍ٣ز٤ش ُظطٜٓ َ٣ٞخٍحص حُؼخِٓ ٖ٤كٓ ٢ـخٍ حُظؼِْ٤
حٌُ٩ظَٟ ٝ ٝ ٢ٗٝغ هط ٍُٕٞ ٢ػَٔ ى٣ٍٝش طٔخػي
حُٔؼِٔ ٝ ٖ٤حَُٔ٘كُِ ٖ٤ظؼَف ػِٓ ًَ ٠خ ٞٛؿي٣ي كٓ ٢ـخٍ
حُظؼِ ْ٤حٌُ٩ظَ ٝ ٢ٗٝحُظؼِ ْ٤ػٖ رؼي.
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 ٝه ّيّ رؼ ٞحُزخكؼ ٖ٤ك ٢حُؼي٣ي ٖٓ حُٔئطَٔحص هٞحثْ ًلخ٣خص
حُظؼِ ْ٤حٌُ٩ظَُِٔ ٢ٗٝؼِْ حُٔويّ ػزَ حُ٘زٌخص ٌُٜ٘خ طظليع
ػٖ حٌُلخ٣خص حُؼخٓش  ُْ ٝطظطَم أؿِزٜخ آُٜ ٠خٍحص حُٔؼِْ
ىحهَ حُل َٜح٩كظَح.٢ٟ
كٔؼ ً٬هخّ ُ ٖ٣حُي )2007( ٖ٣رظوي ْ٣هخثٔش حٌُلخ٣خص حُُٓ٬ش
٩ػيحى رَحٓؾ حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝحُٔويّ ػزَ حُ٘زٌخص ٝ
طظً ٖٔ٠لخ٣خص ٓؼِٓٞخط٤شً ٝ ،لخ٣خص حُظؼخَٓ ٓغ رَحٓق
حٌُٔزٞ٤طَ  ٝحٗ٫ظَٗضًٝ ،لخ٣خص اػيحى حُٔوٍَحص اٌُظَ٤ٗٝخًٝ ،
ًًَ أ٠٣خ ً رؤٕ اطوخٕ حُٔؼِْ ُٜٔخٍحص حُظؼخَٓ ٓغ حُٔٔظليػخص
حُظٌُ٘ٞٞؿ٤ش ٣ـذ إٔ ٓ ٌٕٞ٣ظطِزخً أٓخٓ٤خ ً ٖٓ ٓظطِزخص رَحٓؾ
اػيحى حُٔؼِْ٣ ُْ ٌُٚ٘ ،ظطَم ُٜٔخٍحص حُٔؼِْ ىحهَ حُلَٜ
ح٫كظَح.٢ٟ
 ٖٓ ٝهٓ ٍ٬خ طْ ػَٝ ٟٚرخُظلُِٔ َ٤خ ط٘ٔ٠ظ ٚحُٔؼِٓٞخص
حُٔطَٝكش طَ ٟحُزخكؼش إٔ حُِٔز٤خص حُظ ٠ظَٜص هٍ٬
حٓظويحّ حُٔؼُِِٔ ٖ٤ل ٍٜٞح٫كظَح٤ٟش طَؿغ ُ٦ط: ٠
 ػيّ أُخّ حُٔؼِٔ٨ُ ٖ٤ىٝحص  ٝحٌٗٞ٣٧خص حُٔظٞكَس
ك ٢حُل َٜح٫كظَح.٢ٟ
 حكظوخٍ حُٔؼِْ ُِٜٔخٍحص حٓ٧خٓ٤ش ك ٢حُلَٜ
ح٫كظَح ٝ ٢ٟحُظ٣ ٠لظخؿٜخ أػ٘خء حُؼِٔ٤ش حُظؼِ٤ٔ٤ش
ك ٢حُظؼِ ْ٤ػٖ رُؼي.
 ؿ٤خد حُٔؼِْ حٔٗ٩خٕ ٟ ٝؼق حُي ٍٝحُظَرُٚ ١ٞ
ك ٢حُل َٜح٫كظَحٓ ٢ٟوخٍٗش ري ٍٙٝك ٢حُلَٜ
ح٫ػظ٤خى.١
 ه ٍٜٞى ٍٝحُطخُذ ػِ ٠حُظِو ٠حُِٔزًُٝ ٠ي ُؼيّ
هيٍس حُٔؼِْ ػِ ٠اَٗحً ٚك ٠حُز٤جش ح٫كظَح٤ٟش ٖٓ
ه ٍ٬ح٧ىٝحص حُٔظخكش ك ٠حُل َٜح٧كظَح.٠ٟ
 إ حُٓٞخث ٢حُظٌُ٘ٞٞؿ٤ش ٜٓٔخ ًخٗض ٓزَٜس ا ٫حٗٚ
ٓغ َٓ ٍٝحُٞهض ط٤ٜذ حُ٘و ٚرخَُِٔ ًَٝح٤ٛش
ح٧ؿِٜس ٖٓ  ٍٞ١أٝهخص حُؼَٔ أٓخّ طِي ح٧ؿِٜس
حُظ ٫ ٢طٔٔغ  ٫ٝطلْ رؤُْ حُ٘و ٚح٤ٟ ٝو ٚحٝ
طؼز ٚأ( ٚٓٞٔٛ ٝكٖٔ.)2005 ،






أ٘ذاف اٌجذث
حُٜيف حَُثْ٤
طلي٣ي ٜٓخٍحص حُٔؼِْ  ٝأىٝحط ٚك ٠حُل َٜح٫كظَحٝ ٢ٟأػَ
ًُي ك ٢طلٔ ٖ٤آىحث ٚحُظؼِ.ْ٤
٣ ٝظلَع ٓ٘ ٚحٛ٧يحف حُظخُ٤ش:
ٓ ؼَكش ح٧ىٝحص حُظ٣ ٢لظخؿٜخ ُِٔؼِْ ك ٢حُلَٜ
ح٫كظَح.٢ٟ
 طلي٣ي هخثٔش حُٜٔخٍحص حُظو٘٤ش حُظ٘٣ ٢زـ ٢إٔ ٣ظوٜ٘خ
حُٔؼِْ ك ٢حُل َٜح٫كظَح. ٢ٟ
ٓ ؼَكش ٍأ ١حُٔؼِٔ ٖ٤كٓ ٢ي ٟطؤػ ٌٙٛ َ٤حُٜٔخٍحص
حُظو٘٤ش ػِ ٠أىحٍس ٟٝز ٢حُط٬د ك ٠حُلَٜ
ح٫كظَح. ٠ٟ
ٓ ؼَكش ٍأ ١حُٔؼِٔ ٖ٤ك ٢طؤػ َ٤حُٜٔخٍحص حُظو٘٤ش
ػِٔٓ ٠ظ ٟٞطيٍ ْٜٔ٣ك ٠حُل َٜح٫كظَح.٠ٟ

أٍّ٘خ اٌجذث
طؼٞى أ٤ٔٛش حُيٍحٓش حُلخُ٤ش ك٢




ٖٓ ٘ٛخ طؤًي ُي ٟحُزخكؼش ٍَٟٝس اُوخء حُٞ٠ء ػِ ٠ح٧ىٝحص
حُٔظٞكَس ُِٔؼِْ ىحهَ حُل َٜح٫كظَحٓ ٝ ٢ٟخ ٢ٛحُٜٔخٍحص
حُظ٫ ٠ري إٔ ٣ظوٜ٘خ حُٔؼِْ ُ٤و ّٞرخُؼِٔ٤ش حُظؼِ٤ٔ٤ش رخٌَُ٘
حُٔطِٞد.



ٝر٘خءح ػِٓ ٠خ طويّ طؤط ٠حُيٍحٓش حُلخُ٤ش ُِظؼَف ػِ ٠أىٝحص ٝ
ٜٓخٍحص حُٔؼِْ ك ٠حُل َٜح٫كظَحٝ ٠ٟأػَٛخ ك ٢طلٔ ٖ٤حُظؼِْ٤
ػٖ رُؼي ٖٓ ٓ٘ظ ٍٞحُٔؼِٔ.ٖ٤

رضبؤالد اٌجذث

ٓخ  ٢ٛح٧ىٝحص حُظ٣ ٢لظخؿٜخ ُِٔؼِْ ك ٢حُلَٜ
ح٫كظَح ٢ٟ؟
ٓخ حُٜٔخٍحص حُظو٘٤ش حُظ٘٣ ٢زـ ٢ػِ ٠حُٔؼِْ اطوخٜٗخ ك٢
حُل َٜح٫كظَح ٢ٟ؟
 َٛطؼي حُٜٔخٍحص حُظو٘٤ش ُِٔؼِْ ػخٓٓ ٬ئػَحً ك ٠أىحٍس
ٟٝز ٢حُط٬د ك ٠حُل َٜح٫كظَح ٠ٟ؟
 َٛطئػَ حُٜٔخٍحص حُظو٘٤ش ُِٔؼِْ ػِٜٓ ٠خٍحطٚ
حُظيٍ٤ٔ٣ش ىحهَ حُل َٜح٫كظَح ٢ٟ؟

إ ٗـخف أٗ ١ظخّ طؼِ٣ ٢ٔ٤ؼظٔي رخُيٍؿش ح٠ُٝ٧
ػِٜٓ ٠خٍحص حُٔؼِْ ىحهَ حُل٤ً ٝ َٜل٤ش اىحٍس
حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ك ٝ ٚ٤ػًُِ ٠ي كبٕ ٗـخف حُٔؼِْ
ىحهَ حُل َٜح٫كظَح٣ ٢ٟؼظٔي أ٠٣خً ٜٓخٍحطٚ
حُظو٘٤ش حُٔظ٘خٓزش ٓغ ٗظخّ حُظؼِْ ػٖ رؼي.
حٜٓ٩خّ ك ٠حُو٠خء ػِ ٠ظخَٛس طَٔد حَُِٔ
ٝحُ٠ـَ اُ٬١ ٠د حُل ٍٜٞح٫كظَح٤ٟش
ٝحٗولخ ٝهيٍط ْٜػِ ٠حُظلٝ َ٤ٜػِٟ ٠ؼق
حُظلخػَ حُٔظزخىٍ ر ٖ٤حُٔؼِْ ٝحُٔظؼِْ.
طِ٣ٝي حُوخثٔ ٝ ٖ٤حُٔٔج ٖ٤ُٞػِ ٠حُظؼِ ْ٤ػٖ رُؼي
روخثٔش ٓلٌٔش رخُٜٔخٍحص حُظ٣ ٢ـذ ػِ ٠حُٔؼِْ
حُظيٍد ػِٜ٤خ ُ٤ظوٖ طيٍ ٝ ْ٣اىحٍس حُط٬د ك٢
حُل َٜح٫كظَح ٢ٟرخهظيحٍ.

اإلطبس إٌظشي

حُٔئحٍ حَُثْ٤
ٓخ ح٧ىٝحص  ٝحُٜٔخٍحص حُظ٣ ٢لظخؿٜخ حُٔؼِْ ك ٠حُلَٜ
ح٫كظَح ٝ ٠ٟأػَٛخ ك ٢طلٔ ٖ٤حُظؼِ ْ٤ػٖ رُؼي ٖٓ ٓ٘ظٍٞ
حُٔؼِٔ ٖ٤؟
٣ٝظلَع ٖٓ ٌٛح حُٔئحٍ حَُث ٠ٔ٤ػيس أٓجِش كَػ٤ش :

حُظؼِ ْ٤ػٖ رؼي  ٝحُل ٍٜٞح٫كظَح٤ٟش
ط٘ َ٤حُيٍحٓخص اُ ٠طِح٣ي ح٩هزخٍ ػِ ٠حُظؼِ ْ٤ػٖ رؼي؛
َُٔٗٝش أٝهخطٝ ٚؿيحٝ ,ُٚٝحُل ٍٜٞػِ ٠أكيع حُظؼي٬٣ص
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حُٔيهِش ػِ ٠حُٔ٘خٛؾٝ ,حهظِحٍ حُٔٔخكخصٓٝ ,زيأ حُظؼِْ
حُٔٔظَٔٝ ,طيٗ ٠حُظٌخُ٤ق)2003، Koppelman(.
 ٝطُؼي حُل ٍٜٞح٫كظَح٤ٟش اكي ٟحُظطز٤وخص حُ٘خثؼش ٝ
حَُثٔ٤ش ُِظؼِ ْ٤ػٖ رُؼي  ٢ٛ ٝحُ٘ٞحس حُظ ٢طز٘ ٠كُٜٞخ
حُٔئٓٔخص حُظؼِ٤ٔ٤ش ح٫كظَح٤ٟش (.عجذ انذًٍذ)0222 ،
٣ ٝئًي هِ٤ق ( )0221رؤ٤ٔٛش حُل َٜح٫كظَحِ٤ًٓٞ ٢ٟش
ٍثٔ٤ش ُظوي ْ٣حُيٍٝ ّٝحُٔلخَٟحص ػِ ٠حٗ٫ظَٗض ٣ظٞكَ
كٜ٤خ ؿٔ٤غ حُؼ٘خ َٛحٓ٧خٓ٤ش حُظ٣ ٢لظخؿٜخ ًَ ٖٓ حُٔؼِْ
ٝحُٔظؼِْ ٝطؼظٔي ػِ ٠أِٓٞد حُظؼِْ حُظلخػِ.٢
 ٝطو ّٞكٌَس حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٞحٓطش حُل ٍٜٞح٫كظَح٤ٟش
ػِ ٠ػ٬ع أْٓ ٓظَحرطش ٓغ رؼٜ٠خ حُزؼ ٝ ٞرٌَ٘
ٓظِحٖٓ  ٌٙٛٝحًٔ ْٓ٧خ ًًَٛخ 3٢ٛ )2007( Karen
 Classroom ورًثم انًكبٌ انزي ٌزى فٍه االجزًبع
وانزعهٍى يٍ خالنه عٍ طشٌق نىدخ انشسى وانكزبثخ
واألدواد انًسبعذح نهب.
 Conference ورزًثم ثطشٌقخ انزخبطت و هً إيب
صىرٍخ أو يشئٍخ أو صىرٍخ ويشئٍخ يعب.
 Media ورزًثم فً طشٌقخ َقم يهفبد انىسبئظ
انًزعذدح (صىدٍٞٛ ,س ,فٍذٌى) ثٍٍ انًسزخذيٍٍ.
 ٝحُٜيف ٖٓ طَحر ٌٙٛ ٢حُؼ٘خ َٛحُؼ٬ػش  ٞٛطٞكِٓ َ٤ظو٠
حكظَح٘ٓ ٢ٟخٓذ ر ًَ ٚحُٞظخثق حُٔٞؿٞىس ك ٢حُلٍٜٞ
ح٫ػظ٤خى٣ش رل٤غ طٔ ٌِّٖ حُٔيٍر( ٖ٤انًذبضش) يٍ رعهٍى
انًزذسثٍٍ (يزهقً انعهى) ثكم سالسخ وسهىنخ فً كم صيبٌ
ويكبٌ.
ثعض يضاٌب و سهجٍبد انزعهٍى ثبسزخذاو انفصىل االفزشاضٍخ
طظٔ ِ٤طٌُ٘ٞٞؿ٤خ حٗ٩ظَٗض – حُظ٣ ٠و ّٞػِٜ٤خ حُظؼِْ٤
ح٫كظَح - ٢ٟرويٍطٜخ ػِ ٠طلٔ ٖ٤حٌٗ٧خٍ حُظوِ٤ي٣ش ُِظؼِ,ْ٤
ٖٓ ه٣ُ ٍ٬خىس حُظٞح)2002، Boulton(.َٛ
ًٔخ طظ٘ٞع حُٓٞخثَ حُظؼِ٤ٔ٤ش ك ٢حُظؼِْ ػٖ رؼي :حرظيحء ٖٓ
حُ٘ ٜٙٞحُؼخى٣ش ,حُ ,ٍٜٞحُٜٞصٝ ,حُل٤يٓٝ ,ٞ٣ـٔٞػخص
حُيٍحٓش ٝحُ٘وخٕ)2004، Belkada(.
ٌٛٝح حُ٘ٞع ٖٓ حُظؼِٔ٣ ْ٤ظط٤غ إٔ ٞ٣كَ ًؼَ٤ح ٖٓ كَٙ
حُظؼِْ حُظ ٠طظٔخٗٓ ٠غ حٔٗ٧خ ١حُٔوظِلش ُِٔظؼِٖٔ٤
.)ّ2003، Hong(. Learning Styles
ٝك ٠حُٞهض ًحط ٚطٔخػي ػِ ٠ؿٔغ حُٔظؼِٔٓ ٖ٤ؼخًُٝ ,ي ٖٓ
ه ٍ٬اُحُش كيٝى حُِٓخٕ ٝحٌُٔخٕ ،ك ٠ٜطٌُ٘ٞٞؿ٤خ طٌٖٔ ٖٓ
طٝ َ٤ٔ٤طلَى ٝطؼخ٤ٗٝش حُظؼِْ ()2002،Kreijns
 ٖٓ ٝحُِٔح٣خ حُٜخٓش ُِظؼِْ ػٖ رؼي  ٞٛاكٔخّ حُطخُذ
رخُٔٔخٝحس ك٤غ طظ٤ق أىٝحص ح٫طٜخٍ حُٔظٞكَس ٌَُ ١خُذ
كَٛش ح٩ى٫ء رَأٝ ٚ٣ري ٕٝكَؽ ،أًؼَ ٓٔخ  ٞٛػِ ٚ٤حُلخٍ
ك ٢هخػخص حُيٍّ حُظوِ٤ي٣ش حُظ ٢طلٌَٓٛ ٖٓ ٚح حُِٔ٤س آخ
ُٔزذ ٓٞء ط٘ظ ْ٤حُٔوخػي ،أٟ ٝؼق ٞٛص حُطخُذ ٗلٔ،ٚ
أ ٝحُوـَ (حُلَ٣ـــق .)2005،

ًٔخ ًًَ حُوٜخ )2009( ٙإٔ حُظؼِ ْ٤ػٖ رؼي ٣ظٔ ِ٤رِٔ٤س
ٛخثِش  ٢ٛٝآٌخٗ٤ش حُظؼِْ ٖٓ ه ٍ٬حُظٌَحٍ ك٤غ ٣ويّ كَٛخ
ٓ ٫ليٝىس ُِطخُذ ُِل ٍٜٞػِ ٠حُٔخىس حُؼِٔ٤ش.
ِٓ ٖٓ ٝح٣خٛخ إٔ ر٤جش حُظؼِْ حٌُ٩ظَ ٢ٛ ٢ٗٝر٤جش طؼِْ َٓطٌِس
ك ٍٞحُٔظؼِْ  Learner-Centered Environmentطوّٞ
ػِ ٠كٌَس حُٔيٍٓش حُز٘خث٤ش  Constructivismك ٠حُظؼِْ
)ّ1995،Koppelman(.
 ٝرخَُؿْ ٖٓ طٞكَ أىٝحص طلخػِ٤ش ٓظ٘ٞػش ً ٝؼَ٤س ك ٢حُلَٜ
ح٫كظَحٓ ٝ ٢ٟغ ًَ  ٌٙٛح٣٫ـخر٤خص حُظًًَٗ ٠خٛخ ح ٫إٔ
حُظؼِ ْ٤ح٫كظَحٝ ٠ٟؿي ُ ٚػِ ٠أٍ ٝحُٞحهغ حُؼي٣ي ٖٓ
حُِٔز٤خص ٝحُظ ٫ ٠طَؿغ أٓزخرٜخ ك ٠كو٤وش ح َٓ٧حُٞٗ ٠ػ٤ش
حُظؼِ ْ٤رَ حُ ٠ػيّ حُويٍس ػِ ٠حُظطز٤ن حُٜل٤ق ُ ٌٜٙحُ٘ٞػ٤ش
ٖٓ حُظؼِٔ٣ٝ ْ٤ظؼَ( ٝحُٔخُْٛ1424،ـ) ِٓ ٘زٖ اٌضٍجٍبد
ِب ًٌٍ:
ٟؼق حُظلخػَ حُٔظزخىٍ ر ٖ٤حُٔؼِْ ٝحُٔظؼِْٛ ،ؼٞرش طلي٣ي
ٝحهظ٤خٍ أِٓٞد حُظو ْ٤٤حٌُٞ٣ ١كَ ٓئَٗحً ىه٤وخً ٟٞ٣ق ٓيٟ
طلو٤ن رَٗخٓؾ حُظؼِ ْ٤ػٖ رؼي ٛ٧يحكٛ ٝ ،ٚؼٞرش اػيحى
رَحٓؾ حُظؼِ ْ٤ػٖ رؼي رٌَ٘ ٣لون حُـَٜ٘ٓ ٝخ .
ًٌُ ٝي حكظوخٍ حُ٘ٞحك ٢حُٞحهؼ٤ش ك ٢ػِٔ٤ش حُظؼِ ْ٤حٌُ٩ظَ٢ٗٝ
ٛ ٝؼٞرش اٜ٣خٍ ح٧كخٓ ٝ ْ٤حُِٔٔخص حٔٗ٩خٗ٤ش ػزَ
حُٓٞخث ٢حُ٘٤ٜش حُل٣ٍٞش ٓؼَ حُـ٠ذ أ ٝحُلَف  ٝؿَٛ٤خ.
حٌُٔٗٞخص حَُثٔ٤ش ُِل َٜح٫كظَح٢ٟ
إ حُل َٜح٫كظَح ٢ٟػخىس ٓخ ٣ظٌ ٖٓ ٕٞػيى ٖٓ حُ٘ٞحكٌ ٝ
ح١َٗ٧ش :٢ٛ
إٌٛافز
ٗخكٌس أٓٔخء حُٔ٘خًٍٗ ٖ٤خكٌس حُظوخ١ذ حٌُظخرٗ ،٢خكٌس
حُٜٞصٗ ،خكٌس حُِٞف ح٧ر ٞ٤أ ٝحُٔزٍٞس حُز٠٤خء حٌُ٫ظَ٤ٗٝش
األششطخ
َٗ ٢٣حُؼ٘ٞحٕ ٢٣َٗ ،حُوٞحثْ ٢٣َٗ ،ح٧ىٝحص٢٣َٗ ،
حُلخُش  ٝحُٞهض.
 ْ٤ُ ٝرخٍَُٝ٠س طٞكَ ؿٔ٤غ حُ٘ٞحكٌ ك ٢حُ٘خٗش حَُثٔ٤ش
ك٤غ ٣وظِق ًُي ٖٓ ٗٞع ٥هَ ٖٓ حُل ٍٜٞح٫كظَح٤ٟش
حُٔٞؿٞىس ػِ ٠حُ٘زٌش حُؼٌ٘زٞط٤ش (ًَِٓ حُظؼِْ
حُٔلظٞف)2009،
اؿَحءحص حُيٍحٓش ُٝ :وي طٔض اؿَحءحص حُزلغ ك ٢أٍرغ َٓحكَ
:٢ٛ

حَُٔكِش ح :٠ُٝ٧اهظ٤خٍ ٜٓ٘ؾ حُزلغ ٓ ٝـظٔؼ ٝ ٚػ٘٤ظٚ
ِٕٙج اٌجذث  :حٓظويٓض حُزخكؼش حُٜٔ٘ؾ حُٛٞل ٠حُظلُِ ٠ِ٤زلغ
ح٧ىٝحص  ٝحُٜٔخٍحص حُُٓ٬ش ُِظيٍ ْ٣ك ٢ك َٜحكظَحٖٓ ٢ٟ
ٓ٘ظ ٍٞحُٔؼِٔ ٝ ٖ٤أػَٛخ ػِ ٠طلٔ ٖ٤آىحث ْٜحُظؼِ. ٢ٔ٤
ِجزّغ  ٚػٍٕخ اٌجذثٗ :ظَحً ٌٌُٛ ٕٞح حُزلغ ٣ؼ٘ ٢ري ٍٝحُٔؼِْ ٝ
ٜٓخٍحط ٚىحهَ حُل َٜح٫كظَح ٢ٟكوي حهظخٍص حُزخكؼش ٓـظٔغ
حُزلغ؛ ٓؼِٔٓٝ ٢ؼِٔخص حَُٔكِش حُؼخٗ٣ٞش حُؼخِٓ ٖ٤رخُٔيحٍّ
حُلٌ٤ٓٞش رٔي٘٣ش ؿيس  ٝحٗظوض ٓ٘ ْٜػ٘٤ش ػ٘ٞحث٤ش ٓظـخٗٔش هٞحٜٓخ
(ٓ 50ؼِْ ٓ ٝؼِٔش) ٍٝحػض حُزخكؼش ك ْٜ٤حُظ٘ٞع ٖٓ ك٤غ
حُظوٜٜخص.
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حَُٔكِش حُؼخٗ٤ش :ر٘خء حٓ٫ظزخٗش



ً ٕٞحُزخكؼش أػظٔيص ػِ ٠حُٜٔ٘ؾ حُٛٞل ٢حُظلِ ٢ِ٤كٌٙٛ ٢
حُزلغٌُ ،ح طْ ح٫ػظٔخى رٍٜٞس أٓخٓ٤ش ػِ ٠حٓ٫ظز٤خٕ ٝحُٔوخر٬ص
حُ٘و٤ٜش حُٔٞؿٜش ُِٔؼِٔٝ ٖ٤حُٔؼِٔخص،
ثٕبء اٌصٛسح األٌٍٚخ ٌإلصزجٍبْ :أػظٔيص حُزخكؼش ػِ ٠ػيس
ٜٓخىٍ ًٗٞض ٜٓ٘خ أىحس حُزلغ ؛  ٌٙٛحُٜٔخىٍ ٢ٛ



 ح٬١٩ع ػِ ٠حَُٔحؿغ ٖٓ ًظذ  ٝأرلخع ٝ ٝػخثن
ػِٔ٤ش ٓظؼِوش رخُظؼِ ْ٤حٌُ٩ظَ ٝ ٢ٗٝحُظؼِ ْ٤ػٖ رؼي.
 طٔـ َ٤حُزخكؼش  ٝحٓظويحٜٓخ ُٔـٔٞػش ٖٓ حُلٍٜٞ
ح٫كظَح٤ٟش  ٝحُظ ٢طويٜٓخ حُٔٞحهغ حُظخُ٤ش:
, Dimdim.com,
Elluminate.com
SabaCentra.com
,
Wiziq.com
,WebEX.com
 هزَس حُزخكؼش ك ٢حُظيٍُٞ٘ٔ ْ٣حص ػي٣يس ٝ
ُٔؼَكظٜخ ُِٜٔخٍحص  ٝح٧ىٝحص حُظ٣ ٢لظخؿٜخ حُٔؼِْ
ُِظيٍ ْ٣ىحهَ حُل َٜح٫ػظ٤خى ١رخٟ٫خكش اُ٠
ٓؼَكظٜخ ُ٨ىٝحص  ٝحٌٗٞ٣٧خص حُٔظٞكَس رخُلَٜ
ح٫كظَحًُ ٝ ٢ٟي رٌٜٗٞخ أهٜخث٤ش ك ٢طٌُ٘ٞٞؿ٤خ
حُظؼِ.ْ٤
ٖٓ ه ٍ٬طِي حُٜٔخىٍ أػيص حُزخكؼش حٓ٫ظزخٗش ح٤ُٝ٧ش.
صذق األداح :طْ حُظؤًي ٖٓ حُٜيم حُظخ٨ُ ١َٛىحس رؼَٜٟخ
ػِٓ ٠ـٔٞػش ٖٓ حُٔلٌٔ ١ًٝ ٝ ٖ٤حُوزَس ُِظؤًي ٖٓ ه٤خٜٓخ
ُٔخ ٟٝؼض ٖٓ أؿُِٜٞٔٗٝ ٚخ ٓ٬ٓٝظٜخ حُِـ٣ٞش ٛٝيهٜخ
حُظخٝ ،١َٛهي أىهِض رؼ ٞحُظؼي٬٣ص ػِٜ٤خ ر٘خء ػِ٠
ٓ٬كظخص حُٔلٌٔ.ٖ٤
اٌزجشٌت األٌ ًٌٚألداحُٝ :ظلَ ٟحُؼزخص طْ ػَٜٟخ ػِ٠
ػ٘٤ش أٓ ٠ُٝخروش ػٖ حُظـَ٣ذ حُلؼِ ٝ ٠حط٠ق ُٜخ ٝؿٞى
ٛؼٞرخص ٓ٤يحٗ٤ش طظؼِن رؤٗوخ ٙحُؼ٘٤ش ً ٠ٛٝخ٥ط:٢
ٝ ؿٞى ؿٞحٗذ هٓ ٍٜٞؼِٓٞخطُ ٠ي ٟأكَحى حُؼ٘٤ش
ػٖ ١ز٤ؼش ٝ ٌَٗٝأىٝحص حُل ٍٜٞح٫كظَح٤ٟش.
ٝ ؿٞى هـَ ٗوٝ ٠ٜحٟق ٖٓ أكَحى حُؼ٘٤ش ُؼيّ
ٓؼَكش ٓخ ٔ٣ؤُ ٕٞػ٘ٝ ٚػيّ ح٩كٜخف ػٖ ػيّ
حُؼِْ أ ٝحُلُٔ ْٜلظ ٟٞحٓ٫ظزخٗش.
ٗظؾ ػٖ ًُي ػيّ طٌٖٔ حُٔؼِٔ ٖٓ ٖ٤طلي٣ي أ ْٛحُٜٔخٍحص
حُظ٣ ٢لظخؿٜٗٞخ ُِظيٍ ْ٣ك ٢حُل َٜح٫كظَحٝ ،٢ٟأٓخّ ٌٙٛ
حُٜؼٞرخص أٟطَص حُزخكؼش حُ ٠طط َ٣ٞحٓ٫ظزخٗش ُظ٬ثْ ػ٘٤ش
حُيٍحٓش ك٤غ هخٓض حُزخكؼش رظط َ٣ٞحٓ٫ظزخٗش رل٤غ هُ ِٔٔض
حُ ٠أٍرغ أهٔخّ ٍث٤ٔ٤ش ٌُ٣ ٢ـط ٢ؿٔ٤غ ػ٘خٝ َٛأٛيحف
حُيٍحٓش ً ٢ٛٝخُظخُ:٢
 ح٧ىٝحص حُظ٣ ٢لظخؿٜخ حُٔؼِْ ك ٢حُلَٜ
ح٫كظَح. ٢ٟ
 حُٜٔخٍحص حُٔطِٞرش ٖٓ حُٔؼِْ حطوخٜٗخ ٌُ ٢طظلون
اكظ٤خؿخط ٝ ٚأٛيحك ٚحُظيٍ٤ٔ٣ش ىحهَ حُلَٜ
ح٩كظَح. ٢ٟ

اُ ٠أ ١ىٍؿش ُِٔ ٌٖٔ٣ؼِْ اىحٍس ٟ ٝز ٢حُط٬د
ىحهَ حُل َٜح٩كظَح ٢ٟاًح أٓظِي ح٧ىٝحص  ٝأطوٖ
طِي حُٜٔخٍحص .
اُ ٠أ ١ىٍؿش ُِٔ ٌٖٔ٣ؼِْ إٔ ٘٣ـق ك ٢حُظيٍ ْ٣أٝ
حُظيٍ٣ذ ػٖ رُؼي ىحهَ حُل َٜح٩كظَح ٢ٟاًح
أٓظِي ح٧ىٝحص  ٝأطوٖ طِي حُٜٔخٍحص؟

ػزخص ح٧ىحسُِ ٝ :ظؤًي ٖٓ ػزخص ح٧ىحس طْ كٔخد ٓؼخَٓ
ح٫طٔخم حُيحهِ ٢رٞحٓطش ٓؼخىُش أُلخ ًَٗٝزخم ٝ Alphaهي
ؿخءص حُ٘ظخثؾ ًٔخ ك ٢حُـيٍ ٍٝهْ (.)1
ؿي1ٍٝ

حُٔلٍٞ
1
2
3
4
ػزخص ح٧ىحس حٌُِ٢

هٔ٤ش ٓؼخَٓ حُؼزخص
0,90
0,86
0,97
0,96
0,92

ٓؼخَٓ حُؼزخص أُلخ ًَٗٝزخم ُٔلخ ٍٝحٓ٫ظزخٗش

ٝكٟٞ ٢ء ٗظخثؾ ٓؼخٓ٬ص حُؼزخص ُٔلخ ٍٝحٓ٫ظزخٗش حٍ٧رغ
حَُثٔ٤ش حُٟٔٞلش رخُـي ٍٝحُٔخرن ك٤غ ًخٗض َٓطلؼش ك٢
ًَ حُٔلخٝ ،ٍٝطَحٝكض ٓخرًٔ .0.97 ٝ 0.86 ٖ٤خ ٣ظ٠ق
ٖٓ حُـيٍ ٍٝهْ ( )1إٔ ٓؼخَٓ ػزخص ح٧ىحس حٌَُِٓ ٢طلغ رِؾ
0,92
ٌٛ ٝح ٣ؼ٘ ٢إٔ أىحس حُو٤خّ (حٓ٩ظزخٗش) ػخرظش ريٍؿش ًزَ٤س ٝ
ػًُِ ٠ي ك٘ٓ ٢ٜخٓزش  ٝكخػِش  ٌٖٔ٣ ٝططز٤وٜخ رؼوش.
حَُٔكِش حُؼخُؼش :حُظطز٤ن ػِ ٠ػ٘٤ش حُزلغ
طْ ططز٤ن حٓ٫ظزخٗش ػِ ٠ػ٘٤ش ػ٘ٞحث٤ش ٓظـخٗٔش ٖٓ حُٔؼِٖٔ٤
ػيىٛخ (ٓ 50ؼِٔخً) ٖٓ ٓي٘٣ش ؿيس رخٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش
ُ ٝظلَ ١حُٟٞٞف هخٓض حُزخكؼش رخُظطز٤ن ر٘لٜٔخ ػًَِ ٠
كَى ٖٓ أكَحى حُؼ٘٤ش ٓؼظٔيس ػِ ٠حُٜٔ٘ؾ حُٛٞل ٠حُظلِ.٠ِ٤
حَُٔكِش حَُحرؼش :حُٔؼخُـش ح٩كٜخث٤ش  ٝحٓظوَحؽ حُ٘ظخثؾ
ك ٢هطٞطٔٛ ٖ٤خ:
ً
اٌّؼبٌجخ اإلدصبئٍخٗ :ظَح ُطز٤ؼش حُيٍحٓش حُٛٞل٤ش
حُظلِ٤ِ٤شٝ ،حٌُ٣ ١ؼظٔي ػِ ٠ؿٔغ حُٔؼِٓٞخص ك ٍٞحُظٞحَٛ
حُٔيٍٓٝش ٜ٣ٝلٜخ ً٤ل٤خ ًٔٝخ ُٟٞ٤ق ىٍؿش حٍطزخٜ١خ
رخُٔظـَ٤حص حُٔوظِلش ُِيٍحٓش كوي طْ حٓظويحّ حُظٌَحٍحص ٝ
حُ٘ٔذ حُٔج٣ٞش ُظلي٣ي ح٧ىٝحص حُظ٣ ٢لظخؿٜخ حُٔؼِْ ك٢
حُل َٜح٫كظَح.٢ٟ
 ٝرخُ٘ٔزش ُِٜٔخٍحص كو ٢طْ كٔخد ٜٓ ًَ ُٕٝخٍس ٖٓ
حُٜٔخٍحص رظطز٤ن حُٔؼخىُش:
 ُٕٝحُٜٔخٍس = ٓـٔٞع (حُظٌَحٍحص Xحُ /)ُٕٞػيى
حُٔلل.ٖ٤ٛٞ
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ٝرخػظزخٍ إٔ حهظ٤خٍ "ػخُ "٢رؼ٬ع ىٍؿخصٓ" ،ظ"٢ٓٞ
ريٍؿظ٘ٓ" ،ٖ٤ول "ٞريٍؿش ٝحكيس" ،ؿ "ْٜٓ َ٤رٜلَ،
ثُ ثزذًٍٍ إٌزبئج ح٩كٜخث٤ش ٓ٫ظزخٗخص حُٔلل ٖ٤ٛٞطٔض
ح٩ؿخرش ػِ ٠أٓجِش حُزلغ ػْ اهَحؽ حٍُٜٞس حُٜ٘خث٤ش ُوخثٔش
حُٜٔخٍحص حُٔطِٞرش ٖٓ حُٔؼِْ اطوخٜٗخ ك ٢حُل َٜح٫كظَح.٢ٟ

طِٛٞض حُزخكؼش اُ ٠ػيى ٖٓ حُ٘ظخثؾ  ٝحُظ ٢طؼي اؿخرخص
ٓ٧جِش حُزلغ  ٝطظِو ٚك ٢ح٥ط:٢
أ :ً٫ٝحُ٘ظخثؾ ح٩كٜخث٤ش
رَٔحؿؼش حُ٘ٔذ حُٔج٣ٞش ُ٨ىٝحص حُظ٣ ٢لظخؿٜخ حُٔؼِْ ك٢
حُل َٜح٫كظَح ٢ٟك ٢حُؤْ ح ٖٓ ٍٝ٧حٓ٫ظزخٗش

ٔزبئج اٌٛسلخ اٌجذثٍخ ِٕٚبلشزٙب:
ؿي2ٍٝ

ّ

اكظ٤خؿخص حُٔؼِٔ ٖ٤كٔذ آٍحءْٛ

ح٧ىٝحص حُظ٣ ٢لظخؿٜخ حُٔؼِْ ك ٢حُل َٜح٫كظَح٢ٟ
ُٞكش ر٠٤خء َ٘٣ف ػِٜ٤خ حُيٍّ  ٝأىٝحص ًظخرش ٓؼَ هِْ ٔٓ ،لخس ،أىٝحص ٍْٓ...اُن
اىهخٍ ػَ ٝطوي( ٢ٔ٣رٍٞر٘٣ٞض) أ ٍٞٛ ٝط٤ٟٞل٤ش ُ٘٤خٛيٛخ حُط٬د ػِ ٠حُِٞف
ح٧ر ٞ٤ح٫كظَح.٢ٟ
٣لظخؽ حُٔؼِْ ك ٢حُل َٜح٫كظَح ٢ٟاٌَُ٤ٓ ٠ك٤ُ ٕٞظليع رٓ ٚغ ٬١ر.ٚ
٣لظخؽ حُٔؼِْ إٔ ٬١ َٟ٣ر َٚٗٝ٣ ٝ ٚأ٠٣خ ً.
اىحٍس ٟ ٝز ٢حُط٬د ك ٢حُٜق حُظؼِ ٢ٔ٤ػٖ رُؼي ٓؼَ ػيّ حُٔٔخف ُ ْٜرخ٧كخى٣غ
حُـخٗز٤ش أ ٝػيّ حُٔٔخف ً٧ؼَ ٖٓ ١خُذ رخُظليع رخٌَُٔ٤ك ،ٕٞأ ٝحٌُظخرش ػِ ٠حُِٞف
ح٧ر.ٞ٤
طزخىٍ حٍٝ٧حم ر ٖ٤حُٔؼِْ  ٝحُط٬د أػ٘خء حُلٜش  ٝػَٜٟخ ػِ ٠حُِٞف اًح ُِّ ح.َٓ٧
طٔـٓ َ٤خىحٍ ك ٢حُلٜش ٓؼَ طٔـٓ َ٤خ ًظذ ػِ ٠حُِٞف ح٧ر ،ٞ٤طٔـ َ٤طٞه٤ض
حُل ٝ ٍٞ٠حُـ٤خد  ٝطلي٣ي حُط٬د حُٔظؤهَٓ ،ٖ٣ؼَكش حُلٞحٍحص حُـخٗز٤ش ر ٖ٤حُطِزش.
ح٩كٔخّ ح٫ؿظٔخػ ٢رخُظلخػَ ٓغ حُط٬د أػ٘خء حُلٜش ٓؼَ ٍكغ أ٣يُِ٘ٔ ْٜ٣خًٍش،
حُ٠لي ،حُظٜل٤ن ،حُوز ،ٍٞحَُك ،ٞحَُٟخ........اُن
طؼِ ِ٣آىحء حُط٬د حُٔظٔ ٝ ٖ٣ِ٤ط٘ـ٤غ حُٔولوْٜ٘ٓ ٖ٤
حُيه ٍٞػِ ٠حُ٘زٌش حُؼٌ٘زٞط٤ش ٓؼَ حُيه ٍٞػِ ٠حُٔوظزَ ح٩كظَح٩ ٢ٟؿَحء رؼٞ
حُظـخٍد ،أ ٝحُيه ٍٞػِ ٠أكي حُٔظخكق حُظو٤ِ٤ش  ,أ ٝحُزلغ ك ٢حُ٘زٌش حُؼٌ٘زٞط٤ش
ُـٔغ رؼ ٞحُٔؼِٓٞخص.
طؤ ْ٤حُط٬د آُ ٠ـٔٞػخص طؼخ٤ٗٝش ٩ؿَحء ٜٓٔخص ٓليىس كٝ ٢هض ٓليى ٓغ طٞكَ
ًَ ح٧ىٝحص حُظ ٢طلظخؿٜخ ًَ ٓـٔٞػش.
اؿَحء رؼ ٞح٩هظزخٍحص حُوَ٤ٜس  ٝطٜل٤ق حٍٝ٧حم ٝاػ ٕ٬حُ٘ظخثؾ  ٝكلظٜخ .
ٓظخرؼش ُٖٓ حُلٜش  ٝحُظلٌْ ك ُٖٓ ٢ح٩هظزخٍحص.
طيٍ ْٜٔ٣أ ١رَٗخٓؾ كخٓٞرٓ ٢ؼَ طيٍ٣ز ْٜػِ ٠رَٗخٓؾ أًَ ًُ ٝي رلظق حُزَٗخٓؾ
ُي ٟحُٔؼِْ ػْ اػطخء حُط٬د ح ًٕ٩رخُؼَٔ ٖٓ ه ٍ٬كخٓٞد حُٔؼِْ حُ٘و ٢ٜأٖٓ ٝ
ه ٍ٬كخٓٞد أ١ ١خُذ
حُٔظ ٢ٓٞحُلٔخرُِٔ٘ ٢ذ حُٔج٣ٞش

أٝحكن
38

%
100%

 ٫أٝحكن
0
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0%
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82%

7

18%
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95%

2

5%
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2
0

5%
0%

30

79%

8

21%

90%

10%

ؿي ٍٝأىٝحص حُٔؼِْ ىحهَ حُل َٜح٫كظَح٢ٟ

ٖٓ حُـيٗ ٍٝـي إٔ حُ٘ٔذ حُٔج٣ٞش ُِٔٞحكوش ػِ ٠هخثٔش ح٧ىٝحص طظَحٝف ر ٝ %100 -%76 ٖ٤رلٔخد حُٔظ ٢ٓٞحُلٔخرٌُٜٙ ٢
حُ٘ٔذ  ٝحٌُٔ٣ ١خٓ ٞٛ ٝ ،)%90( ١ٝخ٣ؼ٘ ٢إٔ ح٧ىٝحص حًٌٍُٔٞس طُؼي  ٢ٛح٧ىٝحص حٓ٧خٓ٤ش  ٝحَُٔؿلش ٖٓ ٝؿٜش ٗظَ
حُٔؼِٔ.ٖ٤
 رَٔحؿؼش حُ٘ٔذ حُٔج٣ٞش ٜٓ ًَ ُٕٝ ٝخٍس ُِؤْ حُؼخٗ ٖٓ ٢حٓ٫ظزخٗش (ؿي :)3ٍٝحٗظَ حُظخُ٢

) (496
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طَِٔٔ

طٌَحٍ

%

طٌَحٍ

%

طٌَحٍ

%

طٌَحٍ

%

 ُٕٝحُٜٔخٍس

ٓٔظ ٟٞح٤ٔٛ٧ش ٖٓ ٝؿٜش ٗظَ حُٔؼِٖٔ٤
ٓ٘ولٞ
ٓظ٢ٓٞ

حُظؼخَٓ ٓغ حُِٞف ح٧ر ٞ٤ح٫كظَح٤ً ٝ ٢ٟل٤ش
حٓظويحّ أىٝحط٤ً ٝ ٚل٤ش كظق ٓزٍٞحص ؿي٣يس ػ٘ي
حُلخؿش.
حُويٍس ػِ ٠اىهخٍ حُؼَ ٝٝحُظوي٤ٔ٣ش  ٝحٍُٜٞ
اُ ٠حُل َٜح٫كظَح ٝ ٢ٟػَٜٟخ ػِ ٠حُِٞف
ح٧ر.ٞ٤
حُظؼخَٓ ٓغ ٗخكٌس حُٜٞص  ٝحُظلٌْ ك ٢أىٝحطٜخ.

32

%84

6

%16

0

%0

0

%0

2.84

26

%68

12

%32

0

%0

0

%0

2.68

30

%79

8

%21

%0

0

%0

2.79

حُظلٌْ ك ٢حٌُخَٓ٤ح  ٝاىحٍطٜخ ر ٖ٤حُط٬د.

27

%71

9

%24

2

%5

0

%0

2.66

اىحٍس ٟ ٝز ٢حُٔ٘خًٍخص حُٜل٤ش ر ٖ٤حُط٬د
رخُظلٌْ كٗ ٢خكٌس حُٔ٘خًٍ ٖ٤حُط٬د ٗ ٝخكٌس
حُٜٞص ٝاىحٍس حٌُخَٓ٤ح ر.ْٜ٘٤

34

%89

4

%11

0

%0

1

%3

2.89

طزخىٍ حُِٔلخص ر ٖ٤حُٔؼِْ ٬١ٝر ٝ ٚكلظٜخ ػِ٠
كٞحٓ٤ز.ْٜ

31

%82

4

%11

2

%5

0

%0

2.71

حُللع  ٝحُطزخػش ُ٘ٞحكٌ حُل َٜح٫كظَحٗ( ٢ٟخكٌس
حُِٞف ح٧رٗ ،ٞ٤خكٌس حُط٬دٗ ،خكٌس حُيٍىٗش).

30

%79

8

%21

0

%0

0

%0

2.79

حُظلخػَ ح٫ؿظٔخػ ٢حُٔظزخىٍ ر ٖ٤حُٔؼِْ  ٝحُط٬د
رخٓظويحّ أٌٗٞ٣خص حُظؼز َ٤حٔٗ٩خٗ ٢حُٔظٞكَس ك٢
حُل.َٜ

33

%87

5

%13

0

%0

0

%0

2.87

33

%87

5

%13

0

%0

0

%0

2.87

26

%68

10

%26

2

%5

0

%0

2.63

28

%74

9

%24

1

%3

0

%0

2.71

28

%74

9

%24

1

%3

0

%0

2.71

31

%82

4

%11

3

%8

1

%3

2.74

26

%68

8

%21

3

%8

0

%0

2.55

حُٜٔخٍحص حُٔطِٞرش ٖٓ حُٔؼِْ حطوخٜٗخ ٌُ ٢طظلون
اكظ٤خؿخط ٝ ٚأٛيحك ٚحُظيٍ٤ٔ٣ش ىحهَ حُلَٜ
ح٩كظَح٢ٟ

حٓظويحّ أٌٗٞ٣خص حُظؼُِ ِ٣ظ٘ـ٤غ حُط٬د
حُٔظٖٔ٣ِ٤
حُظـٞحٍ ك ٢حُ٘زٌش حُؼٌ٘زٞط٤ش ٖٓ ىحهَ حُلَٜ
ح٫كظَحُِٔ ٢ٟؼِْ أ ٝحُطخُذ.
طؤ ْ٤حُط٬د حُٔظٞحؿي ٕٝك ٢حُل َٜح٫كظَح٢ٟ
آُ ٠ـٔٞػخص طؼخ٤ٗٝش ٤ً ٝل٤ش اىحٍس ٌٙٛ
حُٔـٔٞػخص ػٖ رُؼي.
حُظوٝ ْ٤٤اػيحى ح٫هظزخٍحص ىحهَ حُلَٜ
ح٫كظَح.٢ٟ
حُظلٌْ ك ُٖٓ ٢حُلٜش  ُٖٓ ٝح٩هظزخٍىحهَ
حُل َٜح٫كظَح. ٢ٟ
حُظؼخَٓ ٓغ حُظطز٤وخص حُٔ٘ظًَش رًٔ ٖ٤زٞ٤طَ
حُٔؼِْ ًٔ ٝزٞ٤طَحص حُط٬د.

ػخُ٢

ؿْٜٓ َ٤

ؿيٜٓ ٍٝخٍحص حُٔؼِْ ىحهَ حُل َٜح٫كظَح٢ٟ

ٗـي إٔ  ُٕٝحُٜٔخٍحص ؿٔ٤ؼٜخ ٣ظَحٝف ٓخر، 2,7 - 2,9 ٖ٤
أٓخ حُ٘ٔذ حُٔج٣ٞش ُٜخ كظظَحٝف رٌٛ ٝ %68 - %84 ٖ٤ح
٣ؼ٘ ٢إٔ حُٜٔخٍحص حًٌٍُٔٞس طُؼي  ٢ٛحُٜٔخٍحص حٓ٧خٓ٤ش ٝ
حُٔطِٞرش ٖٓ ٝؿٜش ٗظَ حُٔؼِٔ.ٖ٤

رخُ٘ٔزش ُيٍؿش ٗـخف حُٔؼِْ ك ٢حُل َٜح٫كظَح ٢ٟػ٘ي
حٓظويحّ  ٌٙٛح٧ىٝحص ك ٢حُـي ٝ )2( ٍٝرخطوخُٗ ٚظِي
حُٜٔخٍحص حُظو٘٤ش حٓٞؿٞىس ك ٢حُـي )3( ٍٝك ٢ٜطظ َٜك٢
حُـي )4( ٍٝح٥ط٢
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ىٍؿش ٗـخف حُٔؼِْ
ٓظ٢ٓٞ

ػخُ٢

حُٔـــــــــــــئحٍ

طٌَحٍ
اُ ٠أ ١ىٍؿش ُِٔ ٌٖٔ٣ؼِْ اىحٍس ٟ ٝز ٢حُط٬د ىحهَ حُل َٜح٩كظَح ٢ٟاًح أٓظِي ح٧ىٝحص
 ٝأطوٖ طِي حُٜٔخٍحص؟

%

26

طٌَحٍ

12 68%

%
32%

ٓ٘ولٞ
طٌَحٍ
0

%
%0

ٗٔزش ٗـخف حُٔؼِْ ك ٢اىحٍس حُل َٜح٫كظَح٢ٟ

ٗـي إٔ ٓٔظ ٟٞاىحٍس ٟ ٝز ٢حُط٬د ك ٢حُل َٜح٫كظَح٢ٟ
ر ٌٜٙح٧ىٝحص  ٝرخطوخٕ طِي حُٜٔخٍحص .أؿخد حُٔللٝ ٖ٤ٛٞ

رظوي َ٣ػخُ ٢ر٘ٔزش  ٖٓ %86حُٔؼِٔ ، ٖ٤رٔ٘٤خ ٖٓ %23
حُٔؼِٔ ٖ٤أهظَٕ "ٓظ"٢ٓٞ

ؿي5ٍٝ

ىٍؿش ٗـخف حُٔؼِْ
ٓظ٢ٓٞ

ػخُ٢

حُٔـــــــــــــئحٍ

طٌَحٍ
اُ ٠أ ١ىٍؿش ُِٔ ٌٖٔ٣ؼِْ إٔ ٘٣ـق ك ٢حُظيٍ ْ٣أ ٝحُظيٍ٣ذ ػٖ رُؼي ىحهَ حُل َٜح٩كظَح٢ٟ
اًح أٓظِي ح٧ىٝحص  ٝأطوٖ طِي حُٜٔخٍحص؟

28

%
74%

طٌَحٍ
10

%
26%

ٓ٘ولٞ
طٌَحٍ
0

%
%0

ٗٔزش ٗـخف حُٔؼِْ ك ٢حُظيٍ ٝ ْ٣حُظيٍ٣ذ ك ٢حُل َٜح٫كظَح٢ٟ

 ٝرخُ٘ٔزش ُٔٔظ ٟٞطٌٔ ٖ٤حُٔؼِْ ٖٓ حُظيٍ ٝ ْ٣حُظيٍ٣ذ ك٢
حُل َٜح٫كظَح ٢ٟاًح أٓظِي  ٌٙٛح٧ىٝحص  ٝحطوٖ طِي
حُٜٔخٍحص .كؤؿخد حُٔلل ٝ ٖ٤ٛٞرظوي َ٣ػخُ ٢ر٘ٔزش %74
ٖٓ حُٔؼِٔ ، ٖ٤رٔ٘٤خ  ٖٓ %26حُٔؼِٔ ٖ٤أهظَٕ "ٓظ"٢ٓٞ
ػخٗ٤خ ً :طلِ َ٤حُ٘ظخثؾ
ئجبثخ اٌضإاي األٚيٓ :خ  ٢ٛح٧ىٝحص حُٔظٞكَس ُِٔؼِْ ك٢
حُل َٜح٫كظَح ٢ٟ؟
رخَُؿٞع اُٗ ٠ظخثؾ حُـيٗ )2( ٍٝـي إٔ أ ْٛح٧ىٝحص حُظ٢
٣لظخؿٜخ حُٔؼِْ ك ٢حُل َٜح٫كظَحًُ ٝ ٢ٟي ٖٓ هٍ٬
حُظطز٤ن ٓغ حُٞحهغ حُلؼِ ٝ ٢رخٓ٫ظ٘خى اُ ٠حُٜٔخىٍ ٗـي إٔ
ح٧ىٝحص ًخُظخُ:٢
أىٝحص حُل َٜح٫كظَح٢ٟ
 ٠ٛٝح٧ىٝحص حُظ ٠طٌٖٔ حُٔؼِْ ٖٓ حُو٤خّ ري ٍٙٝك ٠حُؼِٔ٤ش
حُظؼِ٤ٔ٤ش ػِ ٠أًَٔ ٝؿٝ ، ٚطوظِق ك ٠حُل ٍٜٞح٫كظَح٤ٟش
ُ٣خىس ٗٝوٜخ ً ٘ٛ ٌُٖٝخى كي ٓظؼخٍف ػِ ٖٓ ٚ٤ح٧ىٝحص
حٓ٧خٓ٤ش ٝ ،هي أؿِٜٔخ ًَ ٖٓ (رىفٍق 30222 ،يشجع
سبثق)( ،صٌزىٌ 30222 ،يشجع سبثق)( ،يشكض انزعهى
انًفزىح 30222 ،يشجع سبثق) ك ٢ح٥ط3٢
األداح األٌٚى :التحاٚس اٌّجبشش ػٍى اٌشجىخ Internet
Relay Chat
طظ٤ق  ٌٙٛح٧ىحس آٌخٗ٤ش حُظٞح َٛحُٔزخَٗ  ٝرٌَ٘ ك ١ٍٞرٖ٤
ٗو ٖ٤ٜأ ٝأًؼَ ػزَ ٗزٌخص حٌُٔزٞ٤طَ ًُ ٝي رٌظخرش
حَُٓخثَ  ٝحُُ٘ٞ ٖٓ ٜٙٞكش حُٔلخط٤ق ك ٢حٌُٔخٕ
حُٔوُٜ ٜٚخ ٖٓ ٢ٛٝ ،ح٧ىٝحص حُلؼخُش حُظ ٢طوِن حُؼي٣ي
ٖٓ كَ ٙحُظؼِْ ٝطزخىٍ حُوزَحص ر ٖ٤حُٔ٘خًٍ ٖٓ ٖ٤هٍ٬

حُٔ٘خه٘خص حُـٔخػ٤ش ٝطٔخٍ ٖ٣حُؼٜق حٌُٝ ٢٘ٛأٗ٘طش كَ
حٌُٔ٘٬ص حُظ٣ ٢ظزخىُٜٗٞخ ٓٔظويٓ ٌٙٛ ٖ٤ح٧ىحس (سعبدح و
انسشطبوي)0222 ،
األداح اٌثبٍٔخ :الصوث المباشر مع المرئياث Real- Time
Audio with Visuals
طظٔؼَ ك ٢حُويٍس ػِ ٠حُظليع ٓغ حُٔظيٍر ٖ٤ػٖ ٣َ١ن
ٗزٌخص حٗ٩ظَٗض (ٝ )internetحٗ٩ظَحٗض ( )intranetوفٍهب
ًٌكٍ اسزخذاو انصىد انًجبشش فً انىقذ انذقٍقً يع
انًشئٍبدٝ ،طظْٔ أىحس حُٜٞص ٓغ حَُٔث٤خص رخ٫طٜخ٫ص
حُ٘٘طش حُلؼخُش رل٤غ ٣ظؼٔن حُٔظيٍر ٕٞك٘ٓ ٢خه٘ش حُٟٔٞٞع
ٔ٣ٝظٞػز ٚٗٞؿ٤يح رخٓظويحّ ه٘خط( ٖ٤انصىد وانصىسح) كًب
ٌزى دعى انًعهىيبص حَُٔث٤ش رخَُٓخثَ حُِلظ٤ش حُظلخػِ٤ش حُظ٢
طزَُ كٜ٤خ أ٤ٔٛش طـ َ٤٤ىٍؿخص حُٜٞص ٝحُ٘زَحص ٝحَُٔػش.
األداح اٌثبٌثخ :اللوحت أو السبورة اإلٌىزشٍٔٚخ
Board

Dash

 ٢ٛٝح٧ىحس حَُث٤ٔ٤ش ك ٢حُظطز٤وخص حُٔ٘ظًَش  ٢ٛحُِٞكخص
حٌُ٩ظَ٤ٗٝش ٝحُظ ٢ط٘ز ٚطٔخٓخ ً حُٔزٍٞحص حُز٠٤خء حُٔؼَٝكش
ٝحُظ ٢طؼط ٢حُٔؼِْ  ٝحُط٬د حُٔظيٍر ٖ٤آٌخٗ٤ش حٌُظخرش
ٝاريحء حُٔ٬كظخص ٝحَُْٓ ٝحُِٜن ػِٜ٤خ ٌٛح رخٟ٩خكش اُ٠
آٌخٗ٤ش كلع ٓلظ٣ٞخطٜخ أٗ ٝوِٜخ اُ ٠أكي ٓ٘ظي٣خص حُٔ٘خه٘خص
حُٔزخَٗس ،أ ٝآٍخُٜخ رخُزَ٣ي حٌُ٩ظَ ٖٓ ٢ٗٝحُط٬د اُ٠
حُٔؼِْ أ ٝرخُؼٌْ.
األداح اٌشاثؼخ:
Applications
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حُٔوٜٞى رخُظطز٤وخص حُٔ٘ظًَش  ٞٛطٌٔ ٖ٤حُط٬د حُٔظيٍرٖ٤
ٖٓ حُٔ٘خًٍش ٓغ ح٥هَ ٖ٣ك ٢حُؼَٔ ػِ ٠أكي حُزَحٓؾ
حُظطز٤و٤ش حُٔٞؿٞىس ػِ ٠حٌُٔزٞ٤طَ ٓؼَ حُـيح ٍٝحٌُ٩ظَ٤ٗٝش
حُٔلظٞكش  Spreadsheetsأ ٝأكي حُؼَ ٝٝحُٜٔٔٔش
رزَٗخٓؾ ( )PowerPointأو اسزخذاو انهىدخ اإلنكزشوٍَخ
عهى انشجكخ ،و ٌزى رنك ثإرٌ انًعهى.

ُِٔ ٝؼِْ ك ٢حُـَف حُـخٗز٤ش (ؿَف حُظؼِْ حُظؼخ )٢ٗٝحُويٍس
ػِ ٠حٗ٫ظوخٍ ر ٖ٤حُـَف حُوخٍؿ٤ش  ٝىهُٜٞخ  ٝحُـِٓ ّٞغ
أػ٠خءٛخ ٍ ٝإ٣ش حُٔلظ ٟٞك ٢ؿٔ٤غ حُـَف ٘ٓ ٝخٛيس
حُٔزٍٞس حُز٠٤خء ٌَُ ٓـٔٞػش ػْ حُؼٞىس اُ ٠حُـَكش حَُثٔ٤ش،
ًٔخ  ٌٚ٘ٔ٣اىحٍس حُٔ٘خًٍ ٖ٤ر٘وَ أكي ٖٓ ْٛؿَكش اُ ٠أهَ.ٟ

األداح اٌخبِضخ :مشاركت سطح المكتب والملفاث

ئجبثخ اٌضإاي اٌثبًٔٓ :خ حُٜٔخٍحص حُظو٘٤ش حُظ٘٣ ٢زـ ٢إٔ
٣ظوٜ٘خ حُٔؼِْ ىحهَ حُل َٜح٫كظَح ٢ٟ؟

طٌٖٔ  ٌٙٛح٧ىحس ُوخثي حُل( َٜحُٔؼِْ) ٖٓ ٓ٘خًٍش ٓطق
حٌُٔظذ ٓغ حُط٬د رؼي إٔ ٣و ّٞربػطخث ْٜح ًٕ٩رٌُي  ٖٓٝػْ
٣و ّٞرظزخىٍ حُِٔلخص ٓؼ ْٜأ ٝكلظٜخ أ١ ٝزخػظٜخ.

 ٌٙٛرؼ ٞأٗٞحع حُِٔلخص حُظ ٌٖٔ٣ ٢اىهخُٜخ اُ ٠حُل َٜح٫كظَح٢ٟ

األداح اٌضبدصخ :اٌزصفخ ػجش االٔزشٔذ
طؼط ٌٙٛ ٢ح٧ىحس آٌخٗ٤ش طٜلق حُ٘زٌش حُؼٌ٘زٞط٤ش ٖٓ هٍ٬
حُل َٜح٫كظَحًُ ٝ ٢ٟي رٌظخرش حُؼ٘ٞحٕ ( )URLانًطهىة
فً انًكبٌ انًخصص نهُِٔ ٌٖٔ٣ ٝ ،ؼِْ حٓظويحّ ٌٙٛ
حُوخ٤ٛش ًٌُ ٝي حُطخُذ ٌُٖ اًح ٓٔق ُٓ ٚؼِٔ( ٚهخثي
حُل ٝ ،)َٜػخىس ٓخ طٌ ٌٙٛ ٕٞح٧ىحس ُٜخ أٌٗٞ٣ش ػٌَِٗ ٠
حٌَُس ح٤ٍٟ٧ش ًَِٓ ُ٪رلخٍ كُٜٞخ
األداح اٌضبثؼخ :االختباراث القصيرة واستطالع الرأي
طؼط ٌٙٛ ٢ح٧ىحس ُوخثي حُـِٔش ك ٢حُل َٜح٫كظَح ٢ٟآٌخٗ٤ش
اؿَحء حهظزخٍ ه َ٤ٜأ ٝحٓظط٬ع ٍأ٣ ١و ْ٤رٗ ٚـخف حُـِٔش
ٓٝي ٟطلون أٛيحكٔ٣ ٝ ٚظط٤غ حُل ٍٜٞػِ ٠حُ٘ظخثؾ ٓزخَٗس
 ٝرٌَ ُٜٞٓ ٝ َٔ٣شٝ ،طظ٤ق ُ ٚاٗ٘خء أٓجِش ٟٓٞٞػ٤ش ك٢
أٗٞحع ٓليىس  ٢ٛٝاالخزٍبس يٍ يزعذد و أسئهخ انصخ و انخطأ
 ٝحٓ٧جِش حُوَ٤ٜس ح٩ؿخرش ٝ ،رٜخ ٔ٣ظط٤غ طٌ ٖ٣ٞػيى ًزَ٤
ٖٓ حٓ٧جِش ػْ ػَٜٟخ ػِ ٠حُيحٍٓ ٖ٤ك ٢حُل َٜح٫كظَح٢ٟ
ػْ طٜل٤لٜخ  ٝحٓظوَحؽ حُ٘ظخثؾُٔ ٝ ،ي َ٣حُـِٔش كَ٣ش
ػَ ٝحُ٘ظخثؾ ُِيحٍٓ ٖ٤أ ٝح٫كظلخظ رٜخ ُ٘لٔ.ٚ
األداح اٌثبِٕخ :الغرف الخارجيت Breakout Rooms
 ٌٙٛ ٝح٧ىحس طؼط ٢هخثي حُـِٔش (حُٔؼِْ) آٌخٗ٤ش طؤْ٤
حُٔٞؿٞى ٖ٣ك ٢حُـَكش حُٜل٤ش آُ ٠ـٔٞػخص ؿخٗز٤ش  ،نزجبدل
اَساء و انزفبعم فًٍب ثٍٍ أعضبء انًجًىعخ انىادذحٝ ،
 ٌٖٔ٣طؼَ٣لٜخ رؤٜٗخ ؿَف هخٍؿ٤ش ُٜخ ٗلْ ٓٓ٬ق
ٞٓٝحٛلخص حُـَكش  ،طُٔظويّ  ٌٙٛحُـَف ُظٔ َ٤ٜأٗ٘طش
ص هخٛش  ٝرٜخ ؿٔ٤غ أىٝحص
ٓـٔٞػش ٛـَ٤س أ ٝحؿظٔخػخ ٍ
حُل َٜح٫كظَح٣ ٫ ٌُٖٝ ٢ٟظْ طٔـِٜ٤خ.

حُٜٔخٍحص حُظو٘٤ش ُٔؼِْ حُل ٍٜٞح٫كظَح٤ٟش
رؼي حٓظؼَحٟ٘خ ُ٨ىٝحص حٓ٫خٓ٤ش ك ٠حُل َٜح٫كظَح٠ٟ
ٗـي إٔ  ٌٙٛح٫ىٝحص طظطِذ إٔ  ِْ٣حُٔؼِْ رٜٔخٍحص
حٓظويحٜٓخ ٓٞحء ػِٔٓ ٠ظ ٟٞح٧ىحء حُٞظ٤ل ٢أ ٝػِ٠
حُٔٔظ ٟٞحُِٓ٘ ٠ك ٠حٓظويحّ  ٌٙٛح٧ىٝحص  ،كٌ٣ ٬ل ٢إٔ
٣و ّٞرؼِٔ٤ش حُظ٘ـ َ٤رَ ٫ري ٝحٕ ٣ظوٖ حٓظويحّ ح٧ىحس حُٔ٘خٓزش
ك ٠حُٞهض حُٔ٘خٓذٓ ٞٛٝ ،خ ٌٔ٣ذ حُل َٜح٫كظَح ٠ٟك٣ٞ٤ش
حُظلخػَ كٔ٤خ ر ٖ٤حُٔؼِْ ٝحُٔظؼِْ ٝحُٔخىس حُؼِٔ٤ش.
ٝرؼي اؿَحء  ٌٙٛحُيٍحٓش حُزلؼ٤ش ٔٓ ٝخ ٓزن ػَٔٗ ٟٚظ٘ظؾ
إٔ ػِٓ ٠ؼِْ حُل َٜاطوخٕ ٓـٔٞػش ٖٓ حُٜٔخٍحص ٌُ٣ ٢ظٌٖٔ
ٖٓ حُظيٍ ٝ ْ٣اىحٍس حُل َٜح٫كظَح ٝ ٢ٟػيىٛخ ٜٓ 14خٍس
ٞٓ ٝ ،ف ٗٔظؼَ ٌٙٛ ٝحُٜٔخٍحص حُٔظؼِوش رخ٧ىٝحص
ح٫كظَح٤ٟش  ٝحُٔظٞكَس ر ٍٜٞػي٣يس :
ٜٓ .1خٍس حُظؼخَٓ ٓغ حُٔزٍٞس ح٫كظَح٤ٟش ٤ً ٝل٤ش
حٓظويحّ أىٝحطٜخ.
ٜٓ .2خٍس اىهخٍ حُؼَ ٝٝحُظوي٤ٔ٣ش  ٝحُٝ ٍٜٞ
حُٞػخثن ٓ ٝوخ١غ حُل٤ي ٞ٣اُ ٠حُل َٜح٫كظَحٝ ٢ٟ
ػَٜٟخ ػِ ٠حُِٞف ح٧ر ٞ٤ح٫كظَح.٢ٟ
ٜٓ .3خٍس حُظؼخَٓ ٓغ حُٜٞص  ٝحُظلٌْ ك ٢أىٝحط.ٚ
ٜٓ .4خٍس حُظلٌْ ك ٢حٌُخَٓ٤ح ىحهَ حُلَٜ
ح٫كظَح.٢ٟ
ٜٓ .5خٍس ٟز ٝ ٢اىحٍس حُط٬د ك ٢حُلَٜ
ح٫كظَح ٢ٟرخٓظويحّ ٗخكٌس حُٔ٘خًٍٗ ،ٖ٤خكٌس
حُيٍىٗش.
ٜٓ .6خٍس طزخىٍ حُٞػخثن  ٝحُِٔلخص ر ٖ٤حُٔؼِْ ٝ
حُط٬د ىحهَ حُل َٜح٫كظَح٤ً ٝ ٢ٟل٤ش كلظٜخ.
ٜٓ .7خٍحص حُللع  ٝحُطزخػش ُ٘ٞحكٌ حُلَٜ
ح٫كظَحٗ( ٢ٟخكٌس حُِٞف ح٧رٗ ،ٞ٤خكٌس حُيٍىٗش،
ٗخكٌس حُٔ٘خًٍ.)ٖ٤
ٜٓ .8خٍس حُظلخػَ ح٫ؿظٔخػ ٢حُٔظزخىٍ ر ٖ٤حُٔؼِْ ٝ
حُط٬د ىحهَ حُل َٜح٫كظَح ٢ٟرخٓظويحّ
ح٧ىٝحص حُٔظٞكَس ٌُٜح حُـَ.ٝ
ٜٓ .9خٍس حُظؼِ٥ ِ٣ىحء حُط٬د حُٔظٔ ٝ ٖ٣ِ٤ط٘ـ٤غ
حُٔولو.ٖ٤
ٜٓ .10خٍس حُظـٞحٍ ك ٢حُ٘زٌش حُؼٌ٘زٞط٤ش ٖٓ ىحهَ
حُل َٜح٫كظَح.٢ٟ
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ٜٓ .11خٍس طؤ ْ٤حُط٬د حُٔظٞحؿي ٕٝك ٢حُلَٜ
ح٫كظَح ٢ٟآُ ٠ـٔٞػخص طؼخ٤ٗٝش ٤ً ٝل٤ش اىحٍس
 ٌٙٛحُٔـٔٞػخص كٜ٤خ.
ٜٓ .12خٍس حُظو ٝ ْ٤٤اػيحى حٓظط٬ػخص حَُأٝ ١
ح٫هظزخٍحص حُوَ٤ٜس  ٝطٜل٤لٜخ ىحهَ حُلَٜ
ح٫كظَح.٢ٟ
ٜٓ .13خٍس حُظلٌْ ك ُٖٓ ٢حُلٜش حُيٍحٓ٤ش ُٖٓ ٝ
ح٫هظزخٍ.
ٜٓ .14خٍس حُظؼخَٓ ٓغ حُظطز٤وخص حُٔ٘ظًَش رًٔ ٖ٤زٞ٤طَ
حُٔؼِْ ًٔ ٝزٞ٤طَحص حُط٬د
ئجبثخ اٌضإاي اٌثبٌث  ٚاٌشاثغٔٛ ٝ :خ ًٔخ ٢ِ٣
 َٛطؼي حُٜٔخٍحص حُظو٘٤ش ُِٔؼِْ ػخٓٓ ٬ئػَحً ك ٠أىحٍس ٟٝز٢
حُط٬د ك ٠حُل َٜح٫كظَح ٠ٟ؟
 َٛطئػَ حُٜٔخٍحص حُظو٘٤ش ُِٔؼِْ ػِٜٓ ٠خٍحط ٚحُظيٍ٤ٔ٣ش
ىحهَ حُل َٜح٫كظَح ٢ٟ؟
ٗـي إٔ حُ٘ٔذ ك ٢حُـي )5( ، )4( ٍٝطؼزَ ػٖ طؤ٤٣ي حُٔؼِٖٔ٤
ُِظؤػ َ٤حُو ٌُٜٙ ١ٞحُٜٔخٍحص حُظو٘٤ش ػِ ٠آىحث ْٜىحهَ حُلَٜ
ح٫كظَح ٢ٟك٤غ طُؼي  ٌٙٛحُٜٔخٍحص حُـخٗذ حُظطز٤و ٢حُلؼِ٢
ٓ٫ظويحّ ح٧ىٝحص رٌَ٘ ٛل٤ق ٘ ٚزا ٌؼًٕ لذسح اٌّؼٍُ
ػٍى ضجظ  ٚئداسح اٌفصً ٚرّىٕٗ ِٓ اٌزذسٌش ثفؼبٌٍخ
ٌى ْٛثبِزالوٗ ٌزٍه اٌّٙبساد  ٚرٌه ِٓ ٚجٙخ ٔظشُ٘
وّؼٍٍّٓ .





