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Abstract

The success of any project to introduce new technological devices in schools
requires the identification of all influencing factors, from the quality of the
infrastructure to the readiness of teachers and administrators to plan and
implement the project. It also depends on partnerships with all agents directly

or indirectly involved beyond the school’s teaching and administrative staff.

This thesis reports a qualitative case study conducted to explore the
introduction of tablet computers into the Cycle 1 classrooms of a state-run
Basic Education school in Oman. Three participant teachers were
overwhelmed to be among the first to give their pupils the opportunity to
incorporate tablets into their learning activities. Their experience was not as
easy and straightforward as they thought it would be. They found themselves
in the challenging situation of being asked to use tablets with no specific

training and without the requisite software or a reliable internet connection.

The findings indicate that using tablets for teaching in a classroom is more
difficult and more complex than doing so for personal purposes, because of
contextual factors affecting their use, such as geographical location, teachers’
experience and internet connectivity. The progress of the project was also
affected by the school administration’s criteria for selecting participants and
by its failure to inform pupils’ parents, who remained unaware of the project’s
existence and aims, so that their conservative attitudes to tablets tended to

discourage rather than support the pupils’ engagement with the devices.

Teachers had initial concerns about technical problems they might face when
using tablets in the classroom; however, the study findings show that their
greatest need was for a vision to guide them in doing so. As the teachers
themselves were unclear as to the purpose for which tablets were being

introduced, they perceived them as time-consuming devices.
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Chapter 1: Introduction and Context

1.1 Introduction

The introduction of iPad tablets in 2010 offered teachers a new mobile device
with the potential to enhance their own experience and that of their learners
(Benton, 2012; Keengwe et al., 2009). When mobile technology was first
introduced into education, the focus of research was limited to the impact of the
hardware and associated software on learners’ attainment (Hargis et al., 2014;
Jahnke and Kumar, 2014; Falloon, 2013). Later, however, the focus shifted to
investigating how teachers utilised these mobile devices to enhance their pupils’
learning (Erbes et al., 2017; Mouza and Barrett-Greenly, 2015; Ruggiero and
Mong, 2015). In order to understand how teachers can make the most of such
devices it is necessary to consider certain aspects of their introduction, because
their value lies not only in the devices themselves but also in the way that they
are used (Clark, W. and Luckin, 2013).

1.2 Motive for the study

My interest in the potential value of smart devices in primary school classrooms
began in 2011 when | saw my son, who was then under two years old, using my
smartphone to play a game requiring him to arrange coloured bubbles by colour,
which prompted me to recall a discussion between schools in Oman and the
Ministry of Education (MOE) concerning the ministry’s decision in 2008 to allow
pupils to take mobile phones to school. Thousands of teachers had resisted this
policy, believing that mobile phones had overwhelming disadvantages in the
school context. Watching my son as he tried to identify colours and learn the
differences between them caused me to wonder whether there were in fact ways
of using such smart devices in our schools which would outweigh these perceived
disadvantages. With my support and by practising for less than 20 minutes a day,
my son was able within a few weeks to name the colours used in the game in
both Arabic and English. | observed that he was also able to explore other games
on my smartphone and discover how to play them. Indeed, on several occasions

he showed me what | should