حُو٤خّ ريٍحٓش حُلخؿخص حُظيٍ٣ز٤ش ك ٢طو٘٤خص حُظؼِْ٤
ػٖ رُؼي ُِٔؼِٔٝ ٖ٤حُٔؼِٔخص َُٔحكَ حُظؼِْ٤
حُٔوظِلش .
حُو٤خّ ريٍحٓش حُٔظطِزخص حٓ٧خٓ٤ش ُِظؼِْ٤
حٌُ٩ظَ ٢ٗٝحُلؼخٍ كٟٞ ٢ء ٓؼخ َ٤٣حُـٞىس حُ٘خِٓش
.
حُو٤خّ ريٍحٓش ُو٤خّ أػَ طيٍ٣ذ حُٔؼِٔ ٖ٤ػٌِٙٛ ٠
حُٜٔخٍحص ػِ ٠أىحث ْٜك ٢حُل َٜح٫كظَح٢ٟ
ٓوخٍٗش رؤىحث ْٜك ٢حُل ٍٜٞحُظوِ٤ي٣ش.
حُو٤خّ ريٍحٓش ُو٤خّ أػَ ططز٤ن رؼ ٞحٓظَحط٤ـ٤خص
حُظؼِْ حُظوِ٤ي ١ك ٢حُظؼِْ ػٖ رُؼي ػِ ٠حُظلَ٤ٜ
حُيٍحٓ٢

اٌّصبدس  ٚاٌّشاجغ






اٌزٛصٍبد
ك ٢ظَ حُ٘ظخثؾ حُظ ٢طِٛٞض اُٜ٤خ حٍُٞهش حُزلؼ٤ش ط٠ٛٞ
حُزخكؼش رخطوخً ح٩ؿَحءحص حُظ ٢طٔ ٖٓ ْٜطلؼ َ٤ى ٍٝحُٔؼِْ
ػزَ حُل ٍٜٞح٫كظَح٤ٟش  ٝحُظ ٢طظِو ٚك ٢ح٫ط:٠
ٍَٟٝ س طؼو٤ق حُٔؼِٔ ٝ ٖ٤طٌٔ ٖٓ ْٜ٘٤أىٝحص ٝ
آٌخٗخص حُظؼِْ ػٖ رُؼي  ٝحُل ٍٜٞح٫كظَح٤ٟش .
 طط َ٣ٞحٓظَحط٤ـ٤خص حُظيٍ ْ٣رٔخ ٣ظ٘خٓذ ٓغ ٗظخّ
حُظؼِ ْ٤ػٖ رؼي.
 طيٍ٣ذ ٬١د ٓؼخٛي حُٔؼِٔ ٖ٤ػِ ٠أٓخٓ٤خص
حُظؼخَٓ ٓغ حُظو٘٤ش حُلي٣ؼش ٝػًِ ٠خكش ح٧ىٝحص
حُـي٣يس ٝحُٔظطٍٞس ك ٢حُل ٍٜٞح٫كظَح٤ٟش .
 طيٍ٣ذ حُط٬د ػِ ٠حُٔ٘خًٍش ك ٢حُظؼِْ حُـٔخػ٢
ػٖ رُؼي ًٌُٝي ٓ٘خًٍش حُٔؼِْ ك ٢طٞؿٝ ٚ٤اىحٍس
ػِٔ٤ش حُظؼِْ.
ٟٝ غ رَحٓؾ ُظيٍ٣ذ حُٔؼِٔ ٖ٤ػِ ٠ح٧ىٝحص
حُظ ٢طويّ حُلٍٜٞ
ٝحُزَحٓؾ حُٔظطٍٞس
ح٫كظَح٤ٟش
اٌذساصبد اٌّمزشدخ :كٟٞ ٢ء حُ٘ظخثؾ طوظَف حُزخكؼش حُو٤خّ
رخ٧رلخع حُظخُ٤ش:
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طٞك٤ن ،ػزيحَُكٖٔ .2003 .حُظيٍ٣ذ ػٖ رُؼي
رخٓظويحّ حٌُٔزٞ٤طَ  ٝحٗ٫ظَٗضٞٓٞٓ .ػش حُظيٍ٣ذ
 ٝحُظ٘ٔ٤ش حُزَ٘٣ش ،حُـِء حُوخْٓ ،حُطزؼش حُؼخٗ٤ش،
ٓ ،َٜحُوخَٛس ًَِٓ .حُوزَحص حُٔ٤ٜ٘ش ُ٪ىحٍس.
هِ٤ق .2009 .َ٤ُٛ ،طو ْ٤٤طـَرش حٓظويحّ
حُل ٍٜٞح٫كظَح٤ٟش ُظيٍِ١ ْ٣زش حُؼخٗ٣ٞش حُؼخٓش،
ٓئطَٔ حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ك ٢حُوَٕ حُلخى١
ٝحُؼَ٘ ،ٖ٣ؿخٓؼش حُ٘ـخف حُ٤٘١ٞش  ،كِٔط،ٖ٤
ٗخرِْ.
ُ٣ظ ،ٕٞكٖٔٛ1425 .ـ .حُظؼِْ حٌُ٩ظَ:٢ٗٝ
حُٔل ،ّٜٞحُو٠خ٣خ ،حُظطز٤ن ،حُظو .ْ٣ٞحُطزؼش ح،٠ُٝ٧
حُٔؼٞى٣ش ،حَُ٣خ ،ٝحُيحٍ حُُٜٞظ٤ش َُِ٘٘ ٝ
حُظ٣ُٞغ.
ُ ٖ٣حُيٓ ،ٖ٣لٔيً .لخ٣خص حُظؼِ ْ٤حٌُ٩ظَ،٢ٗٝ
حُطزؼش ح ،٠ُٝ٧حُٔؼٞى٣ش ،جذح ،خىاسصو انعهًٍخ
نهُشش.0222،
حُٔخُْ ،حكٔي ٓلٔي ٛ1424 .ـ .طٌُ٘ٞٞؿ٤خ حُظؼِْ٤
ٝحُظؼِ ْ٤حٌُ٩ظَ , ٢ٗٝحُطزؼش ح ،٠ُٝ٧حُٔؼٞى٣ش،
حَُ٣خٌٓ , ٝظزش حَُٗي.
حُٔز٤ؼ ٠٘ٓ ،٢ر٘ض كٔ٤ي ٛ1430 .ـٝ .حهغ
حُٜٔخٍحص حُظيٍ٤ٔ٣ش ُؼٞ٠حص ٤ٛجش حُظيٍ ْ٣رٌِ٤ش
حُؼِ ّٞحُظطز٤و٤ش كٟٞ ٢ء ٓؼخ َ٤٣حُـٞىس حُ٘خِٓش
ٖٓ ٝؿٜش ٗظَ ١خُزخص ؿخٓؼش أّ حُوَ ٟـ ؿخٓؼش حّ
حُوٌَٓ. ٟش حٌَُٔٓش.
ٓؼخىس  ،أكٔي ؿٞىص  .حَُٔ١خ ، ١ٝػخىٍ كخ.ِ٣
 . 2007حٓظويحّ حُلخٓٞد ٝحٗ٫ظَٗض ك٤ٓ ٢خىٖ٣
حُظَر٤ش ٝحُظؼِ . ْ٤ػٔخٕ  :ىحٍ حَُ٘ٝم َُِ٘٘
ٝحُظ٣ُٞغ.
حُٔوخف ،سًشٛ8201 .ـ .حُؼَٔ ػٖ رؼي ،سهسهخ
إصذاساد َذى يجزًع انًعشفخ ،اإلصذاس انثبيٍ،
حُٔؼٞى٣ش ،ؿيس ،يشكض حٗ٫ظخؽ ح٫ػ ٢ٓ٬رـخٓؼش
حُِٔي ػزيحُؼِ.ِ٣

978-9948-497-11-0

،خٜ٘ ر، َٜٓ ،َ٤٤ػوخكش حُظـٝ ٖٛغ حَُحُٟٖٞ ح٤ر
.2009 َ٣َ أر14-12 ،ىحد٥ش ح٤ًِ ،خٜ٘ؿخٓؼش ر
،ْ ػٖ رُؼي٤ِخص حُظؼ٤ٓٞٔ ػ.ْ٤ٛ حرَح،ٖٔ٤حُٔل
:هغُٞٔح
٠ِػ
ٓظخف
.2006
http://www.mohyssin.com
فٞلُٜش ح٤٘ طو٢ش ُِيحٍّ ك٣َٗ٘س اٍٗخى
،ف ػٖ رؼيٞ ًَِٓ حُظؼِْ حُٔلظ،ش٤ٟكظَح٫ح
، 2009 ،كشٞ ؿخٓؼش حُويّ حُٔلظ.ّ حُوي،ٖ٤كِٔط
:هغُٞٔح
٠ِػ
ٓظخف
http://www.qou.edu/indexPage
٢ْ حُـخٓؼ٤ِهخص حُظؼٞ ٓؼ. ـٛ1430 . ػلخف،ٍٝخ٤ُح
كش رـيسٞش حُٔلظ٤ كَع حُـخٓؼش حُؼَر٢ف كٞحُٔلظ
ؾ٤ِ ٍٓخُش حُو، حُطخُزخصٝ د٬ٍ حُطٖٞٓ ٓ٘ظ
،ش٣ىٞ حُٔؼ، 112  حُؼيى،ٍٝ٧ حُٔـِي ح،٢حُؼَر
ؾ٤ٍِ حُوٝ ُي٢ش حُؼَر٤ ٌٓظذ حُظَر،ٝخ٣َُح

َْ ػز٤ِٓش حُظؼٞ ٓ٘ظ.2005 . ٓلٔي،ي٤ٔػزيحُل
ُْ ػخ،َسٛ حُوخ،َٜٓ ،٠ُٝ٧ حُطزؼش ح،حُ٘زٌخص
.حٌُظذ
هغٞٓ .ٗظَٗض٫َ حٜ ػ٢ حُٔؼِْ ك، ٓلٔي،٢حُؼَر
.٢ِلخء ٓلٔي ػٛ ٍسٞش ُِيًظ٤ؿظٔخػ٫حُيٍحٓخص ح
:هغُٞٔ ح٠ِ ٓظخف ػ2009 َرٞ أًظ4 :ن٣ٍرظؤ
http://socialstudies74.ahlamontada.com/forum.ht
m
ٖ حُظؼِــْ ػــ.ِـــــــــ٣ِ ٓؼـــــخى ػزي حُؼ,ـــق٣َحُل
,ــش٤ــش حُٔـــَأس حُؼَر٤ٔ٘ ط٢ كٍٙٝىٝ رؼــي
ّٞحُؼِـــٝ
ــــش٤حُؼَر
حُٔــَأس
ٟٓ٘ظـــــي
َ٣٘خ٣ 10 - 8 ,ـــَسٛ حُوخ،َٜٓ ,ــــخ٤ؿٌُٞٞ٘حُظٝ
.2005
ش٤ٟكظَح٫ حُـخٓؼش ح. ٓلٔيٟيٜٓ ،ٙخٜحُو
٠ْ حُـخٓؼ٤ِ ٓئطَٔ حُظؼ،٠ْ حُـخٓؼ٤ِٓٔظوزَ حُظؼٝ
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حُؼِ ّٞحٔٗ٫خٗ٤ش ٝحُظؼِْ حٌُ٫ظَ:٠ٗٝ
طلي٣خص ؿخٓؼش حُوخَٛس ر ٖ٤حُظؼِْ ػٖ رؼي  ٝحُظؼِْ حٌُ٫ظَ ٠ٗٝك ٠حُِـش حٓ٫زخٗ٤ش  ٝآىحرٜخ
ٝػوخكخطٜخ ًٗٔٞؿخ
ىٍٗ .خ ٓلٔي ػزٞىٟ
هْٔ حُِـش حٓ٫زخٗ٤ش  ٝآىحرٜخ ٤ًِ ,ش ح٥ىحد -ؿخٓؼش حُوخَٛس

أٚالٍِ :خص اٌجذث:
ٌٛح حُزلغ ػزخٍس ػٖ ىٍحٓش ٛٝل٤ش طلِ٤ِ٤ش ٝاكٜخث٤ش
ٓوخٍٗش رٗ ٖ٤ظخّ حُظؼِْ ػٖ رؼي ك ٠حُؤْ حٓ٫زخٗ ٠حٌُ ٟحكظظق
حُؼخّ حُيٍحٓ )2010-2009( ٠رًَِٔ حُظؼِ ْ٤حُٔلظٞفٝ ،
رٗ ٖ٤ظخّ حُظؼِْ حٌُ٫ظَ ٠ٗٝحٌَُٔٔ ُِٜٔ٘ؾ حُظوِ٤ي ٟك ٠حُؤْ
حٓ٫زخٗ ٠حٌُ٣ ٟلظلَ ك ٠حُؼخّ ٗلٔ ٚرَٔ 25 ٍٝػخٓخ ػِ٠
اٗ٘خث ٚرٌِ٤ش ح٥ىحدٌٛ ٝ .ح حُ٘ظخّ ح٧هٗ ٞٛ َ٤ظخؽ ٓـٜٞىحص
ٓظ٠خكَس ٖٓ هزَ كَ٣و ٠حُؼَٔ -حُٔ ٝ َٟٜحٓ٫زخٗ -٠ك٠
حَُٔ٘ٝع حُزلؼ ٠حُٔ٘ظَى ر ٖ٤ؿخٓؼش حُوخَٛس  ٝؿخٓؼش
ًٓٞزِٞط٘ٔ ٠ٛ ٝ ،٠حُـخٓؼش حًَُِٔ٣ش كٓ ٠يٍ٣ي ٝ .ػ٘ٞحٕ
ٌٛح حَُٔ٘ٝع" :ط ٝ ْ٤ٜٔط٘ل ٌ٤رَٗخٓؾ طؼِْ اٌُظَ٠ٗٝ
طلخػِٝ ،٠كوخ ُٔؼخ َ٤٣حُـٞىس حُؼخُٔ٤شُ ،ظؼِ ْ٤حُِـش  ٝح٧ىد ٝ
ٜٓخٍحص ح٫طٜخٍ  ٝحُؼوخكش حٓ٩زخٗ٤ش ُِط٬د حُٔ".ٖ٤٣َٜ
طٜيف  ٌٙٛحُيٍحٓش اُ ٠حُظؼَ٣ق رآهَ حٓظَحط٤ـ٤خص
ح٬ٛ٩ف ك ٖ٣ٌٛ ٠حُؤٔ ٖٓ ٖ٤طط َ٣ٞك ٠أٗٔخ ١حُظؼِْ
حُـخٓؼ ٝ ،٠طٜيف ك ٠حُٞهض ًحط ٚاُ ٠ك َٜحٌُٔ٘٬ص حُظ٠
ٗٞحؿٜٜخ كٓ ٠ظطِزخص حُظلي٣غ ٖٓ ،هِش حُٔٞحٍى ٝ ،ػيّ
حُظٞػ٤ش حٌُخك٤ش ُط٬د حُؼِ ّٞحٔٗ٩خٗ٤ش رؤ٤ٔٛش حٓظويحّ
حُظٌُ٘ٞٞؿ٤خ ك ٠حُل ٍٜٞػِ ٠حُٔؼَكشٝ ،ػيّ حَُر ٢رٖ٤
ػِٔ٤ش ح٬ٛف حُـخٓؼخص  ٝطلٔ ٖ٤ؿٞىس ح٧ىحء حُـخٓؼ .٠ػْ
ِٓ٘و ٠حُٞ٠ء ػِ ٠رؼٓ ٞزَ اٗـخف ىٓؾ حُ٘ظْ حُظؼِ٤ٔ٤ش
حُلي٣ؼش ك ٠ظَ ٝحهؼ٘خ حُٔ ٝ .َٟٜأهَ٤حٗ ،ؤَٓ إٔ ٓؼَ ٌٙٛ
حُٔ٘خٍ٣غ حُزلؼ٤ش حُٔ٘ظًَش طؤهٌ ٣َ١وٜخ ك ٠حٗ٫ظ٘خٍ ٝ
حُلخثيس ،ك ٠ظَ آكخم ؿي٣يس ُِظؼخ ٕٝر ٖ٤حُـخٓؼخص حُؼَر٤ش.

ثبٍٔب :أصجبة ِ ٚجشساد اٌجذث:
ٜٗ٘ي حُ ّٞ٤ػٍٞس ٓؼِٓٞخط٤ش ٓ ٫ؼُٜ َ٤خ ٖٓ هزَ ،طؼظٔي رٌَ٘
أٓخٓ ٠ػِ ٠حُلخٓٞد ًؤىحس ؿٔغ  ٝطوِ ٝ ٖ٣حُٔؼِٓٞخص
حُٔظِح٣يس  ٝحُٔظطٍٞس ٓٞ٣خ رؼي ٓٝ .ّٞ٣خػيص حُطلَس
حُظٌُ٘ٞٞؿ٤ش ك ٠طٔو ٌٙٛ َ٤ح٧ىحس حُٔظـيىس ىٓٝخ َُ٘٘
حُٔؼَكش رَٔػش  ٝريهش ٓٔخ أى ٟرٗ ٬ي اُ ٠حُ٘٠ٜش
حُٔؼَك٤ش حُظٗ ٠ظٔظغ رٜخ ك ٠حُؼ َٜحُلخُ.٠
ٌُٖ  ٌٙٛحُ٘٠ٜش حُٔؼَك٤ش ٣ ٫ـذ إٔ طٌٓ ٕٞوٍٜٞس ػِ٠
كجش رؼٜ٘٤خ ٖٓ حُ٘خّ ،رَ ٣ـذ إٔ طٌ ٕٞػخٓش ٓ ٝظٞكَس
ُِٔـظٔغ رٌَ ١زوخط ٝ ،ٚإٔ طٔؼَ ٗٔطخ ٖٓ أٗٔخ ١حُل٤خس

حُؼوخك٤ش حُلي٣ؼشٓ ٝ .زيأ ح٩طخكش ٝحٗ٩ظ٘خٍ ٔ٣ ٫لٓ ٠زيأ
حُللخظ ػِ ٠حُـٞىس  ٝحٓظَٔحٍ٣ظٜخ.
 ٝحُٜٔٔش حٓ٧خٓ٤ش ُِٔئٓٔخص حُظَر٣ٞش  ٝحُظؼِ٤ٔ٤ش  ٠ٛاػيحى
حُٔٞح ٖ٤٘١ؿٔ٤ؼخ ػِ ٠حُٔٞحء ٓ٫ظوزخٍ حُظ٤خٍحص حُـي٣يس ك٠
ٓوظِق حُؼٌُُِ ٝ .ّٞي ٣ظلظْ ػِٜ٤خ ،كلخظخ ػِ ٠ىٍٛٝخ
حَُ٣خى ،ٟإٔ طـيى  ٝطط ٍٞرخٓظَٔحٍ ٗظٜٔخ حُظؼِ٤ٔ٤ش ٝ
حُظؼِٔ٤ش٘ٛ ٖٓ ٝ .خ ظَٜص حُلًَش حُظ٘خكٔ٤ش حُٔظٜخػيس رٖ٤
حُـخٓؼخص حٌُزَُ ٟظطَ١ ٍٞم حُظيٍ ٝ ْ٣حُظؼِْ ٝ ،أٛزلض
طٜظْ رٔ٘لؼش حُطخُذ ك ٠حُيٍؿش ح ٝ ،٠ُٝ٧حُـَ ٝحٓ٧خٓ٠
 ٝحُٜ٘خث ٞٛ ٠طوَ٣ؾ ١خُذ ٣ظٔظغ رؤًزَ هيٍ ٖٓ حُٜٔخٍحص
حُؼوِ٤ش  ٝحُؼخ١ل٤ش  ٝحُٔؼَك٤شٔ٣ ٝ ،ظط٤غ اػزخص ٗلٔ ٚك٠
ٓـخ٫ص حُؼَٔ حُٔوظِلش  ٝحُظ ٠طـِذ ػِٜ٤خ أ٠٣خ ٍٝف
حُٔ٘خكٔش حُٔٔظَٔس.
ٌٛ ٖٓ ٝح حُٔ٘طِن ػِٓض ؿخٓؼش حُوخَٛس إٔ طؼ٤ي ٗلٜٔخ ػِ٠
حُوَ٣طش حُؼخُٔ٤ش ُِـخٓؼخص حُٔظويٓش ًحص حٌُٔخٗش حُؼِٔ٤ش
حُٔظِٔ٤سٔٓ ،خ أى ٟاُ ٠اٗ٘خء "ًَِٓ ٟٔخٕ حُـٞىس ٝ
ح٫ػظٔخى" ،حًٌُ ٟخٕ  ٖٓ ٠ٔٔ٣هزَ "ًَِٓ طو ٝ ْ٣ٞططَ٣ٞ
ح٧ىحء حُـخٓؼ ٝ ٠ح٫ػظٔخى"  ٝحٌُ ٟحٗ٘ت ك٘ٓ ٠ش ٝ 1999
 ٞٛػزخٍس ػٖ ٝكيس اىحٍ٣ش طخرؼش ٌُٔظذ ٍث ْ٤حُـخٓؼش
ٓزخَٗس٣ ٝ .ظ ٖٔ٠حًَُِٔ ٝكيحص ُٔ٠خٕ حُـٞىس رٌِ٤خص ٝ
ٓؼخٛي ؿخٓؼش حُوخَٛس ٝ .طٍ٘ٓ ٚخُش حًَُِٔ ػِٓ ٠خ :٠ِ٣
"حُٔٔخٔٛش كٟٝ ٠غ ؿخٓؼش حُوخَٛس ػِ ٠حُوَ٣طش حُي٤ُٝش
ُِـخٓؼخص حُٔظويٓش ًحص حُ٣ٜٞش حُؼِٔ٤ش حُٔظِٔ٤س ،رٔخ ٖٔ٠٣
ح٫ػظَحف حُي ٠ُٝرٜخ ٝ ،رل٤غ طٌ ٕٞهخىٍس ػِ ٠اٗظخؽ هَ٣ؾ
ٓظٔ ِ٤هخىٍ ػِ ٠حُٔ٘خكٔش ك ٠أٓٞحم حُؼَٔ حُٔلِ٤ش ٝ
ح٩هِ٤ٔ٤ش  ٝحُي٤ُٝش ٝ .إٔ  ْٜٔ٣حُزلغ حُؼِٔ ٠رٜخ ك ٠كَ
ٓ٘خًَ حُٔـظٔغ حُو٤ٓٞش ٝ ،إٔ ٣و ّٞػِٔخإٛخ حُزخٍُ ٕٝريٍٝ
كؼخٍ ك ٠طط َ٣ٞحُؼِ ٝ ّٞحٓظٌ٘خكخطٜخ  ٝحٓظليحع ٗظَ٣خطٜخ".
 ٝرٔخ حٗ٘ ٠ػ ٞ٠رٞكيس حُـٞىس ك٤ًِ ٠ش ح٥ىحد ٝ ،ػٞ٠
ر٤ٜجش حُظيٍ ْ٣ك ٠هْٔ حُِـش حٓ٩زخٗ٤ش  ٝآىحرٜخ ٝ ،ك ٠حُؤْ
حٓ٩زخٗ ٠رًَِٔ حُظؼِ ْ٤حُٔلظٞفٝ ،ػ ٞ٠ك ٠حَُٔ٘ٝع
حُزلؼ ٠حُٔ٘ظَى ُِظؼِْ حٌُ٫ظَ ٠ٗٝر ٖ٤ؿخٓؼش حُوخَٛس ٝ
ؿخٓؼش ًٓٞزِٞط٘ٔ ٠رٔيٍ٣ي ،ػِٓض ػِ ٠حُو٤خّ ر ٌٜٙحُيٍحٓش
حُزلؼ٤ش ُظوٝ ْ٤٤طو ْ٣ٞػِٔ٤ش حُظؼِ ٝ ْ٤حُظؼِْ ك ٠طو ٜٚحُِـش
حٓ٩زخٗ٤ش  ٝآىحرٜخ  ٝػوخكخطٜخ رٞحٓطش حُ٘ظْ حُلي٣ؼش ك٠
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ط ٝ ْ٤ٜٔطوي ْ٣حُزَحٓؾ حً٧خى٤ٔ٣شُِ ٝ ،ظؼَ٣ق رٜخ ك٠
حٓٝ٧خ ١حُٔوظِلش ٖٓ ،ؿٜش أهَ.ٟ
 ٌٙٛٝحُيٍحٓش طؼي ٓٔخٔٛش ٓظٞحٟؼش ٌُِ٘ق ػٖ حُٜؼٞرخص
حُظ ٠طٞحؿ ٚحُطخُذ حُٔ َٟٜكٌٛ ٠ح حُٔـخٍُٟٞ ٝ ،غ
حُلِ ٍٞحُٔ٘خٓزش ُُ ٝ ٚز٤جظ ٚحُٔل٤طشٌٛ ًَ ٝ .ح ٖٓ حؿَ ٍكغ
ٓٔظ ٟٞحُؼِٔ٤ش حُظؼِ٤ٔ٤ش حُظلخػِ٤ش كٌٛ ٠ح حُظوٝ ،ٜٚ
اٟخكش حُل٣ٞ٤ش ُِٔٞحى حُ٘٤ٜش ك ٠حُيٍحٓخص حٔٗ٩خٗ٤شٝ ،
ٍَٟٝس طٞػ٤ش ً ٖٓ ٬حُٔظؼِْ  ٝحُٔؼِْ رؤ٤ٔٛش حُظطٍٞ
حَُٔ٣غ حُ٘خطؾ ػٖ طٌُ٘ٞٞؿ٤خ حُٔؼِٓٞخص  ٝى ٍٙٝك ٠حُ٘٠ٜش
حُٔؼَك٤ش ُٗ ْٓ٨ظ.٠
 ٝأهَ٤ح ،طؼظزَ ٓٔخٔٛظ ٌٙٛ ٠هطٞس ٛـَ٤س ٖٟٔ
حُوطٞحص حُؼٔ٬هش ُِوخثٔ ٖ٤ػِ ٠ػِٔ٤ش ح٬ٛ٩ف ك ٠ؿخٓؼش
حُوخَٛسٌُٜ٘ ،خ طٔظلن حُٔلخُٝش ٖٓ أؿَ ؿي أكٝ ٍٝ٧ َ٠
أهيّ ؿخٓؼش ك ٠أكَ٣و٤خ  ٝحَُ٘م ح :٢ٓٝ٧ؿخٓؼش حُوخَٛس.

ثبٌثبِ :ذبٚس اٌجذث:
٣يٌٛ ٍٝح حُزلغ كٓ ٍٞل ٖ٣ٍٞأٓخٓٔٛ ٝ ،ٖ٤٤خ:
_ ٗظخّ حُظؼِْ ػٖ رؼي ك ٠حُؤْ حٓ٩زخٗ ٠رًَِٔ حُظؼِْ٤
حُٔلظٞف رـخٓؼش حُوخَٛس :أٓخُ٤ذ حُظيٍ ْ٣حُٔظزؼش ٝ ،حُٔٞحى
حُٔوٍَس ٝ ،حُِٔٔ٤حص  ٝحُٔٔخٝة حُظَ٣ ٠حٛخ حُط٬د كٌٛ ٠ح
حُ٘ظخّ ر٘خء ػِٗ ٠ظخثؾ آظز٤خٕ أؿَ.ُْٜ ١
_ ٗظخّ حُظؼِْ حٌُ٩ظَ ٠ٗٝك ٠حُؤْ حٓ٩زخٗ ٠رٌِ٤ش ح٥ىحد ك٠
ؿخٓؼش حُوخَٛس :حُٔـخ٫ص حُظ٣ ٠ـطٜ٤خ ٝ ،أٓزخد ىٓؾ ٌٛح
حُ٘ظخّ ٓغ حُظؼِْ حُظوِ٤ي ٝ ٟحُٔوخٍٗش رٜٔ٘٤خ ٝ ، ،حُٜؼٞرخص
حُظ َٔ٣ ٠رٜخ حُط٬د  ٝحُ٘ـخكخص حُظ٣ ٠لووٜخ ػ٘ي ططز٤وٝ ،ٚ
ه٤خّ ٓي ٟحٓظ٤ؼخد  ٝطوزَ حُط٬د ُ ٚر٘خء ػِٗ ٠ظخثؾ
ح٩كٜخث٤ش حُظ ٠أؿَ٣ض ُ.ْٜ

ساثؼب :أ٘ذاف اٌجذث:
ط٘ؤْ أٛيحف  ٌٙٛحُيٍحٓش حُٛٞل٤ش حُظلِ٤ِ٤ش ح٩كٜخث٤ش
حُٔوخٍٗش ُِٓٞخثَ حُظؼِ٤ٔ٤ش حُلي٣ؼش حُظ ٠أىهِض ك٤ًِ ٠ش
ح٥ىحد ك ٠ا١خٍ ٗظخّ حُظؼِْ ػٖ رؼيٗ ٖٓ ،خك٤ش ،ك٤ًِ ٠ش
ح٥ىحد ك ٠ا١خٍ حُظؼِْ حُٔوظِ ( ٢حُ٘خطؾ ػٖ هِ ٢حُظؼِْ
حُظوِ٤يٓ ٟغ ٗظخّ حُظؼِْ حٌُ٫ظَٗ ٖٓ )٠ٗٝخك٤ش أهَ ٟك٠
ؿخٓؼش حُوخَٛس ،اُ ٠أٛيحف ػخٓش طَٓ ٠اُ:٠
_ حُظؼَ٣ق رآهَ هطٞحص ح٬ٛ٩ف  ٝحُظط َ٣ٞحُظ ٠هخٓض رٜخ
ؿخٓؼش حُوخَٛس كٓ ٠ـخٍ طؼِْ حُِـش حٓ٩زخٗ٤ش  ٝآىحرٜخ ٝ
ػوخكخطٜخ.
_ حُظؼَف ػِ ٠اطـخٛخص ٬١د حُِـش حٓ٩زخٗ٤شٝ ،
حُٜؼٞرخص حُظ٣ ٠وخرِٜٗٞخ ٝحُلِ ٍٞحُٔوظَكش ُظـخُٛٝخ ،ك٠
ًٗ ٖٓ ٬ظخٓ ٠حُظؼِْ ػٖ رؼي  ٝحُظؼِْ حٌُ٫ظَ ٠ٗٝكٗ ٠لْ
حُٔـخٍ.
 ٌٙٛحٛ٧يحف حُؼخٓش ٓ٘ظطَم اُٜ٤خ كٗ ٠ظخثؾ حُزلغ َُِر٢
رٜ٘٤خ  ٝرٗ ٖ٤ظخثؾ حٛ٧يحف حُوخٛش حُٔؼ٘٤ش رٜخ  ٌٙٛحُيٍحٓش
حُٛٞل٤ش حُظلِ٤ِ٤ش ح٩كٜخث٤ش حُٔوخٍٗش.

ٝحٛ٧يحف حُيه٤وش  ٝحُوخٛش ر ٌٜٙحُيٍحٓش حُزلؼ٤ش طظٔؼَ كٔ٤خ
:٠ِ٣
_حُظؼَ٣ق رخُظـَرش حُـي٣يس ُظؼِْ حُِـش حٓ٩زخٗ٤ش ػٖ رؼي ك٠
ًَِٓ حُظؼِ ْ٤حُٔلظٞف.
_طلِِ٤ٔٓ َ٤حص  ٝػٞ٤د ططز٤ن ٌٛح حُ٘ظخّ ك ٠ظَ اكٜخث٤ش
أؿَ٣ض ػِ٬١ ٠د حُ٘ظخّ حُٔخرن ًًَ.ٙ
_حُظؼَ٣ق رخَُٔ٘ٝع حُزلؼ ٠حُٔ-َٟٜحٓ٩زخُٗ ٠ظْ٤ٜٔ
رَٗخٓؾ طؼِْ حٌُظَ ٠ٗٝطلخػُِ ،٠يٓـٓ ٚغ ٗظخّ حُظؼِْ حُظوِ٤يٟ
رٌِ٤ش ح٥ىحد.
_طلِ َ٤ا٣ـخر٤خص ِٓ ٝز٤خص ط٘لٌٛ ٌ٤ح حُ٘ظخّ رؼي اؿَحء
اكٜخث٤ش ػِ ٠حُط٬د حٌُ٣ ٖ٣و٠ؼ ٕٞاُٗ ٠ظخّ حُظؼِْ
حُٔوظِ.٢
_حٓظ٘ظخؽ ٗظخثؾ أهَ٤س طؼَ ٝح٫طـخٛخص حُؼخٓش ُِط٬د ٝ
طوظَف رؼ ٞحُلِ٬ٌُِ٘ٔ ٍٞص حُٔ٘ظًَش ك ٠ظَ حُٔوخٍٗش
ر ٖ٣ٌٛ ٖ٤حُ٘ظخٓ ٖ٤حُلي٣ؼ ٖ٤ك ٠طؼِْ حُِـش حٓ٩زخٗ٤ش  ٝآىحرٜخ
 ٝػوخكخطٜخ ك ٠ؿخٓؼش حُوخَٛس.
٣ ٝز٘ ٌَ٤ٛ ٠حُيٍحٓش حُزلؼ٤ش ػِ ٠حُؼَ ٝحُظل٠ِ٤ٜ
ُٛ٨يحف حُظٓ ٠زن ًًَٛخ.

خبِضب :اٌؼشض اٌزفصٍٍى ٌأل٘ذاف:
 .1ثشٔبِج ٌٍضبٔش اٌزشجّخ ثبٌٍغخ اإلصجبٍٔخ -وٍٍخ اَداة -
ِشوز اٌزؼٍٍُ اٌّفزٛح
ٔ 1.1جزٖ ػٓ اٌجشٔبِج

طٔض حُٔٞحكوش ػِ ٠اٗ٘خء ًَِٓ حُظؼِ ْ٤حُٔلظٞف ك ٠ؿخٓؼش
حُوخَٛس ك1990/11/28 ٠
٣ ٝؼي أ ًَِٓ ٍٝك ٠حَُ٘م حُِ ٢ٓٝ٧ظؼِ ْ٤ػٖ رؼي أُِ ٝظؼِْ٤
حُٔلظٞفُ ٝ .وي طْ اٗ٘خءُٞٔ ٙحًزش آهَ حُظطٍٞحص كٓ ٠ـخٍ
حُظؼِ٠ُٔ ٝ ،ْ٤خػلش كَ ٙحُظؼِْ  ٝحُ٫ظلخم رـخٓؼش حُوخَٛس
ُِٔ ٝ ٖ٤٣َٜؿ َ٤حُٔ ْ٠٣ ٝ .ٖ٤٣َٜكخُ٤خ حُؼي٣ي ٖٓ
حٌُِ٤خصٓ ،ؼَ ًِ٤ش حُظـخٍس٤ًِ ٝ ،ش حٍُِحػش٤ًِ ٝ ،ش حُلوٞم،
٤ًِٝش ىحٍ ػِ٤ًِ ٝ ،ّٞش ح٩ػ٤ًِ ٝ ،ّ٬ش ح٥ىحد ك٠
حُظوٜٜخص حُظخُ٤ش:
حُظَؿٔش حٗ٩ـِ٣ِ٤ش – حُظَؿٔش حُلَٗٔ٤ش – حُظَؿٔش حُٔ٧خٗ٤ش
– حُظَؿٔش حُؼزَ٣ش – حُظَؿٔش حُلخٍٓ٤ش – حُظَؿٔش حٓ٩زخٗ٤ش.
أٗ٘ت ٌٛح حُظو ٜٚح٧ه ،َ٤حُظَؿٔش رخُِـش حٓ٩زخٗ٤ش ،ك٠
حُؼخّ ٫ ٝ ، 2009هٗ ٠ـخكخ ًزَ٤ح اً ٓـَ ر ٚكٞحُ140 ٠
١خُزخ ٝ ،رخُلؼَ ريأص حُيٍحٓش ر ٚك ٠حُؼخّ حُيٍحٓ-2009 ٠
ٝ . 2010رٌٜح  ٌٕٞ٣أكيع اٗـخُ هخٓض ر ٚؿخٓؼش حُوخَٛس ك٠
طـَرش  ٝط٘ل ٌ٤حُظو٘٤خص حُلي٣ؼش كَ١ ٠م طيٍ ٝ ْ٣طؼِْ حُِـش
حٓ٩زخٗ٤ش  ٝآىحرٜخ  ٝػوخكخطٜخ ،رٞؿ ٚهخٝ ،ٙكٍ ٠ر ٢طو٘٤خص
 ٝأٓخُ٤ذ حُظؼِْ حُلي٣ؼش رخُؼِ ّٞحٔٗ٩خٗ٤ش ،رٞؿ ٚػخّ.
 ٝهخّ أػ٠خء ٤ٛجش حُظيٍ ْ٣ك ٠حُؤْ حٓ٩زخٗ ٠رٌِ٤ش ح٥ىحد
رخُـخٓؼش رظوط ٝ ٢٤طً ٝ ْ٤ٜٔظخرش حُٔوٍَحص حُيٍحٓ٤شٝ .
أٗخ ري ٍٟٝهٔض رٌظخرش  ٝطيٍٓ ْ٣خىس "ك٠خٍس حٓزخٗ٤خ
ٝأٌَٓ٣خ حُ٬ط٤٘٤ش" ُط٬د حُلَهش ح ٠ُٝ٧ك ٠حُل َٜحُيٍحٓ٠
حٝ ،ٍٝ٧طيٍٓ ْ٣خىس "هَحءس ٝك ْٜرخٓ٫زخٗ٤ش" ُ٘لْ حُلَهش

) (504

978-9948-497-11-0

ك ٠حُٔٔظ ٟٞحُؼخٌُٜٗ ٝ .٠ح ريأص ػِ ٠حُل ٍٞك٬ٓ ٠كظش ٝ
َٓحهزش ٓي ٟآظ٤ؼخد حُط٬د ُ٘ظخّ حُظؼِْ ػٖ رؼيٓ ،غ طوْ٣ٞ
ٓٔظَٔ٧ىحثًُ ٝ ْٜي ٌُ٘ق حُٜؼٞرخص حُظ ٠هي طؼٞم طويْٜٓ
ُظلخىٜ٣خ ٖٓ رؼي ٝ ،ك ٠ه٤خّ ٓيٗ ٟـخف ٌٛح حُ٘ظخّ ك ٠طؼِْ
حُِـش حٓ٩زخٗ٤ش ٝآىحرٜخ  ٝػوخكخطٜخ.
حُٔٔظ ٟٞحٍٝ٧
حُل َٜحُيٍحٓ ٠حٍٝ٧
حُِـش حُؼَر٤ش ()1
حُوَحءس  ٝحُل ْٜرخٓ٩زخٗ٤ش ()1
هٞحػي حُِـش حٓ٩زخٗ٤ش ()1
ٓلخىػش  ٝطؼز َ٤رخٓ٩زخٗ٤ش ()1
حُٔخىس حُؼوخك٤ش (ك٠خٍس آزخٗ٤خ  ٝأٌَٓ٣خ حُ٬ط٤٘٤ش) ()1

٣ز ٖ٤حُـي ٍٝحُظخُ ٠حُٔٞحى حُظ٣ ٠يٍٜٓخ حُطخُذ ك ٠حُظوٜٚ
حٓ٩زخٗ ٠رٌِ٤ش ح٥ىحد ك ًَِٓ ٠حُظؼِ ْ٤حُٔلظٞف:

حُل َٜحُيٍحٓ ٠حُؼخٗ٠
حُِـش حُؼَر٤ش ()2
حُوَحءس  ٝحُل ْٜرخٓ٩زخٗ٤ش ()2
هٞحػي حُِـش حٓ٩زخٗ٤ش ()2
ٓلخىػش  ٝطؼز َ٤رخٓ٩زخٗ٤ش ()2
حُٔخىس حُؼوخك٤ش (ك٠خٍس آزخٗ٤خ  ٝأٌَٓ٣خ
حُ٬ط٤٘٤ش) ()2
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٝٝر٤ش كي٣ؼش أٓ ٝويٓش ك ٠حُلخٓذ ح)٠ُ٥

ٓخىس اهظ٤خٍ٣ش (ُـش أٍٝٝر٤ش كي٣ؼش أٓ ٝويٓش ك ٠حُلخٓذ ح)٠ُ٥
حُٔٔظ ٟٞحُؼخٗ٠
هَحءس  ٝطؼزُ ،َ٤ـش ػَر٤ش
حُوَحءس  ٝحُل ٝ ْٜحُظؼز َ٤رخٓ٩زخٗ٤ش ()3
ُـ٣ٞخص آزخٗ٤ش
طَؿٔش طلَ٣َ٣ش ٖٓ  ٝاُ ٠حٓ٩زخٗ٤ش
ػِْ حُظَؿٔش
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٝٝر٤ش كي٣ؼش أ ٝط٘ظ ٝ ْ٤اىحٍس)

هَحءس  ٝطؼزُ ،َ٤ـش ػَر٤ش
ُـ٣ٞخص آزخٗ٤ش
طَؿٔش طلَ٣َ٣ش ٖٓ حُؼَر٤ش اُ ٠حٓ٩زخٗ٤ش
طَؿٔش طلَ٣َ٣ش ٖٓ حٓ٩زخٗ٤ش اُ ٠حُؼَر٤ش
ٜٓطِلخص
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٝٝر٤ش كي٣ؼش أ ٝحُوخٗ ٕٞحُي)٠ُٝ

حُٔٔظ ٟٞحُؼخُغ
ٗ ٖٓ ٜٙٞح٧ىد حُؼَر ٠حُٔؼخَٛ
طَؿٔش طلَ٣َ٣ش ٖٓ  ٝاُ ٠حٓ٩زخٗ٤ش
طَؿٔش طظزؼ٤ش ٘ٓ ٝظٍٞس
ٜٓطِلخص
طيٍ٣زخص ػِ ٠حٓ٩ظٔخع  ٝحُظؼز َ٤حُ٘لٟٞ
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٍٝٝر٤ش كي٣ؼش أ٤ٓ ٝخٓش  ٝاهظٜخى)

ٗ ٖٓ ٜٙٞح٧ىد حُؼَر ٠حُٔؼخَٛ
طَؿٔش طلَ٣َ٣ش ٖٓ  ٝاُ ٠حٓ٩زخٗ٤ش
طَؿٔش طظزؼ٤ش ٘ٓ ٝظٍٞس
ٜٗٓ ٝ ٜٙٞطِلخص
ُـ٣ٞخص (حُظَحً٤ذ  ٝحُيُ٫ش) رخُِـش حٓ٩زخٗ٤ش
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٍٝٝر٤ش كي٣ؼش أ ٝط٘ظ ٝ ْ٤اىحٍس)

حُٔٔظ ٟٞحَُحرغ
ٗ ٜٙٞػَر٤ش كي٣ؼش ٓ ٝظ٘ٞػش
ُـ٣ٞخص آزخٗ٤ش ٖٓ ه ٍ٬حُٜ٘ٙٞ
طَؿٔش طلَ٣َ٣ش ٖٓ  ٝاُ ٠حٓ٩زخٗ٤ش
طَؿٔش طظزؼ٤ش ٘ٓ ٝظٍٞس
ُـ٣ٞخص ٓوخٍٗش
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٝٝر٤ش كي٣ؼش أ ٝحُوخٗ ٕٞحُي)٠ُٝ

ٗ ٜٙٞػَر٤ش كي٣ؼش ٓ ٝظ٘ٞػش
ُـ٣ٞخص آزخٗ٤ش ٖٓ ه ٍ٬حُٜ٘ٙٞ
طَؿٔش طلَ٣َ٣ش ٖٓ  ٝاُ ٠حٓ٩زخٗ٤ش
طَؿٔش طظزؼ٤ش ٘ٓ ٝظٍٞس
طَؿٔش طلَ٣َ٣ش ٖٓ حُؼَر٤ش اُ ٠حٓ٩زخٗ٤ش
ٓخىس اهظ٤خٍ٣ش (ُـش أٍٍٝٝر٤ش كي٣ؼش أ٤ٓ ٝخٓش  ٝاهظٜخى)

 1.2طشق اٌزذسٌش

أٓخ َ١م حُظيٍ ْ٣حُٔظزؼش ك ٠حُظو ٜٚحٓ٩زخٗٗ ٠ٛ ٠لٜٔخ
حُٔؼظخى حٓظويحٜٓخ اُ ٠كي ًز َ٤كٗ ٠ظخّ حُظؼِْ ػٖ رؼي
ػخٓش"ٓ ،ؼَ حُِوخءحص حُي٣ٍٝش ك ٠حُـخٓؼش ،رٞحهغ ٓلخَٟس
ُٔيس ٓخػش ٜٗ ٝق ًَ هٔٔش ػَ٘ ٓٞ٣خ ُلظق رخد حُلٞحٍ
ٝؿٜخ ُٞؿ ٚر ٖ٤حُطخُذ ٝحٓ٧ظخً َ١ٝف حٓ٧جِش حُوخٛش

رخُٔخىس حُظ ٠طيٍّ ،أ ٟإٔ حُٜيف حٓ٧خٍٓٝ ٖٓ ٠حء ٌٙٛ
حُِوخءحص  ٞٛحُظٞح َٛحُٔزخَٗ ٓغ حُط٬دٔٓ ،خ ٣ؼط ٠حُٔخىس
حُؼِٔ٤ش رؼي ػخ١ل٠٣ ٝ ٠ل ٠ػِ ٠حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ٗٞع ٖٓ
حُيفء حٔٗ٩خٗ ٠حٌُ ٟري َٜٔ٣ ٍٙٝحٓظٜخ ٙحُٔخىس ٔ٣ ٝخػي
ػِ ٠طوزِٜخ  ٝطٜيثش حُٔوخٝف ٜٓ٘خ.
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 ٖٓ ٝؿٜش أهَ٣ ،ٟو ّٞحًَُِٔ رطزغ  ٝط٣ُٞغ حٌُظذ
حُيٍحٓ٤ش ػِ ٠حُط٬د ٝ ،رظٔـ َ٤حُٔلخَٟحص ػِ ٠أهَحٙ
حُلخٓذ حُٞ٠ث٤ش ٝ ،أ٠٣خ رؼٜخ ػِ ٠حُٔٞهغ حُوخٙ
رخًَُِٔ.
 ٝرخٟ٩خكش اًُُ ٠ي ،طزغ حُٔلخَٟحص حٍُٜٔٞس ػزَ ه٘خس
ٓوٜٜش ٌُٜح حُزَٗخٓؾ رخُ٘خٓ َ٣خص ٝحُظ٣ ٠طِن ػِٜ٤خ
"ؿخٓؼش حُوخَٛس" ًُ ٝي ػِٓ ٠يحٍ ٓ 24خػش ٤ٓٞ٣خٝ .
طٔظويّ رخُطزغ حُ٘زٌش حُؼٌ٘زٞط٤ش ُِِٔ٣ي ٖٓ حُظلٝ َ٤ٜكَ
حُظيٍ٣زخص ٝحٟ٫ط٬ع ػِٔٗ ٠خًؽ حٓ٫ظلخٗخص٣ ٝ ،وّٞ
حُط٬د رؤىحء حُظٔخٍ ٖ٣حُٔطِٞرش  ٝآٍخُٜخ رخُزَ٣ي حٌُ٫ظَٗ٠
ُٛ٧ ٠للٜخ  ٝأػ٤ي آٍخُٜخ ُٔٓ ،ْٜخ ٣ويّ ًؼَ٤ح حُط٬د
حُوخٗط ٖ٤ك ٠حُٔلخكظخص حُزؼ٤يس  ٝحُزِيحٕ ح٧هَ.ٟ
.2ثشٔبِج اٌزؼٍُ االٌىزشٔٚى اٌّشزشن ثٍٓ جبِؼخ اٌمب٘شح ٚ
جبِؼخ وِٛجٍٛرٕضى ثّذسٌذ
ٔ 2.1جزٖ ػٓ اٌجشٔبِج

إ ٖٓ أكيع أٌٗخٍ حُظؼخ ٕٝر ٖ٤حُـخٓؼخص  ٠ٛحَُٔ٘ٝػخص
حُزلؼ٤ش حُٔ٘ظًَش ر ٖ٤حُـخٓؼخص  ٝهخٛش حُٔظؼِوش رخُظؼِْ
حٌُ٩ظَ ٝ .٠ٗٝك ٌٙٛ ٠حٍُٞهش حُزلؼ٤ش ٓ٘و ٚرخًٌَُ
َٓ٘ٝػخ ً رلؼ٤خً ٍحثيحً كٓ ٠ـخٍ حُظؼخ ٕٝر ٖ٤حُـخٓؼخص
حُٔ٣َٜش ٝحٓ٩زخٗ٤شٌٛ ٝ .ح حَُٔ٘ٝع حُزلؼ ٠حٌُ٣ ٟظْ حُؼَٔ
كُٔ ٚ٤يس أٍرغ ٓ٘ٞحص ( ٝحٌُ ٟريء حُؼَٔ ك ٌ٘ٓ ٚ٤حُؼخّ
حُيٍحٓ )2008-2007 ٠رظٔ ٖٓ َ٣ٞحًُٞخُش حٓ٩زخٗ٤ش
ُِظؼخ ٕٝحُي ، )AECI( ٠ُٝحُظخرؼش ُُٞحٍس حُوخٍؿ٤ش
حٓ٩زخٗ٤ش٣ ،لَٔ ػ٘ٞحٕ:

" ط ٝ ْ٤ٜٔط٘ل ٌ٤رَٗخٓؾ طؼِْ اٌُظَ ٠ٗٝطلخػِٝ ،٠كو ًخ
ُٔؼخ َ٤٣حُـٞىس حُؼخُٔ٤شُ ،ظؼِ ْ٤حُِـش  ٝح٧ىد ٜٓ ٝخٍحص
ح٫طٜخٍ  ٝحُؼوخكش حٓ٩زخٗ٤ش ُِط٬د حُٔ. "ٖ٤٣َٜ
 ٝحُـي َ٣رخًٌَُ إٔ حًُٞخُش حٓ٩زخٗ٤ش ُِظؼخ ٕٝحُي٠ُٝ
(ٟٝ )AECIؼضَٓ ٍٝ٧ ٝ ،سِ٤ٓ ،حٗ٤ش هخٛش ُظَٔ٣ٞ
َٓ٘ٝػخص رلؼ٤ش ٓ٘ظًَش ر ٖ٤ؿخٓؼخص آزخٗ٤ش  ٝؿخٓؼخص
ٖٓ هٔٔش ى ٍٝػَر٤ش  :٠ٛحُـِحثَ  ٝ َٜٓ ٝحٍ٧ىٕ ٝ
حُٔـَد  ٝطٝ( ْٗٞكوخ ً ُِظَط٤ذ ح٧رـي ٟرخُلَٝف حُ٬ط٤٘٤ش).
 ٠ٛ ٝرٌُي طٌ ٕٞهي هطض هطٞس ؿي٣يس  ٝر٘خءس ُِ٣خىس ٝ
طلٔ ٖ٤كَ ٙحُظؼخ ٕٝر ٖ٤آزخٗ٤خ ٖٓ ٗخك٤ش  ٝحُؼخُْ حُؼَر٠
ٖٓ ٗخك٤ش أهَٝ ٚٗ٧ ،ٟكوخ ً  ٌٙٛ ْٓ٫حُٔ٘ظٔش ،كبٜٗخ طؼ٘٠
رخُظؼخ ٕٝر ٖ٤حٓزخٗ٤خ ٓ ٝخثَ حُيٌُٜ٘ ،ٍٝخ طو ٚحُؼخُْ
حُؼَر ٝ ٠أٌَٓ٣خ حُ٬ط٤٘٤ش رخُ٘٤ٜذ حً٧زَ ٖٓ حٛظٔخٜٓخ.
 ٖٓ ٝؿٞحٗذ حَُ٣خىس ك ٠حَُٔ٘ٝع ػِٝ ٠ؿ ٚحُو ٜٙٞإٔ
رٔٞؿز ٚطْ طٌ ٖ٣ٞكَ٣ن رلؼ - َٟٜٓ ٠آزخٗ٘ٓ ٠ظَى.
 ْ٠٣حُلَ٣ن حٓ٩زخٗ ٠أٓخطٌس ٘٣ظُٔ ٕٞؼيس ؿخٓؼخص آزخٗ٤ش (ٝ
ُ٣ ْٛؼيٝح ٖٓ أُٔغ حٔٓ٧خء ك ٠طو :ْٜٜٜطؼِ ْ٤حُِـش
حٓ٩زخٗ٤ش ًِـش أؿ٘ز٤ش)  ٝط٘ٔن ر ْٜ٘٤أٓظخًس ٖٓ ؿخٓؼش
ًٓٞزِٞط٘ٔ ٠رٔيٍ٣ي (ٝحكيس ٖٓ أ ْٛهْٔ ؿخٓؼخص آزخٗ٤ش
كٌ٤ٓٞش)  ٝ ،ك ٠حُٔوخرَ ٖٓ ًُي طٌ ٕٞكَ٣ن رلؼٖٓ ٠

ؿخٓؼش حُوخَٛس رٌِ٤ش ح٥ىحد ٣ٝؼَٔ ك ٠هْٔ حُِـش حٓ٩زخٗ٤ش
ٝآىحرٜخ.
 ٝطـيٍ حٗ٩خٍس إٔ ؿٔ٤غ أػ٠خء حُلَ٣ن حُزلؼ ٠حَُٟٜٔ
ٖٓ حُٔيٍٓ ٖ٤كِٜٞح ػِ ٠ىٍؿش حُيًظٍٞح ٙكي٣ؼخً ٖٓ آزخٗ٤خ
ك ٠طوٜٜخص حُِـش  ٝح٧ىد آزخٗ ٝ ٠أىد أٌَٓ٣خ حُ٬ط٤٘٤ش.
 ٝرٌٜح ٣ظْ ٗوَ حُوزَحص حً٧خى٤ٔ٣ش  ٝحُؼِٔ٤ش ٖٓ أًؼَ ٖٓ
ؿخٓؼش حٓزخٗ٤ش اُ ٠حُلَ٣ن حُزلؼ ٠حُ٘خد ك ٠حُـخٓؼش
حُٔ٣َٜشًٔ .خ إٔ ٓؼظٔ ْٜأػ٠خء رٞكيس حػظٔخى ٓؼخَ٤٣
حُـٞىس رٌِ٤ش ح٥ىحد ،ؿخٓؼش حُوخَٛسٔٓ ،خ ٣ئًي ػِ ٠ططز٤ن
كٌَس ٟٔخٕ حُـٞىس ك ٠حَُٔ٘ٝع.
ٌٛ ٝح حُلَ٣ن حُزلؼ ٠حُٔ ُٚ ٌٕٞ٣ َٟٜى ٍٙٝحُلؼخٍ ٝ
حٓ٧خٓ ٠ك ٠حُظلٌْ ك ٠حُٔلظ ٟٞحُؼُِِٔٞٔ ٠حى  ٝك ٠طٞؿٚ٤
حٓ٧خطٌس حٓ٩زخٕ حُٔٔظَٔ ك ٠حُٜٔ٘ؾ حُٔٞؿُِ ٚطخُذ
حُٔ َٟٜرل٤غ طَحػ ٠حُٔ٘خًَ حُِـ٣ٞش  ٝح٧ىر٤ش  ٝحُؼوخك٤ش
حُظ ٠طـلِٜخ ًخكش حُٔ٘خٛؾ حُظٟٝ ٠ؼض ُظيٍ ْ٣حٓ٩زخٗ٤ش ًِـش
أؿ٘ز٤ش.
كلٌٛ ٠ح حُٜيىًٔ ٝ ،خ ٣ظ٠ق ٖٓ حُؼ٘ٞحٕ ،كبٕ حُزَٗخٓؾٝ ،
َٓ ٍٝ٧س  ٌٕٞ٤ٓ ،ػِ ٚ٤اُوخء حُٞ٠ء رٌَ٘ هخ ٙػِ٠
حُٔ٘خًَ حُِـ٣ٞش  ٝحُؼوخك٤ش ُي ٟحُطخُذ حُٔ َٟٜػ٘ي ىٍحٓظٚ
ُِـش حٓ٩زخٗ٤ش.
 ٝأٛيحف ٌٛح حَُٔ٘ٝع حُزلؼ ٠حُٔ٘ظَى طظِو ٚكٔ٤خ :٠ِ٣
 .1ط ْ٤ٜٔرَٗخٓؾ اٌُظَ٣ ٠ٗٝظٌ ٖٓ ٕٞأٍرؼش ٓٔظ٣ٞخص،
ٓٞحُ٣ش ُِٔ٘ٞحص حٍ٧رغ ك ٠حُيٍحٓش حُظوِ٤ي٣ش ك ٠هْٔ حُِـش
حٓ٩زخٗ٤ش رٌِ٤ش ح٥ىحد ؿخٓؼش حُوخَٛس.
 .2إٔ ٔ٣ظـَ حُزَٗخٓؾ ؿٔ٤غ ٓؼط٤خص حُظؼِْ حٌُ٩ظَ ٠ٗٝحُظ٠
٣لظوَ اُٜ٤خ حُظؼِ ْ٤حُظوِ٤يُ ٟظيٍ ْ٣حٍ٧رؼش ٓلخ ٍٝحَُث٤ٔ٤ش
حُظ ٠كيىٛخ :حُِـش ،ح٧ىدٜٓ ،خٍحص ح٫طٜخٍ  ٝحُؼوخكش
حٓ٩زخٗ٤ش.
 .3إٔ طَحػ ٠حُٜؼٞرخص  ٝحُٔ٘خًَ حُظٞ٣ ٠حؿٜٜخ حُطخُذ
حُٔ َٟٜػِٝ ٠ؿ ٚحُو ٜٙٞك ٠طؼخِٓٓ ٚغ حُٔلخٍٝ
حٍ٧رؼش حُٔخرن ًًَٛخ.
ٟٔ .4خٕ ططز٤ن ٓؼخ َ٤٣حُـٞىس حُؼخُٔ٤ش كٌٛ ٠ح حُزَٗخٓؾ
حٌُ٩ظَ.٠ٗٝ
 2.2طشق اٌزذسٌش

٣ؼظزَ حُزَٗخٓؾ ٓظ٘ٞػخ ً ٣ ٚٗ٧ظزغ ٗٔخًؽ  ٝأٗٔخ ١حُظؼِْ حٍ٧رؼش
حُظ ٠كيىٛخ ى٣ل٤ي ًُٞذ (حُظلٌ ٝ َٟ٤حُ٘ظَ ٝ ٟحُؼِٔٝ ٠
حُظـَ٣ز .)٠ك٤ويّ طيٍ٣زخص ٘ٗ ٝخ١خص طـط ٌٙٛ ٠حُ٘ٔخًؽ
حٍ٧رؼش ٝ ،رٌٜح ٔ٣ظط٤غ حُطخُذ إٔ ٣ل َٜػِ ٠حُٔؼِٓٞش ٝ
حُٜٔخٍس ٝكوخً ًُ٘ٔٞؽ حُظؼِْ حٌُ٘٣ ٟظٔ ٠اُ .ٚ٤أ٠٣خً َ٣حػ٠
حُزَٗخٓؾ ٗٞػ٤ش حُطخُذ ٖٓ ك٤غ حُلخٓش حُظ ٠طظلٌْ أًؼَ ك٠
ػِٔ٤ش حُظؼِْ ػ٘ي( ٙحُز ،َٜحُٔٔغ ،حُلًَش)ٓ ٞٛ ٝ .خ ٫
٣ليع ك ٠حُظؼِْ حُظوِ٤ي ٟحٌُ٣ ٟؼظٔي ػِ ٠أِٓٞد ٝحكي كو٢
أ ٝاػ٘ ٖ٤ػِ ٠حً٧ؼَ.
 ٝحٍ٧رؼش ٓلخ٤ٓ ٍٝظْ طـط٤ظٜخ ػٖ ٣َ١ن:
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ػَ ٝحُٔؼِٓٞخص  ٝحُوٞحػي ػٖ ٣َ١ن حُِٔلخص
رٌَ أٗٞحع حٍ ٍ ، )...،pdf ،word( formatر٢
حُٔٞهغ رٜللخص اٌُظَ٤ٗٝش أهَ ،ٟطٓ ْ٤ٜٔئػَحص
ٖٓ حُٓٞخث ٢حُٔظؼيىس ( رٞىًخٓض;،animations
ك٤ي)ٞ٣
حٓظويحّ أىٝحص ح٫طٜخٍ حُٔوظِلش (ح٫طٜخٍ
حُٔزخَٗ ٝحُل :ٍٟٞحُ٘خص ٝ ،ح٫طٜخٍ حُ٬طِحٓ٘:٠
حَُٓخثَ حٌُ٩ظَ٤ٗٝش ر ٖ٤حُطخُذ  ٝحٓ٧ظخًٝ ،
حُٔ٘ظي٣خص).
ٟٝغ أٗ٘طش ٓوظِلشٓ ،ؼَ طِٔ ْ٤حُٞحؿزخص
حُُِٔ٘٤شٓ ٝ ،ظخرؼش حُيٍ ّٝػٖ ٣َ١ن حُٜللش
حٌُ٩ظَ٤ٗٝش ٓغ حُظو ْ٤٤حُي ٝ ٍٟٝطوِٓ ٚ٤ٜق
رٔؼخرش طوَ َ٣ػٖ ًَ ١خُذ.

حُٔٔظٟٞ
(حُل َٜحُيٍحٓ ٠ح)ٍٝ٧

(حُل َٜحُيٍحٓ ٠حُؼخٗ)٠

ُـش
 ٗلَٛ ٝ ٞفطَؿٔشٓزخىة حُِـش حٓ٩زخٗ٤شهَحءس  ٝحٓظٔخع ٗلَٛ ٝ ٞفطَؿٔشٓيهَ اُ ٠ػِْ حُِـشحٓ٩زخٗ٤ش

(حُل َٜحُيٍحٓ ٠حُؼخُغ)

طَؿٔشػِْ حُٜٞط٤خصػِْ حُٔلَىحص  ٝحُٔؼخؿْٓ-يحٍّ ُـ٣ٞش

(حُل َٜحُيٍحٓ ٠حَُحرغ)

طَؿٔشطخٍ٣ن حُِـش حٓ٩زخٗ٤شػِْ حُِـش حُظطز٤و٠ػِْ حُيُ٫ش  ٝػِْ حُِـشحُظوخرِ٠



أىٝحص حُظوٓ ْ٤٤ؼَ :حٓظط٬ػخص ٍأُِ ٟظوٝ ،ْ٤٤
حكٜخءحص ىه٤وش طوٓ ْ٤ي ٟطٌَحٍ حٓظويحّ حُطخُذ
ُِٜٔ٘ش حٌُ٩ظَ٤ٗٝش ( . ) platform

٬٘ٓٝكع ىٍؿش حٓ٫ظلخىس ٖٓ ٌٛح حُزَٗخٓؾ حٌُ٫ظَ ٠ٗٝك٠
طؼِْ حُِـش  ٝح٥ىحد  ٝحُؼوخكخص حٓ٩زخٗ٤ش رؼي ػَٝ
حُٔوٍَحص حُيٍحٓ٤ش ك ٠حُظؼِْ حُظوِ٤ي ٟرؤْ حُِـش حٓ٩زخٗ٤ش ٝ
آىحرٜخ رٌِ٤ش ح٥ىحد ٝػ٬هظٜخ رخُٔلخ ٍٝحٍ٧رغ حُوخٛش
رخَُٔ٘ٝع حُزلؼ٣ ًَٔ ،٠ظ٠ق ٖٓ حُـي ٍٝحُظخُ:٠

أىد
 أىد آزخٗ ٠كظ ٠حُوَٕ حَُحرغ ػَٜ٘ٙٞٗ-

حطٜخٍ
ٓلخىػش

 أىد آزخٗ ٠ك ٠حُوَٕ حُوخْٓ ػَ٘ٓوخٍ -طلِٜٙٞٗ َ٤

ٓلخىػش

حَُٔٔف حٓ٩زخٗ( ٠حُوَٕ حٍٝ 16حٍ ٝ 17حٍ)18
 حَُٝح٣ش حٓ٩زخٗ٤ش(حُوَٕ حٍٝ 16حٍ ٝ 17حٍ)18
حُ٘ؼَ حٓ٩زخٗ( ٠حُوَٕ حٍٝ 16حٍ ٝ 17حٍ)18
ٗٗ ٝ ٜٙٞويأىد أٌَٓ٣خ حُ٬ط٤٘٤ش كظ ٠حُوَٕحٍ.19
حَُٔٔف حٓ٩زخٗ( ٠حُوَٕ حٍٝ 19حٍ)20
 حَُٝح٣ش حٓ٩زخٗ٤ش (حُوَٕ حٍٝ 19حٍ)20
حُ٘ؼَ حٓ٩زخٗ( ٠حُوَٕ حٍٝ 19حٍ)20
أىد أٌَٓ٣خ حُ٬ط٤٘٤ش كظ ٠حُوَٕحٍ.20
ٗ ٝ ٜٙٞٗ-وي

ُْ ٗيٍؽ ك ٠حُـي ٍٝحُٔٞحى ح٧هَ ٟحُظ ٠طيٍّ ُِطخُذ ك٠
حُؤْ  ٝحُظِٛ ٫ ٠ش ُٜخ رخُِـش حٓ٩زخٗ٤شٓ ،ؼَ حُِـش حُؼَر٤ش ٝ
حُِـش ح٧ؿ٘ز٤ش حُؼخٗ٤ش ٓؼَ "حٗ٩ـِ٣ِ٤ش ،حُلَٗٔ٤ش ،حُٔ٧خٗ٤ش،
ح٣٩طخُ٤ش" ٓ ٝخىس حُٔـظٔغ حُٜٔٓ ٝ َٟٜخٍحص حُظلٌَ٤

ػوخكش

ك٠خٍس آزخٗ٤خكظ ٠حُوَٕ
حٍ.17

ك٠خٍس آزخٗ٤خ(حُوَٕ حٍٝ 18
حٍ ٝ 19حٍ.)20

حُؼِٔ ٝ ٠حٌُٓٞزٞ٤طَ  ،ك٤غ إٔ ٌٛح حَُٔ٘ٝع ٣ؼ٘ ٠رٔٞحى
حُِـش حٓ٩زخٗ٤ش كو.٢
ًٔ ٝخ ٝ ٞٛحٟق ٖٓ ٌٛح حُـي ٍٝكبٕ حُٔلخ ٍٝحٍ٧رؼش ٫
طظْ طـط٤ظٜخ رخُظٔخ ٟٝك ٠حُيٍحٓش حُظوِ٤ي٣ش ،ك٤غ إٔ:
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ٓل ٍٞحُِـش ُٚ ٠ُٞ٣ :حٛ٫ظٔخّ رٞحهغ ٓ 15خىس ك٠
حٍ٧رغ كَم حُيٍحٓ٤ش.
ٓل ٍٞح٧ىد ُٚ ٠ُٞ٣ :حٛ٫ظٔخّ رٞحهغ ٓ 15خىس ك٠
حٍ٧رغ كَم حُيٍحٓ٤ش.
ٓل ٍٞح٫طٜخٍ :طوٓ ُٚ ٜٚخىطٓ ٠لخىػش ك٠
حُلَهظ ٖ٤ح ٝ ٠ُٝ٧حُؼخٗ٤ش ،رٔ٘٤خ  َٜٔ٣طٔخٓخ ً ك٠
حُلَهظ ٖ٤حُؼخُؼش  ٝحَُحرؼش.
ٓل ٍٞحُؼوخكش :طوٓ ُٚ ٜٚخىط ٠حُل٠خٍس
حٓ٩زخٗ٤ش ك ٠حُلَهظ ٖ٤حُؼخُؼش  ٝحَُحرؼش  ،رٔ٘٤خ َٜٔ٣
طٔخٓخ ً ك ٠حُلَهظ ٖ٤ح ٝ ٠ُٝ٧حُؼخٗ٤ش.

رخُطزغ ٌُٜح حُظلخٝص ك ًْ ٠حُٔٞحى ك ٠حُٜٔ٘ؾ حُظوِ٤ي ٟطلَٔٙ٤
حُٔ٘طو ،٠كٌَ ًِ٤ش ُٜخ ػيى ٓٞحى ٓليىس طؼَٔ ٖٓ هُٜ٬خ
ػِ ٠طلو٤ن أٛيحكٜخ ٍ ٝإ٣ظٜخ ،كؼ٘يٓخ ٣ظؼِن ح َٓ٧رٌِ٤ش
ح٥ىحد  ٝرؤْ ُـش كٜ٤خ ،كبٕ حٛ٫ظٔخّ حً٧زَ رطز٤ؼش حُلخٍ
ُٓٞٔ ٠ُٞ٤حى ح٧ىد  ٝحُِـش ٝ .ك ٠ظَ ًُي ٗـٓ ٬لٍٟٞ
ح٫طٜخٍ  ٝحُؼوخكش ُِٓ٘ش ػخٗ٣ٞش.
ُٝظؼيٌٛ َ٣ح حُظؤ ْ٤حُٔظلخٝص٤ٓ ،لون َٓ٘ٝع حُظؼِْ
حٌُ٩ظَ ٠ٗٝحُظٞحُٕ ر ٖ٤حُٔلخ ٍٝحٍ٧رؼش ،رل٤غ ٘ٛ ٌٕٞ٣خى
طٔخ ٟٝك ٠حُظ٘خ ٍٝر ْٜ٘٤كظِ٣ي حُٔؼِٓٞخص  ٝح٘ٗ٧طش ك٠
ٓل ٍٟٞح٫طٜخٍ  ٝحُؼوخكشٓ ،غ ػيّ ح٩ه ٍ٬أ ٝحُظوِٖٓ َ٤
ٓلظ ٟٞحُٔل ٖ٣ٍٞح٥هَ.ٖ٣
ٝرخُظخٌُٛ ٌٕٞ٣ ٠ح حُزَٗخٓؾ حٌُ٫ظَ ٠ٗٝهي كون حُظٌخَٓ ٝ
حُظٞحُٕ ٖٓ ك٤غ حٌُْ  ٝحٌُ٤ق ك ٠حٍ٧رؼش ٓلخٝ ،ٍٝ
ػ ٝٞحُلوَ حٌُٔ ٠كٓ ٠ل ٍٟٞح٫طٜخٍ  ٝحُؼوخكش كٗ ٠ظخّ
حُظؼِْ حُظوِ٤ي ٝ ،ٟأٟل ٠حُل٣ٞ٤ش ػِ ٠حُٔٞحى حُ٘٤ٜش حُظوِ٤ي٣ش
حُظ ٠طظٔ ِ٤رٜخ حُؼِ ّٞحٔٗ٩خٗ٤ش.
 .3أداح ٚػٍٕخ اٌذساصخ
طؼظٔي  ٌٙٛحُيٍحٓش ك ٠حُٔوخّ ح ٍٝ٧ػٍِٛ ٠ي ٝحهغ ٝ
حكظ٤خؿخص ٬١د حُظؼِْ ػٖ رؼي ،رٔ٘خٓزش اكظظخك ٚحُؼخّ
حُيٍحٓ٬١ ٝ ، 2010-2009 ٠د حُظؼِْ حُٔوظِ ٢أ٠٣خ حٌُٖ٣
٣زيأ ٕٝك ٠حٓظويحّ حُظؼِْ حٌُ٫ظًَ ٠ٗٝظـَرش ؿي٣يس ػِ،ْٜ٤
ك ٠حُظو ٜٚحٓ٩زخٗ.٠
ُٝوي هٔض ك ٠آهَ ُوخء ى ٠ُ ٍٟٝك ٠حُؼخّ ٗلٔٓ ٚغ ٬١د
ٗظخّ حُظؼِْ ػٖ رؼي ك ٠طو ٜٚحُِـش حٓ٩زخٗ٤ش ،رطَف
هٔٔش أٓجِش رٔ٤طش  ٌُٖ ،ؿ٣َٛٞش ،طظ٘خٓذ ٓغ ٛـَ ْٜٓ٘
 ٝهِش هزَط ْٜرؤٓخُ٤ذ حُظؼِْ حُلي٣ؼش ٝ .هٔض ر٘لْ ح٫هظزخٍ
ٓغ ٬١د حُلَهش حُؼخٗ٤ش ك ٠هْٔ حُِـش حٓ٩زخٗ٤ش  ٝآىحرٜخٝ .
حٓ٧جِش :٠ٛ

حُٔئحٍ ح َٛ :ٍٝ٧طل َ٠حُظؼِْ حُظوِ٤ي ٟحُٔيٓؾ ٓغ حُظؼِْ
حٌُ٫ظَ ٠ٗٝأّ حُظؼِْ ػٖ رؼي؟
حُٔئحٍ حُؼخٗ َٛ :٠طؼَف ٓخ  ٞٛحُظؼِْ حٌُ٫ظَ٠ٗٝ؟
حُٔئحٍ حُؼخُغ َٛ :ػ٘يى كخٓٞد ك ٠حُز٤ض؟
حُٔئحٍ حَُحرغ َٛ :طـ٤ي حٓظويحٓخص حُلخٓٞد ٓؼَ حٗ٫ظَٗض
 ٝحُزَ٣ي حٌُ٫ظَ ٝ ٠ٗٝحُزخ ٍٝر٘٣ٞض  ٝحٍُٝٞى  ٝحٝ َ٤ًٔ٩
ح،ًْٔ٧حُن؟
حُٔئحٍ حُوخْٓ :ك ٠حػظوخىى ٓخ  ٠ٛحٓزخد ػيّ اؿخىطي
ُِلخٓٞدٓ :خى٣ش ،طؼِ٤ٔ٤ش٤ُٞ٤ٓ ،ش ،أ ٝؿَٛ٤خ ٖٓ حٓ٧زخد؟
ٌٌٛٝح ٣ظٌ ٕٞحٓ٩ظز٤خٕ ٖٓ هٔٔش أٓجِش ٓل٣ٍٞش  ٝأٓخٓ٤ش
ُِزيء ك ٠ه٤خّ ٓيٗ ٟـخف ططز٤ن  ٌٙٛحُ٘ظْ حُظؼِٔ٤ش
حُٔٔظليػش ك ٠طؼِْ حُِـش حٓ٫زخٗ٤ش ٝآىحرٜخٓ ،غ حُؼِْ إٔ ٗظخثؾ
ٌٛح حٓ٫ظز٤خٕ ٓٞف طٌ ٕٞرٔؼخرش حُوخػيس حَُث٤ٔ٤ش ٓ٫ظز٤خٗخص
أهَ ٟأًؼَ طٓٞؼخ ك ٠حُٔٔظوزَ.
أٓخ ػ٘٤ش حُيٍحٓش كظظٌ ٖٓ ٕٞهٔٔ١ ٖ٤خُذ ٣يٍٓ ٕٞك٠
حُٔ٘ش ح ٠ُٝ٧رًَِٔ حُظؼِْ حُٔلظٞف كٌٛ ٠ح حُظو ٜٚحُـي٣ي
 ٝهٔٔ١ ٖ٤خُذ آهَ ٖ٣ك ٠حُٔ٘ش حُؼخٗ٤ش رؤْ حُِـش حٓ٩زخٗ٤ش
 ٝآىحرٜخ ٬ً ٝ .حُٔـٔٞػظ ٖ٤أؿخرض ػِ ٠حٓ٧جِش حُظ ٠طـط٠
حُٔلخ ٍٝحٝ ٠ُٝ٧حُظ٣ ٠و ّٞػِٜ٤خ  ٌٙٛحُ٘ظْ حُيٍحٓ٤ش
حُظلخػِ٤شُ ،و٤خّ ٓيٓ ٟؼَكظ ْٜرخ٧ىحس حَُث٤ٔ٤ش ٌُٜح حُ٘ظخّ ٝ
 ٞٛحُلخٓٞد  ٝحٓظويحٓخط ٝ ،ٚآػخٍىٍؿش  ٌٙٛحُٔؼَكش ػِ٠
ٗـخف حُزَٗخٓؾ ،ى ٕٝحُو ٝٞك ٠طلخ َ٤ٛحُٔ٘خٛؾ حُؼِٔ٤ش
حُٔظزؼش  ٫ ٝحُٔٞحى حُيٍحٓ٤ش حُٔوٍَسٔٛ ٝ :خ هطٞطخٕ
ٓز٘٤ظخٕ ػِ ٌٙٛ ٠حُيٍحٓش حُٔ٤يحٗ٤ش ح ٠ُٝ٧كٌٛ ٠ح
حُظو ٝ ،ٜٚحُظ ٠هٜٜ٘خ ُٜخ ٌٛح حُزلغ .أ ٟإٔ ٌٙٛ
حُيٍحٓش طؼي هخػيس ُيٍحٓخص أهَ ٟك ٠حُٔٔظوزَ  ٝحُظ٠
ٓظـَ ٟرؼي طَٓ٤ن  ٌٙٛحُ٘ظْ ك ٠أًٛخٕ حُط٬د  ٝطؼ٣ٞيْٛ
ػِ ٠حُٜٔخٍحص حُظو٘٤ش حُُٓ٬ش ٗ٩ـخف ٓؼَ  ٌٙٛحُزَحٓؾ.
ٔ .4زبئج اٌذساصخ اٌّمبسٔخ
حُٔئحٍ ح َٛ :ٍٝ٧طل َ٠حُظؼِْ حُظوِ٤ي ٟحُٔيٓؾ ٓغ ٗظخّ
حُظؼِْ حٌُ٫ظَ ،٠ٗٝأّ حُظؼِْ ػٖ رؼي؟
ح٩ؿخرش ػِ ٠حُٔئحٍ ح ٖٓ ٍٝ٧هزَ حُؤٔ١ ٖ٤خُذ ك ٠هْٔ
حُظؼِ ْ٤حُٔلظٞفً ،خٗض كوخ ٓؼَ٤س ُِي٘ٛش ٕ٧ ،رخَُؿْ ٖٓ
أٗ٘٣ ْٜظُٔ٘ ٕٞظخّ حُظؼِْ ػٖ رؼي ،ا ٫حٕ ٜٗل ْٜطوَ٣زخ ٣لَ٠
حُ٘ٞع حًٔ ،ٍٝ٧خ ٣ظ٠ق ك ٠حَُْٓ حُز٤خٗ ٠حُظخُ:٠
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كظوَ٣زخ ٣ ْٜ٘ٓ %60ل ِٕٞ٠حُظؼِْ حُٔوظِ ،٢أ ٟأٗ ْٜؿَ٤
ٓوظ٘ؼ ٕٞر٘ظخّ حُظؼِْ ػٖ رؼي ،رٔ٘٤خ  ٖٓ %40حُط٬د ٣ظوزَ
ٌٛح حُ٘ظخّ حٌُ٣ ٟو٠غ ُٗ ٌُٖ .ٚظ٤ـش ح٩ؿخرش ػٌِٛ ٠ح
حُٔئحٍ ٖٓ هزَ ٬١د حُظؼِْ حُٔوظِ ،٢طؼي ٓ٘طو٤ش ٓ ٝلٜٓٞش،
ٓ ْٜ٘ٓ %92 ٕ٧وظ٘غ ر٘ظخّ حُظؼِْ حُٔوظِ ٢حٌُ٣ ٟطزن ػِ.ٚ٤

طؼٔيص كٌٛ ٠ح حُٔئحٍ إٔ أًٍِكو ٢ػِ ٠حُظؼِْ حٌُ٫ظَ٠ٗٝ
٧ػَف اًح ًخٗض اؿخرش ً ٬حُلَ٣و ٖ٤ػِ ٠حُٔئحٍ حُٔخرن
ٓز٘٤ش ػِ ٠أْٓ ٓؼَك٤ش ُٔخ٤ٛش ٌٛح حُ٘ظخّ ،أّ أٗ ْٜحهظخٍٙٝ
٫هظَحٗ ٚرخُظؼِْ حُظوِ٤يَٓ ٝ .ٟس أهَ َٟٗ ٟح٩ؿخرخص طؼَ٤
حٌُؼ ٖٓ َ٤حُظٔخإ٫صًٔ ،خ ٣ظ٠ق ٖٓ حَُْٓ حُز٤خٗ ٠حُظخُ:٠

حُٔئحٍ حُؼخٗ َٛ :٠طؼَف ٓخ  ٞٛحُظؼِْ حٌُ٫ظَ٠ٗٝ؟

٘٣ ٝؤْ ٬١د حُظؼِْ ػٖ رؼي َٓس أهَ ،ٟكَ٘ ٟإٔ%54
ٓ٘٣ ْٜؼَكٓ ٕٞخ  ٞٛحُظؼِْ حٌُ٫ظَ ،٠ٗٝرٔ٘٤خ  %46حُزخه٫ ٖ٤
٣ؼَكٔٓ ٌُٖ .ٚٗٞخ ٣ؼ َ٤حُل ٍٞ٠إٔ ٬١د حُظؼِْ حُٔوظِ،٢
حٌُ ٖ٣ريأٝح ك ٠حٓظويحًٓ ٚظـَرش أ٤ُٝش ُو٤خّ ىٍؿش ٗـخف
طـَرش حُوِ ٢ر ٖ٤حُظؼِْ حُظوِ٤ي ٝ ٟحُظؼِْ حٌُ٫ظَْ٤ُ ،٠ٗٝ
ُيٓ ْٜ٣ؼَكش رٌَ٘ ٝأٓخُ٤ذ حُظؼِْ حٌُ٫ظَ%42 ٕ٧ ،٠ٗٝ
ٖٓ  ٌٙٛحُلجش حُط٬ر٤ش ،أٜٗ ٟل ْٜطوَ٣زخ٣ ُْ ،زيأٝح كظ ٠ك٠

حٓظٌ٘خف ٌٛح حُ٘ظخّ حٌُ ٟهيّ ُُِٔ ْٜؼخ٘٣ش ٝحٓ٫ظويحّ
ًظـَرش هزَ حُظؼٔ.ْ٤
اٌضإاي اٌثبٌث َٛ :ػ٘يى كخٓٞد رخُز٤ض؟
ح٩ؿخرش ػٌِٛ ٠ح حُٔئحٍ ٖٓ هزَ حُٔـٔٞػظٌ٘٣ ،ٖ٤ق ُ٘خ إٔ
أٓزخد ػيّ ٓؼَكظ ْٜرظو٘٤خص حُ٘ظْ حُلي٣ؼش ك ٠حُظؼِْ ُٔ٤ض
ٓخى٣شًٔ ،خ َٗ ٟكٌٛ ٠ح حَُْٓ حُز٤خٗ ٠حُٟٔٞق ُ ٌٜٙحُلو٤وش:
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ٌٌٛ ٝح ٣ظ٠ق ُ٘خ إٔ طوَ٣زخ ؿٔ٤غ حُط٬د ك ٠حُلَ٣وٖ٤
رلًٞط ْٜكخٓٞد ك ٠حٍُِٔ٘ٔ٣ ٫ ٌُْٜ٘ٝ ،ظـًِٔ ٚٗٞخ ٣ـذ
ك ٠حُل ٍٜٞػِ ٠حُٔؼَكش كٓ ٠ـخٍ طؼِْ حُِـش ٝح٧ىد.

ح٩ؿخرش ػٌِٛ ٠ح حُٔئحٍ ر٘٤ض ُ٘خ إٔ طوَ٣زخ ػِؼ ٠حُط٬د ك٠
ً ٬حُ٘ظخٓٔ٣ ٫ ٖ٤خٍٓ ٕٞرٜلش ى٣ٍٝش آظويحّ حُلخٓٞد،
أ ٟإٔ حُلخٓٞد ٔ٣ ٫ؼَ أىحس أٓخٓ٤ش ك ٠حُل ٍٜٞػِ٠
حُٔؼَكش  ٝطوِٜ٘٣خٌٛ ٝ ،ح ٓخ َٗح ٙك ٠حَُْٓ حُز٤خٗ ٠حُظخُ:٠

اٌضإاي اٌشاثغ َٛ :طـ٤ي آظويحٓخص حُلخٓٞد حُٔوظِلش؟

كلٗ ٠ظخّ حُظؼِْ ػٖ رؼي ٗـي حٕ  ٖٓ %60حُط٬د ٣ـ٤يٕٝ
حٓظويحٓخص حُلخٓٞد٣ %18 ٝ ،ـ٤ي ٚٗٝاُ ٠كي ٓخ%22 ٝ ،
٣ ٫ؼَك ٕٞحٓظويحٓخط ٚػِ ٠ح٬١٩م ٌٙٛ ٝ .حُ٘ظ٤ـش ططَف
طٔخإُ ٖ٤هط .ٖ٣َ٤ح٤ً :ٍٝ٧ق ىهَ ٌٛح حُؼيى كٌٛ ٠ح حُ٘ظخّ
ى ٕٝإٔ ٣ظؼِْ طو٘٤خص حُلخٓٞد؟  ٝحُؼخٗ٤ً :٠ق ٓظظخرغ ٌٙٛ
حُٔـٔٞػش ح٧هَ٤س حُيٍحٓش ك ٠ظَ حُ٘ظخّ حُٔلظٞف حُٔز٘٠
رٜلش أٓخٓ٤ش ػِ ٠حُظؼِْ ػٖ رؼي؟
أٓخ رخُ٘ٔزش ُط٬د حُظؼِْ حُظوِ٤ي ٟحُٔيٓؾ ٓغ ٗظخّ حُظؼِْ
حٌُ٫ظَ ،٠ٗٝك٘ـي إٔ  %30كو٣ ْٜ٘ٓ ٢ـ٤ي ٕٝحٓظويحّ

حُلخٓٞد٣ %32 ٝ ،ـ٤ي ٚٗٝاُ ٠كي ٓخ٣ ٫ %38 ٝ ،ؼَكٕٞ
ً٤ق ٔ٣ظويٓ ٚٗٞػِ ٠ح٬١٩م.
حُٔئحٍ حُوخْٓٓ :خ  ٠ٛأٓزخد ػيّ ا٣ـخىطي ُِلخٓٞد؟
َٗؿغ اؿخرش ٌٛح حُٔئحٍ اُ ٠ػ٬ع أٓزخدٓ :خى٣ش أ٤ُٞ٤ٓ ٝش أٝ
طؼِ٤ٔ٤ش ٝٝ .ؿيٗخ ح٩ؿخرخص طظَحٝف ر ْٜ٘٤رٌٜح حٌَُ٘:
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ك ٠حُؤْ حٓ٩زخُِٗ ٠ظؼِْ ػٖ رؼيٗ ،ـي إٔ  ٖٓ %20حُط٬د
َ٣ؿؼ ٕٞػيّ آظويحُِٓ ْٜلخٓٞد اُ ٠أٓزخد ٓخى٣شٝ ،
 %30اُ ٠أٓزخد ٓ٤ُٞ٤ش ٝ ،أهَ٤ح  %50اُ ٠أٓزخد طؼِ٤ٔ٤ش.
أٓخ رخُ٘ٔزش اُ٬١ ٠د حُظؼِْ حُٔيٓؾ ك٤ًِ ٠ش ح٥ىحد٣ ،ظ٠ق
ُ٘خ إٔ ٓؼظَٔ٣ ْٜؿؼ ٕٞأٓزخد ػيّ اؿخىطٓ٩ ْٜظويحٓخص
حُلخٓٞد اُ ٠أٓزخد طؼِ٤ٔ٤شٔ٣ ْٛ ٝ ،ؼِٖٓ %74 ٕٞ
اؿٔخُ ٠حُط٬د.



صبدصب :إٌزبئج إٌٙبئٍخ ٚاٌزٛصٍبد




ك ٠ح١خٍ حُظط ٍٞحٌُٔ َٛك ٠ػخُْ طٌُ٘ٞٞؿ٤خ حُٔؼِٓٞخص
 ٝح٫طٜخ٫ص ،أٍىص حُظؼَ٣ق  ٝحُٛٞق ٥هَ
حُٔٔظـيحص  ٝح٬ٛ٩كخص ك ٠ؿخٓؼش حُوخَٛس كٔ٤خ
٣و ٚطؼِْ حُِـش حٓ٩زخٗ٤ش ٝآىحرٜخًُ ٝ ،ي رٔ٘خٓزش حكظظخف
حُؤْ حٓ٩زخُِٗ ٠ظؼِْ ػٖ رؼي  ٝحُزيء ك ٠حُؼَٔ ر ٚك٠
حُؼخّ حُيٍحٓ 2010 -2009٠ك ًَِٓ ٠حُظؼِ ْ٤حُٔلظٞف،
ٝأ٠٣خ رٔ٘خٓزش َٓ 25 ٍٝػخٓخ ك ٠حُٔ٘ش ًحطٜخ ػِ٠
اٗ٘خء حُؤْ حٓ٩زخٗ ٠رٌِ٤ش ح٥ىحد ٝ ،اىهخٍ ٗظخّ حُظؼِْ
حُٔوظِ ٢ك ،ٚ٤ػٖ ٣َ١ن ىٓؾ رَٗخٓؾ ُِظؼِْ حٌُ٫ظَ٠ٗٝ
طلخػِٓ ٠غ ٗظخّ حُظؼِْ حُظوِ٤ي ،ٟك ٠ظَ أ ٍٝطؼخٖٓ ٕٝ
ٗٞػ ٚر ٖ٤حُـخٓؼخص حٓ٩زخٗ٤ش  ٝحُـخٓؼخص حُٔ٣َٜشٝ ،
ػٍِ ٠أٓ ْٜؿخٓؼش حُوخَٛس.
حهظزَص  ٌٙٛحُيٍحٓش رٌَ٘ ٓزيأ ٟح٫طـخٛخص حَُث٤ٔ٤ش
ُط٬د ًِ٤ش ح٥ىحد ك ٠ؿخٓؼش حُوخَٛس حُٔظو ٖ٤ٜٜك٠
حُِـش حٓ٩زخٗ٤ش ًُ ٝي رٔزذ ىه ٍٞحُ٘ظْ حُلي٣ؼش ُِظؼِْ
ٓئهَح كٓ ٠ـخٍ حُؼِ ّٞحٔٗ٩خٗ٤ش رٞؿ ٚػخّ  ٝكٓ ٠ـخٍ
حُِـش حٓ٩زخٗ٤ش ٝآىحرٜخ رٞؿ ٚهخًٔ ،ٙخ ًًَٗخ ٖٓ هزَ.
 ٝحُو٤ض حُٞ٠ء ػِ ٠أ ْٛحٌُٔ٘٬ص حُظ ٠هخرِض حُط٬د
ػ٘ي ريح٣ش حٓظويحٓٔٗ٧ ْٜخ ١حُظؼِْ حُلي٣ؼشٓ ،ؼَ حُظؼِْ
ػٖ رؼي  ٝحُظؼِْ حٌُ٫ظًَُ ٝ ،٠ٗٝي رٞحٓطش حٓظط٬ع
أ ٝآظز٤خٕ ٟٝق ٗٔزش حٓظويحٓ ٝ ْٜحطوخُِٗ ْٜلخٓٞد
٣ ٚٗ٧ؼي ح٧ىحس حُٔؼَك٤ش ح ٝ ٠ُٝ٧حً٧ؼَ حٗظ٘خٍح حٝ ،ٕ٥
٣زٔٗ َٖ٤زش حىٍحً ٝ ْٜحٓظ٤ؼخر٤ٔٛ٧ ْٜش ٓؼَ  ٌٙٛحُ٘ظْ
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حُظؼِ٤ٔ٤ش حُلي٣ؼش ك ٠ط٤ٓٞغ آكخه ْٜحُٔؼَك٤ش ٝحَُر ٢رٜ٘٤خ
ٝرٓ ٖ٤ـخ٫ص حُؼِ ّٞحٔٗ٫خٗ٤ش.
ٝرؼي طلَٗ ٟظخثؾ ح٩كٜخث٤ش ٌٗظ٘ق إٔ ٜٗق
حُط٬د طوَ٣زخ ك ٠حُٔـٔٞػظ٣ ٫ ٖ٤ؼَف ٓخ  ٞٛحُظؼِْ
حٌُ٫ظَ ٠ٗٝرخُ٠زٓٝ ٢خ  ٠ٛآُ٤خط ٝ ،ٚكٓ ًَ ٠ـٔٞػش
ٗـي إٔ ػِغ ٗٔزش حُط٬د ِ٣ ٫ـؤ اُ ٠حُلخٓٞد ػِ٠
ح٬١٩م كِ١ ٠ذ حُؼِْ  ٝحُٔؼَكش ٝ .حُٔزذ ُٓ ْ٤خىٟ
رخُيٍؿش حًٔ ،٠ُٝ٧خ ٍأ٘٣خ ،رَ َ٣ؿغ اُ ٠ػيّ اٛظٔخْٜٓ
رظؼِْ حٓ٩ظويحٓخص حُٔوظِلش ُِلخٓٞد .أ ٝكًِٔ ٠خص
أهَٞٓ ،ٟحء ًخٗض أٓزخر٤ُٞ٤ٓ ْٜش أ ٝطؼِ٤ٔ٤شٔٗ ،ظ٘ظؾ
أٗ٣ ٫ ْٜيًٍ ٕٞإٔ حُلخٓٞد حُ ٞٛ ّٞ٤ح٧ىحس حً٧ؼَ
اٗظ٘خٍح  ٝكؼخُ٤ش ك ٠حُل ٍٜٞػِ ٠حُٔؼَكشٔٓ ،خ ِ٣لض
حُ٘ظَ اٍَُٟٝ ٠س ُ٣خىس حُظٞػ٤ش رؤ٤ٔٛش أٓخُ٤ذ حُظؼِْ
حُلي٣ؼش ٝحُلؼخُش ر٬١ ٖ٤د حٔٗ٩خٗ٤خص.
حَُر ٢ر ٖ٤حُظٌُ٘ٞٞؿ٤خ  ٝحُؼِ ّٞحٔٗ٩خٗ٤ش  ٠ٛكو٤وش ُْ
٣يًٍٜخ حُط٬د رؼي ٝ .رخُظخُ ٠كؤ ْٛحُٔزَ اَُ٘ٗ ٠
حُظٞػ٤ش كٌٛ ٠ح حُٜيى  :ٞٛأ ،٫ٝحُظٞػ٤ش حُٔٔزوش
ُِطخُذ رلٞحثي طٌُ٘ٞٞؿ٤خ حُٔؼِٓٞخص ػٖ ٣َ١ن ٓٝخثَ
ح٩ػ ٝ ،ّ٬ػخٗ٤خ ،ػوي حُيٍٝحص حُظيٍ٣ز٤ش حُٔئِٛش ُْٜ
ىحهَ ًِ٤ش ح٥ىحد  ٝحٛ٫ظٔخّ رخُٔظخرؼش حُٔٔظَٔس ُٔٞحًزش
آهَ حُظطٍٞحص ك ٌٙٛ ٠حُٔـخ٫صٔ٠ُٝ ،خٕ ؿٞىس ح٧ىحء
رٌَ٘ ىحثْ٘ٛ ٝ .خ ٣ؤط ٠ىٝ ٍٝكيحص حُـٞىس ك ٠حٌُِ٤خص،
 ٝحُظ٫ ٠هض رؼ ٞحُٜؼٞرخص ك٤ًِ ٠ش ح٥ىحدًُ ٝ ،ي
ُٔوخٓٝش رؼ ٞحٓ٧خطٌُٜ ٙخ ٍ ٝك ْٜ٠حُظؼخٓ ٕٝؼٜخ.
ٌُٜٝح ٗٔظ٘ظؾ إٔ حُظـ٣ َ٤٤ـذ إٔ  ٌٕٞ٣طيٍ٣ـ٤خ ْ٤ُ ٝ
ؿٌٍ٣خًُ ٝ ،ي َ٣ؿغ اُ ٠إٔ حُٞػ ٠حُـٔخػ ٠ك٠
ٓـخ٫ص حُؼِ ّٞحٔٗ٩خٗ٤ش ٣ ٫يٍى رٌَ٘ ًخَٓ ٓيٟ
أ٤ٔٛش أٗٔخ ١حُظؼِْ حُلي٣ؼش حُظ ٠طٔظط٤غ إٔ طظوط ٠حُزؼي
حٌُٔخٗ ٝ ٠إٔ طو َٜحُليٝى حُِٓ٘٤ش أ٠٣خُٔ ،خ طظٔظغ رٚ
ٖٓ كَ٣ش ك ٠حُظ٘وَ  ٝحُظٜلق هٔٓ ٍ٬ظٞح٣خطٚ
حُظؼِ٤ٔ٤ش ٝ ،ط٘ٔ٤ش حُٜٔخٍحص ح٫ىٍحً٤ش ٝح٫ريحػ٤ش
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حُٔوظِلش ُي ٟحُطخُذ ري ٖٓ ٫إٔ طوظ َٜػِ ٠ػِٔ٤ش
حُظِو ٠كلٔذ.
ٝك ٠حُٞهض ٗلٔ ،ٚػخىس ٓخ طَطز ٢حُؼِٔ٤ش حُظؼِ٤ٔ٤ش
رخُٔ٘خم حُؼخّ ُِزِي ٝ ،طظ َٜرٌَ٘ ٓزخَٗ  ٝؿٓ َ٤زخَٗ
رخُظـَ٤حص ح٩هظٜخى٣ش  ٝحُؼوخك٤ش  ٝح٩ؿظٔخػ٤ش حَُح٘ٛشٝ .
ٌُٖ حُظخٍ٣ن أػزض إٔ حُٔؼَكش رٞحٓطش حُلخٓٞد هي
طظل ٍٞاُ٬ٓ ٠ف هطٔ٣ َ٤ظط٤غ إٔ ٣و َٜحُظَٝف
حُٜؼزش .كؼِٓ ٠ز َ٤حُٔؼخٍ٣ ٫ ،ظ١ ٍٜٞخُذ حُِـش ٝ
ح٥ىحد ٝكَس حُِٔح٣خ حُظ ٠طٔظط٤غ إٔ طٔي ٙرٜخ  ٌٙٛحُ٘ظْ
حُظؼِٔ٤ش ٓؼَ حُظؼِْ ػٖ رؼي  ٝحُظؼِْ حٌُ٫ظَ ،٠ٗٝاً أٜٗخ
طٔٔق ُ ٚرخُظٔ ٝ ِ٤حُظ٘وَ حَُٔ٣غ ػزَ حُٔٔظ٣ٞخص
ح٩ىٍحً٤ش حُٔوظِلش ى ٕٝحُظو٤ي رخُليٝى حُٔؼَك٤ش
حُٔلَٟٝش ػِ ٚ٤ك ٠حُٔ٘خٛؾ حُظوِ٤ي٣شٌٌٛ ٝ ،ح  ٌٕٞ٣هي
هط ٠رٌلخءط ٝ ٚطويٓ ٚهطٞحص أًزَ ٗل ٞحُظٔ ِ٤ك٠
ٓـخٍ حُؼَٔ ٖٓ رؼئٓ ،خ ٓ٤ؼٞى ػِ ٚ٤رخُ٘لغ حُٔخىٝ ٟ
حُٔؼ٘.ٟٞ
ٗ ٖٓٝخك٤ش أهَ٣ ٫ ٟظْ حٗ٩خٍس ك ٠حٌُؼ ٖٓ َ٤ح٧ك٤خٕ
اُ ٠ى ٍٝحٓ٧ظخً ىحهَ  ٌٙٛحُٔ٘ظٓٞش حُٔظـيىس ىحثٔخٝ .
ٌُٜح ٣ظلظْ ػِ٘٤خ ٗلٖ حٓ٧خطٌ ٙأ٠٣خ كٓ ٠ـخ٫ص حُؼِّٞ
حٔٗ٩خٗ٤ش ٓٞحًزش ًَ  ٌٙٛحُظطٍٞحص ُظلٔ ٖ٤ح٧ىحء
حُـخٓؼُ ٝ ،٠ظ٘ـ٤غ حٓظويحّ حُظٌُ٘ٞٞؿ٤خ ك ٠ػِٔ٤ظ٠
حُظؼِ ٝ ْ٤حُظؼُِْ ٝ ،ظوزَ كٌَس حُظـ َ٤حُلظٔ٤ش ك ٠حُٓٞخثَ
حُظؼِ٤ٔ٤شُ ٝ ،ظؼِْ ًَ ٓخ  ٞٛؿي٣ي ُظط٣ٞؼُِٜٔ ٚلش
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حُطخُذ ك ٠حُٔوخّ حٟ٩ ٝ ،ٍٝ٧لخء حُل٣ٞ٤ش ٍٝ ٝف
حُظـي٣ي ػِ ٠حُٔٞحى حُ٘٤ٜشًُ ٝ ،ي ًِ ٖٓ ٚأؿَ اػخىس
حٌُٔخٗش حُٜخٓش حُظً ٠خٗض طظٔظغ رٜخ حُؼِ ّٞحٔٗ٩خٗ٤ش ٖٓ
هزَ  ٝحُظَٗ ٠حٛخ حٓ ٕ٥ظٞحٍ٣ش هِق حٗ٩ـخُحص حُؼِٔ٤ش
حُِٔٔٓٞشٌٌٛ ٝ .ح  ٌٕٞ٣هي ٗخٍى حٓ٧ظخً ك ٠ػِٔ٤ش
ح٬ٛ٩ف ٝحُظ٣ ٫ ٠لظَ ٝإٔ طظٞهق ػٖ حُظط.َ٣ٞ
ٝأهَ٤حٝ ،ك ٠ظَ حُظؼخ ٕٝحُٔٔظَٔ ر ٖ٤حُ٘ؼٞد
حُٔوظِلش ُِ٘ ٜٝٞك ٠حٌُؼٓ ٖٓ َ٤ـخ٫ص حُل٤خس ٝ ،رؼي
ػٍٞس ح٫طٜخ٫ص  ٝحُظٌُ٘ٞٞؿ٤خ حُظ ٠هَرض حُ٘ؼٞد
حُؼَر٤ش ًؼَ٤حٌ٣ ٝ -ل ٠ػخَٓ حُِـش حُٔ٘ظَى حٌُ٣ ٟـٔغ
رٞٓ ٕٞ٤ِٓ 225 ٖ٤ح ٖ١ػَر ٠ك ٠ػ٬ػش  ٝػَ٘ ٕٝرِي-
ٗؤَٓ إٔ ِ٣ىحى حُظؼخ ٕٝر ٖ٤حُـخٓؼخص حُؼَر٤ش ٝ ،هخٛش
ك ٠حُٔ٘خٍ٣غ حُزلؼ٤ش حُٔ٘ظًَش ُ٘ظخثـٜخ حُٔؼَ٣ش ىحثٔخٝ .
ٗلٖ ريٍٗٝخ ٗٔؼ ٠ك َ٘ٗ ٠حُِـش حٓ٩زخٗ٤ش ٓ ًَ ٝخ ٣لظق
ٓـخ٫ص حُؼَٔ حُٔظِٜش ربٓزخٗ٤خ  ٝأٌَٓ٣خ حُ٬ط٤٘٤ش
رؤًِٜٔخ.
ٌُٜٝح ٗ ٠ٛٞرخُو٤خّ رَٔ٘ٝع رلؼ٘ٓ ٠ظَى ٓٔخػَ ك٠
ؿخٓؼش كٔيحٕ رٖ ٓلٔي حٌُ٩ظَ٤ٗٝش ٝحٌُٞٓ ٟف ٌٕٞ٣
ُٜخ حُٔزن كٌٛ ٠ح حُٔـخٍٜٗ٧ ،خ ٓٞف طٌ ٕٞأ ٍٝؿخٓؼش
ك ٠ى ٍٝحُوِ٤ؾ طو ّٞرظؼِ ْ٤حُِـش حٓ٩زخٗ٤ش –ػخٗ ٠أًؼَ
حُِـخص حٗظ٘خٍح ك ٠حُؼخُْ رؼي حٗ٩ـِ٣ِ٤ش -رطَ٣وش
ػ٣َٜش َٗٓٝش ٤ِٓٝجش رخُِٔح٣خ حُظ ٠ػَكض ػٖ حُظؼِْ
حٌُ٫ظَ.٠ٗٝ
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ى ٍٝحُٔؼِْ ك ٢طط َ٣ٞحُٔلظ ٟٞحٌُ٩ظَ٢ٗٝ
كخٓي كِٞحٗ٢
٣ٍٝ ٕٞٔٓٞ١ظَُ حُلًٔٞش  ٝحُٔوخٝ َ١حٓ٫ظؼخٍ ( )GRCىر ، ٢حٓ٩خٍحص حُؼَر٤ش حُٔظليس

اٌٍّخص
ك ٢أػوخد حُٓ٧ش حُٔخُ٤ش ُؼخّ ٟٝ ، 2008ؼض حُ٤ٜجخص
حُظ٘ظ٤ٔ٤ش ح٩هِ٤ٔ٤ش ٝحُي٤ُٝش طيحر َ٤اؿَحث٤ش ٬ٛ٩ف هطخع
حُويٓخص حُٔخُ٤ش .طظوٌ  ٌٙٛح٬ٛ٩كخص ٌَٗ هٞحٗٝ ٖ٤أٗظٔش
ؿي٣يس طٜيف حُ٤ٜجخص حَُهخر٤ش ٖٓ ٍٝحثٜخ آُ ٠ؼخُـش ٗوخ١
حُ٠ؼق حُظ٘ظ٤ٔ٤ش حٌُٔٓ ١ق رظَحًْ ٓٔظ٣ٞخص ؿٔٓ َ٤زٞهش
ٖٓ حُٔوخ َ١ك ٢حُ٘ظخّ حُٔخُ ٢هزَ حٗ٤ٜخٍ حُٔٞم ك ٢حُؼخّ
 ٖٓ .2008حٌُٔٗٞخص حَُث٤ٔ٤ش ك ٢حُٜٔ٘ي حُظ٘ظ ٢ٔ٤حُـي٣ي
 ٞٛحُظًَ ِ٤ػِ ٠رَحٓؾ حُظيٍ٣ذ حُظ ٢طٜيف َُكغ ٓٔظٟٞ
حُٞػُ ٢ي ٟحُٔٞظق ٔٓ ١َٗ ٞٛٝ ،زن طـزَ ٙحُ٤ٜجخص
حُظ٘ظ٤ٔ٤ش ػِ ٠حُٔئٓٔخص حُٔخُ٤ش ك ٢ؿٔ٤غ أٗلخء حُؼخُْ .طِـؤ
حًَُ٘خص حُظُ ٢يٜ٣خ ػيى ًز ٖٓ َ٤حُو ٟٞحُؼخِٓش ٝػِٔ٤خص
ى٤ُٝش ٝحٓؼش رٌَ٘ ٓظِح٣ي حُ ٠حُظؼِْ حٌُ٩ظَ ٢ٗٝرخػظزخٍٙ
ك ً٬كؼخ ٖٓ ً٫ك٤غ حُظٌِلش ُظِز٤ش حُٔظطِزخص حُٔٔظـيس ٖٓ
حُظؼِ ٝ ْ٤حُظيٍ٣ذ حُٔٓ ٢ٜ٘غ ًُي  ،كبٕ حٓظويحّ حُظؼِْ
حٌُ٩ظَ٣ ٢ٗٝؼ َ٤طٔخإ٫ص ؿ٣َٛٞش ػي٣يس  َٛ :ىٍٝحص حُظؼِْ
حٌُ٩ظَِ٤ٓٝ ٢ٗٝش كؼخُش رٔخ ك ٚ٤حٌُلخ٣ش ُز٘خء ٝحُللخظ ػِ٠
حُٔؼخٍف ٝحُٜٔخٍحص حُُٓ٬ش ُظلو٤ن حٓ٫ظؼخٍ حٌُخَٓ
ٝحُٔٔظَٔ ك ٢ػخُْ حُ ّٞ٤حٌُ ١حُٔظـ َ٤رَٔػش ٛخثِش؟ َٛ
٘ٛخى هطَ ٖٓ إٔ حُٔئٓٔخص طٔظويّ رَحٓؾ حُظيٍ٣ذ ػزَ
حٗ٩ظَٗض ػِ ٠أٜٗخ ٓـَى ٓٔخٍٓش ٓطل٤ش ٓ٫ظَٟخء
حُِٔطخص حُظ٘ظ٤ٔ٤ش ػ٘ي ه٤خٜٓخ رؼِٔ٤خص حُظلظ ٖ٤حُٔ٘٣ٞش
ٝحُٔلخؿؤس؟ ً٤ق ٣وظِق حُظؼِْ حٌُ٩ظَ ٢ٗٝػٖ حُظيٍ٣ذ ك٢
حُل ٍٜٞحُيٍحٓ٤ش حُظوِ٤ي٣ش ٖٓ ك٤غ ؿٞىس حُظؼِْ؟ ٔ٣ َٛؼَ
حُظؼِْ حٌُ٫ظَ ٢ٗٝحٓظؼٔخٍحً ٗخؿلخ ُ رخُ٘ٔزش ُٔـظٔغ حُويٓخص
حُٔخُ٤ش؟

اٌّــمذِخ
ٓغ كِ ٍٞحُؼخّ ٝ ، 2011حٞٓ٧حم حُٜٔظِس طٜخٍع ُظلو٤ن
حٓ٫ظوَحٍ ٓخ رؼي أُٓش حهظٜخى٣ش رظؤػ َ٤حُي ٞ٘٤ٓٝأٍٟوض
حُؼخُْ رؤَٓ ٙأُ ٠أًٍخرٝ ٚحٌُٓ ١خ ِ٣حٍ ٣ؼخٗ ٖٓ ٢أػوخرٜخْٗ.
حُلي رؼيى ًز ٖٓ َ٤حُٔٔخٍٓخص حُوخ١جش حُظ ٢أُو ٢رخُِّٞ
ػِٜ٤خ ُِظٔزذ رخُٓ٧ش حُٔخُ٤ش ً ،ظوي ْ٣حُوَ ٝٝحُٔخُ٤ش
ًَُِ٘خص  ٝح٧كَحى رٔخ ٣لٞم ًخِٜٛخٞٓٝ ،ء طوي َ٣حُٔوخ، َ١
ٝحٗ٤ٜخٍ حُٔؼخٝ َ٤٣حُظؤ٤٤خص حُٔظ٠خٍرش رطَ٣وش طلخكع ػِ٠
ػوش حُٔٞم ٝحُٔٔخف ُ ٚرخُؼَٔ رٌَ٘  .٢ٓٞ٣رٔ٘٤خ َ٣حهذ
حُٔلِِ ٕٞحُٔخُ٘ٛ ٝ ٕٞ٤خع حُوَحٍ ٝحُٔٔ ُٕٞٞأٓٞحم حُّٞ٤
رؼٜز٤ش ٗي٣يس ٓظوٞك٘٤ٓ ٖٓ ٖ٤خٍ٘ٓ ٞ٣خر٘٤ُٔ ٚخٍ ٞ٣ػخّ

(2008إ ُْ  ٌٖ٣أًزَ ك ٢حُلـْ)  ،طْ طويٓ ْ٣ـٔٞػش ؿي٣يس
ٖٓ حُوٞحػي ٝحُِٞحثق ُٓ٬ظؼخٍ حُؤَ٣ ١ـَ ١ططز٤وٜخ ٓلِ٤خً
ٝاهِ٤ٔ٤خ ً ٝى٤ُٝخ ًٟٝ .ؼض  ٌٙٛحُوٞحػي ٜٗذ أػٜ٘٤خ حُٜيف
حُطٔٞف طٜل٤ق حُلخُش ؿ َ٤حَُٔحهزش حُظ ٢حرظِ٤ض رٜخ
حٞٓ٧حم حُؼخُٔ٤ش هزَ ٓوٜ١ٞخ حُظخٍ٣و ٢ك ٢حُؼخّ .2008
ٜٗي حُؼخّ  2010طٞه٤غ هخٗٞٔ١ ٖ٤ٗٞكٔٛ ٝ ، ٖ٤خ هخٕٗٞ
(ىٝى كَحٗي) حُٜخىٍ ػٖ حَُٔ٘ػ ٖ٤ك ٢حُ٣٫ٞخص حُٔظليس
ح٤ٌ٣َٓ٧ش (ٔٓ ٞٛ ٝظ٘ي ٖٓ ٛ 848للش ٝحُظ ٢طـطًَ ٢
ؿخٗذ ٖٓ ؿٞحٗذ حَُهخرش حُٔخُ٤ش ٖٓ حُٔوخ َ١حُ٘ظخٓ٤ش
ُِز٘ٞى ٓ ٍٝٝظَ٣ظَ اُ ٠حُيكغ ُِٔوَ ٖ٤ٟػِ ٠حُ٘خٍع
حَُثٛٝ ٝ، ٢ٔ٤ق ًؤًزَ طـ٣ َ٤٤طَأ ػِ ٠حُِٞحثق  ٝحُوٞحٖٗ٤
ٌٓ٘ حٌُٔخى حُؼظ ْ٤ك ٢حُ٣٫ٞخص حُٔظليس)  ٝهخٗ ٕٞحَُٗٞس
ٌُِِٔٔش حُٔظليس  2010حٌُ٣ ١ؼي رخٓظٜيحف أ ١كَى أًَٗ ٝش
ٓغ ٬ٛص ك ٢حٌُِٔٔش حُٔظليس  ،رـ ٞحُ٘ظَ ػٖ ٌٓخٕ
ٝهٞع حُـَٔ٣شٓ .غ هي ٌٙٛ ّٝحُوٞحػي ك ِ٤حُظ٘لٌٛ ٌ٤ح حُؼخّ ،
٠٣غ حَُٔ٘ػٝ ٖ٤حُٔ٘ظٜٔٗ ٖ٤ذ أٗظخٍ ْٛػِ ٠ط٘ي٣ي
حُِٞحثق ٍٝ ،كغ حُٞػٝ ٢طـ ِ٤ٜحُٔٞظل ٖ٤ك ٢حُوطخع حُٔخُ٢
رخُٜٔخٍحص  ٝحُٔؼخٍف حُُٓ٬ش ُٔ٠خٕ حٓ٫ظؼخٍ حُظ٘ظ٢ٔ٤
حُؼخّ ٔٓ ،خ ٣ئى ١اُ ٠ػوخكش ُٓ٬ظؼخٍ حُؼخّ ك ٢حُٔـظٔغ حُٔخُ٢
 .إ حُظيٍ٣ذ حُٔ٘ظظْ َٗ ١حُِحُٓ ٢ـٔ٤غ حُؼخِٓ ٖ٤ك ٢هطخع
حُويٓخص حُٔخُ٤ش ك ٢حُؼخُْ  ٝحُٔزٍَ ٍٝحء ًُي َ٣ٝؿغ اُ٠
حُلٔخٓ٤ش حُؼخُ٤ش ٝآٌخٗ٤ش طؼَٞٓ ٝظل ٢حٓ٫ظوزخٍ ُلخ٫ص
ؿ٘خث٤ش ؿٓ َ٤وٜٞىس ٖٓ ه ٍ٬ؿَٔ حٞٓ٧حٍ كٝ ٢ظخثلْٜ
حُ٤ٓٞ٤ش .ك ٢ك٣ ٖ٤ؼظزَ حُظيٍ٣ذ حُٜل ٢ػِٞٓ ٠ح٤ٟغ
حٓ٫ظؼخٍ ه٤خٍح ٓٔظخُح ُِٔٞظلٝ ٖ٤حُٔي ٖ٣َ٣حُظ٘ل ، ٖ٤٣ٌ٤اُ٠
إٔ ٌٛح حِٞٓ٧د ؿً َ٤خف ُظيٍ٣ذ ٗخَٓ ُـٔ٤غ ٓٞظل٢
حُز٘ٞىٌٛ .ح َ٣ؿغ أٓخٓخ اُ ٠ػيّ طٞك٤ي حُٞكيحص حُظيٍ٣ز٤ش
ٝآٌخٗ٤ش َٓحؿؼش  ٝطيه٤ن حُيٍؿخص .رخٟ٩خكش اًُُ ٠ي  ،هي
٣ـي رؼ ٞحُل ٍٞ٠حُظيٍ٣ذ حُٜل ٢حُيٍحٓ٤ش ػِ ٠أَٗٔٓ ٚ
ٍٝط٤ذ ٣ ٚٗ٧لي ٖٓ ًٔ٤ش حُظلخػَ ر ٖ٤حُطخُذ  ٝحُٔيٍد ،
ٝهٜٛٞخ ػ٘يٓخ ٣ظؼِن ٟٓٞٞع حُظيٍ٣ذ رٔٞح٤ٟغ ٗظَ٣ش
 ٝؿ َ٤طلخػِ٤ش ٓؼَ ٌٓخكلش ؿَٔ حٞٓ٧حٍ ٌٓٝ ،خكلش
حٍٛ٩خد ٓٝ ،لخٍرش ح٫كظ٤خٍ  ٝحُؼ٘خ٣ش حُٞحؿزش طـخ ٙحُؼٔ٬ء.
ٌُٜ ٌٖٔ٣ح حُ٘و ٚك ٢حٛ٫ظٔخّ ٝحُل ْٜإٔ ٠٣غ حُٔئٓٔش ك٢
هطَ أػِ ٠ه ٍ٬حُظلظ ٖ٤حُي٤ُِٜ ١ٍٝجخص حُظ٘ظ٤ٔ٤ش .إ
ٓل ّٜٞحُظؼِْ حٌُ٩ظَ ٢ٗٝأهي رخُ٘ٔخء ُٜ٤زق كٝ ٬حهؼ٤خ ُظِز٤ش
ح٫كظ٤خؿخص حُظيٍ٣ز٤ش ػِ ٠حٓ٫ظؼخٍ ُِٔ٘ظٔخص حُظِٔٗ ٢ي
ٓٞظل٘ٓ ٖ٤ظَ٘ ٖ٣ػزَ ٓٞحهغ ؿـَحك٤ش ٓٔظيس.
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خٍفٍخ
طَٔ ٓ٘طوش حَُ٘م ح ٢ٓٝ٧رلظَس ٓظٞحِٛش ٖٓ حُظـَ٤٤
حُٔٔظَٔ حٌُ ١حطٔٔض ر ٚحُٔ٘ٞحص حُؼَ٘ حُٔخ٤ٟش ٔٓ ،خ أىٟ
رزِيحٕ حَُ٘م ح ٢ٓٝ٧اُ ٠حٓظليحع ٓـٔٞػش ٖٓ حُوٞحٖٗ٤
حُظ٘ظ٤ٔ٤ش حُظ ٢طٜيف حُ ٠ح٬ٛف هطخع حُويٓخص حُٔخُ٤ش ،
ٍُ٬طوخء رظِي حُوٞحُٗ ٖ٤ظٜزق كٜٓ ٢خف ٗظَ٤حطٜخ ك٢
حُ٣٫ٞخص حُٔظليس ح٤ٌ٣َٓ٧ش ٝحٌُِٔٔش حُٔظليسٝ .هي أىهِض
ىُٝش حٓ٩خٍحص حُؼَر٤ش حُٔظليس ػيىح ٖٓ حُوٞحٗ ٖ٤حُـَ٣جش
حُ٘ ٢طٜيف اُ ٠طلٔ ٖ٤ر٤جش حٓ٫ظؼٔخٍ ك ٢حُز٬ىٗٝ .وِض
ٛل٤لش ؿِق ٗ ُٞ٤ػٖ  َ٣ُٝح٫هظٜخى ريُٝش حٓ٩خٍحص
حُؼَر٤ش حُٔظليس ِٓطخٕ رٖ ٓؼ٤ي حُٔ٘ ١ٍٜٞه" ُٚٞػِ٘٤خ
ح٫ػظَحف رؤ٤ٔٛش ًُيٝ .هي ػِٔظ٘خ  ٌٙٛحُٓ٧ش حٕ ُي٘٣خ رؼٞ
ح ٍٞٓ٧ك ٢هٞحٗ٘٘٤خ حُظٗ ٢لٖ رلخؿش َُٔحؿؼظٜخ ٝاػخىس حُ٘ظَ
كٜ٤خ ٝطلٜٔ٘٤خ  ،كظ ٠طظ٬ءّ ٓغ حُوٞحٗٝ ٖ٤حٗ٧ظٔش حُـي٣يس ،
 ٌ٘ٓٝإٔ ٛيك٘خ  ٞٛطلٔ٣ُٝ ٖ٤خىس كٜش حُوطخع حُٜ٘خػ ٢ك٢
حُ٘خطؾ حُٔلِ ٢ح٩ؿٔخٌُٛٝ ، ٢ح ٓـخٍ ٗو ّٞرخُظًَ ِ٤ػِ.ٚ٤
ٌُٖ ُلؼَ ًُي طلظخؽ اُ ٠ط٘ظًٔ ، ْ٤خ ٗل٘خؽ حُ ٠هخٕٗٞ
ٝحٟق ُلٔخ٣ش حٓ٫ظؼٔخٍحص حُٜ٘خػ٤ش ٘ٛخ " ،ريأص ٝكيس
ُٓ٬ظوزخٍحص حُٔخُ٤ش ك ٢ىُٝش حٓ٩خٍحص حُؼَر٤ش حُٔظليس رظ٘لٌ٤
كِٔش طٞػ٤ش ٝحٓؼش حُ٘طخم طًَِ ػِ ٠ح٩ر٬ؽ ػٖ حُٔؼخٓ٬ص
حُٔ٘زٛٞش ُٔويٓ ٢حُويٓخص حُٔخُ٤ش  ٝ ،حُو٤خّ رظلي٣غ هٞحػي
حُلٞح٫ص ٬ًٝ ٝء طل َ٣ٞحٞٓ٧حٍ ؿ٤ٍٔٓ َ٤ش.
ٖٓ حُٔؼَٝف إٔ كظَحص طلظ ٖ٤حُِـ٘ش حُٔوٜٜش ٖٓ حُز٘ي
حًَُِٔ ١حٓ٩خٍحط ٢حُٔـيُٝش ٓٔزوخ ّ  ٝحُٔلخؿجش  ٢ٛكظَس
ٓئٍهش ػُِِٔ ٠ئٓٔخص حُٔخُ٤ش .ك ٌٙٛ ٢حُِ٣خٍحص  ،طو٠غ
حٓ٫ظَحط٤ـ٤خص ٝحُٔ٤خٓخص حٓ٫ظؼخٍ حُٟٔٞٞػش ُِظٔلٚ٤
حُيه٤ن ًٔخ ٣طَف حُٔلظ٘ ٕٞػيس أٓجِش ٜٓ٘خ  َٛ :طؼظزَ ٌٙٛ
حُزَحٓؾ ٓظٞحكوش ٓغ حُظـَ٤٤حص حُظ٘ظ٤ٔ٤ش ح٧هَ٤س؟ ٓخ ٞٛ
ٜٓيٍ ٓٞحى حُظيٍ٣ذ؟ ٓخ  ٢ٛهِل٤ش حُ٘و ٚحُٔلٝٞ
ربػيحى  ٌٙٛحُزَحٓؾ ٝحُٔ٤خٓخص ًَُِ٘ش؟ ٓخ  ٢ٛاؿَحءحص
( KYCحػَف ػِٔ٤ي) ( KYBٝحػَف ػَٔ ػِٔ٤ي)
حُٟٔٞٞػش كٓ ٢ئٓٔظي؟
طظؼَ ٝحُٔئٓٔخص حُظ٣ ٢ظز ٖ٤أٜٗخ ؿٓ َ٤ظٞحكوش ٓغ حُوٞحٖٗ٤
 ٝح٩ؿَحءحص حُٔؼٔ ٍٞرٜخ أٓ ٝغ هٞحػي ً ٝظ٤زخص ٝح٤ٛش ،اُ٠
ؿَحٓخص ٓ٘يىس ًٔ،خ ٣ظْ َٗ٘ حْٓ حُٔئٓٔش حُٔوخُوش ك٢
ٓٝخثَ ح٩ػ ّ٬حُٔلِ٤ش ٓٔخ ٣ؼَ ٝحُٔئٓٔش اًُ ٍَٟ ٠زَ٤
ػِ ٠حُٔي ٟحُطُٔٔ َ٣ٞؼش ٍٞٛ ٝس حُٔئٓٔش ٌٖٔ٣ ٫
حَُؿؼش كٜ٤خُ ٌٖٔ٣ .لٔ٬ص حُظٞػ٤ش حُظ ٢ط٘ـؼٜخ حُِٔطخص
حُظ٘ظ٤ٔ٤ش حُٔلِ٤ش إٔ طظوٌ أٌٗخ ٫ػيس ً ،خُظيٍ٣ذ حُل٢ِٜ
ٝحُظؼِ ْ٤حٌُ٫ظَٓ .٢ٗٝوَؿخص حُظؼِْ حُٔظٞهؼش طَ٘ٔ ٓؼَكش
حُٜٔخٍحص حٌُٔظٔزش طؼو٤ق حُٔظيٍر ٖ٤رخُٜٔطِلخص حُٔظؼخٍف
ػِٜ٤خٝ ،ح١٩خٍ حُوخُِٗ ٢ٗٞـَحثْ ٝحُؼوٞرخص ٝ ،حٓ٧ؼِش ػِ٠
حُٔؼخٓ٬ص حُٔ٘زٛٞش ٓٝظطِزخص ح٩ر٬ؽ.

ِبرا ٌؼٕى ِف َٛٙاٌذٛوّخ اٌّخبطش ٚاالِزثبي
()GRC؟

حُلًٔٞش ٝاىحٍس حُٔوخٝ َ١حٓ٫ظؼخٍ أٜٓ ٞٛ GRC ٝطِق
ٓظِ٣ ٢ـطٜٗ ٢ؾ أٓ ١ئٓٔش ك ٌٙٛ ٢حُٔـخ٫ص حُؼ٬ػش.
طَطز ٌٙٛ ٢حُٔـخ٫ص ٓغ رؼٜ٠خ حٍطزخ١خ ٝػ٤وخ ًٔ ،خ ٣ظْ
اىٓخؿٜخ رٌَ٘ ٓظِح٣ي ٖٓ أؿَ طـ٘ذ حَُٜحػخص ٝحُظيحهَ ٝ
ح٫رظؼخى ػٖ حَٓ٩حف  ٝحؿظ٘خد حُؼـَحص٣ .لَٔ ٓلّٜٞ
حُلًٔٞش  ٝحُٔوخٝ َ١حٓ٫ظؼخٍ رٌَ٘ ٓوظِق ك٘ٓ ًَ ٢ظٔش
اُ ٠أٗ ٚػخىس  َٔ٘٣ػيس أٗ٘طش ٓؼَ كًٔٞش حًَُ٘خص ٝاىحٍس
حُٔوخ َ١ك ٢حُٔئٓٔش (ٝ ، )ERMحٓظؼخٍ حًَُ٘خص ُِوٞحٖٗ٤
ٝحُِٞحثق حُٔؼٔ ٍٞرٜخ.
ٜ٣ق حُلًٔٞش ٜٗؾ ح٩ىحٍس حُ٘خِٓش حُظ٣ ٢و ٖٓ ّٞهُٜ٬خ
ًزخٍ حُٔٔئ ٖ٤ُٝحُظ٘ل ٖ٤٣ٌ٤رظٞؿٝ ٚ٤حُٔ٤طَس ػِ ٠حُٔئٓٔش
رؤًِٜٔخ ًُٝ ،ي رخٓظويحّ ِٓ٣ؾ ٖٓ حُٔؼِٓٞخص ح٩ىحٍ٣ش
ٝحُ٤ٜخًَ حُ٤َٜٓش حَُهخرش ح٩ىحٍ٣ش .طو ّٞأٗ٘طش حُلًٔٞش
رٔ٠خٕ  ٍٞٛٝحُٔؼِٓٞخص حٓ٫ظَحط٤ـ٤ش  ٝحُٜٔٔش اُ٠
ح٩ىحٍس  ٝحُلَ٣ن حُظ٘ل ١ٌ٤رٌَ٘ ٓظٌخَٓ ٝىه٤ن  ٝك ٢حُٞهض
حُٔ٘خٓذ ُظٌٜٔ٘٤خ ٖٓ حطوخً حُوَحٍحص ح٩ىحٍ٣ش ٝ ،طٞك َ٤آُ٤خص
َٓحهزش ُٔ٠خٕ ط٘ل ٌ٤حٓ٫ظَحط٤ـ٤خص ٝحُظٞؿٜ٤خص ٝحُظؼِٔ٤خص
ٝكؼخٍ.
ٜٓ٘ـ٢
رٌَ٘
ح٩ىحٍس
ٖٓ
اىحٍس حُٔوخٓ ٢ٛ َ١ـٔٞػش ٖٓ حُؼِٔ٤خص حُظ ٢طوٖٓ ّٞ
هُٜ٬خ ح٩ىحٍس رظلي٣ي ٝطلِٝ ، َ٤ػ٘ي حٍَُٝ٠س  ،حٓ٫ظـخرش
رخٌَُ٘ حُٔ٘خٓذ ُِٔوخ َ١حُظ ٢هي طئػَ ِٓزخ ػِ ٠طلو٤ن
حٛ٧يحف حُظـخٍ٣ش ُِٔ٘ظٔش٣ .ؼظٔي ٟٓٞٞع حٓ٫ظـخرش
ُِٔوخ َ١ػِ ٠هطٍٞطٜخ حُٔظٞهؼش ٣ٝ ،ؼظٔي ػِ ٠حُٔ٤طَس
أٝطـ٘ذ حُٔوخ َ١أ ٝهزُٜٞخ أ ٝطلِٜ٣ٞخ اَُ١ ٠ف ػخُغ .ك٢
ك ٖ٤إٔ حُٔ٘ظٔخص طي َ٣رٌَ٘ ٍٝطٓ ٢٘٤ـٔٞػش ٝحٓؼش ٖٓ
حُٔوخٓ( َ١ؼَ حُٔوخ َ١حُظٌُ٘ٞٞؿ٤ش ٝ ،حُٔوخ َ١حُظـخٍ٣ش /
حُٔخُ٤ش ٝحُٔؼِٓٞخص حُٔوخ َ١ح٤٘ٓ٧ش حُن)  ،اُ ٠إٔ حُٔوخَ١
حُوخٍؿ٤ش ٓ ٝوخ َ١حٓ٫ظؼخٍ حُوخٗ٤ٗٞش ٝحُظ٘ظ٤ٔ٤ش  ٢ٛحُو٤٠ش
حَُث٤ٔ٤ش كٓ ٢ل ّٜٞحُلًٔٞش حُٔوخٝ َ١حٓ٫ظؼخٍ.
أٓخ ٓل ّٜٞحٓ٫ظؼخٍ ك٤ؼ٘ ٢ح٫طلخم ٓغ حُٔظطِزخص حُظ٘ظ٤ٔ٤ش
حُٔ٘ ٜٙٞػِٜ٤خ .ػِ ٠حُٔٔظ ٟٞحُظ٘ظ٣ٝ ، ٢ٔ٤ظلون
حٓ٫ظؼخٍ ٖٓ ه ٍ٬حُؼِٔ٤خص ح٩ىحٍ٣ش حُظ ٢طليى حَُ٘١ٝ
حُٔطزوش (حُٔؼَكش ك ٢حُوٞحٗٝ ٖ٤حٗ٧ظٔش ٝحُؼوٞى
ٝحٓ٫ظَحط٤ـ٤خص ٝحُٔ٤خٓخص) ٝطو ْ٤٤كخُش حٓ٫ظؼخٍ ٝ ،طوْ٤٤
حُٔوخٝ َ١حُظٌخُ٤ق حُٔلظِٔش ُؼيّ حٓ٫ظؼخٍ ٟي حَُٜٔٝكخص
حُٔظٞهؼش ُظلو٤ن حٓ٫ظؼخٍ ٝ ،رخُظخُ ٢طلي٣ي ح٣ُٞٝ٧خص ٝطَٔ٣ٞ
ٝحَُ٘ٝع ك ٢أ ١اؿَحءحص طٜل٤ل٤ش  َٟ٣أٜٗخ ٣ٍَٟٝش.
ٓل ّٜٞحُلًٔٞش ٝ ،حُٔوخٝ ، َ١حٓ٫ظؼخٍ ٜٓ ٞٛطِق ٣ظِح٣ي
حُظؼخٍف ػًِٔ ٚ٤و٤خّ كو٤وُِ٘ٔ ٢ظٔخص حُظ ٢طظزٜ٘ٗ ٠ـخ
ٓظٌخٓ ٌُٜٙ ٬حُـٞحٗذ ٖٓ أػٔخُٜخ .
ٖٓ حَُ٘ ١ٝحٓ٧خٓ٤ش  ١٧رَٗخٓؾ حٓظؼخٍ كؼخٍ  ٞٛطيٍ٣ذ
حُٔٞظل ٖ٤كٔ٤خ ٣ظؼِن رٔ٤خٓخص ٝاؿَحءحص حًَُ٘ش حُيحهِ٤ش
حُٔظـَ٤س رخٓظَٔحٍ ٓغ طـ َ٤حُٔظطِزخص حُظ٘ظ٤ٔ٤شٞ٣ .حؿٚ
ٟزخ ١حٓ٫ظؼخٍ طلي٣خص ؿٔش ُظِز٤ش ٓظطِزخص حُظيٍ٣ذ ٝطؼوذ
ٗٔذ حُ٘ـخف حًٔ٩خٍ ُيٍٝحص حٓ٫ظؼخٍٔٔ٣ .ق حُظؼِْ
حٌُ٩ظَ ٢ٗٝرظؼوذ ٝطوي ْ٣طوخٍ َ٣اىحٍ٣ش ٓلِٜش ػٖ حُظويّ
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حُٔلَُ ُِٔٔظويّ ٝ ،طلي٣غ حُٔلظ ٟٞطِوخث٤خ ٓغ حُٔوٍَحص
ٝحُظطٍٞحص حُظ٘ظ٤ٔ٤ش ٝ ،اىحٍس حُٔـ٬ص رَٔػش ُٜٞٓٝش.
 ٢ٛ ٌٙٛحَُٔحكَ حٍ٧رؼش ٖٓ ىٍٝس ك٤خس ًٗٔٞؿ٤ش ُٔلّٜٞ
حُلًٔٞش حُٔوخٝ َ١حٓ٫ظؼخٍ ىحهَ أ٘ٓ ١ظٔش :
حَُٔكِش ح :٠ُٝ٧طظ ٖٔ٠حَُٔكِش ح ٠ُٝ٧طلي٣ي ٝحُزلغ ٝكْٜ
حُٔوخٝ َ١حٗ٧ظٔش ٝطو ْ٤٤طؤػَٛ٤خ ػِ ٠حٓظَحط٤ـ٤ش ح٧ػٔخٍ.
٣ظطِذ ٓ٤خٓش حُلًٔٞش حُٔوخٝ َ١حٓ٫ظؼخٍ حُلؼخُش ٓؼَكش
ؿٔ٤غ حُٔوخ َ١حُظـخٍ٣ش  ٝ،حُٟٞٞف ك ٢حٗ٧ظٔش
ٝحُظـَ٤٤حص حُظ٘ظ٤ٔ٤ش ٝ ،طلٜٔخ ُظؤػ َ٤حٗ٧ظٔش حُٔظؼِوش ػِ٠
ًَٗظي.
حَُٔكِش حُؼخٗ٤ش :ط٘ط ١ٞحَُٔكِش حُؼخٗ٤ش ػِٟٝ ٠غ ٝط٘لٌ٤
حُٔ٤خٓخص ٝحُظٞحٟٝٝ َٛغ حُٞ٠حر ٢حُٔ٘خٓزش ك ٢حٌُٔخٕ
حُٔ٘خٓذ .ك ٢ػخُْ حُلًٔٞش  ٝحُٔوخٝ َ١حٓ٫ظؼخٍ حُٔظٌخَٓ
،طَطز ٢حُِٞحثق رخُٔ٤خٓخص رٌَ٘ كٝ ، ١ٞ٤طَطز ٢حُٔ٤خٓخص
رخُٔوخٝ َ١حُٞ٠حر ٢ػِٔٓ ٠ظ ٖٓ ًَ ٟٞحُٝ ٌَ٤ٜحُؼِٔ٤ش
حُظ٘ظ٤ٔ٤ش.
حَُٔكِش حُؼخُؼش :ط٘ط ١ٞحَُٔكِش حُؼخُؼش ػِ ٠اىحٍس حُؼِٔ٤خص
ٍٛٝي حُظـَ٤حص َٓ ٝ ،حهزش حُو٠خ٣خ ٝح٧كيحع  ٝطظزغ
حُؤخٍس  ٝكل ٚحُؼٔ٬ء ٝحُٔٞظلٝ ، ٖ٤ط٘ل ٌ٤حُؼ٬ؽ
حُٔ٘خٓذًٔ.خ ط٘ط ٌٙٛ ١ٞحَُٔكِش ػِ ٠طلي٣ي حُٔوخَ١
ٝحُٞ٠حر ٢حَُٔطزطش رٜخ ٝ ،طٞػ٤ن حُظـخٍد ٝحُظؤ٤٤خص ،
ٝطَط٤ذ ػِٔ٤ش حَُٔحؿؼش حُٔ٬ثٔش ُظٞك َ٤حٔ١٫ج٘خٕ حُ.ُّ٬
حَُٔكِش حَُحرؼش :ط٘ط ١ٞحَُٔكِش حَُحرؼش ػِ ٠طوي ْ٣حُظوخٍَ٣
ٝحٌُ٘ٞكخصٔ٣ .ؼَ حُٟٞٞف ٗٝلخك٤ش حُٔؼِٓٞخص ر ٖ٤كَم
حُٔ٠خٕ حُيحهِ٤ش ٌٓٛ ٕٞخّ ُِو٤خّ رؼِٔ٤خص حُلًٔٞش ٝ
حُٔوخٝ َ١حٓ٫ظؼخٍ ػِ ٠حُٞؿ ٚحٓ٧ؼَ ُِ ،و٤خّ رو٤خٍحص
ٝحػ٤ش ٖٓ هزَ ٓـِْ ح٩ىحٍسٗ .ئى ١ح٩كٜخكخص حُوخٍؿ٤ش
ك ٢حُٞهض حُٔ٘خٓذ ٝحُٔٞػٞم رٜخ اُ ٠ىكغ هٔ٤ش ح٧ػٔخٍ
حُظـخٍ٣ش ٖٓ ه ٍ٬ر٘خء حُؼوش ٓغ حُـٜخص حَُهخر٤ش
ٝحُٔٔخ.ٖ٤ٔٛ

ِب اٌغبٌخ ِٓ اٌزؼٍُ اإلٌىزشًٔٚ؟
ُوي أٛزق حُظؼِْ حٌُ٫ظَٜٓ ٢ٗٝطِق ٓظؼخٍف ػِ ٚ٤ك٢
حٗٝ٥ش ح٧هَ٤س ٔٓ ٝظويّ ُِٓ٘٤خ ً كٝ ٢ظخثق أًخى٤ٔ٣ش ك٢
حَُ٘م حً ٌُٖٝ ، ٢ٓٝ٧خَٓ آٌخٗخطٜخ ُْ طٔظـَ رؼي رٌَ٘
ًخَٓ ك ٢حُظيٍ٣ذ حُٔ .٢ٜ٘ػِ ٠حُـخٗذ حَُٔ٘م ٖٓ ،
حُٞحٟق إٔ حُؼوخكش ك ٢حُٔ٘طوش آهٌس ك ٢حُظل ٍٞطيٍ٣ـ٤خ ً ٗلٞ
ً
هزُِ ٫ٞظؼِ ْ٤ػزَ حٗ٩ظَٗضًُ .ي ٣ظ٠ق ػ٘يٓخ
ٓٞهق أًؼَ
طو ّٞأًؼَ ٖٓ  ٖٓ 50حُٔئٓٔخص حُٔخُ٤ش حٌُزَ ٟك٘ٓ ٢طوش
حَُ٘م ح ٢ٓٝ٧رخػظٔخى حُظؼِْ حٌُ٫ظَِ٤ًٓٞ ٢ٗٝش ُظويْ٣
حُظيٍ٣ذ ػِٞٓ ٠ح٤ٟغ ٓؼَ ٌٓخكلش ؿَٔ حٞٓ٧حٍ ٝحُـَحثْ
حُٔخُ٤ش ٤ًِٞٓ ٝ ،خص حُٔٞم ؿ َ٤ح٧ه٬ه٤ش ٝ ،حٓ٫ظؼخٍ
ٌٓٝخكلش ح٫كظ٤خٍ ٓغ أًؼَ ٖٓ  25000حُٔظيٍر ٖ٤ػٌِٙٛ ٠
حُزَحٓؾ .حًظٔذ حُظؼِ ْ٤ػزَ حٗ٩ظَٗض ُهٔخ ؿٔٓ َ٤زٞم ك٢
ٓ٘طوش حَُ٘م حٔ٤ٓ ٫ٝ ، ٢ٓٝ٧خ ك ٢ىُٝش حٓ٩خٍحص حُؼَر٤ش
حُٔظليس ك٤غ ًخٕ ٖٓ حُٔظٞهغ إٔ ٣لون اؿٔخُ ٢حٗ٩لخم ػِ٠

حُظؼِ ْ٤حٌُ٩ظَٓ ٢ٗٝظًَٓ ٞٔٗ ٢ٓٞذ ر٘ٔزش َٜ٤ُ ٪ 26
اُ ٕٞ٤ِٓ 72.6 ٠ى ٍ٫ٝحَٓ ٠ٌ٣رلِٜٗ ٍٞخ٣ش ػخّ .2010

اٌزٛدٍذ
أكي كٞحثي طوي ْ٣حُظيٍ٣ذ ػِٞٓ ٠ح٤ٟغ حٓ٫ظؼخٍ ػزَ حُظؼِْ
حٌُ٩ظَ ٞٛ ٢ٗٝحُظٞك٤ي ٝحُٔ٤طَس حُظ ٢رٞكَٛخ حُظؼِْ٤
حٌُ٩ظَ .٢ٗٝرخٓظويحّ حُظؼِْ حٌُ٩ظَُِٔ ٌٖٔ٣ ، ٢ٗٝئٓٔخص
حُٔخُ٤ش حُظؤًي ٖٓ إٔ حُٔلظ ٟٞحُظ٘٣ ٢ظَٔ ػِٜ٤خ حُظيٍ٣ذ ٞٛ
ٗلٔ ٚكَٓ ًَ ٢س ٣و٠غ حُٔظيٍد ُِزَٗخٓؾٝ .رخُظخُ ، ٢اًح
طٔخءٍ حُٔيهن أ ٝحُٔلظٖ ػِ ٠حُظيٍ٣ذ كٓ ٍٞلظٟٞ
حُظيٍ٣ذ ُِ ٌٖٔ٣ٝ ،ز٘ي رُٜٔٞش اػزخص حُظٞك٤ي.
٣ؼٞى حُظٞك٤ي حٌُٞ٣ ١كَ ٙحُظؼِْ حٌُ٩ظَ ٢ٗٝرخُلخثيس ػِ٠
ؿٔ٤غ أٗٞحع حُٔظؼًِٔٔ – ٖ٤خ ٣و ّٞرظِ٣ٝي ْٛر٤ٜـش طؼِْ حُظ٢
طظويّ رخَُٔػش حُلَى٣ش حُوخٛش ر ، ْٜري ٖٓ ٫اؿزخٍ ْٛػِ٠
حٓ٫ظٔخع اُ ٠حُٔؼِْ ك ٢ك ٖ٤أهٌ حُٔ٬كظخصٓ .ؼظْ رَحٓؾ
حُظؼِْ حٌُ٩ظَ ٢ٗٝطويّ ػَٜ٘ح ِٓٔٓٞخ ً  ٌٖٔ٣حُٔظؼِٖٔٓ ٖ٤
حٓظويحٜٓخ ًيَُٓ َ٤ؿؼًٔ ، ٢خ  ٌٖٔ٣حٓظويحّ حُزَحٓؾ ٗلٜٔخ
ًٍٔٞى رؼي حٗ٫ظٜخء ٖٓ حُظيٍ٣ذ.

ئِىبٍٔخ اٌّشاجؼخ  ٚرذلٍك اٌذضبثبد
ٝؿخُزخ ً ٓخ ٣ظَحكن حُظؼِْ حٌُ٩ظَٓ ٢ٗٝغ ٗظخّ اىحٍس حُظؼِْ
(ٔٔٛ .)Learning Management Systemض ٗظْ
اىحٍس حُظؼِْ ُظ٣ُٞغ ٝطٞػ٤ن ٝطظزغ حُظويّ حُٔلَُ  ٝطويْ٣
حُظوخٍ َ٣ػٖ حُزَحٓؾ حُظؼِ٤ٔ٤ش .ك ٢ك ٖ٤إٔ ٗظخّ اىحٍس حُظؼِْ
٣و ّٞرٜٔخّ ٓوظِلش ػيس ،ح ٞٛ ْٛ٧هيٍط ٚػَِٓ ٠حؿؼش
حُظيٍ٣ذ ػِ ٠حُلَى ٝػِٔٓ ٠ظ ٟٞحُٔئٓٔش رؤًِٜٔخٌٖٔ٣ .
اهَحٕ ٗظخّ اىحٍس حُظؼِْ ٓغ رَحٓؾ حُل ٍٜٞحُيٍحٓ٤ش  ،اُ ٠إٔ
ًخَٓ آٌخٗخص ٗظخّ اىحٍس حُظؼِْ ٣ظْ اىٍحًٜخ ٓغ رَٗخٓؾ حُظؼِْ
حٌُ٩ظَ .٢ٗٝػ٘يٓخ ٣ظْ ط َ٤ٛٞرَٗخٓؾ حُظؼِْ حٌُ٩ظَٓ ٢ٗٝغ
ٗظخّ اىحٍس حُظؼِْ ُِٔ ٌٖٔ٣ئٓٔش طظزغ حُؼ٘خ َٛحُظخُ٤ش :
 ػيى حَُٔحص حُظ ٢هخّ رٜخ حُٔٞظق رظٔـ َ٤حُيهٍٞ
ك ٢حُزَٗخٓؾ ؛
 حُٞهض حُٔٔظـَم ٓ٫ظٌٔخٍ حُزَٗخٓؾ ؛ ٝ
 حُيٍؿخص حُظ ٢طِوخٛخ حُٔٞظق ك ٢حهظزخٍ حُزَٗخٓؾ.
طويّ ٓؼظْ ٗظْ اىحٍس حُظؼِْ ٝظخثق طوخٍ َ٣حُظ ٢طٔٔق
ُِٔئٓٔخص رظ٤ُٞي ٓـٔٞػش ٓظ٘ٞػش ٖٓ حُظوخٍ َ٣حُظ ٢طٔظ٘ي
آُ ًَ ٠ظيٍد أٓ ٝـٔٞػش ٖٓ حُٔٞظل ٖ٤أ ٝحُٔئٓٔش ًٌَ.
ٗويّ ٗظْ اىحٍس حُظؼِْ آٌخٗ٤ش َٓحؿؼش حُلٔخرخص حُظٌٖٔ٣ ٢
حٓظويحٜٓخ ٖٓ هزَ حُٔٔظل٘ٔٓ ٖ٤خ ٣ـؼَ ٖٓ حُٔ َٜرخُ٘ٔزش
ُ ْٜػَ ٝحُٔوٍَحص حُظ ٢أًِٔض ٝه٤خّ ك ْٜحُٔٞظلٖ٤
ُِٔخىسٌٛ .ح ٣ل٤ي حُٔئٓٔش حُٔخُ٤ش ٖٓ ه ٍ٬طٞكٓ َ٤ـ٬ص
ِٓٔٓٞش رؼي حٗ٫ظٜخء ٖٓ طيٍ٣ذ ؿٔ٤غ حُؼخُِٓ ٖ٤يٜ٣خ  ٝحُظ٢
 ٌٖٔ٣حُ ٍٞٛٞاُٜ٤خ ك ٢أٝ ١هض.

اٌزخصٍص
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٣ؼظزَحُظوُِ ٚ٤ٜؼي٣ي ٖٓ حُٔئٓٔخص ؿخٗذ ٛخّ ُِـخ٣ش ٖٓ
رَحٓؾ حُظيٍ٣ذ حُوخٛش ر .ْٜطظ ٖٔ٠حُٔخىس حُٞحٍىس ك٢
حُظيٍ٣ذ ػِٞٓ ٠ح٤ٟغ حٓ٫ظؼخٍ ٓؼِٓٞخص ٓوٜٜش كٍٞ
حُٔئٓٔش  ،ك ً٬٠ػٖ حُٔؼَكش حُظ٣ ٢ظطِزٜخ ىٞٓ ًَ ٍٝظق
ك ٢حُٔئٓٔش ٌٖٔ٣ .طو ٚ٤ٜحُظؼِْ حٌُ٩ظَ ٢ٗٝحُظيٍ٣ذ
ُظَ٘ٔ ٓخ : ٢ِ٣
 حُ٘ؼخٍحص ٝحُٞ٧حٕ حُظ ٢طؼٌْ حُؼٓ٬ش حُظـخٍ٣ش
ُِٔئٓٔش ؛
 حُٜٔطِلخص ٝحُٔ٤خٓخص ٝح٩ؿَحءحص حُٔظزؼش ك٢
حُٔئٓٔش ؛
ٍٓ خُش ٗو٤ٜش ٖٓ ًزخٍ ٓٔئ ٢ُٝح٩ىحٍس ك ٢حُز٘ي
ٝ،
ٓ لظُ ْٜٔٓ ٟٞظِز٤ش ٜٓخٍحص حُؼَٔ حُلَى٣ش.
طَ٘ٔ حٓظلخٗخص حٓ٫ظؼخٍ ػِ ٠طو ْ٤٤حُظيٍ٣ذ ٗ ٝظْ حَُٔحؿؼش
ىحهَ حُٔ٘ظٔشٌُُ .ي ُٞ ٌٖٔ٣ ،ؿٞى طيٍ٣ذ ٓو ٜٚحٌُ١
َ٘٣ف ٓ٤خٓخص ٝاؿَحءحص حُٔئٓٔش حُ٘و٤ٜش  ٝطٔخػي ػِ٠
ُ٣خىس طؤ٤٤خص حٓ٫ظؼخٍ ك ٢حُٔئٓٔش.
 ٌٖٔ٣طٞظ٤ق حُظيٍ٣ذ حُٔو ٜٚػِٞٓ ٠ح٤ٟغ حٓ٫ظؼخٍ ك٢
حُٔٔخػيس ػِ ٠ر٘خء كَم أًؼَ ًلخءس ُي ٟحُٔئٓٔشٔ٣ .ظ٘ؼَ
حُٔٞظل ٕٞرَحكش ٗلٔ٤ش أًزَ ك ٍٞطوخْٓ أكٌخٍ ْٛػٖ
حُٔلخ ْ٤ٛحُظ٣ ٢ـَ ١طئٍٜ٣خ ػ٘يٓخ ٣ظِو ٕٞحُظيٍ٣ذ حٌُ١
ِ٣ز ٢حكظ٤خؿخص طؼِٔ ْٜرٌَ٘ أك .، َ٠طٔخػي  ٌٙٛحُؼِٔ٤ش
حُٔٞظل ٖ٤ػِ ٠طوخْٓ حُظؼِْ ٖٓ رؼ ْٜ٠حُزؼٝ ، ٞطويْ٣
ٓ٘ظ ٍٞؿي٣ي ػِ ٠حُٔٞحى حً٧ؼَ ٛؼٞرش.

اٌىفبءح
ٞ٣كَ حُظؼِْ حٌُ٩ظَ ٢ٗٝػِ ٠طيٍ٣ذ حٓ٫ظؼخٍ ٓؼيٍ َٓطلغ
ٖٓ حٌُلخءس حُظ ٌٖٔ٣ ٫ ٢حُ ٍٞٛٞاُٜ٤خ ٖٓ ه ٍ٬حُظيٍ٣ذ
حُل .٢ِٜاًح ػزض إٔ حُٔئٓٔش  ٫طٔظِي ر٤جش ٓ٬ثٔش ُظويْ٣
حُظيٍ٣ذ ٞٓ ،ف ٞٓ ٌٕٞ٣ظلٜ٤خ ُل ٍٞ٠حُظيٍ٣ذ كٌٓ ٢خٕ
هخٍؽ حُٔٞهغ ٔٓ ،خ ٣ئى ١اُ ٠حُظٞهق ػٖ حُؼَٔ رٔزذ
حُٔلَ.
 ٌٖٔ٣حُوٞ٠ع ُِظيٍ٣ذ ػٖ ٣َ١ن حُظؼِْ حٌُ٩ظَ ٢ٗٝك ٢أ١
ٝهض ٝك ٢أٌٓ ١خٕ  ٖٓٝأ ١ؿٜخُ ًٔزٞ٤طَ طوَ٣زخ ًٌٖٔ٣ .
ُِٔٞظل ٖ٤حُٔ٘خًٍش ك ٢حُظيٍ٣ذ ك ٢حُٔئٓٔش  ،ػِ ٠أؿِٜس
حٌُٔزٞ٤طَحُوخٛش رؼِٔ ، ْٜأ ٝك ٢حٍُِٔ٘ ػِ ٠ؿٜخُ ًٔزٞ٤طَ
حُ٘و .٢ٜرخٟ٩خكش اًُُ ٠ي ِٔ٣ ،ي حُط٬د حُو٤خٍ ريح٣ش
حُزَٗخٓؾ ك ٢حُٜزخف  ٝحُؼٞىس اُ ٚ٤ك ٢كظَس ٓخ رؼي حُظ َٜأٝ
كظ ٠ك ٢حُ ّٞ٤حُظخُ.٢

طؼظزَطٌِلش حُظؼِْ حٌُ٩ظَ ٢ٗٝأهَ رٌؼٓ َ٤وخٍٗش ٓغ ٗظَ٤طٜخ
ٖٓ حُظيٍ٣ذ حُلًٔ ، ٢ِٜخ طٞكَ ٓلظ ٟٞأؿ٘ ٝ ٠ك ْٜأًزَ
ُِٔظيٍد٣ .ظطِذ حُل ٍٜٞحُظيٍ٣ز٤ش ر٘٤ش طلظ٤ش ًٔ،خ ٣ظطِذ
ٓيٍد ٝحُٔٞحى حُظيٍ٣ز٤ش  ،ك ٢ك ٖ٤إٔ رَٗخٓؾ حُظؼِْ٤
حٌُ٩ظَ٣ ٫ ٢ٗٝظطِذ آ ٫ـَى ؿٜخُ ًٔزٞ٤طَ ٖٓ .هٍ٬
حُظيٍ٣ذ ػزَ حُظؼِ ْ٤حٌُ٩ظَ٣ ، ٢ٗٝظِو١ ًَ ٠خُذ طيٍ٣ذ
ٗو ْٜٔٓ ٢ٜهٜ٤ٜخ ُ٘٣ ٚخء ػِٓ ٠ظطِزخص حُؼَٔ
حُوخ ٙرٜي ٕٝطٌِلش اٟخك٤ش ُِٔئٓٔش.
٣ؼظزَ حُؼخثي ػِ ٠حٓ٫ظؼٔخٍ ( )ROIحَُٔطز ٢رخُظؼِْ
حٌُ٩ظَ ٢ٗٝأػِ ٠رٌؼٗ ٖٓ َ٤ظ َٙ٤ك ٢حُظيٍ٣ذ حُل.٢ِٜ
ػ٘يٓخ ٣ظِو ٠حُٔٞظل ٕٞحُظيٍ٣ذ حُٔ٘خٓذ ٝحٌُخك ٢كٌُي رِ٣ي
ٖٓ اٗظخؿ٤ظٝ ْٜرخُظخُ٣ِ٣ ٢ي ٖٓ حٍ٧رخف ح٩ؿٔخُ٤ش ُِٔئٓٔش.
ٓغ حُظيٍ٣ذ ػزَ حُظؼِْ حٌُ٩ظَ ٌٖٔ٣ ، ٢ٗٝرَٔػش ُٜٞٓٝش
ططز٤ن حُظلي٣ؼخص حُظ ٢أىهِض ػِ ٠حُزَحٓؾ حُظيٍ٣ز٤ش حُٔوظِلش
حُظ٣ ٢ـذ إٔ ٔ٣ظويٜٓخ حُٔٞظل .ٕٞك ٢كخُش اىهخٍ طلي٣غ
ػِ ٠حُوٞحٗ ٖ٤حُظ٘ظ٤ٔ٤ش ك٘٤ٓ ٢خٍ ٞ٣حُظيٍ٣ذ حُل ٫ ٢ِٜري
ٖٓ هٞ٠ع حُٔٞظلُ ٖ٤ل ٍٞ٠ىٍٝس ط٘٘٤ط٤ش ٓٔخ ٣ِ٣ي ٖٓ
ح٧ػزخء حُٔخُ٤ش حُظ٣ ٢ـذ إٔ طظلِٜٔخ حُٔئٓٔش.
ك ٢ىٍحٓش أؿَطٜخ ٣ٍٝ ٕٞٔٓٞ١ظَُ ػِ ٠ػيى ٖٓ ًزَٟ
حُٔئٓٔخص حُٔخُ٤ش ك٘ٓ ٢طوش حَُ٘م ح ٝ ٢ٓٝ٧حُظ ٢طِٔي
رَحٓؾ حُظؼِْ حٌُ٩ظَ ٢ٗٝحُظ ٢طْ ط٘لٌٛ٤خ ُؼيى ًزٖٓ َ٤
حُٔٞظلٍ ، ٖ٤أ 89 ٟك ٢حُٔخثش ٖٓٔ ِٗٔ ْٜحٓ٫ظط٬ع
رظٞك َ٤حُظؼِْ حٌُ٩ظَُٓٞ ٢ٗٝخثَ حَُحكش رخػظزخٍ ٙحُٔلَى
حَُث٫ ٢ٔ٤هظ٤خٍ حٓظويحّ حُظؼِْ حٌُ٩ظَ ٢ٗٝرخػظزخٍ ٙأىحس
ُظ َ٤ٛٞحُٜٔخٍحص ٝحُٔؼخٍف .طظٓٝ ٖٔ٠خثَ حَُحكش
ٌٗ٧خٍ ػيس  ٌٖٔ٣اكٜخءٛخ ٓؼَ كؼخُ٤ش حُظٌِلش ٝ ،هلٞ
طٌخُ٤ق حُٔلَٝ ،حُظؼِْ ك ٢أُٓ ١خٕ ٌٓٝخٕ َٓ ٝ ،ػش
ح٩ػيحى ٝحُظِٔ٘٣ٝ .ْ٤ظَ ػٔٓٞخ ً اُ ٠حُظؼِ ْ٤رٞحٓطش حٗ٩ظَٗض
ًِ٤ٓٞش ٓ٘خٓزش ٌُٔذ حُٔلخ ٝ ْ٤ٛحُٜٔطِلخص حٓ٧خٓ٤ش َُكغ
حُٞػ ٢رخُ٘ٔزش ُٔٞح٤ٟغ ٌُٔخكلش ؿَٔ حٞٓ٧حٍ ٝ ،طو٘٤خص
ٌٓخكلش ح٫كظ٤خٍ ٝكن ٓخ ٣ظلن ػِٜٗ ٚ٤ق حُٔ٘خًٍ ٕٞك٢
ك ٖ٤إٔ  11ك ٢حُٔخثش ٖٓ حُٔٔظطِؼش آٍحثٍ ْٜأص إٔ
حٜٓخٍحص ٗ٩ظَٗض  ٝحٌُٔزٞ٤طَ ٖٓ حُٜٔخٍحص حُؼخٗ٣ٞش
حٌُٔظٔزش ٖٓ ه ٍ٬حُظيٍ٣ذ ػِ ٠حٗ٫ظَٗض .أٓخ رخُ٘ٔزش ْٛ٧
حُٔٔخٝة ُظ٘ل ٌ٤رَحٓؾ حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرلٔذ ٍأ١
حُٔٔظطِؼ ٖ٤ك ٜٞكويحٕ حُظلخػَ ح٥ىٓ ٢رلٔذ  88ك ٢حُٔخثش
ٖٓٔ ِٗٔ ْٜحٓ٫ظط٬ع ٝ .كَ ك ٢حًَُِٔ حُؼخٗ٧ ٢رَُ
حُٔٔخٝة ُظ٘ل ٌ٤رَحٓؾ حُظؼِْ ػزَ حٗ٩ظَٗض رلٔذ  44ك٢
حُٔخثش ٖٓٔ ِٗٔ ْٜحٓ٫ظط٬ع حٓظٜ٘ي رخُؼٞحثن حُظو٘٤ش ٓؼَ
ر٢ء حُ٘لخً اُ ٠حٗ٩ظَٗض  ٝكَ٘ ٗظْ حٗ٫ظَٗض.

أخفبض اٌزىٍفخ
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االصزٕزبجبد
هخٓض ىٍحٓش كي٣ؼش رٔوخٍٗش ٓ٘ظـخص ر٤جش حُظؼِ ْ٤حُٜل٢
حُظوِ٤يٓ ١وخرَ حُظؼِْ ػزَ حٗ٫ظَٗض ر ٖ٤حُؼخٓٝ1996 ٖ٤
 2008ك ٢ر٤جخص طؼِ ْ٤أًخى٤ٔ٣ش ٓوظِق ٓؼَ ٛلٞف حَُٟٝش
اُ ٠حُٜق حُؼخٗ ٢ػَ٘ ٤ًِٝخص حُٔـظٔغ ٝطؼِ ْ٤حٌُزخٍ
ٝحُظؼِ ْ٤حُٔٔظَٔ .طِٛٞض  ٌٙٛحُيٍحٓش اُ ٠حٓظ٘ظخؽ ْٜٓ
ٓلخى ٙإٔ ك ٢حُٔظ ، ٢ٓٞكبٕ حُط٬د ٝحُٔظيٍر ٖ٤ك ٢ظَٝف
حُظؼِْ ػزَ حٗ٩ظَٗض أىٝح رٌَ٘ أكٗ ٖٓ َ٠ظَحث ْٜك ٢ر٤جش
حُظؼِْ ٝؿٜخ ً ُٞؿ َ٤٘٣ .ٚحُظوَ َ٣اُ ٠أُٗ ٌٖٔ٣ ٚوطخع حُظؼِْ٤
ػِ ٠حٗ٫ظَٗض إٔ ٜ٘٣ي طٓٞؼخ ً ًزَ٤حً ه ٍ٬حُٔ٘ٞحص حُوِِ٤ش
حُٔوزِش  ،رظِح٣ي  ٝطَحًْ ح٧ىُش حُظ ٢ط٘ َ٤اُٗ ٠ـخف ٌٛح
حِٞٓ٧دٌٛ .ح ٣ ٫ؼ٘ ٢أٗ٘خ ًِٔٝىُِ ٖ٣ظؼِٞٓ ْ٤ف ٗظوِ ٠ػٖ
اػيحى حُل ٍٜٞحُيٍحٓ٤ش ك ٢حُوَ٣ذ حُؼخؿَ  ،رَ ٓٞف ٣ظْ
حُظل ٍٞحُظيٍ٣ـٗ ٢ل ٞحٓظويحّ حُٔوٍَحص حٌُ٩ظَ٤ٗٝش ًٔخىس
طٌٔ٤ِ٤ش ه٣ٞش ٗٝوطش َٓؿؼ٤ش  ٌٖٔ٣حُؼٞىس اُٜ٤خ ك ٢أٌٓ ١خٕ
أُٓ ١خٕ ٖٓ هزَ حُٔظؼًِٔ .ٖ٤لخُش حُظؼِْ حُظوِ٤ي٣ ،١ؼظٔي
حُظؼِ ْ٤ػزَ حٗ٩ظَٗض ػِٟٝ ٠غ حُظؼِٔ٤خص حُٔ٘خٓزش ٝ ،طٞكَ٤
حُٔٔظويّ رٜ٘ؾ ططز٤ن ػِٔ ٝ ، ٢طيػ ْ٤حُظؼِ ْ٤رؤٓؼِش ٝ
ٓ٘٤خٍٛٞ٣خص ٓلخًخس ٖٓ ٝحهغ حُل٤خس حُ٤ٓٞ٤ش طو ّٞربػَحء
حُوزَحص حُظؼِ٤ٔ٤شًُ .ي ًٔخ َ٘٣ف رٖ ؿ ، ٙٞأٓٓ ٖ٤ـَ
حٓ٫ظؼخٍ ُ ،ي ٟحُٔ٘ظٔش حُي٤ُٝش ُِٔ ٖ٤٤ٜ٘ك ٢حٓ٫ظؼخٍ
ٝحُويٓخص حُٔخُ٤ش ٝحُٜ٘خػخص حَُٔطزطش رٜخ ٣" ،ؼظزَ حُظؼِْ
حٌُ٩ظَ ٢ٗٝأِٓٞد ؿ٤ي ُٓ٨خٓ٤خص  ٖٓ ٌُٖٝك٤غ حُظطز٤ن
ٝحُظؼِْ ػِٔٓ ٠خٍٓش حٓ٫ظؼخٍ  ،ك٘لٖ رلخؿش حُ ٠حُظلخػَ
ٝؿٜخ ً ُٞؿٝ ٚىٍحٓخص حُلخ٫ص حُظ ٢طظخرغ حُظـخٍد حُلؼِ٤ش" .
٣ظز ٖ٤إٔ حُٜ٘ؾ حُٔوُِِ ١ٞظيٍ٣ذ حٓ٫ظؼخٍ (blended
) ٞٛ learning approachحُٜ٘ؾ حً٧ؼَ ٓ٬ءٓش ُِٔ٘ظٔخص
حُظ ٌٖٔ٣ ٢إٔ طٔظـَ ح٧ك ٬ً ٖٓ َ٠حُؼخُٔ – ٖ٤ػخُْ
حُظيٍ٣ذ حُٜل ٝ ٢ػخُْ حُظؼِْ حٌُ٩ظَ.٢ٗٝ
٣ ٫يػً ٢خطذ ٌٛح حُٔوخٍ إٔ حُظؼِْ حٌُ٩ظَ ٢ٛ ٢ٗٝحُؼٜخ
حُٔلَ٣ش حُوخىٍس ػِ ٠كَ ؿٔ٤غ ٓ٘خًَ حُظٞ٣ ٢حؿٜٜخ حُظؼِْ٤

ك٘ٓ ٢طوش حَُ٘م ح ، ٢ٓٝ٧هخٛش إٔ ٜٓطِق حُظؼِْ
حٌُ٩ظَِ٣ ٫ ٢ٗٝحٍ ك ٢هطٞحط ٚح٫رظيحث٤ش ك ٢حُٔ٘طوشٓ .ؼِٔخ
ِٓطض حُيٍحٓش حُظ ٢هخّ رٜخ هزَحء ٣ٍٝ ٕٞٔٓٞ١ظَُ ،كؤٕ
حُظؼِ ْ٤ػزَ حٗ٩ظَٗض ٞ٣حؿ ٚطلي٣خص ؿٔش ٓؼَ طٞكَ حُز٘٤ش
حُظلظ٤ش حُٔ٘خٓزش ُؼوي حُزَحٓؾ حُظيٍ٣ز٤ش ٖٓ أؿِٜس كخٓٞد ٝ
هط ١ٞاٗظَٗض ػخُ٤ش حَُٔػشٍ .ؿْ ًُي ٣زو ٠حُظلي ١حً٧زَ
 ٞٛطـٗ َ٤٤ظَس حُٔـظٔغ ُِظؼِ ْ٤حٌُ٩ظَ ٢ٗٝحُظ ٢هي طٌٕٞ
(ىٔٗ ٕٝظويّ ًِٔش ِٓز٤ش ُٔيُ٫ٞطٜخ) َٓطخرش رؼ ٞحُ٘٢ء
ًُ،ي ػٖ ٣َ١ن حُظـ َ٤٤حُظِوخث ٖٓ ٢طوزَ ح٧ؿ٤خٍ حُٜخػيس
ُِظؼِْ حٌُ٩ظًَ ٢ٗٝؤِٓٞد ك٤خس ػٟٞخ ُ ػٖ أِٓٞد ٓ٘ٔن
ُِظؼِْ أ ٝحُظـ َ٤٤ؿ َ٤حُظِوخث ٢ػٖ ٣َ١ن ػوي  ٍٕٝطيٍ٣ذ
ػِ ٠أىٝحص حُظؼِْ حٌُ٩ظَ ٝ ٢ٗٝاىحٍس حُظـٓ .َ٤٤ؼخٍ ػًُِ ٠ي
ه٤خّ ػيس ىٛ ٍٝخػيس رظز٘ٓ ٢زخىٍحص ٤٘١ٝش ُظطز٤ن حُظؼِْ
حٌُ٩ظَ ٢ٗٝػِ ٠حُٔٔظ ٟٞحًُ ٢٘١ٞو٤خّ ً٣ٍٞخ حُـ٘ٞر٤ش
رَْٓ هطش حٓظَحط٤ـ٤ش ُظل َ٣ٞؿٔ٤غ حُٔ٘خٛؾ حُيٍحٓ٤ش اُ٠
ٓ٘خٛؾ ٓلٓٞزش ك ٢ػخّ  ٝ 2015ه٤خّ ُٝحٍس حُظؼِ ْ٤ك٢
حُ٘ٔٔخ رظطز٤ن حُظؼِْ حٌُ٩ظَ ٢ٗٝػِ ٠ؿٔ٤غ حُٔيحٍّ
حُلٌ٤ٓٞش ٓخ ٘٣خ١ 230000 ِٛخُذ كٓ 1711 ٢يٍٓش
ُٓٞػ ٕٞػِ ٠ؿٔ٤غ أٍؿخء حُ٘ٔٔخ.
إ ٓل ّٜٞحُظيٍ٣ذ ػِٞٓ ٠ح٤ٟغ حٓ٫ظؼخٍ ُٔ٤ض "ٓوخّ ٝحكي
٘٣خٓذ حُـٔ٤غ"٣ .ظطِذ طيٍ٣ذ حُٔٞظل ٖ٤رَٗخٓؾ َ٣حػ٢
حُلَٝم حُلَى٣ش ُِٔٞظلٔٓ ٖ٤خ ٖٓ ٗؤٗ ٚطؼِ ِ٣أىحء ٝظخثل، ْٜ
 ٝك ٢حُٞهض ًحطِ٣ ٚزٓ ٢ظطِزخص طيٍ٣ذ حٓ٫ظؼخٍ ٖٓ حُـٜخص
حُوخٗ٤ٗٞش  ٝحُٔلخٓز٤ش .رخٓظويحّ رَحٓؾ حُظؼِْ حٌُ٫ظَ، ٢ٗٝ
طٔظل٤ي حُٔئٓٔش ٖٓ رَٗخٓؾ طيٍ٣ذ ٓٞكي ٝ ،هخرَ ُِظيه٤ن ،
 ٝحُظو، ٚ٤ٜكؼخٍ ٘ٓٝول ٞحُظٌِلش .رظٞح َٛططَ٣ٞ
حُظيٍ٣ذ ٓغ حُظٞؿٜخص حُظٌُ٘ٞٞؿ٤ش ك٘ٛ ٢خػش حُويٓخص
حُٔخُ٤ش حُؼخُٔ٤ش ٣ ،ؼظزَ حُظؼِْ حٌُ٫ظَ ٢ٗٝه٤خٍحُ ٓؼخُ٤خُ ُظِز٤ش
حكظ٤خؿخص حُٔٞظل ٝ ٖ٤حُلخك ٖ٤ٜحُظيٍ٣ز٤ش رٔخ ٣ؼٞى رخُلخثيس
ػِ ٠حُلَى  ٝحُٔئٓٔش ًٌَ.
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ىٍحٓش ٓوخٍٗشٓ :ي ٟحًظٔخد حُطِزش حُٔؼُِٔٔ ٖ٤لخ ْ٤ٛح٫كٜخء ٝح٫كظٔخٍ ٝكن حُظؼِْ حُِٔ٣ؾ
ٓوخرَ حُظؼِ ْ٤ح٫ػظ٤خى١
ٓل٤ي أكٔي أر٠ٓٞٓٞ
حُـخٓؼش حُؼَر٤ش حُٔلظٞكش – كَع حٍ٧ىٕ
ُ٣خى ٓلٔي حَُ٘ٔح١ٝ
ؿخٓؼش حُِ٣ظٗٞش حٍ٧ىٗ٤ش

اٌٍّخص
ٛيكض حُيٍحٓش آُ ٠وخٍٗش طل َ٤ٜحُطِزش حُٔؼِٔ ٖ٤طوٜٚ
ٓؼِْ ٛق ك ٖٓ ًَ ٢ؿخٓؼش حُِ٣ظٗٞش حٍ٧ىٗ٤ش ٝحُـخٓؼش
حُؼَر٤ش حُٔلظٞكش كَع حٍ٧ىٕ كٟٞٞٓ ٢ع ح٫كٜخء
ٝح٫كظٔخٍُٝ .ظلو٤ن ؿَ ٝحُيٍحٓش طْ طيٍِ١ ْ٣زش ؿخٓؼش
حُِ٣ظٗٞش ٟٓٞٞع ح٫كٜخء ٝح٫كظٔخٍ رخُطَ٣وش حُٔؤػٍٞس
(ح٫ػظ٤خى٣ش) حُٔؼظٔيس رٌَ٘ أٓخّ ػِ ٠ك ٍٞ٠حُٔلخَٟحص
ٝحُظيٍ ْ٣رٌَ٘ ٓزخَٗ .ك ٢ك ٖ٤طْ طيٍِ١ ْ٣زش حُـخٓؼش
حُؼَر٤ش حُٔلظٞكش رً٘ٔٞؽ طيٍ ٢ٔ٣هخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ
( .)Blended Learningطْ ططز٤ن حُيٍحٓش ك ٢حُؼخّ
حُـخٓؼ 2011-2010 ٢ك٤غ رِؾ ػيى حُطِزش حُٔ٘خًٍ ٖ٤ك٢
حُيٍحٓش ١ 148خُزخ ١ٝخُزشٝ .هي أظَٜص حُ٘ظخثؾ ػيّ ٝؿٞى
كَٝم كٓ ٢ظٓٞطخص حُظل َ٤ٜحُزؼي ١رخهظ٬ف ٓـٔٞػظ٢
حُيٍحٓشٝ .هي أٛٝض حُيٍحٓش ربؿَحء حُِٔ٣ي ٖٓ حُيٍحٓخص
حُٔوخٍٗش ٝطزً٘ٞٔٗ ٢ؽ حُظؼِْ حُِٔ٣ؾ ًَٔكِش حٗظلخُ٤ش ٗل ٞطؼِْ
حُٔٔظوزَ.
اٌىٍّبد اٌّفزبدٍخ :حُظؼِْ حُِٔ٣ؾ ،حُظؼِْ حُٔلظٞفَ١ ،م
حُظيٍ ،ْ٣حُظؼِ ْ٤حٌُ٩ظَ٢ٗٝ

اٌّــمذِخ
ٞ٣حؿ ٚحُؼخُْ ٓـٔٞػش ٖٓ حُظل٫ٞص ٝحُظلي٣خص حَُٔ٣ؼش
ٝحُٔظ٬كوشٝ ،حُظ ٢طظٔؼَ ك ٢حُظويّ حُؼِٔٝ ٢حُؼٍٞس
حُظٌُ٘ٞٞؿ٤ش  ٝػٍٞس ح٫طٜخ٫ص ٝحُٔؼِٓٞخص ٝحُظ ٢طٔززض ك٢
ط٠خػق حُٔؼَكش حٔٗ٩خٗ٤شٝ ،كٓ ٢ويٓظٜخ حُٔؼَكش حُؼِٔ٤ش
ٝحُظٌُ٘ٞٞؿ٤ش ك ٢كظَحص ُٓ٘٤ش هَ٤ٜس ؿيحً ٖٓٝ ،رٓ ٖ٤خ ٗخٍ
حٛ٫ظٔخّ ٝحُؼ٘خ٣ش  ٞٛطو٘٤خص حُظؼِْ ٝطٌُ٘ٞٞؿ٤خ حُظؼِ.ْ٤
ُوي ًخٕ ٘٣ظَ اُ ٠حُٜٔ٘خؽ هئً ٣خ ػِ ٠أٗ ٚحُٔخىس حُيٍحٓ٤ش،
كخٌُظخد  ٞٛحُٜٔ٘خؽٓٝ ،خ ػِ ٠حُطخُذ ا ٫إٔ ٣و ّٞربطوخٕ
حُٔخىس ُ٘٤ظوَ اُ ٠حُٜلٞف ح٧هَ ٖٓٝ .ٟػْ ططٓ ٍٞلّٜٞ
حُٜٔ٘خؽ كؤٛزق ػزخٍس ػٖ هزَحص طؼِ٤ٔ٤ش طْ حُظوطُٜ ٢٤خ
ٓٔزوًخُٝ ،ؼَ ٓل ّٜٞحُٜٔ٘خؽ أَٗٔ ٖٓ ٟٓٞٞع حُوزَحص كوي
 ْ٠٣حُٜٔ٘خؽ ؿٔ٤غ ؿٞحٗذ حُظؼِْ ُي ٟحُطخُذ حُظ ٢طْ
طوط٤طٜخ ٝط٘لٌٛ٤خ ٖٓ ؿخٗذ حُٔيٍٓش ُظلو٤ن أٛيحكٜخ
حُظَر٣ٞشٌٛٝ ،ح حُظؼَ٣ق حُ٘خَٓ ٣ظ ٖٔ٠حٛ٧يحف حُظَر٣ٞش،

ٝؿٔ٤غ حُوزَحص حُظؼِ٤ٔ٤ش رٔخ كٜ٤خ ح٘ٗ٧طش حُظؼِ٤ٔ٤ش حُظ ٢طظْ
طلض اَٗحف حُٔيٍٓش ٝطٞؿٜٜخ ُظلو٤ن أٛيحف ٓ٘٘ٞىس،
ٝأهًَ ٤ح طوٓ ْ٣ٞخ طؼِٔ ٚحُطِزش ه ٍَْٛٝٓ ٍ٬ر ٌٜٙحُوزَحص.
ٓٝغ ظ ٍٜٞحُظٌُ٘ٞٞؿ٤خ حُلي٣ؼش ريأ ٘٣ظَ اُ ٠حُٜٔ٘خؽ ػِ٠
أٗٗ ٚظخّ ك٤غ ( َٟ٣رٗٞخٓذ) "إٔ حُٜٔ٘خؽ ً٘ظخّ ُ ٚػ٬ػش
ػ٘خٍ َٛثٔ٤ش ٢ٛٝ ،حُٔيه٬ص ٝحُؼِٔ٤خص ٝحُٔوَؿخص
(ٓؼخىس.)62 ،42:1995 ،
إ ح٧ىٝحص حُظٌُ٘ٞٞؿ٤ش ٓٞحء ًخٗض ريحث٤ش أ٤ُٝش أً ٝخٗض
أؿِٜس طو٘٤ش ػخُ٤ش ٓظطٍٞس ٓخ  ٢ٛآٝ ٫خث ٢طٔخػي ًٖٓ ٬
حُٔؼِْ ٝحُطخُذ ػِ ٠طٞك َ٤حُلَٝ ٙاطخكش حُٔ٘خم ٝحٓ٧زخد
حُٔ٘خٓزش ُ٬رظٌخٍ ٝحُظـي٣ي ٌُٜ٘ٝخ  ٫طو ّٞرٌُي ر٘لٜٔخ.
ٝطظلن  ٌٙٛحُٞظ٤لش ُِظٌُ٘ٞٞؿ٤خ ٓغ حُظٞؿ ٚحُلي٣غ ك٢
حُٔ٘خٛؾ رٌَ٘ ػخّ؛ كؼ٘يٓخ طظٞكَ ح٧ىٝحص حُظٌُ٘ٞٞؿ٤ش كبٜٗخ
طٔخػي حُط٬د ػِ ٠حُظًَٝ ِ٤حُلٝ ْٜحُويٍس ػِ ٠كَ
حٌُٔ٘٬ص ٝرخُظخُ ٢ك ٢ٜطٔ َٜػِٔ٤ش طؼِْ ٝطؼِْ٤
حَُ٣خ٤ٟخص؛ اً ٣ـذ حٓظويحّ حُظٌُ٘ٞٞؿ٤خ رظٓٞغ ٝاكٔخّ
رخُٔٔئ٤ُٝش رٜيف اػَحء طؼِْ حُط٬د َُِ٣خ٤ٟخصًٔ .خ طٔخػي
حُظٌُ٘ٞٞؿ٤خ ك ٢طط َ٣ٞػِٔ٤خص حٓ٫ظوٜخء ٝحُزلغ ٖٓ هٍ٬
طٞكٓٝ َ٤خثَ طظ َٜح٧كٌخٍ حَُ٣خ٤ٟش ٖٓ ٓ٘ظٍٞحص ٓظؼيىس
ًٔخ طٞكَ كَٛش ُِظًًَُٝ ِ٤ي كٔ٘٤خ ٣و ّٞحُط٬د رخُلٞحٍ
ٓغ رؼٓٝ ْٜ٠غ حُٔؼِْ ك ٍٞح٤ٗ٧خء حُظ ٢طظ َٜػِ ٠حُ٘خٗش.
ُِٔ ٌٖٔ٣ؼِْ حٓظويحّ حُظٌُ٘ٞٞؿ٤خ ك ٢حٗـخُ حُٜٔخّ حَُ٣خ٤ٟش
ٝحُظ ٢طِ٣ي ٖٓ كخػِ٤ش حُظيٌٍُٜ٘ ْ٣خ ُٔ٤ض ريِ٣ش ػٖ ىٍٝ
حُٔؼِْ؛ اً إٔ حُٔؼِْ ٛخكذ حُوَحٍ ك ٢طلي٣ي اؿخرش أٓجِش
ً٤ق ٓٝظ ٠طٔظويّ حُظٌُ٘ٞٞؿ٤خ ٗ٩ـخُ حُٜٔٔخص حَُ٣خ٤ٟش
ك ٢حُـَكش حُٜل٤ش٣ ٖٓ ٞٛٝ ،وٍَ كٔ٤خ اًح ًخٕ حٓظويحّ
حُظٌُ٘ٞٞؿ٤خ ك ٢حُٔٞحهق حُٔوظِلش ٓ٘خٓزخ أّ ًٔ .٫خ إٔ
حٓظويحّ ح٧ىٝحص حُظٌُ٘ٞٞؿ٤ش طٌٖٔ حُط٬د رؤٕ ٣ـيٝح حُٞهض
ُِظلٌ َ٤رو٠خ٣خ أًؼَ ػٔ٤ٓٞش ٝطٌٌٔ٘ٔٗ ٖٓ ْٜؿش ٝكَ
ٌٓ٘٬ص ٓؼويس ُْ طٌٖ ٓظخكش ٖٓ هزَٝ ,طٔخػي كٍ ٢ر٢
حُٔؼَكش ح٫ؿَحث٤ش رخُٔؼَكش حُٔلخ٤ٔ٤ٛش .إ حُظٞؿ ٚحُلي٣غ
٣يػْ ٣ٝيػ ٞاُ ٠حٓظويحّ طٌُ٘ٞٞؿ٤خ حُلخٓزخص ٝحُلٞحٓ٤ذ
ك ٢اؿَحء ػِٔ٤خص ٝهٞحٍُٓ٤خص ٝاٗ٘خءحص ٘ٛيٓ٤ش ٓغ
ح٫ػظوخى حُـخُّ رؤٕ ًُي حٓ٫ظويحّ ُِظٌُ٘ٞٞؿ٤خ ُ ْ٤ري٬٣
ُِليّ ٝحُل.)NCTM, 2000( ْٜ
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حٛظٔض ٓ٘خٛؾ حَُ٣خ٤ٟخص حُلي٣ؼش رٟٔٞٞع ح٫كٜخء
ٝح٫كظٔخٍ اً حػظزَ ًؤكي حُٔٞح٤ٟغ حٓ٧خٓ٤ش ك٘ٓ ٢خٛؾ
حَُ٣خ٤ٟخص ٖٓ حُٜق ح ٍٝ٧اُ ٠حُٜق حُؼخٗ٢
ػَ٘(ٝ( ، )NCTM, 2000ػ٤وش حُٔ٘خٛؾ حٍ٧ىٗ٤ش،
ٝ .)2004ػٔيص رَحٓؾ اػيحى ٝطؤ َ٤ٛحُٔؼِٔ ٖ٤هزَ حُويٓش
اُ ٠طٌٛ ٖ٤ٔ٠ح حُٟٔٞٞع ٓ ٖٟٔوٍَحطٜخ٣ٝ .ؼٞى ٌٛح
حٛ٫ظٔخّ اُ ٠حُؼي٣ي ٖٓ حٓ٧زخد ٜٓ٘خ :إٔ ٟٓٞٞع ح٫كٜخء
ٝح٫كظٔخٍ ٣ظ ٖٔ٠ر٘خء ٝطٌ ٖ٣ٞحٓ٫جِش حُظ ٢طٔخػي حُطِزش
ػِ ٠ؿٔغ حُز٤خٗخص كٟٞٞٓ ٍٞع ٓؼ ٖٓٝ ٖ٤ػْ حُؼَٔ ػِ٠
ط٘ظ ْ٤طِي حُز٤خٗخص ٝطزٞرٜخ ٝػَٜٟخ رطَم ٓوظِلش رٜيف
ح٫ؿخرش ػٖ أٓجِش ٓوظِلشًٔ .خ طٌٔ٘ ٖٓ ْٜحهظ٤خٍ ٝحٓظويحّ
حُطَ٣وش حٔٗ٧ذ ُظلِ َ٤حُز٤خٗخص ٝحُوَٝؽ رٔؼِٓٞخص ًحص
ٓؼ٘ ٠ك ٍٞحُو٤٠ش حُٔطَٝكش .إ ٟٓٞٞع ح٫كٜخء
ٝح٫كظٔخٍ  ْٜٔ٣رٌَ٘ ًز َ٤ك ٢طٌٔ ٖ٤حُطِزش ٖٓ ك ْٜحُٞحهغ
حُٔل ٢٤ر ٖٓ ْٜه ٍ٬طؼِٔ ْٜر٘خء حُظٞهؼخص ٝحٓ٫ظ٘ظخؿخص ٖٓ
ه ٍ٬هخػيس ر٤خٗخص  ٖٓ ْ٤ُٝه ٍ٬حُليّ ٝحُظؤ ٖ٤كو٢
(.)Focal Points, 2006
ُؼَ ٟٓٞٞع ح٫كٜخء ٖٓ أًؼَ حُٟٔٞٞػخص حٍطزخ١خ
رخُٞحهغ؛ كُِٔ ٌٖٔ٤ؼِْ إٔ ٞ٣ؿ ٚحُطِزش اُ ٠ىٍحٓش حُؼ٬هش رٖ٤
طل َ٤ٜحُطخُذ ك ٢حُؼخٗ٣ٞش حُؼخٓش ٝطل ِٚ٤ٜك ٢حُٔ٘ش
ح ٖٓ ٠ُٝ٧حُـخٓؼش ،ك٤ؼَٔ حُطخُذ ػِ ٠ط ْ٤ٜٔأىحس ُـٔغ
حُز٤خٗخص ٖٓٝ ،ػْ ٘٣ظْ طِي حُز٤خٗخص٣ٝ ،ؼَٜٟخ رٍٜٞس
ؿيح ٍّٞٓٝ ٍٝر٤خٗ٤ش ٣ٝطَف أٓجِش ٓظ٘ٞػش ًحص ػ٬هش
رخُٟٔٞٞع ٖٓٝ ،ػْ ٣ل َٜػِ ٠اؿخرخص ٖٓ ه ٍ٬حُز٤خٗخص
حُظ ٢ؿٔؼٜخٌ٣ ٫ٝ .ظل ٠رٌُي رَ ٣ظؼيح ٙاُ ٠آٌخٗ٤ش حٓظ٘ظخؽ
هخػيس ػخٓش طَر ٢ر ٖ٤حُٔظـُٝ .ٖ٣َ٤ؼَ ٟٓٞٞع ح٫كٜخء
ٖٓ حُٟٔٞٞػخص حُظ ٌٖٔ٣ ٢إٔ طظ َٜحٍ٫طزخ ١رٖ٤
ٟٓٞٞػخص حَُ٣خ٤ٟخص حُٔوظِلش ًخُلٔخد ٝحُـزَ ٝحُٜ٘يٓش
رٍٜٞس ١ز٤ؼ٤ش ًٝحص حٍطزخ ١رخُٞحهغ .إ حٓظويحّ طٌُ٘ٞٞؿ٤خ
حُلخٓٞد ك٤ٓ ٢خم ح٫كٜخء هي  َٔ٤٣ح٧ػٔخٍ حَُٝط٤٘٤ش
حُٔظؼِوش رـٔغ حُز٤خٗخص ٝطز٣ٞزٜخ  َٜٔ٣ٝحُ ٍٞٛٞاُ٠
حٓظ٘ظخؿخص ٍ٣خ٤ٟش ًحص ػ٬هش رخٌُِٔ٘ش حُٔطَٝكش ًُٝي
ٖٓ ه ٍ٬طؼِْ حُطِزش حُؼي٣ي ٖٓ رَٓـ٤خص حُلخٓٞد
حُٔٔخػيس.

اٌخٍفٍخ إٌظشٌخ
٣وٗ ّٞظخّ حُظؼِ ْ٤حُٔلظٞف ػِٓ ٠زيأ أٓخّ ٣ظٔؼَ ك ٢حَُٔٗٝش
ك ٢حٓظ٤ؼخد هخػيس ٝحٓؼش ٖٓ حَُحؿز ٖ٤كٓ ٢ظخرؼش طلِْٜ٤ٜ
حُـخٓؼٔٓ ،٢خ ٞ٣كَ كَٛخ ًؼَ٤س طظخف ُِٔئ٣ٝ .ْٜ٘ٓ ٖ٤ِٛؼٞى
حُظٞؿ ٚآُ ٠ؼَ ٌٛح حُظؼِ ْ٤اُ ٠هِش حُوٞ٤ى حُٔلَٟٝش ػِ٠
حُوز ٍٞرخُظؼِ ْ٤حُٔلظٞف ٓوخٍٗش رخُٔئٓٔخص حُظؼِ٤ٔ٤ش
ح٫ػظ٤خى٣ش (ٝ .)Reeves, 2009حُيٍحٓش ٝكن ٗظخّ حُظؼِْ٤
حُٔلظٞف طؤهٌ أٌٗخٓ ٫ظ٘ٞػش ٖٓٝ ،أًؼَ طِي حٌٗ٧خٍ ٗٞ٤ػخ
ٜٗؾ حُظؼِْ حُِٔ٣ؾ٣ .ظٔل ٍٞحُظؼِْ حُِٔ٣ؾ رٌَ٘ ًز َ٤ػِ٠
حُظيٍ ْ٣حُٔزخَٗ ،اُ ٠ؿخٗذ ؿَٛ٤خ ٖٓ أٌٗخٍ حُيػْ ٓؼَ
حُظؼِ ْ٤ػزَ حٗ٩ظَٗضٝ ،حُِٔؽ ٓغ ٌٓٗٞخص ٓظ٘ٞػش أهَٟ

طٜيف اُ ٠طٞك َ٤ر٤جش ٓ٘خٓزش ُيػْ حُظؼِْ ٝحُظؼِReeves, ( .ْ٤
)2009
ُٝؼَ ٖٓ ٓظطِزخص حُظؼِْ حُِٔ٣ؾ إٔ طؼَٔ حُٔئٓٔش حُظؼِ٤ٔ٤ش
ػِ ٠طٞك َ٤حُؼي٣ي ٖٓ أكيع ٝأٗٔذ حُٓٞخثَ حُظؼِ٤ٔ٤ش
حُٔظ٘ٞػش ُط٬رٜخ رٔخ كًُ ٢ي حُٔٞحى حُٔطزٞػشٝ ،ح١َٗ٧ش
حُٔٔؼ٤شٝ ،أَٗ١ش حُل٤يٝ ،ٞ٣ح٧هَح ٙحُٔيٓـشٝ ،حُٔ٘خٛؾ
ػزَ حٗ٫ظَٗض.
طؼي حُـخٓؼش حُؼَر٤ش حُٔلظٞكش ٖٓ حُٔئٓٔخص حُظؼِ٤ٔ٤ش حُظ٢
طو ّٞكِٔلش ٗظخّ حُظؼِ ْ٤حُٔلظٞف ػِٜٗ ٠ؾ حُظؼِْ حُِٔ٣ؾ
حُٔٔظوَ حٌُ٣ ١و٠غ َُٗ٪حف حُؼِٔ ٢حُٔزخَٗ ػِ٠
حُيحٍٓ .ٖ٤كخُطخُذ حُٔٔـَ كٓ ٢وٍَ ٖٓ حُٔوٍَحص ٣ظِْٔ
كو٤زش طؼِ٤ٔ٤ش طلظ ١ٞػِٞٓ ٠حى ٓطزٞػشٓٝٝ ،خثَ ٓٔؼ٤ش
ر٣َٜش (أَٗ١ش حُل٤يٝ ٞ٣حٌُخٓ٤ض)ٝ ،ك ٢رؼ ٞح٧ك٤خٕ
أهَحٛخ ٓيٓـشٝ .طَ٘ٔ حُٔٞحى حُٔطزٞػش حُٔلظ ٟٞحُ٘خَٓ
ٖٓ حُوَحءحص ٝؿي٤ُ٘ٓ ٫ٝخ ُِٜٔخّ حُٔطِٞد حُو٤خّ رٜخ أػ٘خء
حُل َٜحُيٍحٓٝ .٢أك٤خٗخ هي  ٫طظٞكَ حُٔٞحى حُٔٔؼ٤ش
ٝحُز٣َٜش ٖٓ ه ٍ٬أَٗ١ش رَ طَ٘٘ ػِٞٓ ٠هغ اىحٍس حُظؼِْ
حُوخ ٙرخُـخٓؼش ُِ ٌٖٔ٣ٝطخُذ إٔ َ٣ؿغ اُٜ٤خ ػ٘ي حُلخؿش.
ًٔخ إٔ حُٔ٘خٍ٣غ حُٔظؼِوش رٔٞح٤ٟغ ٓليىس طظْ رَٓـظٜخ
ٝط٣ُٞؼٜخ ػِٓ ٠يس حُل َٜحُيٍحٓ ٖٓ ٢أؿَ ه٤خّ ٍٛٝي
حُظويّ حٌُ٣ ١لَُ ٙحُطخُذٝ .كٜٗ ٢خ٣ش ًَ ك٣ َٜؼوي
حٓ٫ظلخٕ حُٜ٘خثٓ ٌَُ ٢وٍَ ٝطظُٞع حُيٍؿخص ح٩ؿٔخُ٤ش
ُِٔوٍَ ػِ ٠حٓ٫ظلخٕ حُٜ٘خثٝ ٢ح٘ٗ٧طش ح٧هَ ٟر٘ٔذ
ٓوظِلشٝ .طؼوي حٓ٫ظلخٗخص حُٜ٘خث٤ش ك ٢ؿٔ٤غ كَٝع حُـخٓؼش
كٗ ٢لْ حُظخٍ٣ن ٝحُظٞه٤ض ك٤غ ٣ظْ حُظلٌْ كٜ٤خ ًَِٓ٣خ.
() http://arabou.edu.kw, 2011
 ٌٖٔ٣حُ٘ظَ اُى ٠حُظؼِْ حُِٔ٣ؾ ()Blended Learning
ػِ ٠أٗ ٖٓ ٌَٗ ٚأٌٗخٍ حُظؼِْ حٌُ٩ظَُٝ ٢ٗٝؼَ ٌٛح حُ٘ٞع
ٖٓ حُظؼِْ ُٓ ْ٤لًٓ ٜٞخ ؿي٣يًح رَ ُ ٚؿٌ ٍٝهئ٣ش ط٘ َ٤ك٢
ٓؼظٜٔخ آُِ ٠ؽ َ١م حُظؼِْ ٝحٓظَحط٤ـ٤خطٓ ٚغ حُٓٞخثَ
حُٔظ٘ٞػشٝ ،طٔظويّ ُٜٓ ٚطِلخصٓ ،ؼَ :حُظؼِْ حُِٔ٣ؾ
)ٝ ،(Blended Learningحُظؼِْ حُٜـ(Hybrid ٖ٤
)ٝ ،learningحُظؼِْ حُٔوظِ(Mixed Learning) ٢
) ٞٛٝ ،(Orey,2002رخُظخُ ٢هي ٣ظ٘ٞع رٌَ٘ ًز َ٤ؿيًحٕ٧ ،
كيٝع حُظؼِْ ٖٓ ه٣ ُٚ٬ؼظٔي ػِ ٠ػ٘خٓ َٛظؼيىسٜ٘ٓ ،خ
ػِٓ ٠ز َ٤حُٔؼخٍ :حُوزَسٝ ،حُٔ٤خمٝ ،حُطِزشٝ ،أٛيحف
حُظؼِْٝ ،حُٜٔخىٌٍٛٝ .ح ٣ؼ٘ ٢أٗ٘ٛ ْ٤ُ ٚخى حٓظَحط٤ـ٤ش
ٝحكيس ُِِٔؽُٝ ،ؼَ ٌٛح حُظ٘ٞع ٣يػُِ ٞزلغ ػٖ ٌٓخٖٓ حُوٞس
ك ٢حُظؼِْ حُِٔ٣ؾ ٓٝلخُٝش حُ ٍٞٛٞاُ ٠ح٫طوخٕ ك ٢ىٓؾ
ػ٘خٓ َٛوظِلش رٌَ٘ ٓ٬ثْ ٝػِٔ.٢
٘ٛٝخى ػيى ٖٓ حُيٍحٓخص حُظ ٢ط٘خُٝض طؼَ٣ق حُظؼِْ حُِٔ٣ؾ
( ىٍٓ ٝ (Driscoll, 2002) ٌٍٞٔ٣خ(Singh, 2003) ٖ٣
 ٝر )(Bersin, 2004) َٖٓ٤ك٤غ أٗخٍص اُ ٠إٔ ٘ٛخى
أٍرؼش ٓؼخ ٍٕ ٓوظِلش ُِظؼِْ حُِٔ٣ؾ:٢ٛٝ ،
 .1حُِٔؽ ر ٖ٤أٗٔخٓ ١وظِلش ٖٓ حُظٌُ٘ٞٞؿ٤خ حُٔؼظٔيس
ػِ ٠حٗ٩ظَٗض ٗ٩ـخُ ٛيف طَرٓ ،١ٞؼَ:
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(حُٜلٞف ح٫كظَح٤ٟش حُٔزخَٗسٝ ،حُظيٍ ْ٣حُٔؼظٔي
ػِ ٠حَُٔػش حٌُحط٤شٝ ،حُظؼِْ حُظؼخٝ ،٢ٗٝرَحٓؾ
طلَ َ٣حُل٤يٝ ،ٞ٣طلَ َ٣حُٜٞصٝ ،طلََ٣
حُ٘.)ٜٙٞ
ِٓ .2ؽ َ١م حُظيٍ ْ٣حُٔوظِلش ٝحُٔز٘٤ش ػِ٠
ٗظَ٣خص ٓظؼيىس ٓؼَ( :حُز٘خث٤ش ،حُِٔ٤ًٞش،
حُٔؼَك٤ش) ٗ٩ظخؽ طؼِْ ٓؼخُٓ ٢غ أ ٝري ٕٝحٓظويحّ
حُظو٘٤ش.
ِٓ .3ؽ أ ٖٓ ٌَٗ ١أٌٗخٍ حُظو٘٤شٓ ،ؼخٍ ػًُِ ٠ي:
(َٗ ٢٣حُل٤ي ،CD ،ٞ٣حُظيٍ٣ذ حُٔؼظٔي ػِ٠
حُ٣ٞذ ،أكٓ )ّ٬غ حُظيٍ ٖٓ ْ٣هزَ حُٔيٍّ ٝؿًٜخ
ُٞؿ.ٚ
ِٓ .4ؽ حُظو٘٤ش ك ٢حُظيٍٓ ْ٣غ ٜٓٔخص ػَٔ كو٤و٤ش
ُؼَٔ اريحػخص كؼِ٤ش طئػَّ ػِ ٠حٔٗ٫ـخّ ر ٖ٤حُظؼِْ
ٝحُؼَٔ.
٘ٛٝخى ٖٓ ٣ؼَف حُظؼِْ حُِٔ٣ؾ رؤٗ ٚحُظؼِْ حٌُٞ٣ ١ظق
( ٖٓ )%75 - %30أٗ٘طظُِ ٚظطز٤ن ػزَ حٗ٩ظَٗض،
٣ٝول ٞك٤ـٝ ٚهض حُظؼِــْ حُظوِ٤ــي ١ك ٢حُٜـلٞف
حُيٍحٓــ٤ش(New Jersey Institute of Technology, .

) 2005ك ٢ك ٖ٤طَ ٟحُٔـٔٞػش حٓ٫ظ٘خٍ٣ش ُِظؼِْ حَُٕٔ
) (Flexible Learning Advisory Group, 2004إٔ
حُظؼِْ حُِٔ٣ؾ َ١ :ٞٛم حُظؼِْ حُظ ٢طيٓؾ حُظؼِْ حٌُ٩ظَ٢ٗٝ
رؤٌٗخٍ ٓوظِلش ٖٓ حُظؼِْ حَُٕٔٝ ،حٌٗ٧خٍ حً٧ؼَ طوِ٤ي٣ش ٖٓ
حُظؼِْ.
ُٝؼَ حُٔل ّٜٞحٌُ ١طظز٘خ ٌٙٛ ٙحُيٍحٓش ُِظؼِْ حُِٔ٣ؾ ًُ ٞٛي
حُٔل ّٜٞحٌُِٔ٣ ١ؽ ر ٖ٤حُظؼِ ْ٤حُظوِ٤ي ١حُٔؼظٔي ػِ ٠حُؼَٝ
حُٔزخَٗٝ ،حُظيٍٝ ْ٣ؿٜخ ُٞؿ ٖٓ ٚؿٜشٝ ،حٓظويحّ حُظو٘٤ش
رؤٌٗخُٜخ حُٔظ٘ٞػش ٖٓ ؿٜش أهَ ٌٖٔ٣ٝ .ٟحٓ٫ظ٘ظخؽ رؤٕ ٌٛح
حُٔ٘ل٘٣ ٫ ٠ظؾ ٌٗٝ ٬حكيح ػخرظخ ُِظؼِْ حُِٔ٣ؾ ،كوي طوظِق
ٗٔذ حُِٔؽ ٝح٧ىٝحص حُظو٘٤ش حُٔٔظويٓش.
ٝػطلخ ػِٓ ٠خ ٓزن كبٕ حُظؼِْ حُِٔ٣ؾ  ٞٛحُظؼِْ حٌُِٔ٣ ١ؽ
ر:ٖٓ ًَ ٖ٤
 .1حُظؼِْ حٌُ٩ظَٝ ٢ٗٝحُظؼِْ حُظوِ٤ي١
 .2حُظؼِْ حُٔز٘ ٢ػِ ٠ح٫طٜخٍ ر٘زٌش حٗ٩ظَٗض ٝحُظؼِْ
ٝؿًٜخ ُٞؿ.ٚ
 .3حُظؼِْ حُوخثْ ػِ ٠ح٫طٜخٍ حُٔظِحٖٓ ٝحُظؼِْ حُوخثْ
ػِ ٠ح٫طٜخٍ حُٓ٬ظِحٖٓ

ٝهي هِ ٚحُزخكؼخٕ اُ ٠طٓ ٍٜٞلخُِ ٢ٔ٤ٛظؼِْ حُِٔ٣ؾ طْ ط٤ٟٞل ٚك ٢حٌَُ٘ (.)1

اٌذساصبد اٌضبثمخ:
) (522
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أجشٌذ دساصبد ػذٌذح رٕبٌٚذ اٌزؼٍُ اٌّزٌج فؼٍى صجًٍ
اٌّثبي:
ىٍحٓش ِٗٔن (ِٗٔن )2010 ،ك٤غ ٛيكض حُيٍحٓش اُ٠
حُظؼَف ػِ ٠أػَ حٓظويحّ حٓظَحط٤ـ٤ش حُظؼُِْ حَُُّٔٞقَ (حُظؼِْ
حُِٔ٣ؾ) ػِ ٠حُظل َ٤ٜك ٢حُؼِٝ ّٞحُيحكؼ٤ش ٗل ٞطؼِْ حُؼِّٞ
ُي١ ٟخُزخص حُٜق حُؼخٖٓ حٓ٧خٓٝ .٢هي هِٜض حُيٍحٓش
ُٞؿٞى كَم ً ٝىُ٫ش حكٜخث٤ش ػ٘ي ٓٔظ)0 ‚05< ( ٟٞ
رٓ ٖ٤ظ ٢ٓٞطل١ َ٤ٜخُزخص حُٔـٔٞػش حُظـَ٣ز٤ش ( حُظؼُِْ
حَُُّٔٞقَ ) ٓٝظ ٢ٓٞطل َ٤ٜحُٔـٔٞػش حُ٠خرطش(حُظؼُِْ
حُظوِ٤يًٌُٝ .)١ي ُٞؿٞى كَم ً ٝىُ٫ش حكٜخث٤ش ػ٘ي ٓٔظٟٞ
( < )0‚05رٓ ٖ٤ظ ٢ٓٞىحكؼ٤ش حُٔـٔٞػش حُظـَ٣ز٤ش ٗلٞ
طؼِْ حُؼِٓ ٝ ّٞظ ٢ٓٞىحكؼ٤ش ١خُزخص حُٔـٔٞػش حُ٠خرطش ٗلٞ
طؼِْ حُؼِ.ّٞ
ٝك ٢ىٍحٓش ٧ر( ٠ٓٞٓٞأر )2008 ،٠ٓٞٓٞحهظزَ هُٜ٬خ أػَ
حُظؼِْ حُِٔ٣ؾ ك ٢طلِ١ َ٤ٜزش ًِ٤ش حُظَر٤ش ك ٢حُـخٓؼش
حُؼَر٤ش حُٔلظٞكش كٓ ٢وٍَ حُظيٍ ْ٣رٔٔخػيس حُلخٓٞد ٝهي
هِٜض حُيٍحٓش اُ ٠كخػِ٤ش حُظؼِْ حُِٔ٣ؾ ك٣ُ ٢خىس حُظلَ٤ٜ
ٝطٌ ٖ٣ٞحطـخٛخص ا٣ـخر٤ش ُِطِزش ٗل ٞحُظؼِْٝ ،هي أٟٝلض
حُيٍحٓش إٔ حٓظويحّ ٌٛح حًُ٘ٔٞؽ ٣ظطِذ ٝهظخ ٝؿٜيح ٖٓ
حُٔيٍّ ٩ػيحى حُٔخىس حُظؼِ٤ٔ٤ش.
ٝك ٢ىٍحٓش ٝحىٍٓٞع ٝآهَٕ ( & Wadsworth
ٛ ) others, 2007يكض آُ ٠وخٍٗش حُؼي٣ي ٖٓ حٓظَحط٤ـ٤خص
حُظيٍ ٖٟٔ ٖٓٝ ،ْ٣طِي حٓ٫ظَحط٤ـ٤خص حٓظَحط٤ـ٤ش هخثٔش
ػِ ٠حُظؼِْ حٌُ٩ظًَٔ .٢ٗٝخ حٓظوٜض حُيٍحٓش حُؼ٬هش رٖ٤
٣َ١وش حُظيٍٝ ْ٣حُيحكؼ٤ش ُٗ٬ـخُ ٝحٌُلخ٣ش حُ٘و٤ٜش
ٝحُظل١ .َ٤ٜزوض حُيٍحٓش ػِ١ 89 ٠خُزخ ١ٝخُزش ٣يٍٕٓٞ
ٓوٍَ ٍ٣خ٤ٟخص ػِ ٠حُٔٔظ ٟٞحُـخٓؼ .٢أظَٜص ٗظخثؾ
حُيٍحٓش إٔ طل َ٤ٜحُط٬د حٌُ ٖ٣ىٍٓٞح رخُظؼِْ حٌُ٩ظَ٢ٗٝ
ًخٗٞح أك َ٠طل ٖٓ ٬٤ٜحُطِزش حٌُ ٖ٣ىٍٓٞح رخٓ٫ظَحط٤ـ٤خص
ح٧هًَٔ ،ٟخ أظ َٜحُ٘ظخثؾ ٝؿٞى ػ٬هش ه٣ٞش ر ٖ٤حٓظَحطـ٤ش
حُظيٍ ْ٣حٌُ٩ظَٝ ٢ٗٝحُيحكؼ٤ش ُٗ٬ـخُ ٝحٌُلخ٣ش حُ٘و٤ٜش.
ُٝؼَ ٖٓ حُؼوزخص حُظٝ ٢حؿٜض حٓ٫ظَحط٤ـ٤ش حُوخثٔش ػِ٠
حُظؼِْ حٌُ٩ظَ٣ُ ٢ٗٝخىس حُـٜي ػِ ٠حُٔيٍّ ك ٢حػيحى
حُٔلظ ٟٞحُٔؼَك ٢حٌُ٩ظَ.٢ٗٝ
ٝك ٢ىٍحٓش ٣٧لَٗؾ ( ) Irving, 2006ط٘خ ٍٝكٜ٤خ أ٤ٔٛش
حُظو ْ٤٤ر٘ٞػ٤ش حُز٘خثٝ ٢حُوظخًٓ ٢ـِء أٓخّ ٖٓ حُؼِٔ٤ش
حُظؼِٔ٤ش حُظؼِ٤ٔ٤شُٝ ،ؼَ ٍؿزش حُظَرٛٝ ٖ٤٣ٞخٗؼ ٢حُوَحٍحص
حُظَر٣ٞش ٝأ٤ُٝخء ح ٍٞٓ٧ك ٢طؼظْ طل َ٤ٜحُطِزش ك٢
حَُ٣خ٤ٟخص ٝحُؼِ ّٞرٌَ٘ هخ ٙىكغ حُزخكغ اُ ٠ىٍحٓش
ح٧ػَ ٝحٌُ٤ل٤ش حُظ ٢طٞظق كٜ٤خ طٌُ٘ٞٞؿ٤خ حُلخٓٞد ٝرؼٞ
حٓ٫ظَحط٤ـ٤خص حُظيٍ٤ٔ٣ش حُوخثٔش ػِ ٚ٤ك ٢طلو٤ن حُ٘ظخؿخص
حُظؼِ٤ٔ٤ش ٝك ٢طو ْ٤٤حُؼِٔ٤ش حُظيٍ٤ٔ٣شٝ .هي أظَٜص ٗظخثؾ
حُيٍحٓش كخػِ٤ش حُزَٓـ٤خص حُلخٓٞر٤ش حُٔؼيس ُ٬هظزخٍحص ك٢
طوي ْ٣أىُش ًحص ٓؼ٘ ٠ػٖ طل َ٤ٜحُط٬د ك ٢حَُ٣خ٤ٟخص
ٝحُؼًِٔ ّٞخ هيٓض ٓؼِٓٞخص ٜٓٔش ك ٍٞحٓظَحط٤ـ٤خص
حُظيٍ ْ٣رٌَ٘ ػخّ ٝطِي حُوخثٔش ػِ ٠حُظٌُ٘ٞٞؿ٤خ رٌَ٘

هخ .ٙك٤غ طز ٖ٤إٔ حٓ٫ظَحطـ٤خص حُظيٍ٤ٔ٣ش حُوخثٔش ػِ٠
حُظٌُ٘ٞٞؿ٤خ ًحص كخػِ٤ش أًزَ ك٣ُ ٢خىس طل َ٤ٜحُط٬د.
ٝك ٢ىٍحٓش ُظَٗ )Trenholm, 2006( ُْٜٞكخٖٓ ٍٝ
هُٜ٬خ ٓؼخُـش ٌِٓ٘ش ٟؼق حُظل َ٤ٜك ٢حَُ٣خ٤ٟخص ُيٟ
ِ١زش ًِ٤ش ٓـظٔغٝ .هي أًيص حُيٍحٓش ػِ ٠إٔ طٞظ٤ق
حٓظَحط٤ـ٤خص طيٍ٤ٔ٣ش هخثٔش ػِ ٠حٓظويحّ حُظٌُ٘ٞٞؿ٤خ رٌَ٘
ػخّ ٝطٌُ٘ٞٞؿ٤خ حُلخٓٞد رٌَ٘ هخ ٙهي أٜٓٔض رٌَ٘
ًز َ٤كٍ ٢كغ طل َ٤ٜحُطِزش ك ٢حَُ٣خ٤ٟخصًٔ .خ أظَٜص
حُيٍحٓش إٔ حُطِزش ٣لظلظ ٕٞرخُٔلخ ْ٤ٛحَُ٣خ٤ٟش حُظ ٢طؼِٔٛٞخ
ٖٓ ه ٍ٬حُظٌُ٘ٞٞؿ٤خ ُٔيس أ ٖٓ ٍٞ١طِي حُٔلخ ْ٤ٛحُظُْ ٢
طيٍّ رخٓظويحٜٓخ.
ٝك ٢ىٍحٓش ُِطٞحُزش (حُطٞحُزش )2006 ،حهظزَ كٜ٤خ أػَ
حٓظويحّ رَٓـ٤ش طؼِ٤ٔ٤ش ٖٓ ٗٔ ٢حُظيٍ ْ٣حُو ٢ٜٛٞك٢
طل َ٤ٜهٞحػي حُِـش حُؼَر٤ش ُيِ١ ٟزش حُٜق حُؼخَٗ
حٓ٧خٓ ٢ك ٢حٍ٧ىٕٝ ،هي أظَٜص ٗظخثؾ حُيٍحٓش ٝؿٞى أػَ
ا٣ـخرٓ٧ ٢ظويحّ حُزَٓـ٤ش حُظؼِ٤ٔ٤ش ك ٢حُظلٝ ،َ٤ٜهي
أٛٝض حُيٍحٓش ربؿَحء حُِٔ٣ي ٖٓ حُيٍحٓخص حُظ ٢طظز٘٢ٔٗ ٠
حُظؼِْ حُِٔ٣ؾ ك ٢حُظيٍ.ْ٣
ٝطِٛٞض ىٍحٓش ٓؼٜي ٗٞ٤ؿُِ ٢َٓ٤ظٌُ٘ٞٞؿ٤خ (New
) Jersey Institute of Technology, 2005اُ ٠إٔ
ىٓؾ أكِ٤ٓ َ٠حص حُظؼِْ ٝؿًٜخ ُٞؿٓ ٚغ ه٤خٍحص حُظؼِْ ػِ٠
حٗ٩ظَٗض طئى ١اُ ٠حُظؼِْ حُ٘٘ٝ ،٢حُٔٔظوًٌَُٝ ،ي اُ٠
حُظوِٝ ٖٓ َ٤هض حُـِ- ّٞؿ َ٤حُٔلزٌ -ػ٘ي حُطِزش ػِ٠
ٓوخػي حُٜلٞف.
ٝطِٛٞض ىٍحٓش ٍٝكخ ٝ ١ؿٍٞىٕ (Rovai and Jordan,
) 2004اُ ٠إٔ حُيٍ ّٝحُِٔ٣ـش ط٘ظؾ اكٔخًٓخ ٓـظٔؼًّ٤خ أهٟٞ
ُي ٟحُطِزش ػ٘ي ٓوخٍٗظٓ ْٜغ حُطِزش حٌُ٣ ٖ٣ظِو ٕٞحُظؼِْ ٖٓ
ه ٍ٬حُظؼِْ ح٫ػظ٤خى ١كو ٢أٓ ٝغ حُطِزش حٌُ٣ ٖ٣ظِو ٕٞحُظؼِْ
ػزَ حُظؼِْ حٌُ٩ظَ ٢ٗٝحٌُخَٓ.
رٔ٘٤خ أٟٝلض ٗظخثؾ ىٍحٓش ً (Collis, 2003) ْ٤ُٞاُ٠
ُٜٓٞش  ٍٞٛٝحُطِزش اُ ٠حُظؼِْ ٖٓ ه ٍ٬حُظؼِْ حُِٔ٣ؾ
ٝرخٌُحص حُطِزش حٌُٔ٣ ٫ ٖ٣ظط٤ؼ ٕٞحُ ٍٞٛٞاُ ٠حُـَف
حُٜل٤ش حُظوِ٤ي٣ش ٓ٧زخد ٓظؼيىس هي ٜ٘ٓ ٌٕٞ٣خِ١ :زش حُٔ٘خ١ن
حَُ٣ل٤ش ٝحُظـٔؼخص حُٜـَ٤سِ١ٝ ،زش حُٔ٘خٍُ حٌُ٣ ٖ٣ظِوٕٞ
طؼِ ْٜٔ٤ك٘ٓ ٢خُُ ٖٓ ْٜه ٍ٬آرخثٝ ،ْٜهي طٌ٘ٛ ٕٞخى رؼٞ
حُٔٞح٤ٟغ حُظٔ٣ ٫ ٢ظط٤غ آرخإ ْٛطؼِ ْٜٔ٤ا٣خٛخًٌُٝ ،ي
حُطِزش حُٔؼخه٫ِٗٝ ٖ٤ء حُٔٔظ٘ل٤خصٝ ،حُطِزش حُٔلٖٓ ٖ٤ُٜٞ
حُيٍحٓش أ ٝحُٔطَٝىٝ ٖ٣حٌُٔ٣ ٫ ٖ٣ظط٤ؼ ٕٞىه ٍٞحُـَف
حُٜل٤ش كظٜ٣ ٫ ٠زلٞح ٓظوِل ٖ٤أًخىً٤ٔ٣خ ػٖ ُٓ٬ث.ْٜ
ٝأٗخٍص ىٍحٓش آٝٝ َِٗٝ٣حىٝرْ ;(Irons, 2002
) Waddoups, 2003اُ ٠إٔ حُظؼِْ حُِٔ٣ؾ هي أى ٟاُ٠
طوِ َ٤طٌِلش حُظؼِْ رٌَ٘ ػخّٝ .ك ٢ىٍحٓش ؿٞد
)ٝ (Job,2003حُظ ٢هخّ ٖٓ هُٜ٬خ رٔوخٍٗش ٓـٔٞػخص
ػ٬عٓ :ـٔٞػش ٟخرطش ُْ طظِن أ ١طؼِٓٝ ْ٤ـٔٞػش طِوض
حُظؼِ ْ٤حٌُ٩ظَ ٢ّ ٗٝحٌُخَٓٓٝ ،ـٔٞػش طِوض حُظؼِْ٤
رخٓظَحط٤ـ٤ش حُظؼِْ حُِٔ٣ؾ كوي أظَٜص ٗظخثؾ حُيٍحٓش إٔ
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حُظؼِْ حُِٔ٣ؾ هي أظ٣ُ َٜخىس كَٓ ٢ػش ح٧ىحء ػِ ٠حُٜٔٔخص
ر٘ٔزش ٣ُٝ ،%41خىس ك ٢ىهش ح٧ىحء ر٘ٔزش  %30ػِ٠
حُٔـٔٞػخص ح٧هَٝ ،ٟحطلوض ىٍحٓش )(Thomson, 2003
ٓغ ىٍحٓش ؿٞد ك ٢إٔ حُظؼِْ حُِٔ٣ؾ ٣ئى ١اُ٣ُ ٠خىس ك٢
َٓػش ح٧ىحء ػِ ٠حُٜٔٔخص.
ٝأٗخٍص ىٍحٓش ٍ (Rooney, 2003) ٢ٗٝٝحُظ ٢أؿَحٛخ
كٍ ٍٞأ ١حُٔؼِٔ ٖ٤ك ٢حٓظويحّ حُظؼِْ حُِٔ٣ؾ ك ٢طيٍ٣ذ
حُٔؼِٔ ،ٖ٤اُ ٠أٗ ٚهي أى ٟاُ ٠حُٔلخكظش ػِ ٠اٜ٣خٍ أكيع
حُٔؼِٓٞخص ُِٔؼِٔٝ ،ٖ٤اُ ٠أٗ ٚهي أى ٟاُ ٠حُظوًِِ ٖٓ َ٤لش
حُظ٘وَ ٖٓ هزَ حُٔؼُِِٔ ٖ٤ل ٍٜٞػِ ٠حُٔؼِٓٞخص ٝػِ٠
حُيٍٝحص حُظيٍ٣ز٤شًٌُٝ ،ي كوي أى ٟاُ ٠طوِ َ٤أٝهخص ح٫رظؼخى
ػٖ حُؼخثِشٝ ،هٔخٍس ٜٓخىٍ أٓخًٖ حُؼَٔٝ .ك ٢حُظوَ َ٣حٌُ١
أٛيٍطٓ ٚئٓٔش ٓزخٍٝ- (Sparrow, 2003) ٝٝطٔض
ح٩ؿخرش ػِ ٚ٤ػزَ حٗ٩ظَٗض -ك ٍٞحُٔزٍَحص حُظ ٢طيكغ
ُظط َ٣ٞحُظؼِْ حُِٔ٣ؾ ٝحٓظويحّ  ٌٙٛحٓ٫ظَحط٤ـ٤ش ك ٢حُظؼِْ٤
ٝحُظيٍ٣ذً ،خٗض ح٩ؿخرخص ػِ ٠حُ٘ل ٞح٥ط :٢حُويٍس ػِ٠
ٓطخروش أٓخُ٤ذ حُظؼِْ ( .)%80حُلِ ٍٞحُٔ٠ز١ٞش رٌَ٘
ٓ٘لَى ( .)%70طلٔٔٗ ٖ٤زش حُظؼِْ ( .)%62حٓظـٍ٬
حٓ٫ظؼٔخٍحص حُظٝ ٢هؼض كٜٓ ٢خىٍ حُظيٍ٣ذ حُٜخُلش
ُٓ٬ظويحّ َٓس أهَ .)%59( ٟطوِ َ٤حُٞهض حُٔو ٜٚػِ٠
ح٧كيحع ك ٢حُـَف حُٜل٤ش (.)%57
ٝػِ ٌٖٔ٣ ٚ٤طِوِٓ ٚ٤ح٣خ حُظؼِْ حُِٔ٣ؾ رخُ٘وخ ١حُظخُ٤ش:
٣ِ٣ ي ٖٓ كَ ٙطؼِْ حُطِزش ٝطلخػِٝ ْٜطلِْٜ٤ٜ
ٝىحكؼ٤ظٗ ْٜل ٞحُظؼِْ ٝحكظلخظ ْٜرٔخ طؼِٔ.ٙٞ
٣ وَِ ًِلش حُظؼِ ْ٤رٌَ٘ ػخّ ػِ ٠حُٔي ٟحُط.َ٣ٞ
 ٍٞٛٝ َٜٔ٣ حُطِزش اُ ٠حُٔؼِٓٞش ٣ِ٣ٝي ٖٓ
َٓػش حُظؼِْ.
 حٔٗ٧ذ كٟٞ ٢ء حُظل ٍٞحَُهٔ ٢حُلخُ.٢

ِشىٍخ اٌذساصخ:
أؿَ ٟحُزخكؼخٕ حُؼي٣ي ٖٓ حُ٘وخٗخص ُِٔوخٍٗش رٗ ٖ٤ظخّ حُظؼِْ٤
حُـخٓؼ ٢حُٔؤػ( ٍٞح٫ػظ٤خىٝ )١حُوخثْ ػِ ٠أِٓٞد حُٔلخَٟس
ٗٝ ،ظخّ حُظؼِْ حُٔلظٞف حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ ًؤِٓٞد
طيٍ .٢ٔ٣كٖٔ حكٔخّ حُزخكؼخٕ رخُلخؿش اُ ٠حُِٔ٣ي ٖٓ
حُٔؼَكش ك ٌٙٛ ٍٞحُو٤٠شٓٝ .لخُٝش ُِٓ٘ٞ ْٜهٞف ػِ٠
حُلَٝم ك ٢طل َ٤ٜحُطِزش حُٔؼِٔ ٖ٤حٌُ٣ ٖ٣يٍٓ ٕٞرخُ٘ظخّ
حُٔؤػ( ٍٞح٫ػظ٤خىٗٝ )١ظخّ حُظؼِ ْ٤حُٔلظٞف حُوخثْ ػِ ٠حُظؼِْ
حُِٔ٣ؾ ٖٓٝ ،هٓ ٍ٬ظخرؼخص حُزخكؼخٕ ٗؼَ ًٔٛ٬خ إٔ ٘ٛخى
ِٓٗٝ ٬لٍٞح ُي ٟحُطِزش ٖٓ حُـِٝ ّٞحٓ٫ظٔخع ُِٔيٍّ،
ٝإ طٌَحٍ ٌٛح حِٞٓ٧د هي ٣ئى ١اُ ٠ط٤ُٞي حطـخٛخص ِٓز٤ش
ٗل ٞطؼِْ حَُ٣خ٤ٟخصٝ .ػِ ٚ٤كبٕ حٓظويحّ حُٓٞخثَ
حُظٌُ٘ٞٞؿ٤ش هي  ْٜٔ٣ك ٢كَ ٌِٓ٘ش ٟؼق حُظلٝ َ٤ٜهي
ُٞ٣ي ُي ٟحُطِزش حُٔؼِٔ ٖ٤حطـخٛخص ح٣ـخر٤ش ٗل ٞطـخ٣َ١ ٙوش
حُظيٍُٝ .ْ٣ؼَ حُو٤٠ش ح٧رَُ ك ٢حُ٘وخٕ طًَِص كٍٞ
حُلَٝم ك ٢ػيى حُٔخػخص حُلؼِ٤ش حُٔوٜٜش ُِظيٍ ْ٣ك٬ً ٢
حُ٘ظخٖٓ٤؛ كل ٢حُ٘ظخّ حُٔؤػ( ٍٞح٫ػظ٤خى٣ )١ل َ٠حُطخُذ 3

ٓخػخص أٓزٞػخ ٝؿٜخ ُٞؿ ،ٚكٓ ٢وخرَ إٔ ١خُذ حُ٘ظخّ
حُٔلظٞف ٣لٓ َ٠خػش ٝحكيس أٓزٞػ٤خ ٝؿٜخ ُٞؿ٣ٝ ،ٚؼٝٞ
ٓخ طزو ٖٓ ٠حُٔخػخص رخُيٍحٓش حٌُحط٤ش ٝحُظؼِْ ػزَ ٓٞهغ اىحٍس
حُظؼِْ .ك٣ َٜظٔخ ٟٝطل َ٤ٜحُطِزش ك ٬ً ٢حُ٘ظخٖٓ٤؟
حٗزؼن ػٖ ح٫كٔخّ ربٌٓخٗ٤ش ٝؿٞى كَٝم ك ٢طل َ٤ٜحُطِزش
حٌُ٣ ٖ٣يٍٓ ٕٞرخُ٘ظخّ حُٔؤػ( ٍٞح٫ػظ٤خىٗٝ )١ظخّ حُظؼِْ٤
حُٔلظٞف حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ حٓ٧جِش ح٥ط٤ش:
ٞ٣ َٛؿي كَٝم ك ٢طل َ٤ٜحُطِزش حُٔؼُِٔٔ ٖ٤لخْ٤ٛ
ح٫كٜخء ٝح٫كظٔخٍ ر ٖ٤حُطِزش حٌُ٣ ٖ٣يٍٓٝ ٕٞكن ٗظخّ
حُظؼِ ْ٤حُٔؤػ( ٍٞح٫ػظ٤خىٝ )١حُطِزش حٌُ٣ ٖ٣يٍٓٝ ٕٞكن
حٓظَحط٤ـش حُظؼِْ حُِٔ٣ؾ؟
ٓخ حطـخٛخص حُطِزش حُٔؼِٔٝ ٖ٤حٌُ ٖ٣ىٍٓٞح ٓلخ ْ٤ٛح٫كٜخء
ٝح٫كظٔخٍ ٗل٣َ١ ٞوش حُظيٍ( ْ٣حُظؼِْ حُِٔ٣ؾ)؟
ٝهي طْ حٓظو ٙ٬حُلَ٤ٟخص ح٫كٜخث٤ش حُظخُ٤ش:
ٞ٣ ٫ ؿي كَٝم ًحص ىُ٫ش حكٜخث٤ش ػ٘ي ٓٔظ( ٟٞ
<  )0.05رٓ ٖ٤ظٓٞطخص طل َ٤ٜحُطِزش حُٔؼِٖٔ٤
ُٔلخ ْ٤ٛح٫كٜخء ٝح٫كظٔخٍ ٣ؼُِ ٟطَ٣وش
حُظيٍ( ْ٣حػظ٤خى٣ش ،حُظؼِْ حُِٔ٣ؾ)
 ٫ طوظِق حطـخٛخص حُطِزش حُٔؼِٔٗ ٖ٤ل٣َ١ ٞوش
حُظيٍ( ْ٣حٌُ ٖ٣ىٍٓٞح ٓلخ ْ٤ٛح٫كٜخء ٝح٫كظٔخٍ
رطَ٣وش حُظؼِْ حُِٔ٣ؾ) ػٖ .100

ِذذداد اٌذساصخ:
حهظَٜص حُيٍحٓش ػِٓ ٠وخٍٗش طل َ٤ٜحُطِزش حُٔؼِٔ ٖ٤حٌُٖ٣
٣يٍٓٓ ٕٞوٍَ حَُ٣خ٤ٟخص ك ٖٓ ًَ ٢ؿخٓؼش حُِ٣ظٗٞش
حٍ٧ىٗ٤ش ٝحُـخٓؼش حُؼَر٤ش حُٔلظٞكش كَع حٍ٧ىٕ ك ٢حُؼخّ
حُـخٓؼ2011 – 2010 ٢
ًٔخ حهظَٜص حُيٍحٓش ػِٓ ٠وخٍٗش طل َ٤ٜأإُجي حُطِزش
ػِٟٞٞٓ ٠ع ح٫كٜخء ٝح٫كظٔخٍ كو.٢

أٍّ٘خ اٌذساصخ:
طؼ ّي حُيٍحٓش حُلخُ٤ش ٖٓ حُيٍحٓخص حُظ ٢طزلغ كٟٞٞٓ ٢ع
حُٔوخٍٗش ر ٖ٤حُظؼِ ْ٤حُٔؤػ( ٍٞح٫ػظ٤خىٝ )١حُظؼِ ْ٤حُٔلظٞف
حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ ٝطوظزَ حُلَٝم ك ٢حُظل َ٤ٜرٖ٤
ِ١زش حُ٘ظخٓ ٖ٤كٟٞٞٓ ٢ع ح٫كٜخء ٝح٫كظٔخٍُٝ .ؼَ
أ٤ٔٛش حُيٍحٓش حُلخُ٤ش طزَُ ٖٓ ه ٍ٬طِٔ٤طٜخ حُٞ٠ء ػِ٠
ٓل ّٜٞحُظؼِ ْ٤حُٔلظٞف حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ ٓٔخ هي ْٜٔ٣
ك ٢اػَحء ح٧ىد حُظَر ١ٞحُٔظؼِن رخُٟٔٞٞع ٔ٣ٝخػي
حُوخثٔ ٖ٤ػِٓ ٠ئٓٔخص حُظؼِ ْ٤حُؼخُ ٢ك ٢حٍ٧ىٕ ٝحُيٍٝ
حُؼَر٤ش ػِ ٠حُظٞؿٗ ٚل ٞحُظؼِْ حُِٔ٣ؾ ًً٘ٔٞؽ طيٍ٢ٔ٣
ٞ٣حًذ حُظطٍٞحص حُلخىػش ٝحُٔظٔخٍػش ك ٢طو٘٤خص حُظؼًِٔ .ْ٤خ
طزَُ أ٤ٔٛش حُيٍحٓش أ٠٣خ ٖٓ هٓ ٍ٬لخُٝظٜخ حُٞهٞف ػِ٠
ٓي ٟكخػِ٤ش حُ٘ظخّ حُٔلظٞف ك ٢طلو٤ن حُ٘ظخؿخص حُظؼِ٤ٔ٤ش
حُوخٛش رٟٔٞٞع ٓؼَكٓ ٢ؼَ حَُ٣خ٤ٟخص ٖٓ ه ٍ٬طوئٜ٣خ
ًُ٘ٔٞؽ ٖٓ ٗٔخًؽ حُظؼِْ حُِٔ٣ؾ ٓٝلخُٝظٜخ حٓظٌ٘خف ٓيٟ

) (524

978-9948-497-11-0

ٓ٬ثٔش ٓؼَ ٌٛح حًُ٘ٔٞؽ ك ٢طؼِْ حُطِزش حُٔؼِٖٔ٤
َُِ٣خ٤ٟخص.

اٌزؼشٌفبد االجشائٍخ:
حُظؼِْ حُٔلظٞف ٝحُظؼِْ ػٖ رؼي ٢ٔٓ :حُظؼِْ حُٔلظٞف ٣ ٚٗ٧ظ٤ق
كَٛش ٓظخرؼش حُيٍحٓش ٝحُظؼِْ ٌَُ ٍحؿذ ٝهخىٍ رـ ٞحُ٘ظَ
ػٖ ٓ٘ش أٌٓ ٝخٕ اهخٓظٓٝ ٚي ٟطلَؿُِ ٚيٍحٓش َٓٝػظٚ
ٝحِٓ ٚ٣ٞك ٢حُظؼِْ .أٓخ حُظؼِْ ػٖ رؼي ك ٜٞحُظؼِٝ ْ٤حُظؼِْ حٌُ١
٣ليع ػزَ ؿِٔش ٖٓ حُويٓخص ٝحُٓٞخث ٢حُٔظؼيىس ٖٓ ٓؼَ
حُٓٞخث ٢حُزَ٣ي٣ش أ ٝحً٩حػ٤ش أٝحُظِلخُ٣ش أٝحٌُ٩ظَ٤ٗٝش ٓغ
ٗٔزش ٖٓ حُظؼِْ حُٔزخَٗ.
حُظؼِْ حُِٔ٣ؾٞٗ :ع ٖٓ أٗٞحع حُظؼِْ ِٔ٣ؽ ر ٖ٤حُظؼِْ٤
ح٫ػظ٤خى ١حُٔؼظٔي ػِ ٠حُؼَ ٝحُٔزخَٗٝ ،حُظيٍٝ ْ٣ؿٜخ
ُٞؿ ٖٓ ٚؿٜشٝ ،حٓظويحّ حُظو٘٤ش رؤٌٗخُٜخ حُٔظ٘ٞػش ٖٓ ؿٜش

أهَ ٟر٘ٔذ ٣ليىٛخ حُٔؼِْٝ .طْ طٞظ٤ق ًٗٔٞؽ هخثْ ػِ٠
حُظؼِْ حُِٔ٣ؾ ٣ظِو ٚرظٞظ٤ق َ١م ػ٬عٌٛٝ( :٢ٛٝ ،ح ٞٛ
حًُ٘ٔٞؽ حٌُ ١حػظٔي ك ٢طيٍِ١ ْ٣زش حُـخٓؼش حُؼَر٤ش
حُٔلظٞكش كَع حٍ٧ىٕ)
ٝ ؿًٜخ ُٞؿ(Offline) (face–to–face & ٚ
).work–based
)(Offline
 ؿٓ َ٤ظِٜش ( ػَٔ كَى)١
) (Individual workحٌُظخد حُٔوٍَ ٝحُٓٞخث٢
حُٔظؼيىس حُظؼِ٤ٔ٤ش.
ٓ ظِٜش رخٗ٩ظَٗض ٓٝٝخث ٢حُظلخػَ ( & (Online
ٓ interactive mediaؼَ :حُٔلخًخس ،حُظيٍْ٣
حٌُ٩ظَ ،٢ٗٝحُظيٍ٣ذ حٌُ٩ظَ ،٢ٗٝحَُٔحهزش
حٌُ٩ظَ٤ٗٝش ،حُزَ٣ي حٌُ٩ظَ ،٢ٗٝحُل٤يًٞٞ٣كَْٗ).

ٝحٌَُ٘ (ٟٞ٣ )2ق ٗٔذ حُِٔؽ حُٔٔظويٓش كٌٛ ٢ح حًُ٘ٔٞؽ

حُظؼِ ْ٤حُٔؤػ( ٍٞح٫ػظ٤خى ٞٛ :)١طؼِٓ ْ٤زخَٗ هخثْ ػِ٠
حُؼَ ٝحُٔزخَٗ ًؤِٓٞد أٓخّ ك ٢طوي ْ٣حُٔؼِٓٞش ٗٝوَ
حُٔؼَكش ٌٕٞ٣ٝ .حُٔيٍّ (حُٔلخٓ )َٟل ٍٞحُ٘٘خ.١
ٗظخّ اىحٍس حُظؼِْ  : LMSرَٗخٓؾ ْٔٛ Software
ُِٔٔخػيس ك ٢اىحٍس ٓٝظخرؼش ٝطو ْ٤حُظيٍ٣ذ ٝحُظؼِْ ٝحُظؼِْ٤
ٝؿٔ٤غ أٗ٘طش حُظؼِْ ك ٢حُٔئٓٔخص حُظؼِ٤ٔ٤ش ٞٛٝ ،كَ
حٓظَحط٤ـُِ ٢ظوطٝ ٢٤حُظيٍ٣ذ ٝاىحٍس ؿٔ٤غ أٝؿ ٚحُظؼِْ ك٢
حُٔئٓٔش رٔخ كًُ ٢ي حُزغ حُل online ٢أ ٝحُوخػخص حُظو٤ِ٤ش
 virtual classroomأ ٝحُٔوٍَحص حُٔٞؿٜش ٖٓ هزَ
حُٔيٍٓ ٖ٤أ ٝحُٔيٍرٌٛٝ .ٖ٤ح ٓ٤ـؼَ ح٘ٗ٧طش حُظؼِ٤ٔ٤ش حُظ٢
ًخٗض ٓ٘لِٜش ٓٝؼُِٝش ػٖ رؼٜ٠خ طٜزق طؼَٔ ٝكن ٗظخّ
ٓظَحر ْٜٔ٣ ٢كٍ ٢كغ ٓٔظ ٟٞحُظؼِْ ٝحُظؼِ.ْ٤
ٓـظٔغ حُيٍحٓش
طٌٓ ٕٞـظٔغ حُيٍحٓش ٖٓ (١ )148خُزخ ١ٝخُزش ٖٓ طوٜٚ
حُظَر٤شُٞٓ ،ػ ٖ٤آُ ٠ـٔٞػظ :ٖ٤حُٔـٔٞػش ح ٠ُٝ٧طْ٠
(١ )68خُزخ ١ٝخُزش ٖٓ ؿخٓؼش حُِ٣ظٗٞش حٍ٧ىٗ٤ش ٣ٝيٍّ
ٛئ٫ء حُطِزش رخُطَ٣وش حُٔؤػٍٞس (ح٩ػظ٤خى٣ش) ٖٓ هٍ٬
كٓ ٍٞ٠لخَٟحص رٞحهغ ػ٬ع ٓخػخص أٓزٞػ٤خ.

ٝحُٔـٔٞػش حُؼخٗ٤ش ط١ )80( ْ٠خُزخ ١ٝخُزش ٖٓ حُـخٓؼش
حُؼَر٤ش حُٔلظٞكش كَع حٍ٧ىٕ ٣ٝيٍّ ٛئ٫ء حُطِزش رطَ٣وش
حُظؼِْ حُِٔ٣ؾٝ .هي طْ حهظ٤خٍ حُط٬د ك ٬ً ٢حُٔـٔٞػظٖ٤
ر٘خء ػِ ٠طٔـُٔ ِْٜ٤وٍَ حَُ٣خ٤ٟخص حُوخ ٙرزَٗخٓؾ اػيحى
حُٔؼِٔ ٖ٤هزَ حُويٓش ك ٬ً ٢حُـخٓؼظ ٖ٤ك ٢حُؼخّ حُـخٓؼ٢
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اٌطشٌمخ ٚاالجشاءاد :
ُ٪ؿخرش ػٖ كَ٤ٟخص حُيٍحٓش ٝحُظ َٛٞاُ ٠حُ٘ظخثؾ كوي طٔض
ح٩ؿَحءحص حُظخُ٤ش:
أٜ٘ٓ ٫ٝـ٤ش حُيٍحٓش :حٓظويّ طٗ ْ٤ٜٔز ٚطـَ٣زُِٔ ٢وخٍٗش
رٓ ٖ٤ظٓٞطخص طل َ٤ٜحُطِزش كٓ ٢وٍَ حَُ٣خ٤ٟخص،
ٝرخُظلي٣ي ٝكيس ح٫كٜخء ٝح٫كظٔخٍ ر ٖ٤أإُجي حٌُٖ٣
٣يٍٓ ٕٞر٘ظخّ حُظؼِ ْ٤حُٔلظٞف حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ
ٝحُطِزش حٌُ٣ ٖ٣يٍٓ ٕٞر٘ظخّ حُظؼِ ْ٤حُٔؤػ( ٍٞح٫ػظ٤خى.)١
 ٌٖٔ٣ٝط٤ٟٞق ًُي حُظ ْ٤ٜٔرخًَُٓٔ ُٞخ :٢ِ٣
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ثجبد األدٚاد:

هـ :1حهظزخٍ هزِ٢
هـ : 2حهظزخٍ رؼي١
ٓـ : 1حُٔؼخُـش ح( ٠ُٝ٧حُظيٍ ْ٣رطَ٣وش حُظؼِْ حُِٔ٣ؾ)
ٓـ :2حُٔؼخُـش حُؼخٗ٤ش (حُظيٍ ْ٣رخُطَ٣وش حُٔؤػٍٞس
(ح٫ػظ٤خى٣ش))

ثبٍٔب :أدٚاد اٌذساصخ:
حٓظويّ حهظزخٍ طلٌٗٞٓ ٢ِ٤ٜخ ٖٓ  20كوَس طظؼِن رخُٔلخْ٤ٛ
ٝحُٜٔخٍحص ٝحُظؼٔٔ٤خص حٓ٧خٓ٤ش ُٟٔٞٞع ح٫كٜخء
ٝح٫كظٔخٍ .ػِٔخ رؤٕ ؿٔ٤غ كوَحص ح٫هظزخٍ طظطِذ أًخٍ
حُلَحؽ ربؿخرش هَ٤ٜسٍٛ .يص ػٓ٬ش ٝحكيس ًٌَُ ُٕٞ
كوَسٝ .ػِ ٚ٤طٌ ٕٞحُيٍؿش حُٜ٘خث٤ش ُ٬هظزخٍ ٖٓ .20

صذق األدٚاد:
حٓظويٓض حُيٍحٓش أىحطُ ٖ٤ـٔغ حُز٤خٗخص  ٢ٛٝحهظزخٍ
طلُ ٢ِ٤ٜـٔغ ر٤خٗخص ك ٍٞطل َ٤ٜحُطِزش ك ٢ح٫كٜخء
ٝح٫كظٔخٍ ٝحٓظزخٗش ُو٤خّ حطـخٛخص حُطِزش ٗل ٞحُظؼِْ
حُِٔ٣ؾٝ ،هي طْ حُظؤًي ٖٓ ٛيم ح٧ىٝحص رطَ٣وظٛ :ٖ٤يم
حُز٘خء ٝحُٜيم حُظخٛ( ١َٛيم حُٔلٌٔٝ )ٖ٤حُوطٞحص
حُظخُ٤ش طٟٞق ح٫ؿَحءحص حُظ ٢حطزؼض :٢ٛٝ
 .1طلِٓ َ٤لظٝ ٟٞكيس ح٫كٜخء ٝح٫كظٔخٍ حُظ ٢طْ
ط٘خُٜٝخ ك ٌٙٛ ٢حُيٍحٓش.
 .2ر٘خء ؿيٞٓ ٍٝحٛلخص ُِظؤًي ٖٓ ٍٗٔٞ
ٟٞٞٓٝػ٤ش حُلوَحص ح٫هظزخٍ٣ش.
 .3ػَ ٝح٫هظزخٍ رٍٜٞط ٚح٤ُٝ٧ش ػِ ٠ػ٬ػش
ٓلٌٔٓ ٖ٤وظ ٖ٤ٜرخَُ٣خ٤ٟخص حُظَر٣ٞش ٝهي طْ
طؼي َ٣حُلوَحص ر٘خء ػِ ٠حهظَحكخط.ْٜ
 .4ر٘خء كوَحص حٓظزخٗش ح٫طـخٛخص ٖٓ ه ٍ٬ح٬١٫ع
ػِ ٠ح٧ىد حُٔخرن حُٔظؼِن رخ٫طـخٛخص ٗلَ١ ٞم
طيٍ ْ٣حَُ٣خ٤ٟخص ٝح٫طـخٛخص ٗل ٞطٞظ٤ق
حُظٌُ٘ٞٞؿ٤خ ك ٢حُظيٍ.ْ٣
 .5ػَ ٝحٓ٫ظزخٗش رٍٜٞطٜخ ح٤ُٝ٧ش ( 40كوَس ٖٓ
ٗٞع ٌَُ٤ص هٔخٓ )٢ػِ ٠ػ٬ػش ٓلٌٔٗ( ٖ٤لْ
حُٔلٌٔ٬ُ ٖ٤هظزخٍ) ٝهي طْ حهظٜخٍ حٓ٫ظزخٗش اُ٠
( )28كوَس ر٘خء ػِ ٠حهظَحكخطٝ .ْٜػِ ٚ٤حػظزَص
حُؼٓ٬ش ٗ 112وطش هطغ ُِلٌْ ػِ ٠حُظٞؿٚ
ح٣٩ـخرٗ ٢ل٣َ١ ٞوش حُظيٍ( .ْ٣ك٤غ إٔ حُؼٓ٬ش 3
طٔؼَ طٞؿٜخ ٓلخ٣يح ٗل٣َ١ ٞوش حُظيٍ ْ٣ك ٢كٖ٤
إٔ حُؼٓ٬ش  4طؼي طٞؿٜخ ح٣ـخر٤خ ٝػِ ٚ٤كبٕ 28 ×4
=  112طٔؼَ ٗوطش حُوطغ ُِظٞؿ ٚح٣٫ـخر)٢

طْ حُظؤًي ٖٓ ػزخص ح٧ىٝحص رطَ٣وظ :ٖ٤أُٜٔٝخ حٓظويحّ ٓؼخَٓ
ح٫طٔخم حُيحهًَِٗٝ ٢زخم أُلخ ٝحُطَ٣وش حُؼخٗ٤ش ٣َ١وش ح٫ػخىس
ٝكٔخد ٓؼخَٓ حٍ٫طزخ.١
 .1طْ ططز٤ن ح٫هظزخٍ ػِ ٠ػ٘٤ش حٓظط٬ػ٤ش ٌٓٗٞش ٖٓ
١ 20خُزخ ك ٢حُل َٜحُ٤ٜلُِ ٢ؼخّ حُـخٓؼ٢
ُ 2010 -2009لٔخد ٓؼخَٓ ح٫طٔخم حُيحهِ٢
ًَٗٝزخم أُلخ ٝهي ٝؿي إٔ هٔ٤ش ًُي حُٔؼخَٓ كٞحُ٢
(ٝ )%79هي حػظزَص طِي حُ٘ٔزش ٓوزُٞش ٧ؿَحٝ
حُزلغ.
 .2طْ حػخىس ح٫هظزخٍ ػِ ٠حُؼ٘٤ش حٓ٫ظط٬ػ٤ش رؼي
ٗ ٖٓ َٜططز٤و ٚأَٓ ٍٝس ٝكٔذ ٓؼخَٓ حٍ٫طزخ١
ر ٖ٤ػٓ٬خص حُطِزش ك ٢حُظطز٤ن حٝ ٍٝ٧حُظطز٤ن
حُؼخٗٝ ٢هي رِـض هٔ٤ش ٓؼخَٓ حٍ٫طزخ ١كٞحُ٢
ٝ .%85هي حػظزَ ٌٛح حُٔؼخَٓ ٓوز٧ ٫ٞؿَحٝ
حُيٍحٓش.
 .3طْ ططز٤ن حٓ٫ظزخٗش ػِ ٠ػ٘٤ش حٓظط٬ػ٤ش ٌٓٗٞش
ٖٓ ١ 20خُزخ ك ٢حُل َٜحُ٤ٜلُِ ٢ؼخّ حُـخٓؼ٢
ِ١ ٖٓ 2010 – 2009زش حُـخٓؼش حُؼَر٤ش
حُٔلظٞكش كَع حٍ٧ىٕ ُلٔخد ٓؼخَٓ ح٫طٔخم
حُيحهًَِٗٝ ٢زخم أُلخ ٝهي ًخٗض هٔ٤ش ًُي حُٔؼخَٓ
كٞحُٔٗ ٢ٛٝ )%85( ٢زش ٓوزُٞش ٧ؿَحٝ
حُزلغ.
 .4طْ اػخىس ططز٤ن حٓ٫ظزخٗش ػِٗ ٠لْ حُؼ٘٤ش
حٓ٫ظط٬ػ٤ش رؼي ٗ ٖٓ َٜططز٤وٜخ أَٓ ٍٝس
ٝكٔذ ٓؼخَٓ حٍ٫طزخ ١ر ٖ٤حٓظـخرخص حُطِزش ك٢
حُلخُظٝ ٖ٤هي رِـض هٔ٤ش ٓؼخَٓ حٍ٫طزخ ١كٞحُ87 ٢
ٝ %هي حػظزَص  ٌٙٛحُ٘ٔزش ٓوزُٞش ٧ؿَحٝ
حُيٍحٓش.

ثبٌثب :اإلجشاءاد
طْ حطزخع حُوطٞحص حُظخُ٤ش ٩ؿَحء حُيٍحٓش:
 .1حػيحى أىحس حُيٍحٓش (حهظزخٍ طل ٢ِ٤ٜكٝ ٢كيس
ح٫كٜخء ٝح٫كظٔخٍ).
 .2حُظؤًي ٖٓ ٛيم ٝػزخص ح٫هظزخٍ.
 .3ك َٜحُطِزش حُٔٔـِ ٖ٤كٓ ٢وٍَ حَُ٣خ٤ٟخص ك٢
ً ٬حُـخٓؼظ ٖ٤ك ٢حُؼخّ حُيٍحٓ.2011 -2010 ٢
 .4حؿَحء ح٫هظزخٍ حُوزًُِٝ ٢ي هزَ حُزيء رظيٍْ٣
حُٞكيس ٓؼظٔي ٖ٣رٌُي إٔ حُطِزش هي ىٍٓٞح
ٟٓٞٞػخص حُٞكيس ك ٢حَُٔكِش حُؼخٗ٣ٞش هزَ
ىه ُْٜٞاُ ٠حُـخٓؼشُِٝ .ظؤًي ٖٓ طٌخكٞء
حُٔـٔٞػظ ٖ٤هزَ حُزيء رخُيٍحٓش.
 .5طيٍٓ ْ٣لخٜٓٝ ْ٤ٛخٍحص ٝطؼٔٔ٤خص ٝكيس ح٫كٜخء
ٝح٫كظٔخٍ ُٔيس ٜٗٗٝ َٜق ٌُ ٬حُٔـٔٞػظ.ٖ٤
ك٤غ ىٍّ ِ١زش حُـخٓؼش حُؼَر٤ش حُٔلظٞكش رطَ٣وش
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حُظؼِْ حُِٔ٣ؾ ِ١ٝزش ؿخٓؼش حُِ٣ظٗٞش رخُطَ٣وش
ح٫ػظ٤خى٣ش ٝحٌُ ٌٖٔ٣ ١طل ِٚ٤ٜرٔخ :٢ِ٣
إ حًُ٘ٔٞؽ حُظيٍ ٢ٔ٣حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ ٝحٌُ١ ١زن
ك ٌٙٛ ٢حُيٍحٓش هخثْ ػِ ٠طٝ ْ٤ٜٔاٗظخؽ ٓٝخثٓ ٢ظؼيىس
طؼِ٤ٔ٤ش ٝرخُظلي٣ي :٢ٛ
 طٔـ٬٤ص ك٤ي ٞ٣طَ٘ف رخُظل َ٤ٜحُٔلخْ٤ٛ
ٝحُٜٔخٍحص ٝحُظؼٔٔ٤خص حُٞحٍىس كٝ ٢كيس ح٫كٜخء
ٝح٫كظٔخٍ ٝهي حٓظويّ حُِٞف حُظلخػِ٢
ٝ StarBoardرَٓـ٤ش ُ Camtasia Studioظِي
حُـخ٣ش.
 ر٘خء حُؼي٣ي ٖٓ ح٫هظزخٍحص حٌُ٩ظَ٤ٗٝش رخٓظويحّ
ٝ Moodleرَٓـ٤ش Quiz Creator
 طٝ ْ٤ٜٔحٗظخؽ رؼ ٞحُلٗ٬خص حُظ ٢طؼَٔ ًٓٞخث٢
ٓٔخػيس ػِ ٠حُظؼِْ
 اػَحء حَُ٘ٝف رخُؼي٣ي ٖٓ أٍٝحم حُؼَٔ حٍُٞه٤ش
ٝحٌُ٩ظَ٤ٗٝش ُِِٔ٣ي ٖٓ حُظيٍ٣ذ
 حٓظويحّ رَٓـ٤ش حُل٤يًٗٞ ٞ٣لَْٗ Dimdim
ُِظٞح َٛحُٔظِحٖٓ ٓغ حُطِزش ُٔ٘خه٘ش حُٜؼٞرخص
حُظٞ٣ ٢حؿٜٜٗٞخ أػ٘خء ىٍحٓش ٝكيس ح٫كٜخء
ٝح٫كظٔخٍ.
 حٍٗخى حُطِزش اُ ٠ىٍٝس حُظؼِْ حُٔز٘ ٢ػِٜ٤خ حًُ٘ٔٞؽ
ٝحُظ ٢طظٔؼَ رخُوطٞحص حُظخُ٤ش:
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حُوطٞس ح ٠ُٝ٧حُظلُِٔ َ٤٠لخَٟس ٖٓ
ه٘ٓ ٍ٬خٛيس حُل٤ي.ٞ٣
حُوطٞس حُؼخٗ٤ش ك ٍٞ٠حُٔلخَٟس ٝؿٜخ
ُٞؿٓ ٚغ حُٔيٍّ.
حُوطٞس حُؼخُؼش حُظيٍد ٖٓ هٍ٬
حُلٗ٬خص حُٔظٞكَس ػِٞٓ ٠هغ اىحٍس
حُظؼِْ.
حُوطٞس حَُحرؼش حُظيٍد ٖٓ ه ٍ٬كَ
ٍٝهش ٖٓ أٍٝحم حُؼَٔ ٓٞحء ًخٗض
حٌُ٫ظَ٤ٗٝش أ ٝحٍُٞه٤ش ٝحُٔظٞكَس ػِ٠
ٓٞهغ اىحٍس حُظؼِْ.
حُوطٞس حُوخٓٔش حُظيٍد ٖٓ هٍ٬
ح٫هظزخٍحص حٌُ٩ظَ٤ٗٝش حُٔظٞكَس ػِ٠
ٓٞهغ اىحٍس حُظؼِْ.
حُٔخىٓش حٓ٫ظؼخٗش رٔ٘ظيٟ
حُوطٞس
حُلٞحٍ حُوخ ٙرخُٔوٍَ ٝحُل٤يٞ٣
ًٗٞلَّ ُِل ٍٜٞػِٔٓ ٠خػيس اٟخك٤ش
ك ٢كخٍ ُْ ٣ظوٖ حُطخُذ رؼ ٞحُٜٔخٍحص
أ ٝأػـْ ػِ ٚ٤رؼ ٞحُٔلخ.ْ٤ٛ
حُوطٞس حُٔخرؼش حٗ٫ظوخٍ اُ ٠حُـِء حُظخُ٢
ٖٓ حُٟٔٞٞع
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ٌَٗ  : 2ىٍٝس حُظؼِْ حُِٔ٣ؾ حُٔٔظويٓش ٓغ ِ١زش حُـخٓؼش حُؼَر٤ش حُٔلظٞكش -كَع حٍ٧ىٕ

 .6حؿَحء حهظزخٍ رؼي حٗ٫ظٜخء ٓزخَٗس ٖٓ طيٍْ٣
حُٞكيس ٌُ ٬حُٔـٔٞػظٝ ٖ٤طٜل٤ق ح٫هظزخٍ
ٓٝوخٍٗش حُ٘ظخثؾ.
٣ .7ـيٍ رخًٌَُ إٔ ٗلْ ح٫هظزخٍ طْ حٓظويحٓ ٚك٢
حَُٔط( ٖ٤هزِ ،٢رؼي.)١

 .8طلِ َ٤حُ٘ظخثؾ رخٓظويحّ حُلِٓش ح٩كٜخث٤ش ُِؼِّٞ
ح٫ؿظٔخػ٤ش ٝ SPSSحُوَٝؽ رخُ٘ظخثؾ.

ٔزبئج اٌذساصخ ِٕٚبلشزٙب
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حٓظويٓض حُلِٓش ح٫كٜخث٤ش ُِؼِ ّٞح٫ؿظٔخػ٤ش SPSS
٩ؿَحء حُظلِ َ٤حٌُُِٔ ٢ز٤خٗخص٩ٝ ،ؿخرش ػٖ حُلَ٤ٟش
حٞ٣ ٫ :٠ُٝ٧ؿي كَٝم ًحص ىُ٫ش حكٜخث٤ش ػ٘ي ٓٔظ( ٟٞ
<  )0.05رٓ ٖ٤ظٓٞطخص طل َ٤ٜحُطِزش حُٔؼُِٔٔ ٖ٤لخْ٤ٛ

ح٫كٜخء ٝح٫كظٔخٍ ٣ؼُِ ٟطَ٣وش حُظيٍ( ْ٣حػظ٤خى٣ش ،حُظؼِْ
حُِٔ٣ؾ)
ٝهي ظَٜص حُ٘ظخثؾ حُظخُ٤ش:

جذٚي ( :)1اٌّزٛصطبد اٌذضبثٍخ ٚاالٔذشافبد اٌّؼٍبسٌخ ٌالخزجبس اٌمجًٍ

االخزجبس
اٌمجًٍ

اٌّجّٛػخ

اٌؼذد

اٌّزٛصظ
اٌذضبثً

االٔذشاف اٌّؼٍبسي

جبِؼخ اٌزٌزٔٛخ

68

3.3824

2.01509

اٌجبِؼخ اٌؼشثٍخ اٌّفزٛدخ فشع األسدْ

80

3.3000

2.15477

٣ظ َٜحُـي )1( ٍٝحُٔظٓٞطخص حُلٔخر٤ش ٝحٗ٫لَحكخص
حُٔؼ٤خٍ٣ش ُ٬هظزخٍ حُوزِ٧ ٢كَحى ػ٘٤ش حُيٍحٓش ٣ٝظٖٓ َٜ
حُـي ٍٝطيٗٓ ٢ظ ٢ٓٞحُظل ٬ٌُ َ٤ٜحُٔـٔٞػظ ٖ٤رخَُؿْ ٖٓ
إٔ حُطِزش هي ىٍٓٞح ٗلْ ٓلَىحص ٓوٍَ ح٫كٜخء ٝح٫كظٔخٍ
ك ٢حَُٔكِش حُؼخٗ٣ٞشٝ .هي ًُ َ٤٘٣ي اُ ٠حُ٠ؼق حُظل٢ِ٤ٜ
ػ٘ي حُطِزش كٌٛ ٢ح حُٟٔٞٞعٝ ،هي  َ٤٘٣أ٠٣خ اُ ٠ػيّ
ٓ٘خٓزش َ١م حُظيٍ ْ٣حُٔظزؼش ك ٢حَُٔكِش حُؼخٗ٣ٞش ٝحُظ٢
طؼظٔي رٌَ٘ أٓخّ ػِ ٠حٓ٫ظظٜخٍ ٝحُظِؤً .ٖ٤خ ٣ظٖٓ َٜ

ه ٍ٬حُـيٝ )1( ٍٝؿٞى كَم ظخ ١َٛك ٢حُٔظٓٞطخص
حُلٔخر٤ش ٫هظزخٍ حُوزِ ٢رٓ ٖ٤ـٔٞػظ ٢حُيٍحٓشُِٝ ،ظلون
كٔ٤خ اًح ًخٕ ٌٛح حُلَم ً ٝىُ٫ش حكٜخث٤ش أّ أٗ ٚكَم
ػ٘ٞحث ٢كوي طْ حٓظويحّ حهظزخٍ "ص" ُٔـٔٞػظٔٓ ٖ٤ظوِظٖ٤
٣ٝظ َٜحُـي )2( ٍٝطِي حُ٘ظخثؾ.

جذٚي ( :)2اخزجبس "د" ٌؼٍٕزٍٓ ِضزمٍزٍٓ
) Levene'sاخزجبس ٌٍفٍٕز(
ٌٍزأوذ ِٓ رجبٔش اٌزجبٌٓ
ٌٍّجّٛػزٍٓ

االخزجبس اٌمجًٍ
ثبفزشاض رجبٔش اٌّجّٛػزٍٓ

اخزجبس "د"

لٍّخ " ف"

اٌذالٌخ

لٍّخ "د"
اٌّذضٛثخ

دسجبد اٌذشٌخ

اٌذالٌخ

.442

.507

.239

146

.812

.240

144.646

.811

ثبفزشاض ػذَ رجبٔش اٌّجّٛػزٍٓ

٣ظ َٜحُـي )2( ٍٝحهظزخٍ ُ٤لٝ ِ٘٤حُوخ ٙرخُظؤًي ٖٓ طـخْٗ
حُظزخ ٖ٣رٓ ٖ٤ـٔٞػظ ٢حُيٍحٓش ُٝؼَ حُز٤خٗخص ك ٢حُـيٍٝ
حُٔخرن طظ َٜأٗٞ٣ ٫ ٚؿي كَٝم ًحص ىُ٫ش حكٜخث٤ش ك٢
طزخٓ ٖ٣ـٔٞػظ ٢حُيٍحٓش ٓٔخ ٣يٍ ػِ ٠طٌخكئ ٓـٔٞػظ٢
حُيٍحٓش ك ٢حُظل َ٤ٜهزَ حُزيء رظيٍٟٞٞٓ ْ٣ػخص ٝكيس
ح٫كٜخء ٝح٫كظٔخًٍٔ .خ ٣ظ َٜحهظزخٍ "ص" أٗٞ٣ ٫ ٚؿي

كَم ً ٝىُ٫ش حكٜخث٤ش رٓ ٖ٤ظٓٞط ٢طلٓ َ٤ٜـٔٞػظ٢
حُيٍحٓش ٓٔخ ٣ئًي طٌخكئ حُٔـٔٞػظ ٖ٤ك ٢حُظل َ٤ٜهزَ حُزيء
رخُظيٍُ .ْ٣ؼَ حُٔؼِٓٞخص حُٔخروش طيػْ ػيّ كخؿش حُزخكؼٖ٤
اُ ٠اػخىس ط٣ُٞغ أكَحى حُيٍحٓش أ ٝاؿَحء أ ١طؼي َ٣ػِ٠
ح٫هظ٤خٍ ُ.ْٜ
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ؿي :)3( ٍٝحُٔظٓٞطخص حُلٔخر٤ش ٝحٗ٫لَحكخص حُٔؼ٤خٍ٣ش ػِ ٠ح٫هظزخٍ حُزؼي١

٣ظ َٜحُـي )3( ٍٝحُٔظٓٞطخص حُلٔخر٤ش ٝحٗ٫لَحكخص
حُٔؼ٤خٍ٣ش ُؼٓ٬خص ِ١زش ٓـٔٞػظ ٢حُيٍحٓش ًُٝي رؼي
حٗ٫ظٜخء ٖٓ طيٍٝ ْ٣كيس ح٫كٜخء ٝح٫كظٔخٍ٣ ،ظٖٓ َٜ
حُـي ٍٝإٔ حُٔظٓٞطخص حُلٔخر٤ش ُؼٓ٬خص ِ١زش أكَحى
حُيٍحٓش هي حٍطلؼض رٌَ٘ ًزٓ َ٤وخٍٗش رٔظ ٢ٓٞحُؼٓ٬خص
ػِ ٠ح٫هظزخٍ حُوزِٝ .٢هي ٣ؼًُِ ٟي اُ ٠كيحػش حُٔؼِٓٞخص
حُظ ٢طِوخٛخ حُطِزشٝ ،كَ ٙحُطِزش ك ٢حُل ٍٜٞػِ٠
ػٓ٬خص ػخُ٤ش ك ٢حُٔوٍَ٣َ١ٝ ،وش حُظيٍ ْ٣حُٔظزؼش٣ٝ .ظَٜ
ٖٓ حُـي ٍٝأ٠٣خ ٝؿٞى حهظ٬ف ظخ ١َٛك ٢حُٔظٓٞطخص
حُلٔخر٤ش ك٤غ رِؾ حُٔظ ٢ٓٞحُلٔخرُ ٢ؼٓ٬خص ِ١زش ؿخٓؼش

حُِ٣ظٗٞش حٍ٧ىٗ٤ش كٞحُ )12.28( ٢ك ٢ك ٖ٤رِؾ حُٔظ٢ٓٞ
حُلٔخرُ ٢ؼٓ٬خص ِ١زش
حُـخٓؼش حُؼَر٤ش حُٔلظٞكش كَع حٍ٧ىٕ كٞحُ.)12.8( ٢
ُِٝظؤًي كٔ٤خ اًح ًخٕ ٌٛح حُلَم ً ٝىُ٫ش حكٜخث٤ش ،كوي
حٓظويّ طلِ َ٤حُظزخ ٖ٣حُٜٔخكذ٣ٝ ،زٍَ حٓظويحّ ٌٛح حُ٘ٞع
ٖٓ حُظلِ٠ُ َ٤ز ٢أػَ ح٫هظزخٍ حُوزِ ،٢كوي ٘ٛ ٌٕٞ٣خى أػَ
ُ٬هظزخٍ حُوزِ ٢ػِ ٠حُظل َ٤ٜحُزؼيُِ ١طِزش.

ؿي : )4 ( ٍٝطلِ َ٤حُظزخ ٖ٣حُٜٔخكذ ُ٬هظزخٍ حُزؼي١

)a. R Squared = .398 (Adjusted R Squared = .390

٣ظ َٜحُـي )4( ٍٝػيّ ٝؿٞى كَم ً ٝىُ٫ش حكٜخث٤ش رٖ٤
ٓظ ٢ٓٞحُظل َ٤ٜحُزؼئُ ١ـٔٞػظ ٢حُيٍحٓش ٣ؼُِ ٟطَ٣وش
حُظيٍٝ .ْ٣رِـش أهَ ٟكبٕ حُلَم رٓ ٖ٤ظٓٞط ٢حُؼٓ٬خص ك٢
حُ٘ظخّ ح٫ػظ٤خىٝ ١حُ٘ظخّ حُٔلظٞف حُوخثْ ػِ ٠حُظؼِْ حُِٔ٣ؾ
ُ ْ٤ؿ٣َٛٞخًٔ .خ ط٘ َ٤حُ٘ظخثؾ اُ ٠إٔ ً ٬حُطَ٣وظٖ٤
(حُٔلخَٟس ،حُظؼِْ حُِٔ٣ؾ) أىطخ اُ ٠ططٝ َ٣ٞطلٔ ٖ٤طؼِْ
حُطِزش ُٟٔٞٞع ح٫كٜخء ٝح٫كظٔخٍُٝ ،ؼَ ٌٛح ٣يٍ ػِ ٠إٔ
حُلخٍم رٜٔ٘٤خ ٟجٝ ٬٤ؿٔٓ .ِّٞٔٓ َ٤خ ٣ؼ٘ ٢إٔ إٔ
حُطَ٣وظُٜٔ ٖ٤خ ِٓ٤حص ح٣ـخر٤شٝ .ػِ ٌٖٔ٣ ٚ٤حُو ٍٞإٔ
حُطَ٣وش حُظيٍ٤ٔ٣ش حُظ ٢طٔظويّ رلٌٔش ٝرلخػِ٤ش أًؼَ طئى١
اُٗ ٠ظخثؾ ح٣ـخر٤شًٔ ،خ  ٌٖٔ٣حٓ٫ظ٘ظخؽ إٔ حُظؼِْ حُِٔ٣ؾ ٣ؼي

ريٗ ٬٣خؿلخ ُطَ٣وش حُظؼِْ ح٫ػظ٤خى٣ش ٓٔخ ُِ٤ٓ ٖٓ ٚحص أهَٟ
كيىطٜخ ىٍحٓخص ٓخروش.
ُٝؼَ  ٌٙٛحُ٘ظ٤ـش ط٘ َ٤اُ ٠أ٤ٔٛش طلؼ َ٤حُظؼِْ حُِٔ٣ؾ أٗٚ
أكي حُلِ ٍٞحُٔ٘طو٤ش ٗل ٞطط َ٣ٞحُظؼِ ْ٤حُؼخُ ٢ك ٢حٍ٧ىٕ
ٗل ٞحُظؼِْ حٌُ٩ظَ ٢ٗٝهٜٛٞخ ٝإٔ ػخُْ حُٜ٘٣ ّٞ٤ي ططٍٞح
طٌُ٘ٞٞؿ٤خ ٓظٔخٍػخ ٓٔخ ٔ٣ظٞؿذ طل ٫ٞطيٍ٣ـ٤خ ٗل ٞطؼِْ
حُٔٔظوزَ ٝحُوخثْ رٌَ٘ أٓخّ ػِ ٠ؿؼَ حُطخُذ ٓلٍٞح
ُِؼِٔ٤ش حُظؼِٔ٤ش حُظؼِ٤ٔ٤ش ٝطِٔ٤ل ٚرخ٧ىٝحص ٝحُٓٞخث ٢حُظ٢
طٌٔ٘ ٖٓ ٚطلَٔ ٓٔئ٤ُٝش طؼِٔ.ٚ
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٪ُٝؿخرش ػٖ حُلَ٤ٟش حُؼخٗ٤ش ٫ :طوظِق حطـخٛخص حُطِزش
حُٔؼِٔٗ ٖ٤ل٣َ١ ٞوش حُظيٍ( ْ٣حٌُ ٖ٣ىٍٓٞح ٓلخ ْ٤ٛح٫كٜخء
ٝح٫كظٔخٍ رطَ٣وش حُظؼِْ حُِٔ٣ؾ) ػٖ .112

ٟٞ٣ق حُـيٝ )5( ٍٝحُـي )6( ٍٝحُز٤خٗخص حُٛٞل٤ش ُٔو٤خّ
ح٫طـخٛخص ٝحهظزخٍ "ص" ُؼ٘٤ش ٝحكيس ُِلٌْ ػِ ٠حطـخٛخص
حُطِزش ٗل٣َ١ ٞوش حُظؼِْ حُِٔ٣ؾ.

ؿي : )5( ٍٝحُٔظ ٢ٓٞحُلٔخرٝ ٢حٗ٫لَحف حُٔؼ٤خٍٓٝ ١ظ ٢ٓٞحُوطؤ حُٔؼ٤خٍُٔ ١و٤خّ ح٫طـخٛخص

ؿي :)6( ٍٝحهظزخٍ "ص" ُؼ٘٤ش ٝحكيس

طظ َٜحُ٘ظخثؾ ك ٢حُـيٝ )5( ٍٝحُـي )6( ٍٝإٔ ِ١زش حُـخٓؼش
حُؼَر٤ش حُٔلظٞكش كَع حٍ٧ىٕ ٝحٌُ ٖ٣ىٍٓٞح ٟٓٞٞع
ح٫كٜخء ٝح٫كظٔخٍ رطَ٣وش حُظؼِْ حُِٔ٣ؾ ٔ٣ظٌِ ٕٞحطـخٛخص
ح٣ـخر٤ش ٗل٣َ١ ٞوش حُظيٍ ٌٙٛٝ .ْ٣حُ٘ظ٤ـش طؼُِ حُظٞؿٗ ٚلٞ
حُظؼِْ حُِٔ٣ؾ ًطَ٣وش طيٍ٤ٔ٣ش ٌٜ٘ٔ٣خ إٔ ط٘وَ حُظؼِ ْ٤حُؼخُ٢

ٖٓ ٍٞٛط ٚحُٔؼظخىس اٍُٞٛ ٠س أًؼَ ططٍٞح ٝطٞؿٜخ ٗلٞ
حٓظويحّ حُظو٘٤ش حُلي٣ؼش.
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ح٩ىحٍس حٌُ٩ظَ٤ٗٝش ر ٖ٤حُٞحهغ  ٝحُٔؤٓ ٍٞك٢
ٓٞ٣ق أكٔي حُؼؼٔخٕ
رخكغ ٓخؿٔظَ٤رٔؼٜي حُيٍحٓخص ٝحُزلٞع حُظَر٣ٞشرـخٓؼش حُوخَٛس

اٌٍّخص
حٓظٜيكض حُيٍحٓش حُلخُ٤ش حُظؼَف ػِٓ ٠يًٍخص ح٧كَحى
ُ٘ظخّ اىحٍس حُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝرٔـٔغ ٓيحٍّ حُّٔ٬
حُوخٛش رٔي٘٣ش حُوزَ رخٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش  ،ح٣ـخر٤خص
ِٓٝز٤خص ٌٛح حُ٘ظخّ ٝح٣ َٓ٧يهَ ك ٢ا١خٍ ٓلخُٝش ُ٘وي حٌُحص
ٝحٓظَ٘حف ُظطِؼخص ا٣ـخر٤ش ُظـخ ُٝرؼ ٞحُٔظخ َٛحُِٔز٤ش ،
ٝحُظ ٢طِو ٠رظُٜ٬خ ػِ ٠حُـٜٞى ح٣٩ـخر٤ش ٝحُٔلخ٫ٝص حُـخىس
ُظطٌٛ َ٣ٞح حُ٘ظخّ ٝ .هي حٓظويّ حُزخكغ حُٜٔ٘ؾ حُٛٞل٢
حُظلِ ٢ِ٤حٌُٜ٣ ١يف اُٛٝ ٠ق حُظخَٛس ٛٝلخ ػِٔ٤خ ً
ىه٤وخك٤غ طٌ ٕٞحُؼ٘٤ش ٖٓ  90كَىح ٖٓ حُٔؼِٔٝ ٖ٤حُط٬د
ٝأ٤ُٝخء حٝ ، ٍٞٓ٧طْ اػيحى حٓظز٤خٗخص ٌَُ ٖٓ حُٔؼِٖٔ٤
ٝحُط٬د ٝأ٤ُٝخء ح ٍٞٓ٧طظؼِن رٞحهغ اىحٍس حُظؼِْ٤
حٌُ٩ظَ١ٝ ٢ٗٝزوض ػِ ْٜ٤ه ٍ٬حُؼخّ حُيٍحٓٛ1432/31 ٢ـ
ٝ ،أؿَ٣ض حُظلِ٬٤ص ح٩كٜخث٤ش ُٓ٬ظـخرخص ٖٓ هٍ٬
كٔخد حُ٘ٔزش حُٔج٣ٞش ُٜخ  ،رؼي حُظؤًي ٖٓ حُوٜخث ٚحٌُٔٞ٤
ٓظَ٣ش ُٓ٬ظز٤خٗخص ٖٓ ػزخص ٛٝيم ٓٝؼض حُيٍحٓش اُ٠
طلو٤ن ٖٓ حُلَ ٝٝحُظخُ٤ش:
 .1طٞؿي حطـخٛخص ا٣ـخر٤ش ُي ١حُٔؼِٔٗ ٖ٤ل ٞاىحٍس
حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُٔ ّ٬حُظؼِ٢ٔ٤
رٔي٘٣ش حُوزَ.
 .2طٞؿي حطـخٛخص ا٣ـخر٤ش ُي ١حُط٬د ٗل ٞاىحٍس
حُظؼِ ْ٤حٌُ٩ظَ٤ٗٝزٔيحٍّ ٓـٔغ حُٔ ّ٬حُظؼِ٢ٔ٤
رٔي٘٣ش حُوزَ
 .3طٞؿي حطـخٛخص ا٣ـخر٤ش ُي ١أ٤ُٝخء حٗ ٍٞٓ٧لٞ
اىحٍس حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُّٔ٬
حُظؼِ ٢ٔ٤رٔي٘٣ش حُوزَ
ٝأٓلَص ٗظخثؾ حُيٍحٓش ػٔخ :٢ِ٣
ٝ ؿٞى حطـخ ٙح٣ـخر ٢ػخّ ٗل ٞحُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
ً خٕ ح٫طـخ ٙح٧ػِ ٠كٛ ٢خُق حُٔؼِٔ ٖ٤ك٤غ رِؾ
ٓظ ٢ٓٞحُ٘ٔذ  %96.1ح٣ـخر٢
 ؿخءص حطـخٛخص حُط٬د ك ٢حَُطزش حُؼخٗ٤ش ك٤ض
رِـض  %90,91حطـخٛخ ح٣ـخر٤خ
 أهَ٤ح ؿخءص حطـخٛخص أ٤ُٝخء ح ٍٞٓ٧رٔظ ٢ٓٞػخّ
 %89حطـخٛخ ح٣ـخر٤خ ٝهي ٗٞه٘ض حُ٘ظخثؾ كٟٞ ٢ء
ٓخ أٓلَص ػ٘ ٚحُظلِ٬٤ص ًٔخ ٓ٤ؤط ٢كٔ٤خ د.

اٌّــمذِخ

ػِ ٠حَُؿْ ٖٓ حُظطٍٞحص حُٜخثِش حُظ ٢كيػض ك ٢حٓظويحّ
حُظٌُ٘ٞٞؿ٤خ ك ٢حُظؼِٝ ،ْ٤طِح٣ي ػيى حُٔيحٍّ حُظ ٢طٔظويّ
حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝك ٢حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ،ا ٫إٔ حُظؼِْ٤
حٌُ٩ظَِ٣ ٫ ٢ٗٝحٍ ؿٔٓ َ٤ظويّ ك ٢حٌُؼٓ ٖٓ َ٤يحٍّ
حٌُِٔٔش .كخُٔطِغ ػِٞٓ ٠حهغ حُٔيحٍّ حُٔؼٞى٣ش ٣ ٫ـي ٓخ
ٖٓ ٗؤٗ ٚإٔ  َ٤٘٣آُ ٠وٍَحص اٌُظَ٤ٗٝش ططَكٜخ  ٫ٝاُ٠
أ ١رَحٓؾ ك ٢حُظؼِ ْ٤ػٖ رؼيٌُ .ح كبٕ  ٌٙٛحُيٍحٓش ط٘خى١
رٍَٝ٠س اىهخٍ حُٔوٍَحص حٌُ٩ظَ٤ٗٝش ك ٢حُظؼِ ْ٤حُؼخّ
رخٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ُٔٞحًزش حُظطٍٞحص حُلي٣ؼش ك٢
طٌُ٘ٞٞؿ٤خ حُظؼِ .ْ٤ك٤غ إ حٓظويحّ حُٔوٍَحص حٌُ٩ظَ٤ٗٝش
ًٔوٍَحص ٓٔخٗيس ٔٓٝخػيس ُِٔوٍَحص حُظوِ٤ي٣ش ىحهَ حُل،َٜ
ٖٓ ٗؤٗ ٚإٔ ٣لٖٔ أىحء حُط٬د ٣ِ٣ٝي ٖٓ ىحكؼظ ْٜاُ٠
حُظؼِْ٣ ٫ٝ ،ظطِذ أ٣ش طَط٤زخص هخٛش أ ٝر٘٤ش طلظ٤ش أٝ
طـِ٤ٜحص ٌِٓلش ىحهَ حُل .َٜكِوي أٛزلض طٌُ٘ٞٞؿ٤خ
حُٔؼِٓٞخص ٝطٌُ٘ٞٞؿ٤خ ح٫طٜخ٫ص طِؼذ ىٍٝح ٛخٓخ كًَ ٢
ؿٞحٗذ حُل٤خس ,كوي ٓخػيح ػِ ٠اكيحع ٗوِش ك٠خٍ٣ش ًزَ٤س
,كِْ ٣ؼي ٘ٛخى كٞحؿِ ٌٓخٗ٤ش أ٤ُ٘ٓ ٝش ر ٖ٤أكَحى حُٔـظٔغ
حُٞحكي أ ٝر ٖ٤أكَحى ٓـظٔغ ٝآهَ ٝأٛزق حُؼخُْ (هَ٣ش
حٌُظَ٤ٗٝش ٛـَ٤س) ك٤غ ٔ٣ظط٤غ أ ١كَى حُظـ ٍٞكٜ٤خ
ٝحُظؼَف ػِٓ ًَ ٠خ كٜ٤خ .
ُٝوي أٗؼٌْ ًُي حُظط ٍٞحُٜخثَ ػِ٘ٓ ٠ظٓٞش حُظؼِٝ ,ْ٤أىٟ
اُ ٠ظٓ ٍٜٞلخ ْ٤ٛؿي٣يس ك ٢حُٔ٤يحٕ حُظؼِٓ ٢ٔ٤ؼَ:
حُظؼِ ْ٤حٌُ٫ظَٝ , ٢ٗٝحُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝػٖ رؼي  ,حُٔوٍَ
حٌُ٫ظَٞٓٝ , ٢ٗٝف ٜ٘٣ي حُوَٕ حُٞحكي ٝحُؼَ٘ ٕٝك ٢كخُش
حٓظَٔحٍ هطٞحص حُظويّ ٝحُظط ٍٞرٌٜح حٌَُ٘ ٓ٤طَس ٗزٚ
ًخِٓش ُِظٌُ٘ٞٞؿ٤خ حٌُ٩ظَ٤ٗٝش ػِ ٠ك٤خس حُ٘خّ ٔ٣ٝ ،خػيْٛ
ػِ ٠حُل ٍٜٞػِ ٠حُٔؼِٓٞخص أ ٝحُٜٔخٍحص حُٔطِٞرش حٝ
حُويٓخص حُظيٍ٣ز٤ش ًٔ ،خ إٔ ح٩ىحٍحص حُظَر٣ٞش حُظ ٢طٔظل٤ي
ٖٓ ٓيه٬ص  ٌٙٛحُظٌُ٘ٞٞؿ٤خ ٓ َٜٔ٤ػِٜ٤خ طو ْ٣ٞحُط٬د
ٝاػيحى ٗظخثـ ْٜك ٢ىهخثن ٓؼيٝىس ٜ٤ٓٝ ،زق حُلَم رٖ٤
حُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝحُظوِ٤يٓ ١ؼيٓٝخ ٗظ٤ـش ُظطٍٞحص
حُظٌُ٘ٞٞؿ٤خ حُلي٣ؼش .

اإلطبس إٌظشي ٌٍذساصخ :
ٗظَح ٓ ٕ٫ـخٍ حُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝكي٣غ ٗٔز٤خ ػٝ٬س ػِ٠
حٗٓ ٚـخٍ ٝحٓغ ٓٝؼوي  َٔ٘٣ٝػٌِٗٞٓ ٠خص ػي٣يس ٌُ ،ح كوي
طؼيىص طؼَ٣لخص حُظؼِ ْ٤حٌُ٫ظَٝ ٢ٗٝحهظِلض حٔٓ٧خء حُظ٢
ططِن ػِٝ ٚ٤حُظ ٢هي طٔظويّ أك٤خٗخ رٌَ٘ ٓظزخىٍ  ٠ٛٝك٢
حُلو٤وش ؿٓ َ٤ظطخروش  ٌٙٛ ٖٓٝحُٔٔٔ٤خص ( :حُظؼِْ حُوخثْ ػِ٠
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حٌُٔزٞ٤طَ  ،حُظؼِْ حُوخثْ ػِ ٠حُظٌُ٘ٞٞؿ٤خص  ،حُظؼِْ حُُٔٞع ،
حُظؼِْ رخٗ٫ظَٗض  ،حُظؼِْ حُ٘زٌ ، ٢حُظؼِْ حُوخثْ ػِ ٠حُ٣ٞذ ،
حُظؼِْ ػِ ٠حُو ، ٢حُظؼِْ ح٫كظَحًٔ ) ٢ٟخ طؼيىص طؼَ٣لخص
حُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝا ٫إٔ ٓؼظْ  ٌٙٛحُظؼَ٣لخص ٘٣وٜٜخ حُيهش
ٝطؼزَ ػٖ ٝؿٜش ٗظَ ٝحكيس أ ٝطًَِ ػِ ٠هخ٤ٛش ٝحكيس
ٖٓ هٜخثٌٛ ٚح حُٔـخٍ ٌُ ،ح ًخٕ ٖٓ حُ ١ٍَٝ٠ط٤ٟٞق
ح ْٓ٧حُ٘ظَ٣ش حُظ٣ ٢و ّٞػِٜ٤خ حُظؼِ ْ٤حٌُ٫ظَٝ . ٢ٗٝطٔؼَ
اٌٗخُ٤ش طـ٣ٞي حُظؼِ ْ٤حٌُ٩ظَٓٝ ، ٢ٗٝلخ٫ٝص ٍكغ حُٔٔظٟٞ
حُظؼُِِ ٢ٔ٤ط٬رٜيكخ ً أٓخٓ٤خ ً ُِ٘ظخّ حُظؼِ ٢ٔ٤هي طؼٍَٟ٘ٝ ٢س
حٛ٫ظٔخّ رٔيه٬ص حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ًحص حُِٜش حُٔزخَٗس
رخُٔظؼِْ ٓؼَ  :حُٔ٘خٛؾ ٜٓٝخىٍ حُظؼِْ ٝحُٔؼِْ ٝح٩ىحٍس
ٝػٞحَٓ أهَ ٟهخٍؽ ٗطخم حُِٔطش حُظؼِ٤ٔ٤ش ٓؼَ حُ٘ظْ
ح٫ؿظٔخػ٤ش ٝح٫هظٜخى٣ش حُٔخثيس ٝحُظ ٢هي طلَ ٝطٞؿٜخص
ٟخؿطش ٍٝرٔخ ػٌٔ٤ش ُٔٔخٍحص حُلخؿش ُظط َ٣ٞحُظؼِْ٤
(.حَُ٘حف . ) 217 ٙ ، 2002 ،

ِشىٍخ اٌذساصخ:
ٓٔخ ٗ ٫ي ك ٚ٤أٗٞ٣ ٫ ٚؿي ٗظخّ طؼِ٣ ٢ٔ٤ظٜق رخٌُٔخٍ أٝ
رخٌُلخءس حُظخٓش .كخُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝػِٔ٤ش ٓؼويس ٓظؼيىس
حُـٞحٗذ ٝحُٔٔخٍحص ٓٝظ٘ٞػش كٌٗٞٓ ٢خطٜخ ٝأٗ٘طظٜخ
ٝحُؼِٔ٤خص حُٔظؼِوش رٜخ ،
ٝحُظؼِ ْ٤حٌُ٩ظًَ ٢ٗٝـَ٤س ٖٓ َ١م حُظؼِ ْ٤ح٧هَُ ٟيٚ٣
ا٣ـخر٤خص ِٓٝز٤خص طؼٞم ط٘ل ٌٙ٤كوي أؿَ٣ض ػي٣ي ٖٓ حُزلٞع
أ ٝحُيٍحٓخص ٜٓ٘خ ػِٓ ٠ز َ٤حُٔؼخٍ  ٫حُل٣ُ(َٜظ2004 ٕٞ
) (حُٔٛ1423 , ٠ٓٞـ) حُظ ٢كخُٝض ٍٛي رؼ٠خً ٖٓ ٌٙٛ
ح٫طـخٛخص ػزَ َٓحكَ حُظؼِ ْ٤ك ٢حٌُِٔٔش ٝى ٍٝحُوِ٤ؾ ،
كبٕ ػٔش اكٔخّ رظٞحطَ حُِٔز٤خص رٌَ٘ ٞ٣ك ٢رٍَٝ٠س
اؿَحء حُيٍحٓش حُلخُ٤شُِظؼَف ػِٜ٤خ ٓٝزز٤ش حٓظَٔحٍ٣ش طِي
حُظ ٢طٞحؿ ٚحُؼِٔ٤ش حُظؼِ٤ٔ٤ش ٖٓ ٝؿٜش ٗظَ ػ٘٤ش ٖٓ
حُٔؼِٔٝ ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُط٬د ٗل ٞحُظؼِ ْ٤حٌُ٩ظَ٢ٗٝ

 .3طٞؿي حطـخٛخص ا٣ـخر٤ش ُي ١أ٤ُٝخء حٗ ٍٞٓ٧لٞ
اىحٍس حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُّٔ٬
حُظؼِ ٢ٔ٤رٔي٘٣ش حُوزَ

أ٘ذاف اٌذساصخ:
طلخ ٍٝحُيٍحٓش اُ ٠حُظؼَف ػِٓ ٠خ :٢ِ٣
ٓ .1ؼَكش حطـخٛخص ا٣ـخر٤ش ُي ١حُٔؼِٔٗ ٖ٤ل ٞاىحٍس
حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُٔ ّ٬حُظؼِ٢ٔ٤
رٔي٘٣ش حُوزَ.
ٓ .2ؼَكش حطـخٛخص ا٣ـخر٤ش ُي ١حُط٬د ٗل ٞاىحٍس
حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُٔ ّ٬حُظؼِ٢ٔ٤
رٔي٘٣ش حُوزَ.
ٓ .3ؼَكش حطـخٛخص ا٣ـخر٤ش ُي ١أ٤ُٝخء حٗ ٍٞٓ٧لٞ
اىحٍس حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُّٔ٬
حُظؼِ ٢ٔ٤رٔي٘٣ش حُوزَ.

أٍّ٘خ دساصخ ارجب٘بد األفشاد ٔذ ٛاٌزؼٍٍُ
االٌىزش:ًٔٚ
 .1طٜظْ حُيٍحٓش رخُظًَ ِ٤ػِ ٠حطـخٛخص حُٔؼِٖٔ٤
ٝحُط٬د ٝأ٤ُٝخء حٗ ٍٞٓ٧ل ٞحُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
رخُٔيٍٓش
 .2هِن ر٤جش طؼِ٤ٔ٤ش طلخػِ٤ش ٖٓ ه ٍ٬طو٘٤خص
حٌُظَ٤ٗٝش
 .3طؼِ ِ٣حُؼ٬هش ر ٖ٤حُٔيٍٓش ٝأ٤ُٝخء حٝ ٍٞٓ٧حُز٤جش
حُوخٍؿ٤ش
 .4أًخد حُٔؼِٔٝ ٖ٤حُٔؼِٔخص حُٜٔخٍحص حُظو٘٤ش
حُلي٣ؼش
 .5أًخد حُطخُذ /حُطخُزش حُٜٔخٍحص أ ٝحٌُلخ٣خص
حُُٓ٬ش ٓ٫ظويحّ طو٘٤خص ح٫طٜخ٫ص ٝحُٔؼِٓٞخص.
 .6طط َ٣ٞى ٍٝحُٔؼِْ /حُٔؼِٔش ك ٢حُؼِٔ٤ش حُظؼِ٤ٔ٤ش
كظ٣ ٠ظٞحًذ ٓغ حُظطٍٞحص حُؼِٔ٤ش حُلي٣ؼش.
 .7أٗٞ٣ ٚكَ ػوخكش ؿي٣يس  ٌٖٔ٣طٔٔ٤ظٜخ (حُؼوخكش
حَُهٔ٤ش) ك٤غ طًَِ ػِٓ ٠ؼخُـش حُٔؼَكش
ٔ٣ٝظط٤غ حُطخُذ  /حُطخُزش حُظلٌْ ك ٢طؼِٔ ٚػٖ
٣َ١ن ر٘خء ػخُٔ ٚحُوخ ٙر.ٚ
 .8أٗ ْٜٔ٣ ٚك ٢ط٘ٔ٤ش حُظلٌٝ َ٤اػَحء ػِٔ٤ش حُظؼِْ.
 .9أٗٞ٣ ٚكَ حُٞهض ٝحُـٜي ٝكوخ ُِظلٝ َ٤ٜحٓ٫ظ٤ؼخد.
ٔ٣ .10خػي حُطخُذ/حُطخُزش ك ٢ح٫ػظٔخى ػِ ٠حُ٘لْ.
٣ .11ؼط ٢حُطخُذ/حُطخُزش حُلَ٣ش ٝحُـَأس ك ٢حُظؼز.َ٤
ٞٓ .12حؿٜش حُؼي٣ي ٖٓ حٌُٔ٘٬ص حُظَر٣ٞش.
ٓؼَ(حُلَٝم حُلَى٣ش ر ٖ٤حُط٬د).

 ٖٓٝػْ ُِ ٌٖٔ٣زخكغ رٍِٞس ٌِٓ٘ش حُزلغ ك ٢حُٔئحٍ
حَُث ٢ٔ٤حُظخُ: ٢

ٓخ ٤ٛخ٫طـخٛخص ح٣٩ـخر٤ش ٝحُِٔز٤ش طلي ٖٓ كؼخُ٤ش حُؼِٔ٤ش
حُظؼِ٤ٔ٤ش كٔ٤خ ٣ظؼِن رٞحهغ
رؼٌٗٞٓ ٞخطٜخ ًٔخ َ٣حٛخ حُٔؼِٔٝ ٕٞأ٤ُٝخء حٍٞٓ٧
ٝحُط٬د؟

فشٚض اٌذساصخ:
طٔؼ ٠حُيٍحٓش اُ ٠طلو٤ن ٖٓ حُلَ ٝٝحُظخُ٤ش:
 .1طٞؿي حطـخٛخص ا٣ـخر٤ش ُي ١حُٔؼِٔٗ ٖ٤ل ٞاىحٍس
حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرٔيحٍّ ٓـٔغ حُٔ ّ٬حُظؼِ٢ٔ٤
رٔي٘٣ش حُوزَ.
 .2طٞؿي حطـخٛخص ا٣ـخر٤ش ُي ١حُط٬د ٗل ٞاىحٍس
حُظؼِ ْ٤حٌُ٩ظَ٤ٗٝزٔيحٍّ ٓـٔغ حُٔ ّ٬حُظؼِ٢ٔ٤
رٔي٘٣ش حُوزَ

اٌذساصبد اٌضبثمخ:
٘ٛخى رؼ ٞحُيٍحٓخص حُظ ٢ط٘خُٝض حطـخٛخص ح٧كَحى ٗلٞ
ح٩ىحٍس حٌُ٩ظَ٤ٗٝش كل ٢ىٍحٓش أؿَحٛخ حُؼظ٤ز)2011 (،٢
ً٘لظِٔز٤خص ٓخ ٣وظ ٚرخُٔؼِْ "ٖٓ ك٤غ حكظوخٍ ٙاُ ٠آُ٤خص

) (538
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حُظؼِْ حٌُ٫ظًَٝ ،٢ٗٝؼَس ح٧ػزخء حُٔطِٞرش ٓ٘ٝ ،ٚهِش
حُلٞحكِ"ٜ٘ٓٝ ،خ ٓخ  ٞٛهخ ٙرخُٜٔ٘خؽ "ًٌؼخكش حُٔوٍَحص
حُيٍحٓ٤شٝ ،ػيّ طٞحكن حُٜٔ٘خؽ ٓغ حُظط ٍٞحَُٔ٣غ ك٢
حُزَحٓؾ" ٖٓٝ ،حُٔؼ ّٞهخص أ٠٣خ ً ٓخ  ٞٛك٘ٓ" ٢ؼَ ػيّ
ؿخ٣ِٛش حُز٘٤ش حُظلظ٤ش حُٔؼِٓٞخط٤شٝ ،ػيّ طٞكَ ح٫طٜخ٫ص
ر٘زٌش ح٫طٜخٍ حَُٔ٣غ"٘ٛٝ ،خى ٓؼ ّٞهخص اىحٍ٣ش (ٓؼَ ػيى
حُطِزش ك ٢حُٜق حُٞحكيٝ ،هِش ػيى أؿِٜس حُلخٓٞد ك٢
حُٔيٍٓشٝ ،أهَ ٟط٘ظ٤ٔ٤ش ًؼيّ طٞحكَ حٌُٔخٕ حُٔ٘خٓذ،
ٝحُ٘و ٚك ٢حٌُٞحىٍ حُزَ٘٣شٝ( ،أهَ٤ح ًًَص حُيٍحٓش إٔ
٘ٛخى ٓؼ ّٞهخص ٓخُ٤ش أًؼَٛخ حُظٌِلش حُٔخى٣ش حَُٔطلؼش ٌُٜح
حُ٘ٞع ٖٓ حُظؼِْ).ظ ٍٜٞكَٝم ًحص ىُ٫ش اكٜخث٤ش ك٢
ٓؼٞهخص حُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝطؼُِٔ ٟظـ َ٤حُـْ٘ ُٜخُق
حٗ٩خعٝٝ ،كوخً ُِيٍحٓش ُ٣ؼًُِ ٟي ٓ٧زخد ٓوظِلش ٖٓ أٜٔٛخ
إٔ حٗ٩خع أهَ ؿَأس ك ٢حٓظويحّ حُلخٓذ ح ٢ُ٥ك٤غ إ
ًؼَ٤حً ٓ٘٣ ٫ ٖٜؤٖ رخٌُٛخد ُِيٍٝحص حُظيٍ٣ز٤ش حُوخٛش
رخُظؼِ ْ٤حٌُ٫ظًَُٝ ،٢ٗٝي رٔزذ ح٘ٗ٫ـخٍ رظَر٤ش ح٧ر٘خء.
ٝك ٢ىٍحٓش أهَ ٟهخٓض رٜخ ٓ٘خػَ حُؼزي حٌَُٛ1429( ْ٣ـ)
ٛيكض حُيٍحٓش اُ ٠حُظؼَف ػِٓ ٠ي ٟحٓظويحّ َ١م حُظؼِْ٤
حٌُ٩ظَ ٢ٗٝك ٢حُٔيٍٓش  ٝ ،حُظؼَف ػِ ٠أٗٔخ ١حٓظويحّ
حٌُ٩ظَ ٝ ، ٢ٗٝػِ ٠حُلَٝم ك ٢حطـخٛخص أكَحى حُيٍحٓش ٗلٞ
ٓلخٍٛٝخ رخهظ٬ف هٜخث ْٜٜحُ٘و٤ٜش  ٝحُٞظ٤ل٤ش ٝ
حُظؼَف ػِ ٠حُٔـخ٫ص  ٝحُٔٔظ٣ٞخص حُيٍحٓ٤ش حُظٔ٣ ٢ظويّ
كٜ٤خ حُظؼِ ْ٤حٌُ٩ظًَٔ ، ٢ٗٝخ ٛيكض حُيٍحٓش ػِ ٠حُظؼَف
ا٣ـخر٤خص ِٓ ٝز٤خص ٓ ٝؼٞهخص حُظؼِ ْ٤حٌُ٩ظَ. ٢ٗٝ
 ٖٓ ٝأٗ ْٛظخثؾ حُيٍحٓش كٔ٤خ ٣ظؼِن رٔي ١حٓظويحّ َ١م
حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝكٓ ٢يحٍّ حٌُِٔٔش ر٘٤ض حُيٍحٓش إٔ
أٜٔٛخ ٝؿٞى ٓٞهغ ُِٔيٍٓش ػِ ٠حٗ٫ظَٗض ٝ ،طٞكَ ٗزٌش
حٗ٫ظَٗض ك ٢حُٔؼخَٓ  ٝ ،أُٗ ٚي ١حُٔؼِٔخص ٓؼَكش رٌ٤ل٤ش
حٓظويحّ حُلخٓذ ح ٢ُ٥رٔخ كًُ ٢ي حٗ٫ظَٗض  ٝحُزَ٣ي
حٌُ٫ظَ. ٢ٗٝ
ٝك ٢ىٍحٓش أؿَحٛخ رخٛوَ (ٛ )2009يكض آُ ٠ؼَكش
حطـخٛخص أػ٠خء ٤ٛجش حُظيٍ ْ٣ك ٍٞحُظؼِ ْ٤حٌُ٫ظَٓٝ ٢ٗٝخ
 ٢ٛح٣٫ـخر٤خص ٝحُِٔز٤خص حُظٞ٣ ٢حؿٜخ أػ٠خء ٤ٛجش حُظيٍْ٣
رؤْ ػِْ حُٔؼِٓٞخص رٌِ٤ش حُؼِ ّٞح٫ؿظٔخػ٤ش رـخٓؼش أّ
حُوَ ٟػ٘ي ه٤خٓ ْٜرخٓظويحّ  ٌٙٛحُظو٘٤ش .حٓظويّ حُزخكغ
حُٜٔ٘ؾ حُٛٞلُ ٢ـٔغ حُٔؼِٓٞخص ػٖ ٣َ١ن ط٣ُٞغ حٓ٫ظزخٗش
ػِ ٠أػ٠خء ٤ٛجش حُظئًٍ ْ٣خ طْ ػَٔ ( )Pilot studyهزَ
ط٣ُٞغ  ٌٙٛحٓ٫ظزخٗش ُٔؼَكش آٍحء أػ٠خء ٤ٛجش حُظيٍ ْ٣كٍٞ
ٜٓيحه٤ش  ٌٙٛحٓ٫ظزخٗشٌٛ .ح ٝهي حٓظ٘ظؾ حُزخكغ إٔ حُـخُز٤ش
حُؼظٔ ٖٓ )%70( ٠ػ٘٤ش حُيٍحٓش  ٖٓ ْٛحٌُ ٖ٣طوَ
أػٔخٍ ْٛػٖ ٝ ٚ٘ٓ 50حٕ ؿٔ٤غ أػ٠خء ػ٘٤ش حُيٍحٓش
ٓئ٣ي ٖ٣طؤ٤٣يحً ًخٓٓ٫ ً٬ظويحّ طو٘٤ش حُظؼِ ْ٤حٌُ٫ظًَٔ ,٢ٗٝخ
ُٞكع إٔ  ٖٓ %50ػ٘٤ش حُيٍحٓش ُْ ٣ظؼَكٞح ػِ٢ٛ ٖٓ ٠
حُـٜش حَُٓٔ٤ش حُٔٔجُٞش ػٖ طوي ْ٣هيٓخص حُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
ك ٢ىحهَ حُـخٓؼش ٖٓ .ه ٍ٬حُيٍحٓش ٣ظ٠ق إٔ ٖٓ %85
أػ٠خء ٤ٛجش حُظيٍَٝ٣ ْ٣ح إٔ حًزَ ػخثن ٞ٣حؿ ٜٚحُط٬د

ك ٢حٓظويحّ  ٌٙٛحُظو٘٤ش  ٞٛكيحػش حُظـَرش ُيٛ ٟئ٫ء حُط٬د
رٔ٘٤خ  ٖٓ %95ػ٘٤ش حُيٍحٓش إٔ أ ْٛكخثيس ٓٞف ٌ٣ظٔزٜخ
حُط٬د  ٢ٛحٓظويحٓ ٌُٜٙ ْٜحُظو٘٤ش ك ٢أٝ ١هض  ٖٓٝأ١
ٌٓخٕ ىحهَ ٝهخٍؽ حُلَّ حُـخٓؼ.٢

ِفبٍُ٘ اٌذساصخ:
أ: ٫ً ٝحُظو: ْ٣ٞ

ًٔـخ ٣ؼَف اؿَحث٤خ ً رؤٗ " ٚػِٔ٤ش ؿٔغ ٝط٤ٜ٘ق ٝطلَِ٤
ٝطلٔ َ٤ر٤خٗخص أٓ ٝؼِٓٞــــــخص ( ًٔ٤ش ٤ًٝل٤ش ) ػٖ ظخَٛس
أٞٓ ٝهق أِٞٓ ٝى روٜي حٓظويحٜٓخ ك ٢اٛيحٍ كٌْ أٝ
هَحٍ"ٓ ( .لٔي حُٔ٤ي ػِ)140 :2003 ،٢

ػخًٗ ٤خ :ح٫طـخٛخص :

ٝطؼ٘ ٢حُظٍٜٞحص ٝحٍ٥حء أٝ ٝؿٜخص حُ٘ظَ حُٔؼزَ ػٜ٘خ
ُلظ٤خً – ٖٓ هزَ ٓؼِٔخص ١ٝخُزخص ٝأ٤ُٝخء أٓ ٍٞحُطخُزخص –
ػ٘٤ش حُزلغ – ٖٓ ٝحهغ هزَحط ْٜحُٔ٤يحٗ٤ش ُـٞحٗذ حٌُِٔ٘ش
ٟٓٞٞع حُزلغ.
ٓ ٢ٛـٔٞػش ٖٓ حٓ٫ظـخرخص ٗل ٞحُؼِٔ٤ش حُظؼِ٤ٔ٤ش (حُظؼِْ٤
حٌُ٫ظَ ٖٓ )٢ٗٝك٤غ حُظؤ٤٣ي أ ٝحُٔؼخٍٟش٣ٝ .وٜي رٜخ ٓيٟ
طوي َ٣حُٔؼِٔخص أ ٝحُطخُزخص ٝأ٤ُٝخء ح٨ُ ٍٞٓ٧ىحء حُلخُ٢
ُِ٘ظخّ حُٔيٍٓ ٢حٌُ٩ظَ.٢ٗٝ
ٗ٫ٝي إٔ ٍٟخ أكَحى حُؼ٘٤ش ػٖ حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ُِٔيٍٓش
٣ظٞهق ػِ ٠حُٔي ٟحٌُ٣ ١ـيٕ ر٘ٓ ٚلٌح ٓ٘خٓزخ ُويٍحطٖٜ
ٔٓٝ ُٖٜٞ٤ٓٝخص ٗو٤ٜظ ٖٜرخٟ٩خكش اُ ٠اكٔخٓ ٖٜرٔخ ٣ظْ
ٖٓ ٓلخ٫ٝص ُظلٔ ٖ٤حُؼِٔ٤ش حُظؼِ٤ٔ٤ش.

ٓل ّٜٞحُظؼِ ْ٤حٌُ٫ظَ:٢ٗٝ

ػَف ًخٍُ Carliner (1998)َ٘٤حُظؼِ ْ٤حٌُ٩ظَe- ٢ٗٝ
 learning or online learningػِ ٠حٗ ٚطؼِْ ٣ظْ ػٖ
٣َ١ن حُلخٓذ ٝأٜٓ ١خىٍ أهَ ٟػِ ٠حُلخٓذ طٔخػي ك٢
ػِٔ٤ش حُظؼِٝ ْ٤حُظؼِْٝ .ك ٢ػِٔ٤ش حُظؼِٝ ْ٤حُظؼِْ حٌُ٩ظَ٢ٗٝ
٣لَ حُلخٓذ ٓلَ حٌُظخد ٓٝلَ حُٔؼِْ .ك٤غ ٣و ّٞؿٜخُ
حُلخٓذ ك ٢حُيٍّ حٌُ٩ظَ ٢ٗٝرؼَ ٝحُٔخىس حُؼِٔ٤ش ػِ٠
حُ٘خٗش ر٘خء ػِ ٠حٓظـخرش حُطخُذ أِ١ ٝز٣ٝ .ٚطِذ حُلخٓذ
ٖٓ حُطخُذ حُِٔ٣ي ٖٓ حُٔؼِٓٞخص ٣ٝويّ ُ ٚحُٔخىس حُٔ٘خٓزش
ر٘خء ػِ ٠حٓظـخرظ ٌٖٔ٣ٝ .ٚإٔ طٌ ٕٞحُٔخىس حُؼِٔ٤ش
ٝح٫هظزخٍحص حُٜٔخكزش ُٜخ رٔ٤طش ًٔ-خ  ٢ٛك ٢حُيٍّ
حُظوِ٤يٌُٜ٘ٝ -١خ طٌ ٕٞػِ٤ٛ ٠جش رَٗخٓؾ طؼِ ٢ٔ٤ػِ٠
حُلخٓذ ٌٖٔ٣ٝ .إٔ طٌ ٕٞحُٔخىس حُؼِٔ٤ش ٜٗخً أٍٓٞٓ ٝخً
ٍٞٛٝح ػخرظش أٓ ٝظلًَش أٞٛ ٝط٤خص أَٓ ٝث٤خص أٌٙٛ ٝ
ٓـظٔؼشٝ .هي ٣ظٌ ٕٞحُظؼِ ْ٤حٌُ٩ظَٓ ٖٓ ٢ٗٝوٍَ َٔ٘٣
ٓلخَٟحص طظْ ػٖ ٣َ١ن حُِوخءحص حَُٔث٤ش ػِ ٠حٗ٩ظَٗض
 videoconferencingكٞٓ ٢حػ٤ي ٓليىس ًٔخ  ٞٛحُلخٍ ك٢
حُٔلخَٟس حُظوِ٤ي٣ش ٌٖٔ٣ٝ .إٔ طٌٛ ٕٞللش ػِ ٠حٗ٩ظَٗض
ٜ٣لزٜخ ٓخىس اٟخك٤ش طَ٘ٔ أَٗ١ش ك٤يُِ ٞ٣يٍ ّٝحُٔخروش،
٘ٓٝخه٘خص طظْ هخٍؽ حُٜق ػزَ حُزَ٣ي حٌُ٩ظَ،٢ٗٝ
ٝحهظزخٍحص اٌُظَ٤ٗٝش طٔـَ ٗظخثـٜخ آُ٤خ ً كٓ ٢ـ٬ص حُط٬د.
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 ٖٓٝأٗٞحع حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝحُظيٍ٣ذ رخُلخٓذ (ؿَ٤
حُٔؼظٔي ػِ ٠حٗ٩ظَٗض)ٝ ،حُظيٍ٣ذ حُٔؼظٔي ػِ ٠حٗ٩ظَٗض،
ٝحُظؼِ ْ٤حُٔؼظٔي ػِ ٠حُلخٓذٝ ،حُظؼِ ْ٤حُٔؼظٔي ػِ٠
حُظٌُ٘ٞٞؿ٤خ٣ٝ ،ظْ ك ٚ٤حُظيٍ٣ذ رٓٞخث ٢ؿ َ٤حُل َٜحُظوِ٤ي١
ٓؼَ حُلخٓذ ٝحُظِلِٝ ٕٞ٣ح١َٗ٧ش حُٔٔؼ٤ش ٝأَٗ١ش حُل٤يٞ٣
ٝحُٔٞحى حُٔطزٞػش.
ٝحُظؼِ ْ٤حٌُ٩ظَٞٗ ٢ٗٝػخٕٓ :ظِحٖٓ ٝؿٓ َ٤ظِحٖٓ .كل٢
حُظؼِ ْ٤حُٔظِحٖٓ ٣و ّٞؿٔ٤غ حُط٬د حُٔٔـِ ٖ٤ك ٢حُٔوٍَ
رخُيه ٍٞاُٞٓ ٠هغ حُٔوٍَ كٗ ٢لْ حُٞهض .ك٤غ ٣وٕٞٓٞ
رخُيٍىٗش أ ٝحُٔ٘خه٘ش كٗ ٢لْ حُٞهض .أٓخ ك ٢حُظؼِ ْ٤ؿَ٤
حُٔظِحٖٓ ك٤يهَ حُط٬د ٓٞهغ حُٔوٍَ ك ٢أٝ ١هض ٘٣خء،ٕٝ
ًَ كٔذ كخؿظٝ ٚحُٞهض حُٔ٘خٓذ ُ.ٚ
كخُظؼِ ْ٤حٌُ٫ظَ٣ ٫ ٢ٗٝؼ٘ ٢اُـخء ى ٍٝحُٔؼِْ أ ٝحُٔؼِٔش رَ
ٜ٣زق ى ٍْٛٝأًؼَ أ٤ٔٛش ٝأًؼَ ٛؼٞرش ك ْٜأٗوخٙ
ٓزيػً ًٝ ٕٞلخءس ػخُ٤ش ٣ي َٕٝ٣حُؼِٔ٤ش حُظؼِ٤ٔ٤ش رخهظيحٍ
٣ٝؼِٔ ٕٞػِ ٠طلو٤ن ٞٔ١كخص حُظويّ ٝحُظو٘٤ش ُٝ ,وي أٛزلض
ٜٓ٘ش حُظيٍ٣ِٓ ْ٣ـخ ٖٓ ٜٓخّ حُوخثي ٓٝي َ٣حَُٔ٘ٝع حُزلؼ٢
ٝحُ٘وي ٝحُٔٞؿ. ٚ
٣ٝؼَف حُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝرؤٗ٣َ١ ٚوش ُِظؼِ ْ٤رخٓظويحّ
آُ٤خص ح٫طٜخٍ حُلي٣ؼش ٖٓ كخٓذ ٗٝزٌخطٓٝٝ ٚخثطٚ
حُٔظؼيىس ٖٓ ٞٛص ٍٞٛٝس ٍٓٞٓٝخص ٝآُ٤خص رلغ
ٌٓٝظزخص اٌُظَ٤ٗٝش ًٌُٝي رٞحرخص حٗ٩ظَٗض ٓٞحء ًخٕ ػٖ
رؼي أ ٝك ٢حُل َٜحُيٍحٓ ٢حُٔ ْٜحُٔوٜٞى  ٞٛحٓظويحّ
حُظو٘٤ش رـٔ٤غ أٗٞحػٜخ ك ٢اٜ٣خٍ حُٔؼِٓٞش ُِٔظؼِْ رؤه٠ٜ
ٝهض ٝأهَ ؿٜي ٝأًزَ كخثيس
٘ٛٝخى ٓـٔٞػش ٖٓ حُلوخثن حٓ٧خٓ٤ش طظؼِن رٔل ّٜٞحُظؼِْ٤
حٌُ٩ظَ:٢ٛ ٢ٗٝ
 .1أٗ٣ ٫ ٚويّ رطَ٣وش ػ٘ٞحث٤ش رَ ٘ٓ ٞٛظٓٞش ٓوط٢
ُٜخ ٜٔٔٓٝش طٔ٤ٜٔخ ؿ٤يح.
 .2أٜٗ٣ ٚظْ رٌَ ػ٘خٌٗٞٓٝ َٛخص حُزَٗخٓؾ حُظؼِ.٢ٔ٤
٣ .3ؼظٔي ػِ ٠حُؼ٬هش حُظلخػِ٤ش ر ٖ٤حُٔظؼِْ ٝحُٔؼِْ
ٝر ٖ٤حُٔظؼِْ ٓٝلظ ٟٞحُظؼِْ.
 .4أٗ٣ ٚـ َ٤حُل َٜحُظوِ٤ي ١حُظ ٢طظٔؼَ ك ٢حَُ٘ف
ٝحُ٫وخء ٖٓ هزَ حُٔؼِْ ٝحٜٗ٩خص ٝحُللع ٖٓ هزَ
حُظِٔ ٌ٤اُ ٠ر٤جش طؼِْ طلخػِ٤ش ر ٖ٤حُٔظؼِْ ٜٓٝخىٍ
حُظؼِْ حُٔظ٘ٞػش.

اإلجشاءاد إٌّٙجٍخ
ِٕٙج اٌذساصخ:
أػظٔي حُزخكغ ػِ ٠حُٜٔ٘ؾ حُٛٞل ٢حُظلِ ٢ِ٤ك٤غ طؼًُ٘ ٢ي
حُ٘ٞع ٖٓ حُيٍحٓخص حٌُٔ٣ ١ظويّ حُٜٔ٘ؾ حُٛٞلٝ ٢أىٝحطٚ

ُِظ٤ٛٞق ٝحُظلِ َ٤حٌُٔٝ ٢حٌُ٤لُِ ٢ز٤خٗخص حُٔظؼِوش رـٞحٗذ
حٌُِٔ٘ش ٟٓٞٞع حُزلغ .
ػٍٕخ اٌذساصخ:
طٌٓ ٕٞـظٔغ حُيٍحٓش ٖٓ (  ٖٓ )90حُٔؼِٔٝ ٖ٤حُط٬د ك٢
حُٔيحٍّ رخٟ٩خكش ُؼ٘٤ش ٖٓ أ٤ُٝخء حٝ ,ٍٞٓ٧طْ حهظ٤خٍْٛ
رطَ٣وش ػ٘ٞحث٤ش ٓؤٔش ػِ ٠حُ٘ل ٞحُظخُ٢
ٓ 30ؼِٔخ ًٝ .ػ٘٤ش آهَ ٖٓ ١حُط٬د رِؾ ػيى١ 30 ( ْٛخُزخ ً
) ،رخٟ٩خكش اُ ٠ػ٘٤ش أهَ ٖٓ ٟأ٤ُٝخء حٌٗٞٓ ٍٞٓ٧ش ٖٓ30
كَىح .
رِـض ٗٔزش حُٔظؼِٔ ٖ٤طؼِٔ٤خ ٓظٓٞطخ ٝ ، %25ؿخٓؼ٤خ %65
ٝطؼِٔ٤خ أػِ ٖٓ ٠حُـخٓؼًٝ %10 ٢خٕ ْٜ٘ٓ %80.9
٣ؼِٔ ٕٞك ٢ؿٜخص كٌ٤ٓٞش طوخرَ ٣ %19.1ؼِٔ ٕٞك٢
ٓئٓٔخص هخٛش أ ٝأػٔخٍ كَس.
األدٚاد:

طٔؼِض أىٝحص حُيٍحٓش ك ٢ػ٬ع حٓظز٤خٗخص ػِ ٠حُ٘ل ٞحُظخُ:٢
 .1حٓظز٤خٗخ ٣و ْ٤حطـخٛخص حُٔؼِٔٗ ٖ٤ل ٞاىحٍس حُظؼِْ٤
حٌُ٫ظَٝ ٢ٗٝط٘ٔ٠ض 22ر٘يح.
 .2حٓظز٤خٗخ ٣و ْ٤حطـخٛخص حُط٬د ٗل ٞاىحٍس حُظؼِْ٤
حٌُ٫ظَٝ ٢ٗٝط٘ٔ٠ض 22ر٘يح.
 .3حٓظز٤خٗخ ٣و ْ٤حطـخٛخص أ٤ُٝخء حٗ ٍٞٓ٧ل ٞاىحٍس
حُظؼِ ْ٤حٌُ٫ظَٝ ٢ٗٝط٘ٔ٠ض 22ر٘يح.
ٝرؼي اؿَحء حُظو٘ ٖ٤طْ كٌف رؼ ٞحُز٘ٞى حُظ٣ ُْ ٢ظلن ػِٜ٤خ
حُٔلٌٔ٤ٓٝ ٖ٤ؤط ٢طلِٜ٤ٜخ كٔ٤خ رؼي حُوٜخث ٚحٌُٔٓٞ٤خطَ٣ش
ُ٨ىٝحص:

اٌخصبئص اٌضٍىِ ٛزشٌخ ٌألدٚاد:
أ :٫ٝحُؼزخص :
طْ طوي َ٣حُؼزخص رطَ٣وش حُظـِثش حُٜ٘ل٤ش ػِٖٓ ٌٚٗٞٓ ٠
(١)20خُزخً ٓٝؼِٔخ ً رخٟ٩خكش اُ)20( ٠كَىح ٖٓ أ٤ُٝخء حٍٞٓ٧
ٌ٘٣ٝق حُؼزخص ٖٓ حٓظوَحٍ ك ٢حٓظـخرخص ح٧كَحى رٍٜٞس
َٓ٤ٟش .
ك٤غ رِؾ ( ),695رخُ٘ٔزش ُِٔؼِٔ. ٖ٤
(  ),791رخُ٘ٔزش ُِط٬د .
(  ),893رخُ٘ٔزش ٤ُٝ٧خء ح.ٍٞٓ٧

ػخٗ٤خ :حُٜيم:

أػظٔي ٓؼي حٓ٫ظز٤خٗخص ػِٛ ٠يم حُٔلٌٔ ٖ٤كوي طْ ػَٝ
حٓ٫ظز٤خٗخص ػ٬ػش ػِٓ ٠ـٔٞػش ٖٓ حُٔؼِٔ ٖ٤حُٔظوٖ٤ٜٜ
ك ٢حُٔيحٍّ ٝهٍَٗخ إٔ طِي حُز٘ٞى طؼزَ ػٖ حُظؼِْ٤
حٌُ٫ظَ٣ٝ ٢ٗٝل ١ٞحُـي ٍٝحُظخُٗ ٢ظخثؾ ٌٛح ح٩ؿَحء.

ؿيٍ ٍٝهْ ()1
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أٍهخّ حُز٘ٞى

ػيى
حُز٘ٞى

، 19 ، 17 ، 13 ، 12 ، 8 ، 7 ، 6 ، 5 ، 4 ، 3 ، 2 ، 1
. 21

13

ٗٔزش ح٫طلخم

ُِٔؼِٖٔ٤

%100

%90

%80

ٔزبئج اٌذساصخ :

ُِط٬د

، 14 ، 13 ، 12 ، 9 ، 8 ، 7 ، 6 ، 5 ، 4 ، 3 ، 2 ، 1
.19 ، 15

14

 ٢ُٝحَٓ٧

16، 15 ، 14 ، 12 ، 10 ، 9 ، 8 ، 7 ، 6 ، 5 ، 3 ، 1
، 22 ،20 ،17،

15

ُِٔؼِٖٔ٤

22 ، 20 ، 11 ، 10

4

ُِط٬د

17 ،11 ، 8 ، 7 ، 4

5

 ٢ُٝحَٓ٧

21 ،19 ، 18، 13

4

ُِٔؼِٖٔ٤

18، 16، 15، 14، 9

5

ُِط٬د

16 ، 13 ، 10

3

 ٢ُٝحَٓ٧

11 ، 4 ،2

3

هخّ حُزخكغ رظطز٤ن حٓ٫ظز٤خٗخص كٍٞٛ ٢طٜخ حُٜ٘خث٤ش ػِ٠
ػ٘٤خص ٖٓ حُٔؼِٔٝ ٖ٤حُط٬د ٝأ٤ُٝخء حٟٞ٣ٝ .ٍٞٓ٧ق
حُـي ٍٝحُظخُٗ ٢ظخثؾ حُٔؼِٔ:ٖ٤
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ؿيٍ ٍٝهْ ( ٟٞ٣ ) 2ق حُ٘ٔذ حُٔج٣ٞش ُٔيًٍخص حُٔؼُِِٔ ٖ٤ظؼِ ْ٤حٌُ٩ظَ٢ٗٝ

ّ
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22

إ حُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
ٞ٣كَ كَ٣ش حُظٞح َٛر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش
٣ؼُِ ٖٓ حُؼ٬هش ر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔؼِْ أ ٝحُٔؼِٔش
ٜٓ ٢ٔ٘٣خٍحص حُظلًٌ ( َ٤خُظلٌ َ٤حُ٘خهي ٝح٫رظٌخٍ) ١
طؼَٔ حُٔيحٍّ ػِ ٠ط٤ٜجش أ٤ُٝخء حُ ٍٞٓ٧ظوزَ حُ٘ظخّ
٣ظ٘خٓذ ٓغ أػٔخٍ حُطِزش
٣ظ٘خٓذ ٓغ ٓٔظ٣ٞخص حُطِزش حُظلَ٤ٜ
٣ِ٣ي حُيحكؼ٤ش ُِظؼِْ
٣ظ٘خٓذ ٓلظ ٟٞحُٔ٘خٛؾ ٓغ حُؼخىحص ٝحُظوخُ٤ي حُي٤٘٣ش
طٞحكَ حُ٧لش ٝحَُؿزش ُي ٟحُطِزش طـخ ٙحُظؼِ ْ٤رخُٔيحٍّ
ٜٓ ٢ٔ٘٣خٍحص حُظؼِْ حٌُحطُ ٢ي ٟحُطِزش
ٞ٣كَ حُظٞح َٛر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔيٍٓش
ٓ َٜٔ٣ظخرؼش أ٤ُٝخء حُٔٔ ٍٞٓ٧ظ ٟٞأر٘خثْٜ
ُٜٓٞش حػطخء أ٤ُٝخء ح ٍٞٓ٧طوخٍ َ٣ػٖ ٓٞحظزش ح٧ر٘خء
أٌٓخٗ٤ش ٓظخرؼش ح٧ر٘خء ك ٢أٝ ١هض ٖٓ حُ٘خك٤ش حُِٔ٤ًٞش
٣ؼُِ ٖٓ حُؼ٬هخص حٔٗ٩خٗ٤ش ر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش
٣ظ٤ق أٌٓخٗ٤ش ح٬١٫ع ػِ ٠آهَ أهزخٍ حُٔيٍٓش
ط َٔ٤ىكغ حَُٓ ّٞحُيٍحٓ٤ش
طٔظل٤ي حُٔيحٍّ ٖٓ هزَحص ٝآٍحء أ٤ُٝخء ح ٍٞٓ٧اٌُظَ٤ٗٝخ ً
ٞ٣كَ ؿٜي ٝٝهض حُٔؼِْ أ ٝحُٔؼِٔش ٝحُطِزش
طٔظِي حُٔيحٍّ ٗٞػ٤ش هخٛش ٖٓ حُٔؼِٔٝ ٖ٤حُٔؼِٔخص ًحص ًلخءس ػخُ٤ش
٣ظ٤ق حٓظويحّ ٜٓخٍحص حُظيٍ ْ٣حُظ ٢طظ٘خٓذ ٓغ حكظ٤خؿخص حُطِزش
٣ظٔ ِ٤حُٔلظ ٟٞرظ٘ٞع حُظٔخٍَ١ٝ ٖ٣م كِٜخ ٝاػطخء حُ٘ظخثؾ أ ٍٝرؤٍٝ

ٖٓ ه ٍ٬حٓظؼَح ٝحرَُ حُٔيًٍخص ٝحُظٍٜٞحص ح٣٫ـخر٤ش
حُظ٣ ٢ؼظوي حُٔؼِٔ٘ٓ ٖ٤ـي ػٍِ ٠أٜٓخ  :ر٘ٔزش ٓج٣ٞش ػ٘ي (
 ) % 97إٔ حُظؼِ ْ٤حٌُ٫ظَٜٓ ٢ٔ٘٣ ٢ٗٝخٍحص حُظلٌ( َ٤
ًخُظلٌ َ٤حُ٘خهي ٝح٫رظٌخٍ ) ١أٌٓخٗ٤ش ٓظخرؼش ح٧ر٘خء ك ٢أ١
ٝهض ٖٓ حُ٘خك٤ش حُِٔ٤ًٞش ٣ظ٤ق أٌٓخٗ٤ش ح٬١٫ع ػِ ٠آهَ
أهزخٍ حُٔيٍٓش ٣ظٔ ِ٤حُٔلظ ٟٞرظ٘ٞع حُظٔخٍَ١ٝ ٖ٣م كِٜخ
ٝاػطخء حُ٘ظخثؾ أ ٍٝرؤ. ٍٝ
٣ٝؤط ٢رؼي ًُي طِي حُِٔٔ٤حص ٖٓ حُظؼِ ْ٤حٌُ٫ظَ٢ٛٝ ٢ٗٝ
طٔؼَ ٗٔزش ٓج٣ٞش ( ٣ ) % 94ؼُِ ٖٓ حُؼ٬هش ر ٖ٤أ٤ُٝخء
حٝ ٍٞٓ٧حُٔؼِْ أ ٝحُٔؼِٔش ٣ظ٘خٓذ ٓغ ٓٔظ٣ٞخص حُطِزش
حُظل٣ َ٤ٜظ٘خٓذ ٓلظ ٟٞحُٔ٘خٛؾ ٓغ حُؼخىحص ٝحُظوخُ٤ي
حُي٤٘٣ش طٞحكَ حُ٧لش ٝحَُؿزش ُي ٟحُطِزش طـخ ٙحُظؼِْ٤
رخُٔيحٍّ ٜٓ ٢ٔ٘٣خٍحص حُظؼِْ حٌُحطُ ٢ي ٟحُطِزش .
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ًٔخ هٍَ حُٔؼِٔ ٕٞإٔ حُظؼِ ْ٤حٌُ٩ظَ٣ ٢ٗٝظٔٝ ِ٤ر٘ٔزش (- 90
 ) %91أٗٞ٣ ٚكَ كَ٣ش حُظٞح َٛر ٖ٤حُطِزش ٝحُٔؼِْ أٝ
حُٔؼِٔش ٣ِ٣ ،ي حُيحكؼ٤ش ُِظؼِْ  ،طٔظِي حُٔيحٍّ ٗٞػ٤ش هخٛش
ٖٓ حُٔؼِٔٝ ٖ٤حُٔؼِٔخص ًحص ًلخءس ػخُ٤ش ٞ٣ ،كَ حُظٞحَٛ
ر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔيٍٓش ٓ َٜٔ٣ ،ظخرؼش أ٤ُٝخء حٍٞٓ٧
ُٔٔظ ٟٞأر٘خثٞ٣ ، ْٜكَ ؿٜي ٝٝهض حُٔؼِْ أ ٝحُٔؼِٔش ٝحُطِزش
.
أٓخ حَُٔطزش حُؼخٗ٤ش  :كوي ؿخءص ٓيًٍخص حُٔؼِٔ ٖ٤ػِٔٗ ٠زش
طَحٝكض ر )%88 -82 (ٖ٤طٔؼِض ك ٢حُويٓخص حُظخُ٤ش طؼَٔ
حُٔيحٍّ ػِ ٠ط٤ٜجش أ٤ُٝخء حُ ٍٞٓ٧ظوزَ حُ٘ظخّ ٣ ،ظ٘خٓذ ٓغ
أػٔخٍ حُطِزش  ،ط َٔ٤ىكغ حَُٓ ّٞحُيٍحٓ٤ش ٣ ،ظ٤ق حٓظويحّ
ٜٓخٍحص حُظيٍ ْ٣حُظ ٢طظ٘خٓذ ٓغ حكظ٤خؿخص حُطِزش ٣ ،ؼُِ
ٖٓ حُؼ٬هخص حٔٗ٩خٗ٤ش ر ٖ٤حُطِزش ٝحُٔؼِْ .
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ؿيٟٞ٣ )3( ٍٝق حُ٘ٔذ حُٔج٣ٞش ُٔيًٍخص حُط٬د ٗل ٞحُظؼِ ْ٤حٌُ٩ظَ٤ٗٝش رخُٔيحٍّ
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إ حُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
ٞ٣كَ كَ٣ش حُظٞح َٛر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش
٣ؼُِ ٖٓ حُؼ٬هش ر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔؼِْ أ ٝحُٔؼِٔش
ٜٓ ٢ٔ٘٣خٍحص حُظلًٌ ( َ٤خُظلٌ َ٤حُ٘خهي ٝح٩رظٌخٍ) ١
طؼَٔ حُٔيحٍّ ػِ ٠ط٤ٜجش أ٤ُٝخء حُ ٍٞٓ٧ظوزَ حُ٘ظخّ
٣ظ٘خٓذ ٓغ أػٔخٍ حُطِزش
٣ظ٘خٓذ ٓغ ٓٔظ٣ٞخص حُطِزش حُظلَ٤ٜ
٣ِ٣ي حُيحكؼ٤ش ُِظؼِْ
٣ظ٘خٓذ ٓلظ ٟٞحُٔ٘خٛؾ ٓغ حُؼخىحص ٝحُظوخُ٤ي حُي٤٘٣ش
طٞحكَ حُ٧لش ٝحَُؿزش ُي ٟحُطِزش طـخ ٙحُظؼِ ْ٤رخُٔيحٍّ
ٜٓ ٢ٔ٘٣خٍحص حُظؼِْ حٌُحطُ ٢ي ٟحُطِزش
ٞ٣كَ حُظٞح َٛر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔيٍٓش
ٓ َٜٔ٣ظخرؼش أ٤ُٝخء حُٔٔ ٍٞٓ٧ظ ٟٞأر٘خثْٜ
ُٜٓٞش أػطخء أ٤ُٝخء ح ٍٞٓ٧طوخٍ َ٣ػٖ ٓٞحظزش ح٧ر٘خء
أٌٓخٗ٤ش ٓظخرؼش ح٧ر٘خء ك ٢أٝ ١هض ٖٓ حُ٘خك٤ش حُِٔ٤ًٞش
٣ؼُِ ٖٓ حُؼ٬هخص حٔٗ٩خٗ٤ش ر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش
٣ظ٤ق أٌٓخٗ٤ش ح٬١٩ع ػِ ٠آهَ أهزخٍ حُٔيٍٓش
ط َٔ٤ىكغ حَُٓ ّٞحُيٍحٓ٤ش
طٔظل٤ي حُٔيحٍّ ٖٓ هزَحص ٝآٍحء أ٤ُٝخء ح ٍٞٓ٧اٌُظَ٤ٗٝخ ً
ٞ٣كَ ؿٜي ٝٝهض حُٔؼِْ أ ٝحُٔؼِٔش ٝحُطِزش
طٔظِي حُٔيحٍّ ٗٞػ٤ش هخٛش ٖٓ حُٔؼِٔٝ ٖ٤حُٔؼِٔخص ًحص ًلخءس ػخُ٤ش
٣ظ٤ق حٓظويحّ ٜٓخٍحص حُظيٍ ْ٣حُظ ٢طظ٘خٓذ ٓغ حكظ٤خؿخص حُطِزش
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٣ظٔ ِ٤حُٔلظ ٟٞرظ٘ٞع حُظٔخٍَ١ٝ ٖ٣م كِٜخ ٝاػطخء حُ٘ظخثؾ أ ٍٝرؤٍٝ

%91

%6

%3

٣ظ٠ق ٖٓ ه ٍ٬حٓظؼَح ٝحُـي ٍٝحُٔخرن
إ حرَُ حٓ٫ظـخرخص ٓٝيًٍخص ٝحُظٍٜٞحص ح٣٫ـخر٤ش ُيٟ
حُط٬د ٗل ٞحُظؼِ ْ٤حٌُ٫ظَ٣ ٢ٗٝظٔ ِ٤رخَُٔطزش حٝ ٠ُٝ٧ر٘ٔزش
ٓج٣ٞش طَحٝكض ٓخ ر) % 97 – 90 ( ٖ٤
أٗٞ٣ ٚكَ حُظٞح َٛر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔيٍٓش٢ٔ٘٣ ،
ٜٓخٍحص حُظلٌَ٤
أٓخ أرَُ حُٔيًٍخص ٝحُظٍٜٞحص حُظ ٢ؿخءص ك ٢حَُٔطزش
حُؼخٗ٤ش طِٔ٤ص ر٘ٔزش ٓج٣ٞش طَحٝكض ٓخ ر) % 88 – 82 ( ٖ٤

كوي ٝؿي إٔ حُظؼِ ْ٤حٌُ٩ظَ٣ ٢ٗٝلون ٞ٣كَ كَ٣ش حُظٞحَٛ
ر ٖ٤حُطِزش ٝحُٔؼِْ  ٝطؼَٔ حُٔيحٍّ ػِ ٠ط٤ٜجش أ٤ُٝخء
حُ ٍٞٓ٧ظوزَ حُ٘ظخّ ٣ِ٣ ،ي حُيحكؼ٤ش ُِظؼِْ ٣ؼُِ ٖٓ حُؼ٬هخص
حٔٗ٩خٗ٤ش ر ٖ٤حُطِزش ٝحُٔؼِْ ٣ ،ظ٘خٓذ ٓغ أػٔخٍ حُطِزش
ٓ َٜٔ٣ظخرؼش أ٤ُٝخء حُٔٔ ٍٞٓ٧ظ ٟٞأر٘خث٣ ، ْٜظ٤ق حٓظويحّ
ٜٓخٍحص حُظيٍ ْ٣حُظ ٢طظ٘خٓذ ٓغ حكظ٤خؿخص حُطِزش ُٜٞٓ ،ش
أػطخء أ٤ُٝخء ح ٍٞٓ٧طوخٍ َ٣ػٖ ٓٞحظزش ح٧ر٘خء طٔظل٤ي
حُٔيحٍّ ٖٓ هزَحص ٝآٍحء أ٤ُٝخء ح ٍٞٓ٧اٌُظَ٤ٗٝخً .

ؿيٟٞ٣ )4( ٍٝق حُ٘ٔذ حُٔج٣ٞش ُٔيًٍخص أ٤ُٝخء حٗ ٍٞٓ٧ل ٞحُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
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إ حُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
ٞ٣كَ كَ٣ش حُظٞح َٛر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش
٣ؼُِ ٖٓ حُؼ٬هش ر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔؼِْ أ ٝحُٔؼِٔش
ٜٓ ٢ٔ٘٣خٍحص حُظلًٌ ( َ٤خُظلٌ َ٤حُ٘خهي ٝح٩رظٌخٍ) ١
طؼَٔ حُٔيحٍّ ػِ ٠ط٤ٜجش أ٤ُٝخء حُ ٍٞٓ٧ظوزَ حُ٘ظخّ
٣ظ٘خٓذ ٓغ أػٔخٍ حُطِزش
٣ظ٘خٓذ ٓغ ٓٔظ٣ٞخص حُطِزش حُظلَ٤ٜ
٣ِ٣ي حُيحكؼ٤ش ُِظؼِْ
٣ظ٘خٓذ ٓلظ ٟٞحُٔ٘خٛؾ ٓغ حُؼخىحص ٝحُظوخُ٤ي حُي٤٘٣ش
طٞحكَ حُ٧لش ٝحَُؿزش ُي ٟحُطِزش طـخ ٙحُظؼِ ْ٤رخُٔيحٍّ
ٜٓ ٢ٔ٘٣خٍحص حُظؼِْ حٌُحطُ ٢ي ٟحُطِزش

) (543
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ٞ٣كَ حُظٞح َٛر ٖ٤أ٤ُٝخء حٝ ٍٞٓ٧حُٔيٍٓش
ٓ َٜٔ٣ظخرؼش أ٤ُٝخء حُٔٔ ٍٞٓ٧ظ ٟٞأر٘خثْٜ
ُٜٓٞش أػطخء أ٤ُٝخء ح ٍٞٓ٧طوخٍ َ٣ػٖ ٓٞحظزش ح٧ر٘خء
أٌٓخٗ٤ش ٓظخرؼش ح٧ر٘خء ك ٢أٝ ١هض ٖٓ حُ٘خك٤ش حُِٔ٤ًٞش
٣ؼُِ ٖٓ حُؼ٬هخص حٔٗ٩خٗ٤ش ر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش
٣ظ٤ق أٌٓخٗ٤ش ح٬١٩ع ػِ ٠آهَ أهزخٍ حُٔيٍٓش
ط َٔ٤ىكغ حَُٓ ّٞحُيٍحٓ٤ش
طٔظل٤ي حُٔيحٍّ ٖٓ هزَحص ٝآٍحء أ٤ُٝخء ح ٍٞٓ٧اٌُظَ٤ٗٝخ ً
ٞ٣كَ ؿٜي ٝٝهض حُٔؼِْ أ ٝحُٔؼِٔش ٝحُطِزش
طٔظِي حُٔيحٍّ ٗٞػ٤ش هخٛش ٖٓ حُٔؼِٔٝ ٖ٤حُٔؼِٔخص ًحص ًلخءس
ػخُ٤ش
٣ظ٤ق حٓظويحّ ٜٓخٍحص حُظيٍ ْ٣حُظ ٢طظ٘خٓذ ٓغ حكظ٤خؿخص حُطِزش
٣ظٔ ِ٤حُٔلظ ٟٞرظ٘ٞع حُظٔخٍَ١ٝ ٖ٣م كِٜخ ٝاػطخء حُ٘ظخثؾ أٍٝ
رؤٍٝ

٣ظ٠ق ٖٓ حُـي ٍٝحُٔخرن رٌَ٘ ػخّ حٗ ٚطٞؿي ٓيًٍخص
ٝطٍٜٞحص ح٣ـخر٤ش ٝحٟلش ريٍؿش ػخُ٤ش ُي ٟأ٤ُٝخء حٍٞٓ٧
ك٤خٍ حُظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝؿخءص ك ٢حَُٔطزش حٝ ٠ُٝ٧ر٘ٔزش
ٓج٣ٞش طظَحٝف ٓخ ر ) % 97 – 91 ( ٖ٤ػِ ٠حُ٘ل ٞحُظخُ: ٢
إٔ حُظؼِ ْ٤حٌُ٫ظَ٣ ٢ٗٝليع ٣ؼُِ ٖٓ حُؼ٬هش ر ٖ٤أ٤ُٝخء
حٝ ٍٞٓ٧حُٔؼِْ أ ٝحُٔؼِٔش ٣ ،ظ٘خٓذ ٓغ أػٔخٍ حُطِزش ،
ُٜٓٞش أػطخء أ٤ُٝخء ح ٍٞٓ٧طوخٍ َ٣ػٖ ٓٞحظزش ح٧ر٘خء ،
ٞ٣كَ كَ٣ش حُظٞح َٛر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش  ،طؼَٔ
حُٔيحٍّ ػِ ٠ط٤ٜجش أ٤ُٝخء حُ ٍٞٓ٧ظوزَ حُ٘ظخّ ٣ ،ظ٘خٓذ
ٓلظ ٟٞحُٔ٘خٛؾ ٓغ حُؼخىحص ٝحُظوخُ٤ي حُي٤٘٣ش  ،أٌٓخٗ٤ش ٓظخرؼش
ح٧ر٘خء ك ٢أٝ ١هض ٖٓ حُ٘خك٤ش حُِٔ٤ًٞش ٣ ،ظ٤ق أٌٓخٗ٤ش
ح٬١٫ع ػِ ٠آهَ أهزخٍ حُٔيٍٓش  ،طٔظل٤ي حُٔيحٍّ ٖٓ
هزَحص ٝآٍحء أ٤ُٝخء ح ٍٞٓ٧اٌُظَ٤ٗٝخ ً  ،طٔظِي حُٔيحٍّ
ٗٞػ٤ش هخٛش ٖٓ حُٔؼِٔٝ ٖ٤حُٔؼِٔخص ًحص ًلخءس ػخُ٤ش ،
٣ظٔ ِ٤حُٔلظ ٟٞرظ٘ٞع حُظٔخٍَ١ٝ ٖ٣م كِٜخ ٝاػطخء حُ٘ظخثؾ
أ ٍٝرؤ. ٍٝ
ًٔخ حٗ ٚطٞؿي ٓيًٍخص ٝطٍٜٞحص ح٣ـخر٤ش ٝحٟلش ريٍؿش
ػخُ٤ش ُي ٟأ٤ُٝخء ح ٍٞٓ٧ك٤خٍ حُظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝؿخءص ك٢
حَُٔطزش حُؼخٗ٤ش ٝر٘ٔزش ٓج٣ٞش طظَحٝف ٓخ ر) % 88 –80 ( ٖ٤
ػِ ٠حُ٘ل ٞحُظخُ: ٢
٣ِ٣ي حُيحكؼ٤ش ُِظؼِْ ٜٓ ٢ٔ٘٣ ،خٍحص حُظؼِْ حٌُحطُ ٢ي ٟحُطِزش ،
٣ؼُِ ٖٓ حُؼ٬هخص حٔٗ٩خٗ٤ش ر ٖ٤حُطِزش ٝحُٔؼِْ أ ٝحُٔؼِٔش ،
طٞحكَ حُ٧لش ٝحَُؿزش ُي ٟحُطِزش طـخ ٙحُظؼِ ْ٤رخُٔيحٍّ ،
ٓ َٜٔ٣ظخرؼش أ٤ُٝخء حُٔٔ ٍٞٓ٧ظ ٟٞأر٘خث٣ ، ْٜظ٤ق حٓظويحّ
ٜٓخٍحص حُظيٍ ْ٣حُظ ٢طظ٘خٓذ ٓغ حكظ٤خؿخص حُطِزش ٢ٔ٘٣ ،
ٜٓخٍحص حُظلٌ. َ٤
ًٔخ حٗ ٚطٞؿي ٓيًٍخص ٝطٍٜٞحص ح٣ـخر٤ش ُي ٟأ٤ُٝخء حٍٞٓ٧
ك٤خٍ حُظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝؿخءص ك ٢حَُٔطزش حُؼخُؼش ٝر٘ٔزش
ٓج٣ٞش ٓخ ر ) % 79 –75 ( ٖ٤ػِ ٠حُ٘ل ٞحُظخُ٣ : ٢ظ٘خٓذ
ٓغ ٓٔظ٣ٞخص حُطِزش حُظلٞ٣ ، َ٤ٜكَ حُظٞح َٛر ٖ٤أ٤ُٝخء
حٝ ٍٞٓ٧حُٔيٍٓش ٞ٣ ،كَ ؿٜي ٝٝهض حُٔؼِْ ٝحُطِزش .
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ِٕبلشخ ػبِخ ػٍى إٌزبئج
٣ؼي حُظؼِ ْ٤حٌُ٩ظَِ٤ًٓٞ ٢ٗٝش كؼخُش كٓ ٢ـخٍ حُظؼِٜٗ٧ ،ْ٤خ
طٌٖٔ حُٔظؼِْ ٖٓ حُظلخػَ حُٔطِٞد أػ٘خء طِؤُِ ٚ٤ؼِٓٞشًٔ ،خ
أٗٞ٣ ٚكَ ًَ أٓخُ٤ذ حُظ٘٣ٞن ٖٓ ٞٛص ٍٞٛٝس ٝكًَش
ُـٌد حٗظزخ ٙحُط٬د ،كبًح ط٠خكَص حُـٜٞى ُظوي ْ٣رَحٓؾ
حٌُظَ٤ٗٝش ِٓٔ٤س ًحص ٓٞحٛلخص ػخُ٤ش ٖٓ ك٤غ حٓظويحٜٓخ
ُظطز٤وخص حُ٘ظَ٣ش حُٔؼَك٤ش حُلي٣ؼش ٖٓ أٓخُ٤ذ ٝآظَحط٤ـ٤ش
طؼِْ طظ٘خٓذ ٓغ حُلَٝم حُلَى٣ش ،كبٗ٘خ رٌُي ٓ٘ٞكَ ٌَُ ١خُذ
ىٍٓٝخ ً طؼِ٤ٔ٤ش ًٗٔٞؿ٤ش طٌٔ٘ ٖٓ ٚاىٍحى ٝحٓظ٤ؼخد حُٔخىس
حُظؼِ٤ٔ٤ش ٝكٓ ْٜلظٞحٛخ.
ٓغ حُٟٞغ ك ٢ح٫ػظزخٍ كَ ٙحُٔؼِٔ ٕٞػِ ٠حُٔؼخ َ٤٣ك٢
حُزَحٓؾ حُظؼِ٤ٔ٤ش ٖٓ ك٤غ حُٔلظ ،ٟٞحٛ٧يحف ٝطلخػَ
حُزَحٓؾ ٓغ حُط٬دٔٓ .خ ٣ظ٤ق حُلَٝ ٙحُو٤خٍحص ُطَم
طيٍ ْ٣طلخػِ٤ش طلون ٗٞػ٤ش ٝؿٞى٣ ُْ ٙيًٍٜخ حُط٬د ٖٓ
هزَ ٕ٧ .ظ ٍٜٞحُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝأكيع ١لَس كٓ ٢ـخٍ
حُظؼِ ْ٤حُؼخّٝ ،حُظؼِ ْ٤حُـخٓؼ ٢رٞؿ ٚهخٛش ،ك٤غ طؤػَص
ػ٘خ٘ٓ َٛظٓٞش حُظؼِ ْ٤حُـخٓؼ ٢ػِ ٠حهظ٬ف ٓٔظ٣ٞخطٜخ،
كظـ َ٤ى ٍٝحُٔؼِْ حُـخٓؼٝ ٢أٛزق ُٜٓ ٚخّ ؿي٣يس ك ْٜٔ٤ر٤جش
حُظؼِٝ ْ٤حُظؼِْ٘٣ٝ ،ؤٓ ٚظ٣ٞخص حُٔظؼِٜٔ٣ٝ ،ٖ٤ق ُٓ ْٜخ
٘٣خٓز ٖٓ ْٜحُٔٞحى حُظؼِ٤ٔ٤ش ٣ٝظخرغ طويَٓٗ٣ٝ ْٜيٞ٣ٝ ْٛؿْٜٜ
كظ ٠طظلون حٛ٧يحفًٔ ،خ طؤػَص حُٔوٍَحص حُيٍحٓ٤ش رخُظؼِْ٤
حٌُ٩ظَ ٖٓ ٢ٗٝك٤غ حٛ٧يحف ٝحُٔلظٝ ٟٞح٘ٗ٧طش َ١ٝم
طوئٜ٣خ ٤ًٝل٤ش طِٜ٤ٛٞخٓ ،غ أًخد حُٔظؼِٜٔٓ ٖ٤خٍحص حُظؼِْ
حٌُحطٝ ٢ؿَّ كذ حُٔؼَكش ٝطلِٜ٤ٜخًُ ٖٓٝ .ي  ٌٖٔ٣إٔ
ٗوٍَ إٔ حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝأٛزق أًؼَ حٗظ٘خٍحً ُٔٔخٔٛظ ٚك٠
كَ حٌُٔ٘٬ص ٝطٞك َ٤ه٘ٞحص ؿي٣يس ُيػْ ىحكؼ٤ش حُط٬د ٗلٞ
حُظؼِْ.
ٗٝظ٤ـش ٌُُي ظ َٜحُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝرِٔٔ٤حطٝ ٚهٜخثٜٚ
ٓٝظطِزخطً ٚؤكي ح٫طـخٛخص حُلي٣ؼش ك ٠حُؼِٔ٤ش حُظؼِ٤ٔ٤ش،
ٝأٛزق رٔوظِق أرؼخىٝ ٙحهؼخ ً طَر٣ٞخً ِٓٔٓٞخ ً ٗل ٞأكٞؽ ٓخ
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ٌٗ ٕٞاُ ٠حُو ٝٞك ٠ؿٔخٍٓ ٙؼ٤خ ً ُٓ٬ظلخىس ٖٓ أكَ٠
حُٔٔخٍٓخص حُظؼِ٤ٔ٤ش حُظٞ٣ ٢كَٛخ ٌٛح ح٫طـخ ٙحُلي٣غ.
ُوي هخّ حُظ ٍٜٞحُ٘ظَ ٌُٜٙ ١حُيٍحٓش ػِ ٠حكظَح ٝإٔ ٘ٛخى
ٓيًٍخص ٝطٍٜٞحص ح٣ـخر٤ش ُي ٟحُٔؼِٔٝ ٖ٤حُط٬د ٝأ٤ُٝخء
حٗ ٍٞٓ٧ل ٞحُظؼِ ْ٤حٌُ٫ظَ ٢ٗٝرخُٔيحٍّ ٝأ٣يص حُ٘ظخثؾ
ٛيم حُلَ ٙحٌُٟٝ ١ؼ٘خٝ ٙحُظ ٢هخٓض ػِ ٌٙٛ ٚ٤حُيٍحٓش
ك٤غ طْ اػيحى ٝط ْ٤ٜٔحٓظز٤خٗخص ٌُٜح حُـَ ٝحٌُٟٝ ١ؼ٘خٙ
ٝحُظ ٢هخٓض ػِ ٌٙٛ ٚ٤حُيٍحٓش ك٤غ طْ اػيحى ٝطْ٤ٜٔ
حٓظز٤خٗخص ُٜيح حُـَ١ٝ ٝزوض ػِ ٠ػ٘٤خص ٖٓ حُٔؼِٖٔ٤
ٝحُط٬د ٝأ٤ُٝخء ح ٖٓٝ ٍٞٓ٧حُٔ٬كع إ حطـخٛخص حُٔؼِٖٔ٤
ًخٗض ح٧كٝ َ٠حً٧زَ ح٣ـخر٤ش ك٤غ رِؾ ٓظٓٞطٜخ %96.31
رٔ٘٤خ ؿخءص ك ٢حَُٔطزش حُؼخٗ٤ش حطـخٛخص ح٣٫ـخر٤ش ك٤غ رِؾ
ٓظٓٞطٜخ ٝ %90أهَ٤ح ًخٗض حطـخٛخص أ٤ُٝخء ح ٍٞٓ٧ك٤غ
رِؾ ٓظٓٞطٜخ  ٌُٖٝ %89حُٔـَٔ حُؼخّ إٔ ح٫طـخٛخص ًخٗض
ح٣ـخر٤ش ريٍؿخص َٓطلؼش ٓٔخ ٣ؼ٘ ٢إٔ حُظؼِ ْ٤حٌُ٫ظَ٢ٗٝ
ٌٔ٣ذ حُط٬د ٝحُٔؼِٔ ٖ٤حُويٍس حٌُخك٤ش ػِ ٠حٓظويحّ
حُظو٘٤خص حُلي٣ؼش حٌُ٘٣ ١ؼٌْ أػَ ٙػِ ٠ك٤خس حُط٬د َ٣ٝكغ
ٖٓ ٓٔظً ٟٞلخءس ٝكخػِ٤ش حُظؼِٞ٣ٝ ْ٤كَ ر٤جش طؼِْ طلخػِ٤ش
ٞ٣ٝكَ ػ٘ َٜحُٔظؼش ك ٢حُظؼِْ كِْ ٣ؼي حُظؼِْ ًٔخ حَٗٗخ ؿخٓيح
أ٣ ٝؼَ ٝرطَ٣وش ٝحكيس رَ ط٘ٞػض حُٔؼَ٤حص ٓٔخ ٣ئى ١اُ٠
حُٔظؼش ك ٢حُظؼِْ.
٣ٝزو ٠حُظٔخإٍ ُٔخًح  ٌٙٛحُٔيًٍخص ٝحُظٍٜٞحص ح٣٫ـخر٤ش
ُ٘ظخّ حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝ؟ ُ٪ؿخرش ػٖ حُظٔخإٍ ٘ٛخى ٓؼخَ٤٣
أٓخٓ٤ش طِظِّ رٜخ حُٔيحٍٖٓٔ أٜٔٛخ ح٥ط:٢
 .1حُٜٔ٘ؾ حٌُ٩ظَٝ :٢ٗٝحٌُ َٔ٘٣ ١ػِ ٠حُؼَٝٝ
حٌُ٩ظَ٤ٗٝش ُِيٍٓ ّٝيػٓٞش رخ٘ٗ٧طش حُٔٔخٗيس
حُظلخػِ٤ش ٝحُٞحهؼ٤ش ٖٓ ه ٍ٬حُٓٞخث ٢حُٔظؼيىس
"حُ٘ٝ ٚحُٜٞص ٝحٍُٜٞس ٝحَُٓ ّٞحُٔظلًَش
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ٝأك ّ٬حُل٤يٝ "ٞ٣حُظ ٢طوخ١ذ حُلٞحّ ػ٘ي حُٔظؼِْ،
ًخُٔلخًخسٝ ،حُؼَ ٝٝحُٔزخَٗس.
 .2حُٔؼِْ  ٞٛٝ :حُؼ٘ َٜح ،ْٛ٧كبٕ ٗـخف أ ١ؿٜي
ُِظؼِ ْ٤حٌُ٩ظَ٣ ٢ٗٝؼظٔي ػِ ٠هيٍس ًٝلخءس حُٔؼِٖٔ٤
ػِ ٠حٓظويحّ حُظٌُ٘ٞٞؿ٤خ ٞ٣ػٝ ٠طٞظ٤لٜخ رٌَ٘
٣ويّ حُؼِٔ٤ش حُظؼِ٤ٔ٤شٝ ،اٟخكش اُ ٠طٞحكَ ػيى
ًخف ٖٓ حٌُٞحىٍ حُزَ٘٣ش حُٔئِٛش حُوخىٍس ػِ٠
ٓظخرؼش ػَٔ حُ٘ظخّ حُٔظَحٓ ٢حَ١٧حف ٤ٛٝخٗظٚ
ٟٔٝخٕ حٗٔ٤خد حُٔؼِٓٞخص ك ًَ ٢ح٫طـخٛخص أ١
(كَ٣ن حُظؼِْ حٌُ٩ظَ.)٢ٗٝ
 .3حُز٤جش حُظؼِ٤ٔ٤ش ٠ٛٝ:ر٤جش طؼِ٤ٔ٤ش طؼِٔ ٚ٤طلخػِ٤ش
ٓظؼيىس حُٜٔخىٍ طيػْ هطٞحص ط٘ل ٌ٤حٓظَحط٤ـ٤ش
حُظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝحُظ ٢طزيأ رخُٞػ ٢حٌُخَٓ
رؤ٤ٔٛظٍَٟٝٝ ٚط ٚكٌٛ ٢ح حُؼ ،َٜأ ١إٔ ط٘لٌ٤
حُظؼِ ْ٤حٌُ٩ظَ٣ ٢ٗٝـذ حُظـِذ ػًِ ٠ؼٖٓ َ٤
حُظلي٣خص حُظ ٢طوخرِ٤ً ٖٓ ٚل٤ش حهظ٤خٍ حُٔلظٟٞ
حُظؼِ ٢ٔ٤حُٔ٘خٓذ ُـٞىس حُٔ٘ظؾ ٝحُويٓش حُظؼِ٤ٔ٤ش،
ٝأٗٞحع ٗظْ حُلخٓزخص ٝحُ٘زٌخص ٗٝظْ حُٓٞخث٢
حُٔظؼيىس حُٔ٘خٓزش ُيػْ ػِٔ٤ش حُظؼِٝ ْ٤حُظؼِْ
حُٔزخَٗ ٝؿ َ٤حُٔزخَٗ ٝحٌُحطٝ ٢كَم حُؼَٔ،
ٝأٓخُ٤ذ حُظيٍ ْ٣حُٔ٘خٓزش ُِظٌُ٘ٞٞؿ٤خ حُـي٣يس
كظ٣ ٠ليع حُظلخػَ حُٔلوٞى ىحهَ حُظؼِْ حٌُ٩ظَ٢ٗٝ
رٝ ٚ٘٤ر ٖ٤حُط٬دٌٛٝ ،ح ٣ظطِذ حُو٤خّ ربػخىس ٌِ٤ٛش
ٝطؤٝ َ٤ٛحٓؼش حُ٘طخم ُٔ٘ظٓٞش حُظؼِ ْ٤حُـخٓؼ٢
حُظوِ٤ي( ١حُٜٔ٘ؾ ـ حٓ٧ظخً ـ حُز٤جش) رل٤غ طظٞحكن ٓغ
ٓظطِزخص حُظؼِ ْ٤حٌُ٩ظَ٢ٗٝ
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اٌخبرّخ ٚاٌزٛصٍبد
طوِ ٌٙٛ ٖٓ ٚحُيٍحٓش اُ ٠ػيس ط٤ٛٞخص أٜٔٛخ:
 اٗ٘خ رلخؿش َُٔحؿؼش ٝطو ْ٣ٞأٗظٔظ٘خ حُظَر٣ٞش ٝحُظؼِ٤ٔ٤ش ك٢ظَ ٌٛح حُؼخُْ حٌُ ١كَ ٝػِ٘٤خ حُؼُٔٞش ٝحُظَر٤ش حُظ٢
أٛزلض ٝحهؼخ ً ٓ ٫لَ ٓ٘ ٚك ٢ك٤خط٘خ  ٢ٛٞٗٝ ،رٍَٝ٠س
حٛظٔخّ ُٝحٍس حُظَر٤ش ٝحُظؼِ ْ٤ك ٢حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش
رآػخٍ ا٣ـخر٤ش حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝػِ ٠حُ٘ظخّ حُظَر١ٞ
ٝحُظؼِ ٢ٔ٤ك ٢حٌُِٔٔش.
 ط٘ٔ٤ش حُٞػٗ ٢ل ٞحُلخٓذ ك ٢أٓٝخ ١حُٔؼِٔ ٖ٤ك ٢ؿٔ٤غَٓحكَ حُظؼِ ْ٤حُؼخّ.

  ٢ٛٞ٣حُزلغ ربؿَحء حُِٔ٣ي ٖٓ حُيٍحٓخص حُٔٔظوزِ٤ش كٍٟٞٓٞٞع حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝك ٢طيٍ ْ٣حُٔوٍَحص حُيٍحٓ٤ش
ٝأػَ ٙك ٢حُظل َ٤ٜحُيٍحُِٓ ٢ط٬د ٝكوخً ُٔزيأ طَحًٔ٤ش
حُٔؼَكش كوي طٜيص حُيٍحٓش حُلخُ٤ش ٫طـخٛخص حُط٬د
ٝحُٔؼِٔخص ٝأ٤ُٝخء حٗ ٍٞٓ٧ل ٞحٓظويحّ حُظؼِ ْ٤حٌُ٩ظَ٢ٗٝ
ِٓٝلوخط ٚك ٢حُظؼِ ْ٤حُؼخّ رٔيحٍّ حُٔ ّ٬حُوخٛش.
ٌُح كبٕ  ٌٙٛحُيٍحٓش ط٘خى ١رٍَٝ٠س اىهخٍ حُٔوٍَحص
حٌُ٩ظَ٤ٗٝش ك ٢حُظؼُِٞٔ ْ٤حًزش حُظطٍٞحص حُلي٣ؼش ك٢
طٌُ٘ٞٞؿ٤خ حُظؼِ.ْ٤
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اٌّشاجـــغ
حُظؼِْ٤

طٌُ٘ٞٞؿ٤خ
()2004
ٓخُْ
أكٔي
ٝحُظؼِٔ٤خٌُ٫ظَ،٢ٗٝحَُ٣خٌٓ ،ٝظزش حَُٗ٤ي.
رخٛوَ ( ٓلٔي أكٔي ) . )2009( :حُظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝأػَٙ
ػِ ٠أػ٠خء ٤ٛجش حُظيٍ :ْ٣ىٍحٓش كخُش ُؤْ ػِْ حُٔؼِٓٞخص
رـخٓؼش أّ حُوَٓ ،ٟـِش ىٍحٓخص حٌُ٩ظَ٤ٗٝش ،حُؼيى حَُحرغ,
.
٘٣خَ٣
ــ حُلٖٔٛ ،خُق ارَح " :)2001( ْ٤ٛػَُ ٝيٍحٓش ًَِٓ
حرٖ هِي ٕٝػٖ ٓ٘خٛؾ حُظؼِْ٤
حُؼخّ ك٤خٌُِٔٔش ،حُٔؼَكش ػيى ( )70أرَ2001 َ٣
 ، 66 – 61 ٙحَُ٣خُٝ : ٝحٍس حُٔؼخٍف
 ٍ ْ٣حُـٞف .)2003( .حُظؼِ ْ٤حٌُ٩ظَٔٓٝ ٢ٗٝظوزَ حُظؼِْ٤حُـخٓؼ ،٢حُِوخء حُٔ٘ )11( ١ٞؿٔظٖ  ،ؿخٓؼش حُِٔي ٓؼٞى ،
حُـٔؼ٤ش حُٔؼٞى٣ش ُِؼِ ّٞحُظَر٣ٞش ٝحُ٘لٔ٤ش.
 ًَُ٣خ ٣ل . ) 2008 ( ٢ػوخكش حُظؼِ ْ٤حٌُ٩ظَ .٢ٗٝحُٔـِشحُؼَر٤ش .حُؼيى .379
ُ٣ظ ( ٕٞػزي حُلٔ٤ي ) . )2004 ( :طٌُ٘ٞٞؿ٤خ حُظؼِ ْ٤ك٢
ػ َٜحُٔؼِٓٞخص ٝح٫طٜخ٫ص – ػخُْ حٌُظذ – حُوخَٛس.
حُ٘يٝهٓ : ٢ؼي ػزي حٌَُ " : )2001( ْ٣هَ٣ؾ حُظؼِ ْ٤حُؼخّ
٣ ٫ظوٖ حُٜٔخٍحص حٓ٧خٓ٤ش" .
حُٔؼَكش ػيى ( )70أرَ.34،35 ٙ ،2001 َ٣
حَُ٣خُٝ : ٝحٍس حُٔؼخٍف .
 حَُ٘حف ٣ ،ؼوٞد ( : )2002حُظَر٤ش ٝأُٓش حُظ٘ٔ٤ش حُزَ٘٣ش ،حَُ٣خٌٓ : ٝظذ
حُظَر٤ش حُؼَرُ ٢ي ٍٝحُوِ٤ؾ.
 ػزي حُزي٣غ ٓلٔي ٓخُْ (  .) 2007حُظؼِ ْ٤حُؼخُ ٢ك ٢ػَٜحُؼُٔٞش ٝطٌُ٘ٞٞؿ٤خ حُٔؼِٓٞخص حًٌُ٤ش ،ىٍحٓش ٓويٓش ُٔئطَٔ
حُظوط ٢٤حٓ٫ظَحط٤ـُِ ٢ظؼِ ْ٤حُٔلظٞف ٝحٌُ٩ظَ" ٢ٗٝا١خٍ
ُِظٔٓ28-27 "ِ٤خ ًَِٓ .ٞ٣حُظؼِ ْ٤حُٔلظٞف رـخٓؼش ػٖ٤
ًْٗٔ ،ظ٤ذ حُٔئطَٔ  .حُوخَٛس .
ٍٍ حُؼزي حٌَُ٘ٓ (ْ٣خػَ ػزي حُؼِٛ1429( : ) ِ٣ـ) ٝ .حهغ
حٓظويحّ حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝكٓ ٢يحٍّ حٌُِٔٔش ح٤ِٛ٧ش رٔي٘٣ش
حَُ٣خٍٓ ، ٝخُش ٓخؿٔظ , َ٤ؿٍٞ٘٘ٓ َ٤س  ،ؿخٓؼش حُِٔي
ٓؼٞى  ،رخَُ٣خ. ٝ
 ػزيهللا حَُٔٓٝ ٠أكٔي حُٔزخٍى( . ) 2005حُظؼِْ٤حٌُ٩ظَ ٢ٗٝحٝ ْٓ٧حُظطز٤وخصٓ .ئٓٔش ٗزٌش حُز٤خٗخص.
حَُ٣خ. ٝ

حُؼظ٤زٗ ( ٢خ٣ق ػزي حَُكٖٔ )ٓ )2011( :ؼ ّٞهخص حُظؼِْ٤
حٌُ٩ظَ ٢ٗٝك ٢حٌُِٔٔش ٍٓ ،خُش ٓخؿٔظ ، َ٤ؿٍٞ٘٘ٓ َ٤س ،
ؿخٓؼش ٓئطش .
 ٓـي ١ػزي حٌَُ.)1996( ْ٣ح٫طـخٛخص ٗل ٞحُؼِٔ٤شحُظؼِ٤ٔ٤ش ،حُوخَٛس ٌٓظزش حُ٘٠ٜش حُٔ٣َٜش.
 ٓـي ١ػزي حٌَُ .)1996( ْ٣ح٫طـخٛخص ٗل ٞحُٔؼِْ،حُوخَٛس ٌٓ،ظزش حُ٘٠ٜش
 ٓـي ١ػزي حٌَُ )1990( .)1996( ْ٣ح٫طـخٛخص ٗلٜ٘ٓ ٞشحُظيٍ، ْ٣حُوخَٛس ،ىحٍ حُ٘٠ٜش حُٔ٣َٜش .
 ٓلٔي حُٔ٤ي ػِ .) 2003 ( ٢طط َ٣ٞحُٔ٘خٛؾ حُيٍحٓ٤ش ٖٓٓ٘ظ٘ٛ ٍٞيٓش حُٜٔ٘ؾ ،حُوخَٛس :ىحٍ حُلٌَ حُؼَر.٢
 ٓٔيٝف ٛخرَ (ٓ )2002زخىة حُو٤خّ ٝحُظو ْ٣ٞحُ٘لٔ٢ٝحُظَر، ١ٞحُٔ٘٤خ ،ىحٍ أرُِ ٍ٬ٛ ٞطزخػش ٝحَُ٘٘ .
 ٓلٔي ٓلٔي حُٜخى . ) 2005 (١حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝػزَٗزٌش حٗ٫ظَٗض .حُيحٍ حُٔ٣َٜش حُِز٘خٗ٤ش .حُوخَٛس.
حُٔ ( ٠ٓٞػزي هللا ػزي حُؼِ . )ٙ1423( : ) ِ٣حُظؼِْ٤
حٌُ٫ظَٓ ، ٢ٗٝل ٜٚٓٞهٜخثٜٚ
ٝكٞحثيٍٝ ، ٙهش ػَٔ ٓويٓش اُٗ ٠يٝس ٓيٍٓش حُٔٔظوزَ
,ؿخٓؼش
حُِٔي ٓؼٞى  ،رخَُ٣خ ، ٝحُلظَس ٛ1423/17 -16ـ
 ٗز َ٤ؿخى ػِٓ .) 2008 ( ٢طٌُ٘ٞٞؿ٤خ حُظؼِ ْ٤حٌُ٩ظَ،٢ٗٝحُوخَٛس :ىحٍ حُلٌَ حُؼَر.٢
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أػَ "حُـخٓؼش حُٔؼٞى٣ش حٌُ٩ظَ٤ٗٝش" ػُِٔٓ ٠ظوزَ حُظؼِ ْ٤حُـخٓؼ ٢ك ٢حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش:
ىٍحٓش ٓ٤يحٗ٤ش ػِ ٠ؿخٓؼش حُِٔي ػزيحُؼِ"ِ٣
ػٞح١ق أٓٓٞ٣ ٖ٤ق
ؿخٓؼش حُِٔي ػزيحُؼِِ٣حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش

اٌٍّخص
حُوض حُيٍحٓش حُلخُ٤ش حُٞ٠ء ػِ ٠ح٤ٔٛش ٝحهغ ٔٓٝظوزَ
حُظؼِ ْ٤حُـخٓؼ ٢ػٖ رُؼي ٖٓ هٓ ٍ٬ظخرؼش حُولِحص حُٔظٔخٍػش
ك ٢حُيٍحٓخص حُـخٓؼ٤ش ر٘ظخّ حُظؼِ ْ٤ػٖ رُؼي ،ك٤غ
حٓظؼَٟض حُيٍحٓش ٓخ :٢ِ٣ح :٫ً ٝططز٤ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي
ك ٢ؿخٓؼش حُِٔي ػزيحُؼًِ "ِ٣ظـَرش ح ٠ُٝك ٢حُٔؼٞى٣ش،
ػخًٗ ٤خٞٓ :حكوش حُيُٝش ػِ ٠اٗ٘خء "حُـخٓؼش حُٔؼٞى٣ش
حٌُ٩ظَ٤ٗٝش".
ٝهي حٓظؼَٟض حُيٍحٓش حُٞحهغ حُلخُُ٘ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي
حُٔطزن ك ٢حُـخٓؼشُِ ،ظؼَف ػِ ٠اطـخٛخص ًَ ٖٓ حُط٬د
ٝحُطخُزخص ٗل ٞططز٤ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ُِ ٍٞٛٞحُٓ ٠خ
طٜيف حُ ٚ٤حُيٍحٓش ٞٛٝحُظؼَف ػِ" ٠حػَ ططز٤ن ٗظخّ حُظؼِْ٤
ػٖ رُؼي ك ٢حُـخٓؼش ػِ ٠كؼخُ٤ش حُظؼِ ْ٤حُـخٓؼٓٝ "٢ؼَكش
ٓي ٟهيٍس حُط٬د ٝحُطخُزخص ػِ ٠حٓ٫ظلخىس ٖٓ حُيٍحٓش ٖٓ
هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ رُؼي ٓٝي ٟطلخػِٓ ْٜؼٝ ،ٚهيٍس
ٝطلخػَ حػ٠خء ٤ٛجش حُظيٍٓ ْ٣غ حُ٘ظخّ حً ٠٣خ ٖٓ ك٤غ
ٟٞٝف حُٜٞص ٝحُؼَ ٝحػ٘خء حُيٍحٓش كٌٛ ٢ح حُ٘ظخّ
حُ ُٔطزن ك ٢حُـخٓؼش كخًُ ٤خًُٝ ،ي ٖٓ ه ٍ٬آظزخٗظ ٖ٤طْ
ط٣ُٞؼٜخ ػِ ٠رؼ ٞحُؼ٘٤خص ٖٓ حُط٬د ٝحُطخُزخص ٝ
حػ٠خء ٤ٛجش حُظيٍ.ْ٣
ٝهي أظَٜص ٗظخثؾ حُيٍحٓش حُٔ٤يحٗ٤ش طلون حٛيحف حُيٍحٓش
ُِ ٍٞٛٞحُ٣َ١ ٠وش حُظطز٤ن حٓ٧ؼَ ُِـٞىس ٝحُلؼخُ٤ش
حُٔٔظٜيكش ًُٝي رٔظخرؼش طلٔٝ ٚ٘٤اُحُش حُٔؼٞهخص حُظو٘٤ش حُظ٢
هي طٞحؿٔ٤ٓ٫ ٜٚخ حٕ حٛزلض ح٫ػيحى حُٔظِح٣يس كخًُ ٤خ ػزج ًخ
ػِ ٠حُ٘ظخًُّٝ ،ي ريه٬١ ٍٞد ١ٝخُزخص حٗ٩ظٔخد رؤػيحى
ًزَ٤س ٝهي طْ ٓٞحؿٜش ًُي رِ٣خىس ُهيٍس طلَٔ ١خهش ٗزٌش
حٗ٩ظَٗض ك ٢حُـخٓؼش ُ ُٔوخرِش طِي ح٫ػيحى حُ ُٔظِح٣يس.

خٍفٍخ اٌذساصخ
ٗ٘ؤص كٌَس حُظؼِ ْ٤ػٖ رُؼي ك ٢رَ٣طخٗ٤خ  ٢ٛٝكٌَس ػخُٔ٤ش
هئ٣ش ٌٓ٘ ٓجش ػخّ طوَ٣زخًٝ ،حٗظوِض اُ ٠أٌَٓ٣خ ً٘ٝيح
ٝحٓظَحُ٤خ ٝؿَٛ٤خ ٖٓ ى ٍٝحُؼخُْ ،ك٤غ ريأ ٜٓطِق حُظؼِْ٤
ػٖ رُؼي رخُظٓ ٍٜٞغ ريح٣ش ٓخ ٣ؼَف رخُظؼِ ْ٤ػٖ ٣َ١ن
حَُٔحِٓش ك٤غ ٣و ّٞحُطخُذ رَٔحِٓش حُـخٓؼش ٌُ ٢طوّٞ
حُـخٓؼش ريٍٛٝخ ربٍٓخٍ ًظذ ٝأَٗ١ش طؼِ٤ٔ٤ش ،رؼي إٔ ٣يكغ
ػٜٔ٘خ رلٞحُش رَ٣ي٣ش،

ٝهي حٗ٘ؤص حُـخٓؼش حُٔلظٞكش ك ٢رَ٣طخٗ٤خ ك ٢حُٔزؼ٘٤خص ٖٓ
حُوَٕ حُؼَ٘ ٖ٣ك٤غ ظَٜص "أٗظٔش حُظؼِٝ ْ٤حُظيٍ٣ذ
حَُٔطزطش رخُلخٓٞد" ًٝخٕ ًُي ٓخروخ ً ُظ ٍٜٞحُلخٓٞد
حُ٘و ،٢ٜػْ رظ ٍٜٞحُلخٓٞد حُ٘و ٢ٜكٓ ٢طِغ
حُؼٔخٗ٘٤خص طؼُِص  ٌٙٛحٗ٧ظٔش ٝحٗظَ٘صٝ ،كٓ ٢طِغ
حُظٔؼ٘٤خص ططٍٞص أًؼَ ٌُ ٢طٔظويّ "حُٓٞخث ٢حُٔظؼيىس"،
ٓٝغ طِح٣ي حٛ٫ظٔخّ ر٘زٌخص حُٔؼِٓٞخص ك ٢حُؼٔخٗ٘٤خص
ٝحُٔؼٗ ٢ل ٞحٓظويحٜٓخ ٝحٓ٫ظلخىس ٜٓ٘خ حٗظَ٘ص ك ٢حٗٝ٥ش
ح٧هَ٤س حُؼي٣ي ٖٓ حُـخٓؼخص  ٝحُٔؼخٛي ٝحُٔئٓٔخص حُظ٢
طظ٤ق كَٛش حُظؼِٝ ْ٤حُيٍحٓش ُِيحٍٓٝ ٖ٤حُطِزش كٓ ٢وظِق
حُظوٜٜخصًُٝ ،ي ػٖ ٣َ١ن حُٔٞحهغ حُظ ٢طؼي هٜ٤ٜخ
ٌُٜح حُـَ ٝػِ ٢حٗ٫ظَٗض.
٣ٝؼظزَ حُظؼِ ْ٤حٌُ٩ظَ٣َ١ ٢ٗٝوش ُِظؼِْ ربٓظويحّ آُ٤خص
ح٫طٜخٍ حُلي٣ؼش ٖٓ كخٓذ آُٗٝ ٢زٌخطٓٝٝ ٚخثط ٚحُٔظؼيىس
ٖٓ ٞٛص ٍٞٛٝسٝ ،آُ٤خص رلغٍٓٞٓٝ ،خصٌٓٝ ،ظزخص
اٌُظَ٤ٗٝشًٌُٝ ،ي رٞحرخص حٗ٩ظَٗض ،ح ١حٓظويحّ حُظو٘٤ش
رـٔ٤غ أٗٞحػٜخ ك ٢اٜ٣خٍ حُٔؼِٓٞش ُِ ُٔظؼِْ رؤهٝ َٜهض
ٌُٖٓٔ ٝك ٢أهَ ؿٜي ٝأًزَ كخثيس،
ٝهي ًًَ ( ) Collines, and Others, 2010رؤٕ ٖٓ أٍٝ
حٓ٩ظويحٓخص ُِظؼِ ْ٤ػٖ رُؼي ظَٜص ك ٢أٌَٓ٣خ  1873ػ٘يٓخ
هخٓض ٓ٘ظٔش "حُظؼِْ ٖٓ حٍُِٔ٘" رٔزخَٗس أػٔخُٜخ ُظ٘ـ٤غ
حُ٘ٔخء ػِ ٠حُيحٍٓش ٓغ حُو٤خّ رٜٔخّ حٍُِٔ٘ٝ ,هي هخٓض
حُٔ٘ظٔش رخٓ٩ظَٔحٍ رخػٔخُٜخ ُٔيس ٘ٓ 24ش هخٓض هُٜ٬خ
رويٓش ١ 7000خُزش .رؼي ًُي ك ٢ريح٣ش حُوَٕ  20حكيػض
طو٘٤ش حَُحىٗ ٞ٣وِش ػخٗ٤ش كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رؼي ػٖ ٣َ١ن
حُزغ حً٩حػ ٖٓٝ ,٢رؼي ٙطو٘٤ش حُظِ٤لٗٞخص ٝحُظِلِ ٕٞ٣ك٢
حُؤٔ٘٤خص ٖٓ حُوَٕ حُٔخٓٝ .٢ٟغ طط ٍٞحُظٌِ٘ٞؿ٤خ حٛزق
 ٌٖٔ٣حٓظويحّ ح٧ؿِٜس حُ٘و٤ٜش ٝحٗ٧ظَٗض ُِو٤خّ رؼِٔ٤ش
حُظؼِ ْ٤ػٖ رؼي رطَم كؼخُش ٝكي٣ؼش.
إ حُظؼِْ ػٖ رُؼي ُْ ُٞ٣ي ٛيكش أ ٝأٗٓ ٚـَى ه٤٠ش طَر٣ٞش
ٗخطـ ٚػٖ حَُؿزش ك ٢حُظـي٣ي رَ ًٞٔٗ ٞٛؽ طؼِٔٓ ٢ٔ٤ظوَ ُٚ
آٜخٓخط ٚك ٢حُي ٍٝحُٔظطٍٞس ٝرٌَ٘ ٝحٟق ٝؿِ٣ٝ ٢ؼَٔ
ٓغ ؿٗ ٖٓ َٙ٤ظْ حُظؼِ ْ٤حُظوِ٤ي٣ش ُٜٓ٪خّ ك ٢طلو٤ن ٓٔظٟٞ
ٖٓ حُظؼِ ْ٤أكٝ َ٠حٍه ( ٠حُٔلٔيح.)2008 ،١ٝ
َ٣ٝطز ٢رـٞىس رَٗخٓؾ حُظؼِْ حٌُ٩ظَ ٢ٗٝػٖ رُؼي ٓئَٗحص
ؿٞىس ٌٛح حُظؼِْ حُظ٘٣ ٢زـ ٢طلي٣يٛخ ٝطؤٜ٣ٞخ ُِظلون ٖٓ
ؿٞىس حُظؼِْ رُؼيٝ ،أ ٌٙٛ ْٛحُٔئَٗحص:
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كخػِ٤ش حُظؼِْ حُظ ٌٖٔ٣ ٢ه٤خٜٓخ ًًٔ٤خ ٖٓ هٍ٬
حُظل َ٤ٜحُيٍحٓٓٝ ،٢وخٍٗش حُلخثيس حُظ ٢طلووض ٖٓ
حُيٍحٓش ك ٢حُظؼِ ْ٤ػٖ رُؼي ٓوخٍٗش رخُظؼِْ حُظوِ٤ي،١
ٝه٤خّ ٍٟخ حُط٬د ػٖ هزَحص حُظؼِْ حٌُ٩ظَ٢ٗٝ
ػٖ رُؼيٝ ،ه٤خّ ٍٟخ ٤ٛجش حُظيٍ ٖٓ ْ٣ح٧ىحء ك٢
حُ٘ظخّ ٝه٤خّ ٗٔزش حُظَٔد إ ُٝؿيص ك ٢حُ٘ظخّ.
ًٔخ حٕ ٖٓ ٓؼخ َ٤٣حُـٞىس حُظ٣ ٢ـذ حٕ ٣ظٜ٘ٔ٠خ
حُ٘ظخّ ٖٓ أؿَ طلو٤ن حٌُلخءس ٝحُلخػِٓ ٚ٤ؼَ ٝؿٞى
حٗ٫وخ ٙحُٔئ٤ٜ٘ٓ ٖ٤ِٛخ ٝك٘٤خ ٝطٞكَ ح٧ؿِٜٙ
حُٔ٘خٓزش طو٘٤خ ٝٝؿٞى ىٍٝحص طؤ٤ِ٤ٛش ُٔ٠خٕ
حُـٞى ٖٓ ٙحُظطز٤ن ٝحٓ٩ظلخىس ٓ٘.ٚ

ٝهي ٣ظٔخثَ حُزؼ٤ٓ َٛ ٞلون حُظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝحُظؼِْ٤
ػٖ رُؼي ططِؼخص حُٔـظٔغ ٗل ٞحُظؼِ ْ٤حُـخٓؼ ٢حُ٘ٞػٝ ٢حٌُ١
ٔ٣ي حُلـٞحص حُٔوظِلش ُِظؼِ ْ٤حُـخٓؼ ٖٓ ٢ك٤غ حُٔٔخكش
حُــَحك٤ش ٝحٌُٔخٕ ٝحُِٓخٕ ُطخُذ حُؼِْ ٝؿؼَ حُؼِْ ك٢
ٓظ٘خ ٍٝحُ٤ي ُِط٬د ٝحُطخُزخص ٝحٓ٫ظلخىس ٖٓ هزَحص حػ٠خء
٤ٛجش حُظيٍٝ ْ٣آظؼٔخٍ ١خهخط ْٜك ٢اػَحء حُؼِْ ٝحُٔؼَكش ك٢
هيٓش حُٖ١ٞ؟.
ٝطِز٤ش ُ ٌٜٙح٫كظ٤خؿخص كوي أٗ٘ؤص ؿخٓؼش حُِٔي ػزي حُؼِِ٣
ػخّ ٛ1424ـ ًـخٓؼش ٓؼٞى٣ش ٍحثيس كٓ ٢ـخٍ حُظؼِْ٤
حُـخٓؼ ٢ػٖ رُؼي ح ١ربٓظويحّ أكيع حُظو٘٤خص حُظؼِ٤ٔ٤ش ٝ
حُل٘٤ش ٖٓ ه" ٍ٬ػٔخىس حُظؼِ ْ٤ػٖ رُؼي" ُظطز٤ن حٔٗ٧خ١
حُٔوظِلش ُِظؼِ ْ٤ػٖ رُؼي رٔخ ٣ظ٬ءّ ٝطٞؿٜخص حُظؼِ ْ٤ك٢
حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ُٞٔٝحؿٜش حُطِذ حُٔظِح٣ي ػِ٠
حُظؼِ ْ٤حُـخٓؼ ٢كٓ ٢وظِق أٗلخثٜخ ٞٓٝحًزش حُٔظطِزخص
حُؼخُٔ٤ش ُظط َ٣ٞحُٔخىس حُؼِٔ ٚ٤حُؼخُ٤ش ُ ُٔظِو ٢حُظؼِٞٓ ْ٤حء
١خُذ ح١ ٝخُزش ك ٢حٌٓ ١خٕ ٓٔخ ٣ـؼَ حُظؼِ ْ٤هخرُِ ً٬ظطز٤ن
ريُٓ ٕٝؼٞهخصٝ ،ط٤ٜجش ًَ ٖٓ حُط٬د ٝحُطخُزخص ٝحػ٠خء
٤ٛجش حُظيٍ ٖٓ ْ٣ه ٍ٬حُظيٍ٣ذ ٝحُظؤ َ٤ٛحُلؼخٍ ٓ٩ظوزخٍ
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي رُٜٞٓٝ َٔ٤ش ُظلو٤ن ػِٔ٤ش حُظلخػَ
رٝ ْٜ٘٤حُظًَ ِ٤ػِ ٠حُـٞىس ك ٢حُؼِٔ٤ش حُظؼِٔ٤ش.
ٝهي أٛزق حُظؼِ ْ٤ػٖ رُؼي ػَٜ٘حً ؿ٣َٛٞخً ٓٝظ٘خٓ ٢ك٢
ٓ٘ظٓٞش حُظؼِ ْ٤حُٔظٌخِٓش ك ٢حُٔـظٔؼخص حُلي٣ؼش ٖٓ ،ك٤غ
ٓخػي حُظط ٍٞحُٔظويّ ك ٢طو٘٤ش حُٔؼِٓٞخص ٝح٫طٜخ٫ص
حُلي٣ؼش ػٍِٝ ٠حؽ حٓظويحٓخطٜخ ك ٢حُٔـخ٫ص حُظؼِ٤ٔ٤شٔٓ ،خ
حى ٟحُ٣ُ ٠خىس ًلخءس حٌٗخٍ حُظؼِ ْ٤ػٖ رُؼي.
ٝ حُظؼِ ْ٤ػٖ رُؼي طليع ك ٚ٤حُؼِٔ٤ش حُظؼِ٤ٔ٤ش ػ٘يٓخ
٘ٛ ٌٕٞ٣ ٫خى ُوخء ٝحهؼٝ( ٢ؿٜخ ُٞؿ)ٚرٖ٤
حُٔيٍّ ٝحُطخُذ أػ٘خء أىحء حُيٍٝ ّٝػ٘يٓخ ٣ليع
ح٫طٜخٍ رٜٔ٘٤خ ك ٢حُظؼِ ٖٓ ْ٤حُزيح٣ش ُِٜ٘خ٣ش رؤ١
ِ٤ٓٝش طٌُ٘ٞٞؿ٤ش ٓؼَ حُظِ٤ل ،ٕٞحَُحى،ٞ٣
حُظِلِ،ٕٞ٣حٌُٓٞزٞ٤طَ،حُل٤ي ٞ٣حُظلخػِ ،٢أ ٝأ١
ٓـٔٞػش ٖٓ حُظٌُ٘ٞٞؿ٤خص ح٫طٜخ٫ص حُلي٣ؼش
ٝحُٔٔظوزِ٤شٝ.هي ػَكظُ ٚـ٘ش حُظؼِ ْ٤حُؼخُ٢
رخُ٣٫ٞخص حُٔظليس ح٤ٌ٣َٓ٧ش"حٕ حُظؼِ ْ٤ػٖ رُؼي

ػِٔ٤ش طؼِ٤ٔ٤ش ٍٓٔ٤ش طـَ ١كٜ٤خ ٓؼظْ حُيٍّٝ
ػ٘يٓخ ٣ ٫ظٞحؿي حُطخُذ ٝحُٔيٍّ كٗ ٢لْ حٌُٔخٕ
ٝحُظؼِ ْ٤هي ٓ ٌٕٞ٣ظِحٓ٘خ أ ٝؿٓ َ٤ظِحٖٓٝ ،هي
ٔ٣ظويّ كٜ٤خ ٗظخّ حَُٔحِٓش ٝحُٓٞخثَ حُٔٔؼ٤ش
ٝحَُٔث٤ش ٓٝٝخثٝ ٢رَحٓؾ حٌُٔزٞ٤طَ أ ٝأٖٓ ١
طٌُ٘ٞٞؿ٤خص ح٫طٜخ٫ص حُلي٣ؼش "(ٓ٣ٞيحٕ ،
ٓزخٍُ.)2008 ،
ٝك ٢حُٞحهغ إ حُظؼِ ْ٤ػٖ رُؼي ُٓ ْ٤ـَى «طوَ٣ذ» ُِِٓخٕ
ٝحٌُٔخٕ ،رَ اٗ ٚك ٍٞ٠طلخػِ٣ ٢ظ٤ق ُـٔ٤غ حَ١٧حف حُو٤خّ
رـٔ٤غ حُ٘٘خ١خص حُظؼِ٤ٔ٤ش ك ٢أٝ ١هض ٖٓٝ ،أٌٓ ١خٕٞٛٝ ،
ُ« ْ٤حُطَ٣وش حُِ »َٜٓ٧ل ٍٜٞػِ ٠حُٜ٘خىس ىٕٝ
ك ،ٍٞ٠رَ اٗ ٚحِٞٓ٧د حُلؼخٍ َُكغ ؿٞىس حُظؼِٚٗ٧ ،ْ٤
٣ظ٤ق ُِٔؼِْ ٝحُٔظؼِْ حهظ٤خٍ ظَٝف حُِٓخٕ ٝحٌُٔخٕ حً٧ؼَ
ٓ٘خٓزش ٌَُ ٝحكي ٜٓ٘ٔخ.
ئٌجبثٍبد ٔظبَ اٌزؼٍٍُ ػٓ ثُؼذ:
 ٖٓٝكٞحثي حُظؼِ ْ٤ػٖ رؼيٍ٬ً ًٌَ٣ :ى ٓٝخ َ٣حٗ٘ٓ ٖٓ ٚخكغ
حُظؼِ ْ٤ػٖ رؼي حُٔظٞهؼ )1 ٢ٛ ٚحُظؼِ ْ٤كٔذ كخؿش حُٔظِو,٢
ك٤غ ٜٓ٤زق رخٌٓ٫خٕ طٌ٤٤ق ٗٞػ٤ش حُٔٞحى ٣َ١ٝوش ػَٝ
حُٔٞحى ر٘خ ً ػِ ٠كخؿش ٓٝظطِزخص حُٔظِو )2 .٢طٞح َٛحُٔظِو٢
ٓغ حُظؼِ ْ٤رطَ٣وش كؼخُش ,ك٤غ ٓ٤و ٢٠حُظؼ ْ٤ػٖ رؼي ػِ٠
رؼ ٞحُٔ٘خًَ حٌُِٔٞ٤ؿ٤ٌ٤ش ٝحُِٔ٤ًٞش حُٔٞؿٞىس ك ٢حُظؼِْ٤
حُٔظؼخٍف ر ٌٙٛ .ٚحُٔ٘خكغ ٓظلن ػِٜ٤خ ٖٓ هزَ رلغ هخٓض رٚ
ًَٗش حٗظَ  2009ك٤غ حٗخٍطذ رؼ ٞر٘ظخثؾ حُزلٞع ك٢
حُ٣٫ٞخص حُٔظليس ح٤ٌ٣َٓ٫ش ػِٓ 5000 ٠يٍّ 42,000 ٝ
١خُذ حُ ٠حٔ٣خٕ  ٖٓ %80حُٔيٍٓ ٖ٤رؤٕ حُظؼِ ْ٤ػٖ رؼي هي
ٓخػي حُط٬د حٕ ٌٞٗٞ٣ح حًؼَ طٞح ٝ َٛحًؼَ اٗظخؿ٤ش ك٢
أػٔخُ ْٜحُيٍحٓ٤ش )ٝ ،(Clark and Mayer, 2011هي
ًًَ  Hilgarthحٗ٣ ٚزي ٝحٕ حُظؼِ ْ٤ػٖ رُؼي  ٖٓٝهٍ٬
حُظيٍ٣ذ ٝحُظؼِ ْ٤حٌُ٣ ١ويٓ٤ٓ ٚئى ١حُ٣ُ ٠خىس حُؼَٔ ك٢
حُز٤جش حُؼخُٔ٤ش ).(Hilgarth, 2011
ٔٓٝخ ٓزن ٣ظ َٜحُي ٍٝحُل ١ٞ٤حٓ٩ظَحط٤ـ ٢حُٜخّ ك ٢ططز٤ن
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٢حُظـِذ ػِ ٠حُؼخثن حُِٓ٘ ٢حٌُ١
٣لَّ حٌُؼ ٖٓ َ٤حُيحٍٓ ٖ٤حٌُ ٫ ٖ٣طظ٬ءّ ظَٝك ْٜحُل٤خط٤ش
ٝحُؼِٔ٤ش ٝحُؼِٔ٤ش ٓغ حُـيح ٍٝحُيٍحٓ٤ش ُِظؼِ ْ٤حُ٘ظخٓ ّ،٢
حُــَحك ٢حٌُ٣ ١لَّ حٌُؼٖٓ َ٤
ُِٝظـِذ ػِ ٠حُؼخثن
ّ
حُ٘ظخٓ ٢آخ ُزؼي
حُيحٍٓ ٖٓ ٖ٤حُ٫ظلخم رخُظؼِ ْ٤حُؼخُ٢
ّ
حُٔٔخكش أ٤٠ُ ٝن حُٔؼش حٌُٔخٗ٤ش حُٔظخكش ُِٔئٓٔش
حً٧خى٤ٔ٣شٝ ،حٓ٫ظلخىس حُو ٖٓ ٟٜٞحُطخهخص حُظؼِ٤ٔ٤ش حُٔئِٛش
ري ٖٓ ً٫حُلي ٖٓ آٌخٗ٤خطٜخ ك ٢طؼِ ْ٤ػيى ٓليٝى ٖٓ
حُيحٍٓ ٖ٤ك ٢حُـخٓؼخص حُ٘ظخٓ٤ش ،رَ ٔ٣ظل٤ي ٜٓ٘خ ػيى ؿَ٤
ٓليٝى ٖٓ حُيحٍٓ ٖ٤ػزَ حُظو٘٤ش حُلي٣ؼش ُ٬طٜخ٫ص ٗٝوَ
حُٔؼِٓٞخصٗ ٞٛٝ ،ظخّ طؼِٞ٣ ٢ٔ٤حًذ حُظطٍ ّٞحص كٓ ٢ـخٍ
طٌُ٘ٞٞؿ٤خ ٗوَ حُٔؼِٓٞخص ٝحٓ٫ظلخىس ٜٓ٘خ ك ٢حُظؼًِٔ ،ْ٤خ حٗٚ
ٗظخّ ٣ ٫و٠غ ُوٞ٤ى حُِٓخٕ ٝحٌُٔخٕ ٔ٣ ٫ٝظٞؿذ حُ٫ظوخء
حُٔزخَٗ ر ٖ٤حُيحٍٓٝ ٖ٤حُٔيٌٍُٓ ،ٖ٤ح كٗ ٜٞظخّ ٣ـٔي كَ٣ش
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ٗوَ حُٔؼِٓٞخص ٝكَ٣ش ح٫هظ٤خًٍٔ ،خ حٗ ٚػَٝس اهظٜخى٣ش
٤٘١ٝش طٔخػي ػِ ٠طٞكٓ َ٤وَؿخص ُٔٞم حُؼَٔ ٝػ٬ؽ
حٌُؼ ٖٓ َ٤حَٓ٫ح ٝح٩ؿظٔخػ٤ش ًخُزطخُش ٝؿَٛ٤خ.

حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ٌٓ٘ ريء ىه ٍٞحُ٘ظخّ ًُٝي ٣٩ـخى
كِ ٍٞريِ٣ش ُ٨ػيحى حُٔظِح٣يس ك ٠ح٧هزخٍ ػِ ٠حُظؼِ ْ٤حُـخٓؼ٠
ٝح٣ـخى ٓ٘ظٓٞش ٓظٌخِٓش ك ٠ظَ حُـٞىس حُ٘خِٓش ُِظؼِ ْ٤ػٖ
رُؼي (ح٩ىٍ ،٢ٔ٣حُل.)1432 ،٢ُ٬٤

ُْ طؼي طوظ َٜحُـخٓؼخص ػِٗ ٠ظخّ حُظؼِ ْ٤حُٔزخَٗ رَ أٛزق
اٛظٔخّ حُـخٓؼخص حٞٓ ٕ٥ؿُ٘ ٚظخّ حُظؼِ ْ٤ػٖ رُؼي ٓٝخ ٣لووٚ
ٖٓ كؼخُ٤ش ٝؿٞىس ك ٢ططز٤ن ٌٛح حُ٘ظخّ ٝطلو٤ن حٓ٫ظلخىس
حُوٝ ٚ٘ٓ ٟٜٞطٌُ َ٤حُؼوزخص حُظ ٢طٞحؿ ٚحُط٬د ٝحُطخُزخص
ٝأػ٠خء ٤ٛجش حُظيٍٝ ،ْ٣طٔ٤ٜيُ ْٛوطٞحص ا٣ـخر٤ش كٗ ٢ظخّ
حُظؼِ ْ٤ػٖ رُؼي ٗل ٞطٌخَٓ حُٔ٘ظٓٞش حُظؼِ٤ٔ٤شٝ ،ؿخٓؼش حُِٔي
ػزي حُؼِٔ٤ُ ِ٣ض رؼ٤يس ػٖ حُظـَ٤حص حُظ ٢كِٜض ك٢
حُـخٓؼخص حُؼخُٔ٤ش رَ ٍحثيس كٌٛ ٢ح حُٔـخٍ ػِٔٓ ٠ظٟٞ
حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ،ك٘ظ٤ـش ُِظَٝف حُظ ٢طَٔ رٜخ
ؿخٓؼش حُِٔي ػزيحُؼِ ٖٓ ِ٣طِح٣ي ك ٢أػيحى حُط٬د
ٝحُطخُزخص حَُحؿز ٖ٤ك ٢حُ٫ظلخم رخُـخٓؼش ٞٓٝحًزش حٗ٧ظٔش
ٝحُٓٞخثَ حُلي٣ؼش ك ٢حُظؼِٝ ْ٤حُٔؼظٔيس ػِ ٠حُظو٘٤ش ٝحُظ٢
طٞحؿ٬١ ٚد ١ٝخُزخص ٓ٘طوش ٌٓش حُ ٌَُٔٓش ٝحُظ ٢طظٞحكن ٓغ
طٞحؿي ٖٛىحهَ ٓي٘٣ش ؿيس رخٟ٩خكش حُٞٓ ٠حؿٜش حُطِذ
حُ ُٔظِح٣ي ػِ ٠حُظؼِ ْ٤حُـخٓؼ ٖٓ ٢هخٍؿٜخٌُ ،ح كوي ٓؼض
حُـخٓؼش ر٘خءح ػِ ٠طٞؿٜخص حُيُٝش اُ ٠اطزخع ٗظخّ حُظؼِ ْ٤ػٖ
رُؼي ٝحُٞهٞف ػِ ٠حُٔ٘خًَ حُظٞ٣ ٢حؿٜٜخ حُط٬د ٝحُطخُزخص
ٖٓ ٌٛح حُ٘ظخّ ٝا٣ـخى كِ ٍٞكؼخُش ُظلو٤ن حٓ٫ظلخىس حُوٟٜٞ
ٓ٘.ٚ
ٝحٗط٬هخ ٓٔخ ٓزن أٛزق ٖٓ حُ ١ٍَٝ٠حٕ طو ّٞؿخٓؼش
حُِٔي ػزي حُؼِ ِ٣رِ٣خىس حٛ٩ظٔخّ رزَحٓؾ حُظؼِ ْ٤ػٖ رُؼي ك٠
ظَ حُظ٘ٔ٤ش حُٔٔظيحٓش ٓٝخ كووظش ٖٓ ا٣ـخر٤خص ػِٔٓ ٠ظٟٞ

أٍّ٘خ اٌذساصخ:

ِشىٍخ اٌذساصخ:

طٌٖٔ ح٤ٔٛش حُيٍحٓش ك ٢اُوخء حُٞ٠ء ػِ ٠حُظطٍٞحص حُلخُ٤ش
ٝحُٔٔظوزِ٤ش ُِظؼِ ْ٤حُـخٓؼ ٢رخٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ٝحُظ٢
طظٔخٗٓ ٠غ حُظٞؿ ٚحُلي٣غ ُِيُٝش ُٔٞحًزش ٓٞؿش حُظطٍٞحص
حُظٌُ٘ٞٞؿ٤ش حُوخىٓشٓٝ ،لخُٝش ا٣ـخى َ١م ريِ٣ش ُِظؼِْ٤
حُـخٓؼُٞٔ ٢حؿٜش ح٫ػيحى حُٔظِح٣يس َُِحؿز ٖ٤كٞٓٝ ،ٚ٤حًزش
حُظ٘خكْ ك ٢هطخع حُظؼِ ْ٤حُـخٓؼٝ ٢اُوخء حُٞ٠ء ػِ٠
حُـٞحٗذ ٝحُوٜخث ٚحُل٘٤ش كٓ ٢ـخٍ حُيٍحٓش حُظ ٢طُيػْ
حُظؼِ ْ٤ػٖ رُؼي.
حٌٗ٧خٍ حُظخُ٤ش ( )3 ،2 ،1طٟٞق حُظِح٣ي ك ٠ح٩هزخٍ ػِ٠
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ٌَُ ٖٓ حُط٬د ٝحُطخُزخص ك ٢حُـخٓؼش
ٖٓ ٗخك٤ش "ٝ ،أػ٠خء ٤ٛجش حُظيٍٗ ٖٓ ْ٣خك٤ش أهَ،ٟ
ًُٝ.ي ٌٓ٘ ػخّ ٛ 1428ـ ٝكظٜٗ ٠خ٣ش حُل َٜحُيٍحٓ ٠حُؼخٗ٠
ُؼخّ ٛ 1431ـٗ ،ظ٤ـش ٓٞحًزش حُؼٍٞس حُٔؼَك٤ش حُؼخُٔ٤ش طٔ٘٤خ
ٓغ حُظويّ حُٔؼَك ٢ػِٔٓ ٠ظ ٟٞحُؼخُْ ٗظَحً ُِظٓٞغ ك٢
حُظؼِ ْ٤حُـخٓؼٝ ٢اهزخٍ حُط٬د ٝحُطخُزخص رٍٜٞس ٓظِح٣يس
ٓ٘٣ٞخ ػِ ٠حُظؼِ ْ٤ػٖ رُؼئُٝ ،ؼَكش اطـخٛخص ػ٘٤خص
حُيٍحٓش رخُ٘ٔزش ٩طـخٛخص حُط٬د ٝحُطخُزخص  ٝأػ٠خء ٤ٛجش
حُظيٍٗ ْ٣لٓ ٞي ٟؿٞىس ٝكخػِ٤ش حُ٘ظخّ ٖٓ ٝؿٜش ٗظَْٛ
ًُٝي ٖٓ ه ٍ٬ح٩ؿخرش ػِ ٠آظز٤خٗ.ٖ٤

حٌَُ٘ ٍهْ (ٟٞ٣ )1ق طِح٣ي حػيحى حُط٬د ٝحُطخُزخص ًٌُٝي أػ٠خء ٤ٛجش حُظيٍ ْ٣حٌُ ٖ٣حُظلوٞح ر٘ظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٢ؿخٓؼش حُِٔي ػزيحُؼِ ِ٣ه ٍ٬حُٔ٘ٞحص حُٔخروش

) (550

978-9948-497-11-0

حٌَُ٘ ٍهْ ( ٟٞ٣ )2ق حُِ٣خىس كٔٗ ٢زش ح٩هزخٍ ػِٗ ٠ظخّ حُظؼِ ْ٤ػٖ رُؼي ر ٖٓ ًَ ٖ٤حُط٬د ٝحُطخُزخصًُٝ .ي ٌٓ٘ ػخّ ٛ 1428ـ ٝكظٜٗ ٠خ٣ش حُل َٜحُيٍحٓ ٠حُؼخُٗ ٠ؼخّ
ٛ 1431ـ

حٌَُ٘ ٍهْ ( ٟٞ٣ )3ق ٗٔزش ُ٣خىس اهزخٍ أػ٠خء ٤ٛجش حُظيٍ ْ٣ػِٗ ٠ظخّ حُظؼِ ْ٤ػٖ رُؼي ًُٝي ٌٓ٘ ػخّ ٛ 1428ـ ٝكظٜٗ ٠خ٣ش حُل َٜحُيٍحٓ ٠حُؼخُٗ ٠ؼخّ ٛ 1431ـ



ح ١حٕ حٌٗ٧خٍ حُٔخروش ٟٝلض ٗٔزش حُِ٣خىس ك ٢ح٩هزخٍ ػِ٠
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ٖٓ هِزَ ًَ ٖٓ حُط٬د ٝحُطخُزخص
ًٌُٝي حػ٠خء ٤ٛجش حُظيٍٗ ْ٣ظَح ُِِٔح٣خ حُظ ٢كووٜخ ٖٓ
ك٤غ ؿٞىس حُظلخػَ رٓ ْٜ٘ٓ ًَ ٖ٤غ حُ٘ظخًُّٝ ،ي  ٕ٧أ١
ٗظخّ ؿي٣ي ٣ظَىى ح٧كَحى ك ٢حُيه ٍٞاُ ٌُٖٝ ٚ٤ػ٘يٓخ طظَٜ
ا٣ـخر٤خط٣ ٚزيأ حُ٘ظخّ ك ٢آظوزخٍ ح٧كَحى رٍٜٞس ٓظِح٣يس ٖٓ
ػخّ حُ ٠آهَٝ ،حُِ٣خىس ك ٢ح٩هزخٍ ػِ ٠حُظؼِ ْ٤ػٖ رُؼي ىػ٠
حُزخكؼش حُ ٠حُو٤خّ رخُيٍحٓش حُلخُ٤ش  ٖٓٝكوَ حُٞحهغ ٔ٤ٓ٫خ
حٜٗخ ٖٓٔ حُٓ٘ي حُ ْٜ٤اٌزذسٌت  ِٓٚثُ ِّبسصخ اٌزذسٌش ػٓ
ثُؼذ ِٕز ئٔشبئٗ اٌى اَْ.





أ٘ذاف اٌذساصخ:
طٜيف حُيٍحٓش حُ ٠اُوخء حُٞ٠ء ػِٓ ٠خ:٢ِ٣
حُظؼَف ػِ ٠ح٣ُٞٝخص هطش حُظؼِ ْ٤ػٖ رُؼي ك ٢حٌُِٔٔش
حُؼَر٤ش حُٔؼٞى٣ش ٝاٗـخُحطٜخ ٝحَُ٣خىس رـخٓؼش حُِٔي
ػزيحُؼِ ِ٣رظطز٤ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ٓزٌَحً ٓٝخط٘ط١ٞ
ػِ ٚ٤حُيٍحٓش حُٔ٤يحٗ٤ش ُٔخ:٢ِ٣
 حُظؼَف ػِٓ ٠ي ٟؿٞىس ططز٤ن ٗظخّ حُظؼِ ْ٤ػٖ
رُؼي ك ٢ؿخٓؼش حُِٔي ػزي حُؼِ.ِ٣
ٓ ؼَكش ٓي ٟهيٍس حُط٬د ٝحُطخُزخص ػِ ٠حٓ٫ظلخىس
ٖٓ ٌٛح حُ٘ظخّ.
ٓ ؼَكش ٓي ٟهيٍس حُط٬د ٝحُطخُزخص ػِ ٠حُظلخػَ
ٓغ أػ٠خء ٤ٛش حُظيٍ.ْ٣

ٓؼَكش ٓي ٟهيٍس أػ٠خء ٤ٛجش حُظيٍ ْ٣ػِ٠
حُظلخػَ ٓغ حُط٬د ٝحُطخُزخص ٝهيٍط ْٜػِ٠
حٓظويحّ ٓٝخثَ ٝحىٝحص رَٗخٓؾ حُظؼِ ْ٤ػٖ رُؼي
رٍٜٞس ؿ٤يس.
كؼخُ٤ش ح٧ؿِٜس حُ ُٔٔظويٓش ك ٢حُٔ٘ظَح )(centra
ٝح ٖٓ (emes) ْ٤ٔ٣٩هٟٞٝ ٍ٬ف حُٜٞص
ٝؿٞىس ط ْ٤ٜٔحُٔخىس حُؼِٔ٤ش.
ٟز ٢ح٩هظزخٍحص ك ٢حُظؼِ ْ٤ػٖ رُؼيٝ ،كؼخُ٤ش
حُظيٍ٣ذ حُظؤ٫ ٢ِ٤ٛػ٠خء ٤ٛجش حُظيٍ ،ْ٣ططز٤ن
ٜٓخٍحص ػِٔ٤ش ٝػِٔ٤ش ٜٓٝخٍحص ح٩طٜخٍ.
ٓٔظوزَ حُظؼِ ْ٤حُـخٓؼ ٢ػٖ رُؼي ٖٓ هٍ٬
"حُـخٓؼش حُٔؼٞى٣ش حٌُ٩ظَ٤ٗٝش".

رضبؤالد اٌذساصخ
حػظٔيص حُيٍحٓش ػخ ٟهٔٔش ٓلخ ٍٝك ٢طٔخإ٫طٜخ ك٤غ
حٗظِٔض ػِ ٠حٓ٫جِش حُظخُ٤ش ٝحُظ ٢حطلوض ٓغ حٛيحف حُيٍحٓش:
حُظٔخإٍ ح( :ٍٝ٫حُٔل ٍٞحٟٞٝ َٛ :)ٍٝ٫ف ٗظخّ حُظؼِْ٤
ػٖ رُؼي ٣لون حُلؼخُ٤ش ك ٢حٓ٩ظويحّ؟ ٖٓ ك٤غُٜٞٓ :ش
حٓ٩ظويحّٝ ،حٓ٫جِش حُظ ٢طـط ٢حُٔئحٍ ٍهْ (ٖٓ ٌَُ )1
حُط٬د ٝحُطخُزخص ٝحػ٠خء ٤ٛجش حُظيٍٟٞٝ :٢ٛ ْ٣ف
حُٜٞص ك ٢حُ٘ظخّ حػ٘خء حُ ُٔلخَٟسٟٞٝ ،ف ػَ ٝحُٔخىس
حُؼِٔ٤ش ٖٓ ك٤غٛ :لخء حُٜٞصٝ ،ؿٞىطُٜٞٓ ،ٚش طويْ٣
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حُٞحؿزخص ٫ ،حٓظط٤غ ك ْٜحُٔخىس حُؼِٔ٤ش ؿ٤يحً ربٓظويحّ ٗظخّ
حُظؼِ ْ٤ػٖ رُؼي.
حُظٔخإٍ حُؼخٗ( ٢حُٔل ٍٞحُؼخٗ٘ٛ َٛ :)٢خى ٓ٘خًَ ٖٓ
حٓظويحّ حُ٘ظخّ حًؼَ ٖٓ ا٣ـخر٤خطٚ؟ ٖٓ ك٤غ :طٌٍَ كَٜ
حُ٘ظخّ ٖٓ ٝهض ٥هَ ،ػيّ طٔـ َ٤حُٔلخَٟس ،حٗ٩ظظخٍ
كظَس ُلظق حُ٘ظخّٝ ،حٓ٫جِش حُظ ٢طـط ٢حُٔئحٍ ٍهْ ( ) 2
ٌَُ ٖٓ حُط٬د ٝحُطخُزخص ٝحػ٠خء ٤ٛجش حُظيٍ:٢ٛ ْ٣
ٝؿٞى ٓ٘خًَ ًؼَ٤س طٞحؿ ٢ٜ٘حػ٘خء حٓظويحٓٗ ٢ظخّ حُظؼِْ٤
ػٖ رُؼي ،طيٍ ْ٣حُٔوٍَحص حُيٍحٓ٤ش رخُظؼِ ْ٤ػٖ رُؼي حكَ٠
ٖٓ ٣َ١وش حُٔلخَٟحص حُظوِ٤ي٣ش ،طؼِْ حُٔوٍَ حُيٍحٓ ٢ػٖ
٣َ١ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ٠ُ٣ؼق حُؼ٬هش رٝ ٢٘٤رٖ٤
حػ٠خء ٤ٛجش حُظيٍ.ْ٣
حُظٔخإٍ حُؼخُغ( :حُٔل ٍٞحُؼخُغ)٘ٛ َٛ :خى ُٜٓٞش حُظلخػَ
ٓغ حُ٘ظخّ ٌَُ ٖٓ حػ٠خء ٤ٛجش حُظيٍٓ ْ٣غ حُط٬د
ٝحُطخُزخص ٝحُؼٌْ؟ ٖٓ ك٤غ حُٔلخىػش َٗٝف حُٔخىس حُؼِٔ٤ش،
آظويحّ حىٝحص حُ٘ظخّ ( حُؼَ ،ٝحُٔزٍٞس ( Blackboad
) ،حُٔلخىػش ( ٓ ،)chatظخرؼش ك َٜحُط٬د ٝحُطخُزخص ٖٓ
ه ٍ٬أٍهخٓٓٝ ٖٜلخىػظٝ ،ٖٜحٓ٫جِش حُظ ٢طـط ٢حُٔئحٍ ٍهْ
( ٖٓ ٌَُ ) 3حُط٬د ٝحُطخُزخص ٝحػ٠خء ٤ٛجش حُظيٍْ٣
ُٜٞٓ :٢ٛش حُظلخػَ ٓغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼيُٜٞٓ ،ش
حُٔ٘خًٍش ٝحُظلخػَ ٓغ حػ٠خء ٤ٛجش حُظيٍ٘ٛ َٛ ،ْ٣خى
ُٜٓٞش ك ٢ط ْ٤ٜٔحُٔخىس حُؼِٔ٤ش حُظ ٢طْ ططَٛ٣ٞخ ٖٓ هزَ
حػ٠خء ٤ٛجش طيٍ ْ٣ك ٢حٌُِ٤خص ُِؼٔخىس؟٘ٛ َٛ ،خى ٓٝخثَ
ٟز ٢ح٫هظزخٍحص رطَ٣وش كؼخُش؟ ٖٓ ك٤غ :طـط٤ش ٝهض
ح٩هظزخٍ؟ ُٜٓٞش ط٣ ،ٚٔ٤ٜٔـذ حهَحٍ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي
ك ٢حُـخٓؼش ُظيٍ ْ٣حُٔوٍَحص حُيٍحٓ٤ش.
حُظٔخإٍ حَُحرغ( :حُٔل ٍٞحَُحرغ)ٞ٣ َٛ :ؿي ىػْ ك٘ ٢ك٢
حُٞهض حُٔ٘خٓذ ُِٔٔخػيس؟ًُٝ ،ي ُِظؤًي ٖٓ طٞك َ٤حُويٓش
ُِ ُٔظؼخِٓٓ ٖ٤غ حُ٘ظخّٔ٤ٓ٫ ،خ حٕ ح ١هَِ ك ٢حُيػْ حُل٘٢
٣ئى ١حُٝ ٠ؿٞى كـٞس ك ٢آظَٔحٍ٣ش حُؼَٔ ٖٓ ه ٍ٬حُ٘ظخّ،
ٌُح طؤٓ ٖ٤حُيػْ حُل٘٣ ٢ئى ١حُ ٠اٗٔ٤خر٤ش حُؼَٔ ٝآظَٔحٍ٣ظٚ
ػِ ٠حًَٔ ٝؿ.ٚ
حُظٔخإٍ حُوخْٓ( :حُٔل ٍٞحُوخْٓ) َٛ :حُيٍٝس حُظؤ٤ِ٤ٛش
ًخك٤ش ُِظلخػَ ٓغ حُ٘ظخّ؟ ٖٓ ك٤غ :طـطٝ ٚ٤هض حُظؤ،َ٤ٛ
ٓٞػي حُيٍٝحص ٓ٘خٓذٝ ،حٕ حُظيٍ٣ذ ٣ظْ هزَ حُيٍٝس رٞهض
ًخكٝ .٢ك ٢حُٞحهغ حٕ ٌٛح حُٔئحٍ ُ٣ـط ٠ؿخٗذ حٓخٓٞٛٝ ٢
طؤ َ٤ٛػ٤ٛ ٞ٠جش حُظيٍٝ ْ٣طيٍ٣ز٣ ٢ٌُ ٚظٌٖٔ ٖٓ ٓٞحؿٜش
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ٔ٤ٓ٫خ حٕ حٗ ١ظخّ ؿي٣ي طُوخرِٛ ٚؼٞرخص
كظ٣ ٠ظؤهِْ ٓؼٝ ،ٚحُظيٍ٣ذ ٝحُظؤ َ٣ُِ٣ َ٤ٛطِي حُٜؼٞرخص رَ
٣ٌُ٣زٜخ كظُٜ٣ ٠زق حُؼَٔ ٖٓ ه ٍ٬حُ٘ظخّ  َ٤ٔ٣كَُٔ٣ ٢
ُٜٞٓٝش.
حُظٔخإٍ حُٔخىّ( :حُٔل ٍٞحُٔخىّ)ٔ٣ َٛ :خػي حُ٘ظخّ ػِ٠
ططٜٓ َ٣ٞخٍحص ػ٤ٛ ٞ٠جش حُظيٍ ٖٓ ْ٣هٔٓ ٍ٬خٍٓش
ٝحُظيٍ ْ٣كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي؟ ٖٓ ك٤غ :حُٜٔخٍحص
حُؼِٔ٤ش ٝحُؼِٔ٤ش ،ح٩طٜخٍ ٝحُظٞحَٛ؟ ٟٞٝ َٛٝف ٗظخّ
حُظؼِ ْ٤ػٖ رُؼي ٣لون ُٜٓٞش ك ٢حٓ٩ظويحّ؟.

أدٚاد اٌذساصخ:
هخٓض حُيٍحٓش ربػيحى آظز٤خٗ ،ٖ٤حكئٛخ ُٝع ػِ ٠حُط٬د
ٝحُطخُزخص ٝح٥هَ طْ ط٣ُٞؼ ٚػِ ٠أػ٠خء ٤ٛجش حُظيٍْ٣
ك٤غ طٜيف حُ ٠ح٩ؿخرش ػِ ٠طٔخإ٫ص حُيٍحٓش حُٔخروش
ًٔخ:٢ِ٣
ح :٫ٝه٤خّ اطـخٛخص حُط٬د ٝحُطخُزخص ٗلٗ ٞظخّ حُظؼِ ْ٤ػٖ
رُؼي ٖٓ ك٤غ ُٜٓٞش حُظلخػَ ٓغ حُ٘ظخُّٜٞٓ ،ش حُٔ٘خًٍش
ٝحُظلخػَ ٓغ حػ٠خء ٤ٛجش حُظيٍٟٞٝ ،ْ٣ف حُٜٞص ك٢
حُ٘ظخّٟٞٝ ،ف ػَ ٝحُٔخىس حُؼِٔ٤شُٜٞٓ ،ش طويْ٣
حُٞحؿزخص ،ك ْٜحُٔخىس حُؼِٔ٤ش رخٓظويحّ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي،
اهَحٍ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٢حُـخٓؼش ُظيٍ ْ٣حُٔوٍَحص
حُيٍحٓ٤ش ،طؼِْ حُ ُٔوٍَ حُيٍحٓ ٖٓ ٢هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ
رُؼي ٠ُ٣ؼق حُؼ٬هش ر ٖ٤حُطخُذ ح ٝحُطخُزش ٝػ٤ٛ ٞ٠جش
حُظيٍٝ ،ْ٣ؿٞى ٓ٘خًَ ًؼَ٤س حػ٘خء حٓظويحّ ٗظخّ حُظؼِ ْ٤ػٖ
رُؼي ،طيٍ ْ٣حُٔوٍَحص حُيٍحٓ٤ش رخُظؼِ ْ٤ػٖ رُؼي حكٖٓ َ٠
٣َ١وش حُٔلخَٟحص حُظوِ٤ي٣ش.
ػخٗ٤خ ً :ه٤خّ اطـخٛخص أػ٠خء ٤ٛجش حُظيٍٗ ْ٣لٗ ٞظخّ حُظؼِْ٤
ػٖ رُؼي٣ ،ظٔظغ حُ٘ظخّ رٌَ٘ ػخّ رخُلخػِ٤ش ٝحٌُلخءس ،حُٔ٘خًَ
حُٔظَطزش ػِ ٠حٓظويحّ حُ٘ظخّ حًؼَ ٖٓ ا٣ـخر٤خطٜخُٜٞٓ ،ش
حُظلخػَ ٓغ حُط٬د ٝحُطخُزخصٟٞٝ ،ف حُٜٞص ك ٢حُ٘ظخّ،
ٝؿٞى ىػْ ك٘ ٢ك ٢حُٞهض حُٔ٘خٓذُٜٞٓ ،ش ط ْ٤ٜٔحُٔخىس
حُؼِٔ٤ش ٝػَٜٟخٟ ،ز ٢ح٫هظزخٍحص رطَ٣وش كؼخُش ،حُيٍٝس
حُظؤ٤ِ٤ٛش ًخك٤ش ُِظلخػَ ٓغ حُ٘ظخّٔ٣ ،خػي حُ٘ظخّ ػِ ٠ططَ٣ٞ
حُٜٔخٍحص.
ِٕٙجٍخ ٚػٍٕخ اٌذساصخ:
حػظٔيص حُيٍحٓش ػِٓ ٠خ :٢ِ٣حُيٍحٓخص حٌُٔظز٤ش حٍُٔ٘٘ٞس
اٌُظَ٤ٗٝخ ٝحُٜخىٍس ٓٞهغ ػٔخىس حُظؼِ ْ٤ػٖ رُؼي رـخٓؼش
حُِٔي ػزيحُؼِٝ ،ِ٣حُٔؼِٓٞخص حُٜخىٍس ٖٓ حًَُِٔ حُ٢٘١ٞ
ُِظؼِ ْ٤حٌُ٩ظَٝ ٢ٗٝحُظؼِ ْ٤ػٖ رُؼي ،حُيٍحٓخص حٌُٔظز٤ش
حٍُٔ٘٘ٞس اٌُظَ٤ٗٝخً ٝحُٜخىٍس ػٖ َٓ٘ٝع طؤٓ ْ٤حُـخٓؼش
حٌُ٩ظَ٤ٗٝش ،حُيٍحٓخص حُٔ٤يحٗ٤ش ( :طٝ ْ٤ٜٔطلِ َ٤حٓ٩ظز٤خٕ
رـخٓؼش حُِٔي ػزيحُؼِٗ ،ِ٣ظخثؾ ٝط٤ٛٞخص حُيٍحٓش ٝهي طْ
حٓظويحّ حُٜٔ٘ؾ حُٛٞل ٢حُظلِ ٢ِ٤ك ٢حُيٍحٓشٝ ،طْ ؿٔغ
حُٔؼِٓٞخص ػٖ ٣َ١ن حٓظزخٗظ ٖ٤أػيص ُٔؼَكش أٍحء ٓـظٔغ
حُيٍحٓشُٝ ،وي ٍٝػ ٢ك ٢اػيحىٛخ أىر٤خص حُيٍحٓش ك٤غ طْ
اؿَحء ىٍحٓش آظط٬ػ٤ش ػِ٣َٗ ٠لش ٖٓ حُط٬د
ٝحُطخُزخص حٌُِ ٖ٣ىٍٓٞح ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ًٌُٝي ػِ٠
َٗ٣لش ٖٓ حػ٠خء ٤ٛجش حُظيٍ ْ٣حٌُِ ٖ٣هخٓٞح رخُظيٌٍ٘ٓ ْ٣
ريأ رَٗخٓؾ حُظؼِ ْ٤ػٖ رُؼي ُِظؤًي ٖٓ ٟٞٝف حٓ٫جِشٝ ،هي طْ
اهظ٤خٍ ػ٘٤ش ػ٘ٞحث٤ش ٖٓ ًَ ٖٓ ػ٘٤خص حُيٍحٓش ُظ٣ُٞغ
حٓ٫ظزخٗخصٝ ،هي طْ طلي٣ي ػ٘٤ش حُيٍحٓش ٖٓ ٓـظٔغ حُيٍحٓش
ٝحُظ ٢طُٔؼَ ػ٘٤ش حُيٍحٓشًُٝ ،ي ٖٓ ه ٍ٬حُٔؼخىُش حُظخُ٤ش:
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ٝكـْ ٓـظٔغ حُيٍحٓش رخُ٘ٔزش ُِط٬د ٝحُطخُزخص ( = ) N
ٝ ، 1141كـْ ػ٘٤ش حُط٬د ٝحُطخُزخص )،287 = (n
ٔٗٝزش حُوطؤ (0.05 = )A
ٝكـْ ٓـظٔغ حُيٍحٓش رخُ٘ٔزش ٧ػ٠خء ٤ٛجش حُظيٍْ٣
)ٝ ،293 =(Nكـْ ػ٘٤ش أػ٠خء ٤ٛجش حُظيٍ166 = (n) ْ٣
ٞٓٝف طؼَ ٝحُيٍحٓش حُـيح ٍٝح٩كٜخث٤ش ُو٤خّ اطـخٛخص
ًَ ٖٓ حُط٬د ٝحُطخُزخص ٝأػ٠خء ٤ٛجش حُظيٍٗ ْ٣ل" ٞ
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٢ؿخٓؼش"حُِٔي ػزيحُؼُِِ ِ٣ظؤًي ٖٓ
ؿٞىس ٝؿي ٟٝططز٤ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼئً ،خ ٟٓٞ٤ق ك٢
حُيٍحٓش حُٔ٤يحٗ٤ش ٫كوخ ً.

اٌفصً اٌثبٌث
اٌذساصخ اٌٍّــــــــــــــذأٍخ:
(اٌزؼٍٍُ ػٓ ثُؼذ فً جبِؼخ اٌٍّه ػجذاٌؼزٌز )

ػٖ رُؼي رخ َٓ٧حُٔخٓ ٢حٌَُ ْ٣كٛ1425/5/11 ٢ـ رظؤْٓ٤
ػٔخىس حُظؼِ ْ٤ػٖ رُؼيٝ.،ريأ حُزَٗخٓؾ ك ٢حُظ٘ل ٌ٤حُلؼِ٢
ٓ٩وزخٍ حُط٬د ٝحُطخُزخص ك ٢ػخّ ٛ1428ـ حُ ٠حٖٓ ٕ٥
ك َ٠هللا.
آٌـــٍخ اٌزذسٌش فً ٔظبَ اٌزؼٍٍُ ػٓ ثُؼذ ِٓ خالي ٔظبًِ
Centra , Emes
رخُ٘ٔزش ٤ُ٧خص حُظيٍ ٖٓ ْ٣هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ رُؼي ،كبٗٚ
٣ظْ ٖٓ هٞٓ ٍ٬هغ حُيه ٍٞك ٢ػٔخىس حُظؼِ ْ٤ػٖ رُؼي
ُِظيٍٞ٣ ،ْ٣ؿي ٗظخّ ُِ emesيهُِٔ ٍٞخىس حُٔؼَٟٝش ػ٘ي
طيٍٓ ْ٣خىس ٓخ ٝحُظ ٢طْ ططَٛ٣ٞخ ٖٓ هِزَ حٓخطٌس حُٔٞحى
ُؼٔخىس حُظؼِ ْ٤ػٖ رُؼي ٓخروخً ك ٢حٌُِ٤خصٝ ،ح٠٣خً ٞ٣ؿي ك٢
حُٔٞهغ ٗظخّ ًُٝ centraي ُٔوخرِش حُط٬د حُطخُزخص
ٝحُظٞحٓ َٛؼَُ٘ ْٜف حُٔخىس حُؼِٔ٤ش ٘ٓٝخه٘ظٜخ ٖٓ هٍ٬
حُ٘ظخّ ًٔخ ٓ٤ؤط٫ ٢كوخ ً ك ٢حُؼَ:ٝ
اٚال :ششح وٍفٍخ اٌذخٛي اٌى ٔظبًِ Emes, Centra

طؼظزَ ؿخٓؼش حُِٔي ػزي حُؼِ ِ٣رـيس ٖٓ ح ٍٝؿخٓؼخص
حٌُِٔٔش حَُٔٗلش ٖٓ هِزَ ُٝحٍس حُظؼِ ْ٤حُؼخُُ ٢ز٘خء ًٗٔٞؽ
٣وظي ٟر ٚكَٓ ٢ػش طط َ٣ٞآُ٤خص حُظؼِ ْ٤ػٖ رُؼي ٝحُظؼِْ٤
حٌُ٫ظَ ،٢ٗٝك٤غ ريأص رخُلؼَ حُظـُ ِ٤ٜظطز٤ن ٗظخّ حُظؼِْ٤

ٖٓ ٓٞهغ حُـخٓؼش ٣ظْ اهظ٤خٍ حُويٓخص حٌُ٩ظَ٤ٗٝش ُِيهٍٞ
ػًِٔ emes , centra ٖٓ ًَ ٠خ ك( ٢حٌَُ٘ )1

حٌَُ٘ ٍهْ (ٞٓ )4هغ حُـخٓؼش ُِيه ٖٓ ٍٞه ُٚ٬حُ ٠حُويٓخص حٌُ٩ظَ٤ٗٝش
ك٤غ ٣و ّٞحُٔٔظويّ ربهظ٤خٍ ٗظخّ )ُِ (emesيه ٍٞػِ ٠حُٔخىس حُؼِٔ٤ش ًٔخ ك ٢حٌَُ٘ ()5
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حٌَُ٘ ( )5حُيه ٍٞػِٛ ٖٓ emes ٠للش حُويٓخص حٌُ٩ظَ٤ٗٝش odus

ٞٓٝف ٣ظْ َٗف ً٤ل٤ش حُيه ٍٞػِٗ ٠ظخّ ٓٝ emesخ٣ظزؼٜخ ٖٓ هطٞحص حُيه ٍٞرٟٞغ حْٓ حُٔٔظويّ ًِٔٝش حَُٔ ًٔخ ك٢
حٌَُ٘ حُظخٍُ ٢هْ ( َٗ ) 6ف ً٤ل٤ش حُيه ٍٞػِٗ ٢ظخّ ()EMES

حٌَُ٘ ( )6ػ٤ٛ ٞ٠جش حُظيٍ٣ ْ٣وظخٍ حُؼَ ٝحٌُ٤ٓ ١و ّٞرٞٓ ٚحء

ٓظخرؼش حُٔخىس حُؼِٔ٤ش حُظًُٝ ٢ي ربٓظويحّ ح ٖٓ ١حُوطٞحص
حُظَ٣ ٢ؿزٜخ ػ٤ٛ ٞ٠جش حُظيٍ ٖٓ ْ٣ك٤غ :ػَ ٝحُٔخىس
حُؼِٔ٤ش حُظ ٢طْ ططَٛ٣ٞخ ٝطلَٛ٤٠خ ٖٓ هِزَ ػٔخىس حُظؼِْ٤
ػٖ رُؼي ،حُٞحؿزخصٛٝ ،ق حُٜٔ٘ؾ ،هخٓ ّٞحُٜٔطِلخص،

ٓ٘ظي٣خص ،حُزَ٣يٓ ،لخىػش ،حٓجِش ٗخثؼش ،اهظزخٍحصِٓ ،لخص
ُِظلٔ ،َ٤حؿ٘يس ح٫ػٔخٍ حُظَ٣ ٢ؿذ ػ٤ٛ ٞ٠جش حُظيٍْ٣
اػيحىٛخ.
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حٌَُ٘ ٍهْ (ٟٞ٣ )7ق ٓظخرؼش حُٔخىس حُؼِٔ٤ش ،ك٤غ ٣زيأ ػَ ٝحُٔخىس حُؼِٔ٤ش ُِط٬د ٝحُطخُزخص

حٌَُ٘ ( ٟٞ٣ )8ق حُٜللش حَُث٤ٔ٤ش ُِزَ٣ي كٗ ٢ظخّ emes

٣ظٌٖٔ ػ٤ٛ ٞ٠جش حُظيٍ ْ٣ػٖ ٣َ١ن  ٌٙٛحُٜللش ٖٓ
آٍخٍ ٝحٓظوزخٍ حُزَ٣ي حٌُ٫ظَ ٢ٗٝحُوخ ٙرـ  ،emesك٤غ

٣و ّٞرظلٌَٛ َ٣ح حُزَ٣ي ك ٚٗ ٌَٗ ٢ػخى ١أ ٝرخٓظويحّ
حُٔلٍَ حَُٔث ُِٜٙٞ٘ ٢حٌُ٣ ١ؼط ٢حٌٓ٩خٗ٤ش ُٓ٬ظخً ٖٓ
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اٟخكش ٓئػَحص هخٛش ػِ ٠حُ٘ٓ ٚؼ : ً٬ه٤ٔٓ ٢ي  ,اٗ٘خء

ؿيح ُٕٞ , ٍٝحُوٝ ٢حٍ٫طزخ١خص حُظ٘ؼز.ٚ٤

حُٔ٘ظي٣خص

حُٔ٘ظي٣خص  ٢ٛ :ػزخٍس ػٖ اكيٓٝ ٟخثَ ح٫طٜخٍ ؿَ٤
حُٔظِحٓ٘ش ٝحُظٞ٣ ٢كَٛخ ٗظخّ حُظؼِ ْ٤حٌُ٫ظَemes ٢ٗٝ

ُُٜٔٞش َ١ف ح٧كٌخٍ ر ٖ٤حُط٬د ٝحُطخُزخص ٝأٓظخً حُٔخىس
ٝطزخىٍ ح٫كٌخٍ  ٝحُوزَحص.

حٌَُ٘ ( ٓ )9ؼخٍ ٛللش كُٞٔ ٢ح٤ٟغ حُٔ٘ظي ٟحُٔ٘ظي٣خص
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حٌَُ٘ ( )10ػَ ٝهخثٔش حُٔ٘ظي٣خص حُظ ٢طْ اٗ٘خإٛخ ٖٓ هزَ ػ٤ٛ ٞ٠جش حُظيٍْ٣

حٌَُ٘ ( ٓ ) 11ؼخٍ ُٔٞح٤ٟغ ك ٢حُٔ٘ظي ٟحُظ ٢طُؼَ ٖٓ ٝهِزَ حُطخُزخص
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حٌَُ٘ (ٓ ) 12ؼخٍ ٍى ػ٤ٛ ٞ٠جش حُظيٍ ْ٣حُٔخىس ػِ ٠حكي ٓٞح٤ٟغ حُٔ٘ظي ٟحٌُ ١ػَٟظ ٚاكي ٟحُطخُزخص

حٌَُ٘ ٍهْ (ٍ )13ىٝى رؼ ٞحُطخُزخص ػِٟٞٞٓ ٠ع ٓ٘ظي٩ ٟكي ٟحُطخُزخص

أٓجِش ٗخثؼش

ٖٓ ه ٌٙٛ ٍ٬حُوخ٤ٛش طٔظط٤غ أٓظخًس حُٔخىس ح٩ؿخرش ػٖ
حٓ٧جِش حُٔظٌٍَس ُي ٟحُطخُزخصٝ .ط٤ٟٞق رؼ ٞحُ٘وخ ١حُظ٢
طٌ ٕٞىحثٔخ ً ٟٓٞغ طلٌُ َ٤ي ٟحُطخُزخص.
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حٌَُ٘ ٍهْ (  )14هخثٔش حٓ٧جِش حُ٘خثؼش

حٌَُ٘ ٍهْ (ٓ ) 15ؼخٍ ػِ ٠رؼ ٞحٓ٧جِش حُ٘خثؼش ٝح٩ؿخرش ػِٜ٤خ ٖٓ هِزَ ػ٤ٛ ٞ٠جش حُظيٍْ٣

حُظوخٍَ٣

طظ٤ق  ٌٙٛحُٜللش ُِٔيٍّ ٝحُطخُذ ٓظخرؼش طط ٍٙٞػٖ
٣َ١ن ػيى حُٜللخص حُظ ٢هخّ رِ٣خٍطٜخ ٝحُِٖٓ حُٔٔظـَم
ٌَُ ُ٣خٍس اٟخكش اُ١ ٠زخػش ٝطِ٘ ٌٙٛ َ٣حُظوخٍٝ .َ٣طوظِق
ٛللش حُظوخٍُ َ٣ي ٟحُطخُذ ػٖ ٛللش طوخٍ َ٣حُٔيٍّ ٖٓ

ك٤غ ٗٞػ٤ش حُظوخٍ َ٣حُٔٔٔٞف ُِطخُذ ٓ٘خٛيطٜخ ٝحُظ ٢طٌٕٞ
ك ٢حُـخُذ طوخٍٓ َ٣ظخرؼش حُٜللخص ٝحُٞحؿزخص ٓٝلظ٣ٞخص
حُٔخىس ٝطوخٍٓ َ٣ظخرؼش ح٫هظزخٍحص.
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حٌَُ٘ ٍهْ ( ٓ )16ؼخٍ ػِٛ ٠للش حُظوخٍ َ٣حُوخٛش رؤٓظخًس حُٔخىس

حٌَُ٘ ٍهْ (  )17طوَٓ َ٣ظخرؼش حُٜللخص
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حٌَُ٘ ٍهْ (  )18طوَٓ َ٣ظخرؼش ط٣ُٞغ حُٜللخص

حٌَُ٘ ٍهْ ( ٟٞ٣ ) 19ق ط٣ُٞغ حُطخُزخص كٓ ٢لخَٟس كٌٓٞش اٌُظَ٤ٗٝش
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حٌَُ٘ ٍهْ ( ٗ ) 20ظخثؾ ح٩هظزخٍحص حُي٣ٍٝش ُِطخُزخص ٖٓ هemes ٍ٬

حٌَُ٘ ٍهْ (ٛ )21للش حُٔ٘ظَح حػ٘خء حُٔلخَٟس
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حٌَُ٘ ٍهْ (ٟٞ٣ )22ق حهظزخٍحص ك ٢ح emes ْ٤ٔ٣٩اكيحٔٛخ طْ آٍخُُِ ٚطخُزخص ٝح٫هَ ٘٣ظظَ ى٣ ٢ٌُ ٍٙٝو ّٞػ٤ٛ ٞ٠جش حُظيٍ ْ٣ربٍٓخُ٫ ٚكوخ ً

حٌَُ٘ ٍهْ (َٗ )23ف ً٤ل٤ش حُيه ٍٞحُٗ ٠ظخّ حُٔ٘ظَح centra

حٌَُ٘ ٍهْ (ٟٞ٣ )20ق ٓٞهغ حُيه ٍٞحُٗ ٠ظخّ حُٔ٘ظَح
ٝ ،Centraحٌَُ٘ حُظخُ٣ ٢ز ٖ٤حُٔخىس حُؼِٔ٤ش حُظ٣ ٢وّٞ

حُط٬د ٝحُطخُزخص ريٍحٓظٜخ اٌُظَ٤ٗٝخ ٖٓ هٗ ٍ٬ظخّ
ًٔ Centraخ ك ٢حٌَُ٘ حُظخٍُ ٢هْ (:)21
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حٌَُ٘ ٍهْ (ٟٞ٣ )24ق ٛللش ػ٤ٛ ٞ٠جش حُظيٍ ْ٣كٗ ٢ظخّ حُٔ٘ظَح ُ centaو٤خىس حُٔلخَٟس ح ٝحُزيء رٜخ

ٝحُيه ٖٓ ٍٞحُويٓخص حٌُ٫ظَ٤ٗٝش ػِٗ ٠ظخّ حُٔ٘ظَح
) (Centraحْٓ حُٔٔظويّ ٞٛٝ( :ح ْٓ٧حٌُٔ٣ ١ظويٓٚ
ػ٤ٛٞ٠جش حُظيٍ ْ٣ك ٢حُيه ٍٞػِ ٢حُ٘زٌش حُوخٛش
رخُـخٓؼ ٚأ ٝحُزَ٣ي حٌُ٧ظًَِٔ ٝ ،)٢ٗٝش حًَُِٔٔ ٢ٛٝ( :ش
حَُٔ حُوخٛش ر٘زٌش حُـخٓؼ ٚأ ٝحُزَ٣ي حٌُ٧ظَ ،)٢ٗٝػْ
حُ٠ـ ٢ػِ ٠ه٤خىس ك٤غ ٓٞهغ ٓلخَٟس ػ٤ٛ ٞ٠جش

حُظيٍٝ ،ْ٣طُلظق ٛللش حُظٞح َٛحٌُ٫ظَ )Chat ) ٢ٗٝرٖ٤
ػ٤ٛ ٞ٠جش حُظيٍٝ ْ٣حُط٬د ٝحُطخُزخص.
ٟٞ٣ق حٌٍُِ٘ ٖ٤هْ (ٗ )25،26ظخّ حُٔ٘ظَح  centraحػ٘خء
حُوخء حُٔلخَٟس (ػَ ٝرؼ ٞحُٔٞحى حُؼِٔ٤ش) ُِطخُزخص
٣ٝظ َٜطـخٝد حُطخُزخص ٓغ ػٞ٠س ٤ٛجش حُظيٍْ٣
رخُٔلخىػش ٝ chatحَُى ػِ ٠حٓ٫ظلٔخٍحص.

حٌَُ٘ ٍهْ (ٟٞ٣ )25ق حُٔلخىػش ك ٢حُٔ٘ظَح ر ٖ٤حٓ٫ظخًس ٝحُطخُزخص ػ٘ي ريء حُٔلخَٟس
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حٌَُ٘ ٍهْ (ٟٞ٣ )26ق ٗظخّ حُٔ٘ظَح حػ٘خء ػَ ٝحُٔلخَٟس ٝطظٓ َٜلخىػش حُطخُزخص ٝ chatح٠٣خً  ٖٓ appshaireحُٔ٘ظَح )ٝ ( centraحٌُ ٌِٖ ُٔ٣ ١حُطخُزخص ٖٓ
حُيه ٖٓ ٍٞه ٍ٬حٓ٫ظخًس حُ ٠حْ٤ٔ٣٩

ٝكٔ٤خ  ٢ِ٣حٌٗخٍ طٟٞق ٗظخثؾ طلَ٣ؾ حٓ٩ظزخٗظ ٖ٤ػِٖٓ ًَ ٠
حُط٬د ٝحُطخُزخص ًٌُٝي حػ٠خء ٤ٛجش حُظيٍْ٣

ح :٫ٝه٤خّ اطـخٛخص حُط٬د ٝحُطخُزخص ٗلٗ ٞظخّ حُظؼِ ْ٤ػٖ
رُؼي:
 ٖٓ .1ك٤غ ُٜٓٞش حُظؼخَٓ ٓغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

حٌَُ٘ ٍهْ ( ُٜٞٓ ) 27ش حُظؼخَٓ ٓغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

٣ظ٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش اؿخرش ُؼ٘٤ش حُط٬د
ٝحُطخُزخص ًخٗض ٞٓ( %54حكن)ًٌُٝ،ي ٞٓ( %23حكن
ر٘يس) ،ح ١حٕ ٓؼ ْ٠حكَحى حُؼ٘٤ش ٣ئ٣يُٜٞٓ ٕٝش ططز٤ن
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ،حٓخ حُلجش ٓلخ٣ي ٝؿٞٓ َ٤حكن ٍرٔخ ْٜٗ٫

ُ٫حُٞح ؿ َ٤هز ٖ٣َ٤ك ٢حُظو٘زش ح ٝح ٕ٫ ٝحُ٘ظخّ كي٣ؼخً رخُ٘ٔزش
ُزؼ ٞحُط٬د ٝحُطخُزخص.

) (565

 ٖٓ .2ك٤غ ُٜٓٞش حُٔ٘خًٍش ٝحُظلخػَ ٓغ حػ٠خء
٤ٛجش حُظيٍْ٣
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حٌَُ٘ ٍهْ ( ُٜٞٓ ) 28ش حُٔ٘خًٍش ٝحُظلخػَ ٓغ حػ٠خء ٤ٛجش حُظيٍْ٣

حط٠ق ٖٓ ح٩ؿخرخص حُٔخروش حٕ حػِٔٗ ٠زش اؿخرش ًخٗض
ٞٓ( %59حكن)ٜ٤ِ٣ ،خ (ٞٓ( )23حكن ر٘يس ) ٓٔخ ٣يٍ ػِ٠
طلو٤ن طـخٝد كؼخٍ ر ٖ٤حُط٬د ٝحُطخُزخص ٝحػ٠خء ٤ٛجش
حُظيٍ ٖٓ ْ٣ه٘ٓ ٍ٬خًٍظٓ ْٜوخٍٗش رخُ٘ظخّ حُظوِ٤ي ١ك٢
حُظؼِ ْ٤حُـخٓؼ.٢

 ٖٓ .3ك٤غ ٟٞٝف حُٜٞص ك ٠حٓظويحّ ٗظخّ حُظؼِْ٤
ػٖ رُؼي

حٌَُ٘ ٍهْ (  ٖٓ )29ك٤غ ٟٞٝف حُٜٞص ك ٠آظويحّ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

 ٖٓ .4ك٤غ ٟٞٝف ػَ ٝحُٔخىس حُيٍحٓ٤ش كٗ ٢ظخّ
حُظؼِ ْ٤ػٖ رُؼي

حط٠ق ٖٓ حُٔئحٍ حُٔخرن ( ٟٞٝف حُٜٞص ك ٢حُ٘ظخّ )
كبٕ حػِٔٗ ٠زش ًخٗض ٞٓ( %50حكن) ًخٗض طئ٣ي ًُي
ربٓظويحّ ٗظخّ حُظؼِ ْ٤ػٖ رُؼئٓ ،خ٣يٍ ػِ ٠كؼخُ٤ش حٓ٩ظويحّ
ُِظو٘٤ش حُ ُٔٔظويٓش.

حٌَُ٘ ٍهْ (ٟٞٝ )30ف ػَ ٝحُٔخىس حُيٍحٓ٤ش كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي

حط٠ق ٖٓ ح٩ؿخرش ػِ ٠حُٔئحٍ حٕ حػِٔٗ ٠زش ًخٗض ( %40
ٓٞحكن )ٜ٤ِ٣ ،خ ٞٓ( %23حكن ر٘يس) ح ١حٕ حُط٬د
ٝحُطخُزخص ًخٗٞح ٣ئ٣يٝح ٟٞٝف ػَ ٝحُٔخىس حُيٍحٓ٤ش ك٤غ

طْ طلو٤ن آظلخىط ٖٓ ْٜك٤غ ط َ٤ٛٞحُٔؼِٓٞش رٍٜٞس ؿ٤يٙ
ٖٓ ه ٍ٬حُ٘ظخّ
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حُظؼِ ْ٤ػٖ رُؼي

 ٖٓ .5ك٤غ ُٜٓٞش طوي ْ٣حُٞحؿزخص ٖٓ هٗ ٍ٬ظخّ

حٌَُ٘ ٍهْ ( ٖٓ ) 31ك٤غ ُٜٓٞش طوي ْ٣حُٞحؿزخص ٖٓ هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ رُؼي

 ٖٓ .6ك٤غ ٓي ٟآٌخٗ٤ش ك ْٜحُٔخىس حُيٍحٓ٤ش رٌَ٘
ؿ٤ي ػٖ ٣َ١ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

حط٠ق ٖٓ ح٩ؿخرش ػِ ٠حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش ًخٗض
ٓ( %41لخ٣ي) رخُ٘ٔزش ُِٔئحٍ ( ُٜٓٞش طوي ْ٣حُٞحؿزخص )
ٍرٔخ ُظَىى حُزؼ ٞك ٢طوي ْ٣حُٞحؿزخص ح ٝػيّ ٓ٘خًٍش كؼخُش
ٓغ حُ٘ظخّ.

حٌَُ٘ ٍهْ (  ٖٓ ) 32ك٤غ ٓي ٟآٌخٗ٤ش ك ْٜحُٔخىس حُيٍحٓ٤ش رٌَ٘ ؿ٤ي ػٖ ٣َ١ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼـــــي

 .7اطـخ ٙحُط٬د ٝحُطخُزخص ٗل ٞاهَحٍ ٗظخّ حُظؼِْ٤
ػٖ رُؼي ك ٠حُـخٓؼش ُظيٍ ْ٣حُٔوٍَحص

حط٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش اؿخرش ًخٗض %44
(ؿٞٓ َ٤حكن ر٘يس)( %28 ،ؿٞٓ َ٤حكن)ٔٓ ،خ ٣يٍ ػِ٠
طؤً٤ي حُط٬د ٝحُطخُزخص آظ٤ؼخد ٝكُٔ ْٜخ ُِ٣و ٠ػِٖٓ ْٜ٤
ٓخىس ػِٔ ،ٚ٤ح ٖٓ ١ك٤غ حُويٍس ػِ ٠ط َ٤ٛٞحُٔؼِٓٞش
رٌَ٘ ؿ٤ي ٖٓ هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ رُؼي.

حٌَُ٘ ٍهْ (  ) 33اطـخ ٙحُط٬د ٝحُطخُزخص ٗل ٞاهَحٍ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٠حُـخٓؼش ُظيٍ ْ٣حُٔوٍَحص

حط٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش اؿخرش ًخٗض %48
(ٓٞحكن)ٝ ،حٕ ٔٗ %30زش اؿخرظٞٓ( ْٜحكن ر٘يس) ٓٔخ ٣ئًي
ٍؿزش ٓؼظْ حُط٬د ٝحُطخُزخص ػِ ٠اهَحٍ آظويحّ ٗظخّ

حُظؼِ ْ٤ػٖ رُؼي ك ٢حُـخٓؼش ًٌَ ،ح ١طؼٔٗ ٚٔ٤ظَح ُِلٞحثي
حُظ ٢كِٜٞح ػِٜ٤خ ٖٓ ططز٤و.ٚ
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حُظيٍْ٣

ٓ .8ي ٟطؤػٗ َ٤ظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٠اٟؼخف حُؼ٬هش
ر ٖ٤حُط٬د ٝحُطخُزخص ٝر ٖ٤حػ٠خء ٤ٛجش

حٌَُ٘ ٍهْ (  ) 34طؼِْ حُٔوٍَ ػٖ ٣َ١ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ٠٣ؼق حُؼ٬هش رٝ ٢٘٤ر ٖ٤ػ٤ٛ ٞ٠جش حُظيٍْ٣

حط٠ق حٕ حػِٔٗ ٠زش اؿخرش ًخٗض ( %43ؿٞٓ َ٤حكن ر٘يس)،
ٜ٤ِ٣خ ( %33ؿٞٓ َ٤حكن) ٓٔخ ٣يٍ ػِ ٠ػيّ ٓٞحكوش حُؼ٘٤ش
ػِ ٠حٕ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي رُؼي ٠ُ٣ؼق حُؼ٬هش ر ٖ٤حُط٬د
ٝحُطخُزخص ٝحػ٠خء ٤ٛجش حُظيٍ ،ْ٣رَ حُؼٌْ طُئًي طلو٤ن
طلخػَ حُط٬د ٝ ٝحُطخُزخص ٓغ حػ٠خء ٤ٛجش حُظيٍ.ْ٣

ٝ .9ؿٞى ٓ٘خًَ ًؼَ٤س طٞحؿ ٚحُط٬د ٝحُطخُزخص أػ٘خء
آظويحّ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

حٌَُ٘ ٍهْ ( ٝ )35ؿٞى ٓ٘خًَ ًؼَ٤س طٞحؿ ٚحُط٬د ٝحُطخُزخص أػ٘خء آظويحّ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

حط٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش اؿخرش ًخٗض %49
(ؿٞٓ َ٤حكن) ،ح ١حٕ ُٓؼظْ أكَحى حُؼ٘٤ش ٞ٣ ٫حكو ٕٞػِ ٠حٕ
٘ٛخى ٓ٘خًَ ًؼَ٤س طٞحؿ ْٜٜحػ٘خء آظويحّ حُ٘ظخّٝ ،هي ٞ٣ؿي
ٓؼٞهخص طٞحؿ ٚرؼ ٞحُط٬د ٝحُطخُزخص ػ٘ي آظويحْٜٓ
ُِ٘ظخّ كخُ٤خ ً ٗظ٤ـش كيحػش حُ٘ظخّ ٝػيّ طؤهِْ رؼ ٞحُط٬د
ٝحُطخُزخص ُِزوخء حٓخّ حُظو٘٤ش حُلي٣ؼش ُلظَس ِ٣ٞ١ش ىٕٝ
ح٩كٔخّ رخُٔ٘خًٍش حُِٔٔٓٞش ٖٓ هِزَ ػ٤ٛ ٞ٠جش حُظيٍ،ْ٣

ٝهي طؼظَ ٝرؼ ٞحُط٬د ٝحُطخُزخص ٓ٘خًَ كٗ ٢زٌش
حٗ٩ظَٗض ح ١هخٍؽ كيٝى حُ٘ظخّ (هخٍؽ حُـخٓؼش) ٍٝؿْ ًُي
 ٫ ٌٙٛطؼظزَ ٓؼٞهخص أٓخّ حُ٘ظخّ ُُِ ٍٞٛٞظلو٤ن حُـٞىٙ
حُ٘خِٓش ُِ٘ظخّ.
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 .10آظويحّ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ك ٠طيٍ ْ٣حُٔوٍَحص
أك٣َ١ ٖٓ َ٠وش حُٔلخَٟحص حُظوِ٤ي٣ش
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حٌَُ٘ ٍهْ (  ) 36طيٍ ْ٣حُٔوٍَحص رخُظؼِ ْ٤ػٖ رُؼي أك٣َ١ ٖٓ َ٠وش حُٔلخَٟحص حُظوِ٤ي٣ش

حط٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش اؿخرش ًخٗض %48
(ٓٞحكن) ،ح ١حٕ ٓؼظْ حُط٬د ٝحُطخُزخص ٣ئ٣يٕ طيٍْ٣
حُٔوٍَحص حُيٍحٓ٤ش ٖٓ هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ رُؼي ٍرٔخ
ُ٣٪ـخر٤خص حُظُ٣ ٢لووٜخ ٖٓ ٣َ١وش ػَ ٝحُٔخىس حُـٌحرش
ٝطلخػَ ػ٤ٛ ٞ٠جش حُظيٍ ْ٣آٗٓ ٢ؼ٘ٛ ٖٓٝ ،ْٜخ ٣ظَ٤ٓ َٜ
حُط٬د ٝحُطخُزخص ُ٘ظخّ حُظؼِ ْ٤ػٖ رُؼي اًح ٓخ طٔض ٓوخٍٗظٚ
ر٘ظخّ حُظؼِ ْ٤حُظوِ٤يٌٛٝ ،ٟح ٓخ ٣ئًي طلخػَ حُط٬د
ٝحُطخُزخص ٝأػ٠خء ٤ٛجش حُظيٍٗ ْ٣ظ٤ـش طل ٬ً ْٜحُطَكٖ٤
ُِ٘ظخّ ُٜٞٓٝش آظويحٓ ٚأٛزق حٌُؼ ٖٓ َ٤حُط٬د

ٝحُطخُزخص ٣لٗ ِٕٞ٠ظخّ حُظؼِ ْ٤ػٖ رُؼي ُٔخ ٣لووٖٓ ٚ
ُٜٓٞش ك ٠حُظِو - ٠رٌَ٘ ػخّ ٝ -طلو٤ن ٗظخثؾ كؼخُش ك٢
حُؼِٔ٤ش حُظؼِ٤ٔ٤ش.

ثبٍٔب :لٍبس ئرجب٘بد أػضبء ٍ٘ئخ اٌزذسٌش ٔذٛ
ٔظبَ اٌزؼٍٍُ ػٓ ثُؼذ:
 ٖٓ .1ك٤غ ُٜٓٞش حُظؼخَٓ ٓغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

حٌَُ٘ ٍهْ (  ٖٓ ) 37ك٤غ ُٜٓٞش حُظؼخَٓ ٓغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي

حط٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ أػِٔٗ ٠زش اؿخرش ًخٗض % 59
(ٓٞحكن)ٜ٤ِ٣ ،خ ٞٓ( %33حكن ر٘يس) ٓٔخ ٣ئًي طِْٔ حػ٠خء
٤ٛجش حُظيٍُُٜٞٔ ْ٣ش ٗظخّ حُظؼِ ْ٤ػٖ رُؼي حٓخ حُلجش حُٔلخ٣يس
ٍرٔخ ٌَُٓ ْٜٗٞطزط ٖ٤رؤػٔخٍ حهَُ ْ٤ُٝ ٟي ْٜ٣حُٞهض

حٌُخكُٔ ٢ظخرؼش حُ٘ظخٌُّ ،ح هي ٣ـٓ ِٕٜٞلظ٣ٞخطٌُ ٚح ًخٗٞح
ٓلخ٣ي ٖ٣ك ٢ح٩ؿخرش.
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 ٖٓ .2ك٤غ طٔظغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي
ٝحٌُلخءس رٌَ٘ ػخّ

رخُلخػِ٤ش
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حٌَُ٘ ٍهْ (٣ )38ظٔظغ حُ٘ظخّ رٌَ٘ ػخّ رخُلخػِ٤ش ٝحٌُلخءس

حط٠ق ٖٓ حُٔئحٍ حُٔخرن ( طٔظغ حُ٘ظخّ رٌَ٘ ػخّ رخُلؼخُ٤ش
ٝحٌُلخءس ) حٕ أػِٔٗ ٠زش اؿخرش ًخٗض ٞٓ( % 54حكن)،
ٞٓ( %42حكن ر٘يس)ٔٓ ،خ٣يٍ ػِ ٠حٕ حُ٘ٔزش ٓؼظْ حكَحى
حُؼ٘٤ش طئًي رؤٕ حُ٘ظخّ ٣ظٔظغ رٌَ٘ ػخّ رخُلؼخُ٤ش ٝحٌُلخءس
ٍرٔخ ُُٜٔٞش حٓ٩ظويحّ ٖٓ ه ٍ٬حُظؼخ ٕٝحٌُ٣ ١ويٓ ٚك٘ٞ٤ح

ػٔخىس حُظؼِ ْ٤ػٖ رُؼي رخُ٘ٔزش ُلؼخُ٤ش حُظيٍ٣ذ حُظؤٝ ٢ِ٤ٛؿٞىس
حُُِٔ ٍٞٛٞخىس حُؼِٔ٤ش ٖٓ هٗ ٍ٬ظخّ حُظؼِ ْ٤ػٖ رُؼي.
 ٖٓ .1ك٤غ ٓيٝ ٟؿٞى ٓ٘خًَ ٓظَطزش ػِ ٠حٓظويحّ
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي أًؼَ ٖٓ ا٣ـخر٤خطٚ

حٌَُ٘ ٍهْ (  ) 39حُٔ٘خًَ حُٔظَطزش ػِ ٠حٓظويحّ حُ٘ظخّ أًؼَ ٖٓ ا٣ـخر٤خطٚ

ك٤غ حط٠ق ٖٓ ه ٍ٬ح٩ؿخرش ػِ ٠حُٔئحٍ ( حُٔ٘خًَ
حُٔظَطزش ػِ ٠حٓظويحّ حُ٘ظخّ أًؼَ ٖٓ ا٣ـخر٤خط ،)ٚحٕ أػِ٠
ٗٔزش اؿخرش ًخٗض ( %62ؿٞٓ َ٤حكن)( %7 ،ؿٞٓ َ٤حكن
ر٘يس)  ،حٞ٣٫ ١حكن ٓؼظْ حكَحى حُؼ٘٤ش ػِ ٠حٕ حُٔ٘خًَ
حُٔظَطزش ػِ ٠آظويحّ حُ٘ظخّ حًؼَ ٖٓ ا٣ـخر٤خط ،ٚح٣ ١ظَٜ

ٖٓ ه ٍ٬ح٩ؿخرش حُٔخرو ٚحٕ حػ٠خء ٤ٛجش حُظيٍ ْ٣طِٔٔٞح
ا٣ـخر٤خص حُ٘ظخّ حًؼَ ٖٓ ِٓز٤خط.ٚ
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 ٖٓ .2ك٤غ ُٜٓٞش حُظلخػَ ٓغ حُط٬د ٝحُطخُزخص
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حٌَُ٘ ٍهْ ( ُٜٞٓ ) 40ش حُظلخػَ ٓغ حُط٬د ٝحُطخُزخص

٣ظ٠ق ٖٓ حُٔئحٍ حُٔخرن ك٤غ حٕ أػِٔٗ ٠زش اؿخرش ًخٗض
ٞٓ( %45حكن)ٞٓ( 31 ،حكن ر٘يس) ٓٔخ ٣ئًي ُٜٓٞش طلخػَ
حػ٠خء ٤ٛجش حُظيٍٓ ْ٣غ رؼ ٞحُط٬د ٝحُطخُزخص ٖٓ هٍ٬
ٗظخّ حُظؼِ ْ٤ػٖ رُؼي اًح ٓخ طٔض ٓوخٍٗظ ٚرخُ٘ظخّ حُظوِ٤ي ١ك٢

حُظؼِ ْ٤حُـخٓؼ ٢ك٤غ ح٫ػيحى حٌُزَ٤س كٌٓ ٢خٕ كٔ٢
ِٓٔ.ّٞ
 ٖٓ .3ك٤غ ٟٞٝف حُٜٞص كٗ ٠ظخّ حُظؼِ ْ٤ػٖ رُؼي

حٌَُ٘ ٍهْ ( ٟٞٝ ) 41ف حُٜٞص كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي

حط٠ق ٖٓ حُٔئحٍ حُٔخرن ( ٟٞٝف حُٜٞص ك ٢حُ٘ظخّ ) حٕ
حػِٔٗ ٠زش اؿخرش ًخٗض ٞٓ( %54حكن)ٔٓ ،خ ٣يٍ ػِ ٠حٕ
ٓؼظْ حكَحى حُؼ٘٤ش ( أػ٠خء ٤ٛجش حُظيٍ٣ )ْ٣ئًيٟٞٝ ٕٝف

حُٜٞص كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي (حُٔ٘ظَح) ٔٓٝخ٣يٍ ػِ٠
ؿٞىس ح٫ؿِٜس حُ ُٔٔظويٓش ك ٢حُ٘ظخّ.
 ٖٓ .4ك٤غ ٝؿٞى حُيػْ حُل٘ ٠ك ٠حُٞهض حُٔ٘خٓذ

حٌَُ٘ ٍهْ ( ٝ ) 42ؿٞى ىػْ ك٘ ٢ك ٢حُٞهض حُٔ٘خٓذ
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حط٠ق ٖٓ حُٔئحٍ حُٔخرن ( ٝؿٞى ىػْ ك٘ ٢ك ٢حُٞهض
حُٔ٘خٓذ ) حٕ أػِ ٠اؿخرش ٗٔزش ًخٗض { ٞٓ( %32حكن)،
ٞٓ( %29حكن ر٘يس)ٔٓ ،خ٣يٍ ػِ ٠حٕ ٓؼظْ حكَحى حُؼ٘٤ش
كِٜٞح ػِ ٠طؼخ ٕٝكَ٣ن حُيػْ حُل٘ ٢ك٤غ طْ طِ٣ٝي أػ٠خء

٤ٛجش حُظيٍٝ ْ٣حُط٬د ٝحُطخُزخص
ٝح٬٤ٔ٣٩ص ػ٘ي حُطٞحٍ١ء.

رؤٍهخّ ٞٛحطلْٜ

 ٖٓ .5ك٤غ ُٜٓٞش ط ْ٤ٜٔحُٔخىس ٝػَٜٟخ

حٌَُ٘ ٍهْ ( ُٜٞٓ ) 43ش ط ْ٤ٜٔحُٔخىس ٝػَٜٟخ

حط٠ق ٖٓ حُٔئحٍ حُٔخرن ( ُٜٓٞش ط ْ٤ٜٔحُٔخىس ٝػَٜٟخ )
حٕ أػِٔٗ ٠زش اؿخرش ًخٗض ٞٓ( %65حكن)ٞٓ( %30 ،حكن
ر٘يس) ٓٔخ٣يٍ ػِ ٠حٕ ٓؼظْ حكَحى حُؼ٘٤ش ٖٓ أػ٠خء ٤ٛجش
حُظيٍ٣ ْ٣ئًيُٜٞٓ ٕٝش ط ْ٤ٜٔحُٔخىس حُؼِٔ٤ش ،ك٤غ ٣ؼظزَ
ٓخطويٓ ٚػٔخىس حُظؼِ ْ٤ػٖ رُؼي ٖٓ ،ططُِٔ َ٣ٞخىس حُؼِٔ٤ش

٣ظ٬ثْ ٓغ ١ز٤ؼش حُٔٞحى حُٔويٓش ك ٢حُ٘ظخّ حُظوِ٤ي ١رَ ك٢
حُظؼِ ْ٤ػٖ رُؼي طظلٞم ػِٜ٤خ رطَ٣وش حُؼَ ٝحُ ُٔ٘ٞهش.
 ٖٓ .6ك٤غ ٟز ٢ح٩هظزخٍحص رطَ٣وش كؼخُش

حٌَُ٘ ٍهْ (  ٖٓ ) 44ك٤غ ٟز ٢ح٩هظزخٍحص رطَ٣وش كؼخُش

حط٠ق ٖٓ حُٔئحٍ حُٔخرن ( ٟز ٢ح٫هظزخٍحص رطَ٣وش كؼخُش )
إٔ أػِٔٗ ٠زش اؿخرش ًخٗض ٓ( %48لخ٣ي)ٍ ،رٔخ ٓ ٕ٫ؼظْ
أكَحى حُؼ٘٤ش هي ٣ ٫ظـخٝرٖ ٓغ ٣َ١وش اػيحى حٓ٧جِش ٖٓ
ه ٍ٬حُ٘ظخّ ٜٗ٧خ طلظخؽ ٝهض ُ٪ػيحى ،ح ٝػيّ هيٍس حػ٠خء
٤ٛجش حُظيٍ ْ٣ػِ ٠اكٌخّ حَُهخرش ػِٗ ٠ظخّ حٓ٩ظلخٗخص.

 ٖٓ .7ك٤غ ًلخ٣ش حُيٍٝس حُظؤ٤ِٛش ُِظلخػَ ٓغ ٗظخّ
حُظؼِ ْ٤ػٖ رُؼي

حٌَُ٘ ٍهْ (ٓ )45يً ٟلخ٣ش حُيٍٝس حُظؤ٤ِ٤ٛش ُِظلخػَ ٓغ ٗظخّ حُظؼِ ْ٤ػٖ رُؼي
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حط٠ق ٖٓ حُٔئحٍ حُٔخرن حٕ حػِٔٗ ٠زش اؿخرش ٫كَحى حُؼ٘٤ش
ًخٗض ٞٓ( %68حكن)ًُٝ ،ي  ٕ٫حُزؼ ٞهي ٘٣ ٫خٓزٝ ٚهض
حُيٍٝس حُظؤ٤ِ٤ٛش ٓٔخ ططِذ ٝهض حًؼَ ُٓ٪ظلخىس حُلؼِ٤ش ٜٓ٘خ.

ٓ .8ئٓ ٟخػيس حُ٘ظخّ ػِ ٠طط َ٣ٞحُٜٔخٍحص

حٌَُ٘ ٍهْ ( ٓ )46ئٓ ٟخػيس حُ٘ظخّ ػِ ٠طط َ٣ٞحُٜٔخٍحص

حط٠ق ٖٓ حُٔئحٍ حُٔخرن إٔ أػِٔٗ ٠زش اؿخرش ًخٗض{ %34
(ٓٞحكن)ٞٓ( %34 ،حكن ر٘يس)} ٓٔخ ٣يٍ ػِٓ ٠ؼظْ حكَحى
حُؼ٘٤ش (أػ٠خء ٤ٛجش حُظيٍ ،)ْ٣هي كووٞح ٜٓخٍحص ػخُ٤ش

ٗظ٤ـش آظويحّ حُ٘ظخّ ٝهي طٌٜٓ ٕٞخٍحص ػِٔ٤ش  ٝػِٔ٤ش
ٜٓٝخٍس اطٜخٍ ٝحُظٞح َٛرٝ ْٜ٘٤ر ٖ٤حُط٬د ٝحُطخُزخص.
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ٔزـــــــبئج اٌذساصـــــــــخ اٌٍّذأٍخ ،اٌزٛصــــــٍبد
اٚالٔ :زبئج اٌذساصخ اٌٍّذأٍخ
ك٤غ حظَٜص ٗظخثؾ حُيٍحٓش حُٔ٤يحٗ٤ش ٓخ :٢ِ٣حٕ ٟٞٝف ٗظخّ
حُظؼِ ْ٤ػٖ رُؼي؟ ٖٓ ك٤غُٜٞٓ :ش حٓ٩ظويحّٟٞٝ ،ف
حُٜٞص ك ٢حُ٘ظخّٟٞٝ ،ف ػَ ٝحُٔخىس حُؼِٔ٤شُٜٞٓٝ ،ش
طوي ْ٣حُٞحؿزخصُٜٞٓ ،ش ك ْٜحُٔخىس حُؼِٔ٤ش ؿ٤يحً،
 حى ٟحُ ٠طِح٣ي حػيحى ًَ ٖٓ حُط٬د ٝحُطخُزخص
ٝحػ٠خء ٤ٛجش حُظيٍ ْ٣ك ٢حُٔ٘ٞحص ح٫هَ٤س
ٔ٤ٓ٫خ حٕ ح٩هزخٍ ػِ ٠حُيٍحٓش ٝحُظيٍ ْ٣كٗ ٢ظخّ
حُظؼِ ْ٤ػٖ رُؼي ك ٢حُزيح٣ش ًخٗض ٓليٝىحً ؿيحً،
ربػظزخٍ حٕ ىهٗ ٍٞظخّ حُظؼِ ْ٤ػٖ رُؼي ٣ؼظزَ طـَرش
ؿي٣يس كٓ ٢ـخٍ حُظؼِ ْ٤حُـخٓؼًُٝ ٢ي ربٓظويحّ
حُظو٘٤ش ٌٛح ٖٓ ٗخك٤شًٔ ،خ حٕ حُ٘ظخّ كي٣غ حُظطز٤ن
ىحهَ حُـخٓؼش ٝك ٢حٌُِٔٔش ح٠٣خ ً ٖٓ ٗخك٤ش حهَ،ٟ
ٓٔخ ؿؼِٓ ٚؼخٍحً ُِزلغ ٝحُيٍحٓش رٜيف حٍُٞٛٞ
حُ٣َ١ ٠وش حُظطز٤ن ٝحٓ٩ظويحّ حٓ٧ؼَ ُظلون
حُـٞىس ٝحُلؼخُ٤ش حُٔٔظٜيكش،
ٓ ٖٓٝ ئَٗحص ٗـخف ططز٤ن ٗظخّ حُظؼِ ْ٤ػٖ رُؼي
ٓظخرؼش حُظـَ٤حص حُظَ١ ٢أص ػِ ٠حػيحى حُط٬د
ٝحُطخُزخص ٌٓ٘ ريء حُ٘ظخّ حُ ٠حًٔ ٕ٥خ ك ٢حٌٗ٫خٍ
ٍهْ (ٝ ، )26 ،25 ، 24حُظ ٢طئًي ُ٣خىس ح٩هزخٍ
ػِ ٠حُيٍحٓش ر٘ظخّ حُظؼِ ْ٤ػٖ رُؼي ٗظ٤ـش طلون
حُـي ٟٝحُلؼِ٤ش ٖٓ حُظيٍ ْ٣ك٤غ حٕ حٌَُ٘ ٍهْ
(ٟٞ٣ )24ق حػيحى حُط٬د ٝحُطخُزخص ٝأػ٠خء
٤ٛجش حُظيٍ ْ٣حٌُ ٖ٣حُظلوٞح ر٘ظخّ حُظؼِ ْ٤ػٖ رُؼي
ك ٢ؿخٓؼش حُِٔي ػزيحُؼِ ِ٣ه ٍ٬حُٔ٘ٞحص حُٔخروش
( ،)1431 – 1428حٓخ ٝحٌَُ٘ ٍهْ ()25
ٟٞ٣ق حُظِح٣ي كٔٗ ٠ذ ح٩هزخٍ ػِٗ ٠ظخّ حُظؼِْ٤
ػٖ رُؼي ر ٖٓ ًَ ٖ٤حُط٬د ٝحُطخُزخص هٍ٬
حُٔ٘ٞحص حُٔخروش ( ٝ ،)1431- 1428حٌَُ٘ ٍهْ
(ٟٞ٣ )26ق طِح٣ي ٗٔزش ح٩هزخٍ ػِٗ ٠ظخّ حُظؼِْ٤
ػٖ رُؼي ر ٖ٤أػ٠خء ٤ٛجش حُظيٍ ْ٣ك ٢حُٔ٘ٞحص
حُٔخروش (.)1431 – 1428
ٝهي طِْٔ ً ًَ ٖٓ حُط٬د ٝحُطخُزخص ٝحػ٠خء ٤ٛجش حُظيٍْ٣
كؼخُ٤ش حُظطز٤ن ٝح٫ىحء كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي ،ك٤غ طلووض

حٓ٩ظلخىس ُِط٬د ٝحُطخُزخص ٖٓ :ك٤غ ط َ٤ٛٞحُٔؼِٓٞش
رٍٜٞس ؿ٤ي ٖٓ ٙه ٍ٬حُ٘ظخّٔٓ ،خ كون ؿٞىس ططز٤ن حُظؼِْ٤
حُ ُٔويّ ُِٔٔظل٤يٌٛ ٖٓ ٖ٣ح حُ٘ظخّ حٓٞس رط٬د ١ٝخُزخص
حُظؼِ ْ٤حُظوِ٤ي ١حُٔزخَٗ رَ طـخ ُٝػِ ٖٓ ٚ٤ك٤غ آظويحّ
حُظو٘٤ش رٍٜٞس كؼخُش،
ًٔخ حٕ ٘ٛخى ػ٬هش رٟٞٝ ٖ٤ف حُ٘ظخّ ٝهيٍس ً ٬حُطَكٖ٤
ػِ ٠حُظلخػَ ٓؼٔٓ ،ٚخ ٣ؼزض ُٜٓٞش آظويحّ حُ٘ظخّ حُ ُٔطزن
ك ٢حُـخٓؼش كخُ٤خٝ ،رخُظخُ ٢كبٕ حُظطز٤ن حٓ٧ؼَ ُ٘ظخّ حُظؼِْ٤
ػٖ رُؼي ٣لون ا٣ـخر٤خص ػي٣يس ًُٝي رٔظخرؼش طلٔٝ ٚ٘٤اُحُش
حُٔؼٞهخص حُظو٘٤ش حُظ ٢هي طٞحؿٔ٤ٓ٫ ٜٚخ حٗ ٚحٛزلض ح٫ػيحى
حُٔظِح٣يس كخُ٤خ ً ػزجخ ً ػِ ٠حُ٘ظخًُّٝ ،ي ريه٬١ ٍٞد
١ٝخُزخص حٗ٩ظٔخد رؤػيحى ًزَ٤س ٝهي طْ ٓٞحؿٜش ًُي رِ٣خىس
هُيٍس طلَٔ ١خهش ٗزٌش حٗ٩ظَٗض ك ٢حُـخٓؼش ُ ُٔوخرِش طِي
ح٫ػيحى حُ ُٔظِح٣يس.
ٝك ٢حُٞحهغ حٕ ٗظخثؾ ح٩ؿخرش ػِ ٠طٔخإ٫ص حُيٍحٓش هي كون
حٛيحف حُيٍحٓش ًٔخ حٕ حُيٍحٓش ُٝكوض كٓ ٢ؼَكش حػَ حُظؼِْ٤
حُـخٓؼ ٢ػٖ رُؼي ػِ ٠حُظؼِ ْ٤حُـخٓؼٔٓ ،٢خ ٣ئًي ؿيٟٝ
ٝكخػِ٤ش حُيٍحٓش ر٘ظخّ حُظؼِ ْ٤ػٖ رُؼي ك٤غ ٣ظٔخرن حُط٬د
ٝحُطخُزخص ًٌُٝي ٣ظ٘خكْ حػ٠خء ك ٢حُظيٍ ْ٣ر٘ظخّ حُظؼِْ٤
ػٖ رُؼئ٤ٓ٫ ،خ حُٗ٣ ٚلون ٓظؼش حُظٞحُ٣ٝ َٛلون ح٩ريحػ٤ش
كٔ٤خ ٣ؼَ ٟٚػ٤ٛ ٞ٠جش حُظيٍ ْ٣كٗ ٢ظخّ حُظؼِ ْ٤ػٖ رُؼي،
ًٔخ حُٗ٣ ٚويّ ٍهخرش ًحط٤ش ٌَُ ٖٓ حُط٬د ٝحُطخُزخص ٝحػ٠خء
٤ٛجش حُظيٍ ٖٓ ْ٣ه ٍ٬حُظوخٍ َ٣حُ٘لخكش حُظٔ٣٫ ٢ظط٤غ
حُ٘و٘ٓ ٚخه٘ظٜخ ح٣ ٝظٌ٘ي كٜ٤خ ٜٗ٫خ طُٔـَ اٌُظَ٤ٗٝخً.
ثبٍٔب :اػزّذد رٛصٍبد اٌذساصخ ػٍى ػذح ِذبٚس ً٘:
حُٔل ٍٞح٣ُ :ٍٝ٧خىس كخػِ٤ش ٗظخّ حُظؼِ ْ٤ػٖ رُؼي ػِ٠
ٓٔظ ٟٞحُـخٓؼخص ،حُٔل ٍٞحُؼخٗ :٢حُل ٍٜٞػِ ٠ح٩ػظٔخى
حً٧خىُِ ٢ٔ٣ظؤًي ٖٓ ؿٞىس ٝكؼخُ٤ش حُظؼِ ْ٤ػٖ رُؼي .حُٔلٍٞ
حُؼخُغ٣ُ :خىس كخػِ٤ش حىحء أػ٠خء ٤ٛجش حُظيٍ ٖٓ ْ٣هٍ٬
حُظيٍ٣ذ حُٔٔظَٔ ،حُٔل ٍٞحَُحرغ٣ُ :خىس كخػِ٤ش حُوطش
ح٩ػ٤ٓ٬ش ُظلو٤ن حُظٞػ٤ش حُظ٘ٔ٣ٞش ,حُٔل ٍٞحُوخْٓ٣ُ :خىس
كخػِ٤ش ط٘ٔ٤ش حُٔٞحٍى حُزَ٘٣ش ٖٓ ه ٍ٬حُظيٍ٣ذ حُٔٔظَٔ،
حُٔل ٍٞحُٔخىّ :حُـٞىس حً٧خى٤ٔ٣ش ،حُٔل ٍٞحُٔخرغ :طو٘٤ش
حُٔؼِٓٞخص.
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لبئّخ اٌّشاجغ ٚاٌّٛالغ
أٚال :اٌّشاجغ
ح٫كٔي ،١أٓٔ٤ش ر٘ض كٔ٤ي" )ّ2010(،كخػِ٤ش حُظؼِْ٤
حٌُ٫ظَ ٢ٗٝك ٢حُظلٝ َ٤ٜح٫كظلخظ ُي١ ٟخُزخص حُؼِّٞ
ح٫ؿظٔخػ٤ش رٌِ٤ش ح٥ىحد ٝحُؼِ ّٞحٔٗ٩خٗ٤ش ك ٢حُٔي٘٣ش
حٍُٔ٘ٞس"ٗ ،يٝس حُظؼِ ْ٤حُؼخُُِ ٢لظخس ،ؿخٓؼش ٤١زش.
ح٩ىٍٜٓ ،٢ٔ٣طل ٠رٖ ٓلٔي حُلٖٔ ،حُل ،٢ُ٬٤ػٜخّ رٖ
٣ل " )1432( ٢حُظ٘ٔ٤ش حُ ُٔٔظيحٓش ك ٢حُ ٖ١ٞحُؼَر ٢رٖ٤
حُٞحهغ ٝحُٔؤٓ ،"ٍٞؿخٓؼش حُِٔي ػزيحُؼِ ،ِ٣حَُ٘٘س
حٌُ٩ظَ٤ٗٝش ًَِٓ حُيٍحٓخص حٓ٩ظَحط٤ـ٤ش ،حُؼيى.8 :
طوَُٝ َ٣حٍس حُظؼِ ْ٤حُؼخُٛ1428 ،٢ـ ،حُ٘ظخّ حٓ٧ؼَ ُِظؼِْ
حٌُ٩ظَٝ ٢ٗٝحُظؼِ ْ٤ػٖ رُؼي ُِظؼِ ْ٤حُـخٓؼ ٢رخٌُِٔٔش
حُؼَرّ٤ش حُٔؼٞىّ٣ش-حُـِء حُؼخٗٔٗ-٢وش ٜٗخث٤ش ٓل ٌّٔش.

حُٔلٔيح ،١ٝكٖٔ (ٓ" )2008ؼخ َ٤٣حُـٞىس كٓ ٢ئٓٔخص
حُظؼِ ْ٤حُظوِ٤يٓٝ ١وخٍٗظٜخ رٔئٓٔخص حُظؼِ ْ٤ػٖ
رُؼي".،حً٧خى٤ٔ٣ش حُؼَر٤ش حُٔلظٞكش رخُيٗٔخٍى.
http://www.aoacademy.org/wesima_articles/aou_articles20080815-1672.html
حُٔل ،ٖٔ٤حرَح ْ٤ٛرٖ ػزي هللا حُٔل" )1423( ٖٔ٤حُظؼِْ٤
حٌُ٫ظَ ...٢ٗٝطَف أّ ٍَٟٝس"ٍٝ ،هش ػَٔ ٓويٓش ُ٘يٝس:
ٓيٍٓش حُٔٔظوزَ ،ؿخٓؼش حُِٔي ٓؼٞى٤ًِ ،ش حُظَر٤ش.
حُٔل ،ٖٔ٤ارَحٛٝ ْ٤ٛخْٗ ،هي٣ـش ر٘ض كٔٛ1423( ٖ٤ـ) "
حُٔيٍٓش حٌُ٩ظَ٤ٗٝشٓ :يٍٓش حُٔٔظوزَ " ىٍحٓش ك ٢حُٔلخْ٤ٛ
ٝحُ٘ٔخًؽ "ٍٝ ،هش ػَٔ ٓويٓش ُ٘يٝس ٓيٍٓش حُٔٔظوزَ،
ؿخٓؼش حُِٔي ٓؼٞى٤ًِ ،ش حُظَر٤ش.

هِق هللآ،لٔي ؿخرَ (  " )2010طـخٍد ططز٤ن حُـخٓؼش
حٌُ٩ظَ٤ٗٝش" ,حُوخَٛس ،ؿخٓؼش ح٤ًِ ،َُٛ٫ش حُظَر٤ش
http://kenanaonline.com/users/azhargaper/topics/100139/posts/138615

حًَُِٔ حُُِ ٢٘١ٞظؼِْ حٌُ٩ظَٝ ٢ٗٝحُظؼِ ْ٤ػٖ رُؼي ٣ؼوي
حُلِوش حُظخٓؼش ُِظؼِْ حٌُ٩ظَٝ ٢ٗٝحُظؼِ ْ٤ػٖ رُؼي رخُٔ٘خًٍش
ٓغ حُـخٓؼش ح٤ٓ٬ٓ٩ش ك ٢حُٔي٘٣ش حٍُٔ٘ٞس ك ّٞ٣ ٢ح٧كي
ٛ1432/6/26ــ حُٔٞحكن  ّ29/5/2011طلض ػ٘ٞحٕ "حُظؼِْ٤
ػٖ رُؼي ٝطليٓ ١ؼخ َ٤٣حُـٞىس حُؼخُٔ٤ش:

حَُ٣خ ٝحُ٘ٔوش حٌُ٩ظَ٤ٗٝش ،حُؼيى  15816حُؤ15 ْ٤
ً ١حُوؼيس ٛ1432ـ حُٔٞحكن  13حًظٞرَ َٛٓ( ّ2011ي
حُظؼِ ْ٤حُؼخُ ٢رُٞحٍس حُظؼِ ْ٤حُؼخُ.)2011/10/8( ،٢

حُٔوَٕ ،ػزيهللا (" )1432طظـ ٚحُٔؼٞى٣ش اُ ٠أًخٍ حُز٘٠
حُظلظ٤ش حُٔؼُِس ُطَ٣وش حُظؼِ ْ٤ػٖ رُؼي" ،ؿَ٣يس حَُ٘م
ح ،٢ٓٝ٫حُؼيى.11773 :

حًَُِٝ،١آهَ " )1423( ٕٝطوَ َ٣ػٖ حُظؼِ ْ٤ػٖ رُؼي:
حُلخؿش حُٔخّٓش ٝحًُ٘ٔٞؽ حُٔوظَف ُِظؼِ ْ٤حُؼخُ ٢ك ٢حٌُِٔٔش
حُؼَر٤ش حُٔؼٞى٣ش" رلغ ؿ.ٍٞ٘٘ٓ َ٤

حُٔوَٕ ،ػزيهللا (ٛ1432ـ) " طؼِ ْ٤ػٖ رُؼي رـٞىس ػخُ٤ش
ٓ٘٠زطش"  ،كِوش حُ٘وخٕ حُظخٓؼش رؼ٘ٞحٕ "حُظؼِ ْ٤ػٖ رُؼي
ٝطليٓ ١ؼخ َ٤٣حُـٞىس حُؼخُٔ٤ش ،حًَُِٔ حُُِ ٢٘١ٞظؼِْ
حٌُ٩ظَٝ ٢ٗٝحُظؼِ ْ٤ػٖ رُؼي"ٓ ،ـِش "حرؼخى ٍهٔ٤ش ،حُؼيى
حُؼخٗ."٢

ٓ٣ٞيحٕ ،حَٓ ٓ ،زخٍُ٘ٓ ،خٍ (  " )2008حُظو٘٤ش ك ٢حُظؼِ،" ْ٤
حٍ٫ىٕ ،ىحٍ حُلٌَ ٗخَُٗٞٓٝ ٕٝػ.ٕٞ
حُؼزيحُِط٤قٍٞٗ ،س ػزيهللا ػزيحَُكٖٔ (")2009طو٘٤ش
حُٔؼِٓٞخص ك ٢حُظؼِ ْ٤حٌُ٩ظَ ٢ٗٝػٖ رؼي"  ،ؿخٓؼش حُِٔي
ٓؼٞى ،حٌُِٔٔش حُؼَر٤ش حُٔؼٞى٣ش ،هْٔ طو٘٤ش حُٔؼِٓٞخص،
ٖٓ
حهظزخٓخص
http://en.wikipedia.org/wiki/Distance_learnin
g
حُؼزٞى ،كٜي ٗخ " )1432( َٛحُٔؼِٓٞخط٤ش حُـخٓؼش حُٔؼٞى٣ش
حٌُ٩ظَ٤ٗٝش" ،ؿَ٣يس حَُ٣خ ،ٝحُؼيى.15783 :
حُؼ٘وَ ،١هخُي (" )1432حُـخٓؼش حٌُ٩ظَ٤ٗٝش ٓظولق
حُ٠ـ ٢ػِ ٠حُـخٓؼخصٝ ..حُيٍحٓش رؼي ػخّ" ،ؿَ٣يس حَُ٘م
ح ،٢ٓٝ٫حُؼيى .11948

حُٔوَٕ ،ػزيهللا ( " )1432حُـخٓؼش حٌُ٩ظَ٤ٗٝش« ..ه٤خٍ
حٓظؼ٘خثُ» ٢ظِز٤ش حكظ٤خؿخص حُٔٞم"ٓ ،ـِش حَُ٣خ ٝحُ٘ٔوش
حٌُ٩ظَ٤ٗٝش ،حُؼيىَٛٓ ; 15816 :ي حُظؼِ ْ٤حُؼخُ ٢رُٞحٍس
حُظؼِ ْ٤حُؼخُ ٢حُؤ ١ً 15 ْ٤حُوؼيس ٛ1432ـ حُٔٞحكن
2011 /10/8
حُ٘٣ٜٞخٕ٣ِٓ ،ي رٖ ٓلٔي ( " )1432حُـٞىس ٍَٟٝس ُِٓلش
ُِللخظ ػِ٣ٞٛ ٠ش حُزَحٓؾ حُظؼِ٤ٔ٤ش ك ٢حُظؼِ ْ٤ػٖ رُؼي"،
كِوش حُ٘وخٕ حُظخٓؼش رؼ٘ٞحٕ :حُظؼِ ْ٤ػٖ رُؼي ٝطليٓ ١ؼخَ٤٣
حُـٞىس حُؼخُٔ٤ش" حًَُِٔ حُُِ ٢٘١ٞظؼِْ حٌُ٩ظَٝ ٢ٗٝحُظؼِْ٤
ػٖ رُؼي  ّٞ٣ح٧كي ٛ1432/06/26ـ حُٔٞحكن
ٓ ،ّ2011/05/29ـِش حرؼخى ٍهٔ٤ش ،حُؼيى حُؼخٗ.٢
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Management Applications, Vol.3,
pp.415-426,
www.mirlabs.net/ijcisim/index.html

2011,
from

ٕٔخ٠ُ ش٤ـ٤َ آظَحط٣ٞ) "طط1432( Majed ,Rashid
 كِوش حُ٘وخٕ حُظخٓؼش،"ْ ػٖ رُؼي٤ِ حُظؼ٢ىس كٞن حُـ٤طلو
،ش٤ُٔىس حُؼخَٞ حُـ٤٣ ٓؼخ١طليٝ ْ ػٖ رُؼي٤ِحٕ "حُظؼٞ٘رؼ
 ٓـِش،"ْ ػٖ رُؼي٤ِحُظؼٝ ٢ٌَُٗٝظ٩ ُِظؼِْ ح٢٘١ُٞحًَُِٔ ح
."٢ٗ حُؼيى حُؼخ،ش٤ٔ"حرؼخى ٍه
Majed, R. 1432. Developing The strategy for
Quality Assurance of Open and Distance
Learning in - PAKISTAN: The Higher
Education
Perspective,
Allama
Iqbal
University . Islamabad – Pakistan
Ruth, C. Clark, Richard E. Mayer, 2011. ELearning and the Science of Instruction
Proven guidelines for consumers and
designers of multimedia learning. 3rd edition

٢ُْ حُؼخ٤ُِحٍس حُظؼٝ " )ـٛ1432( ي رٖ ٓلٔي٣ِٓ ،ٕ٘خ٣ُٜٞح
،"ْ ػٖ رُؼي٤ِ ُزَحٓؾ حُظؼٚ٤ُش ػٖ ٓ٘ق حُظَحهٞ حُٔٔج٢ٛ
َ٤٣ ٓؼخ١طليٝ ْ ػٖ رُؼي٤ِحٕ "حُظؼٞ٘كِوش حُ٘وخٕ حُظخٓؼش رؼ
ْ٤ِحُظؼٝ ٢ٌَُٗٝظ٩ ُِظؼِْ ح٢٘١ُٞ حًَُِٔ ح،ش٤ُٔىس حُؼخٞحُـ
."٢ٗ حُؼيى حُؼخ،ش٤ٔ ٓـِش "حرؼخى ٍه،"ػٖ رُؼي
Clark, R , Mayer, R. 2011. E-Learning and
the Science of Instruction: Proven guidline for
consumers and designers of multimedia
learning. 3ed,2011
Collins, S/ McKinnies, R. Collins, S. 2010.
―Distance Education and How access to
education can be improved‖, online Journal of
workforce education and development,
volume IV, issue 2, Spring 2010.
Hilgarth, B. 2011. E-Learning Success in
Action! From Case Study Reseach to the
creation of the Cybernetic e-Learning
Management Model, International Journal of
Computer Information Systems and Industrial
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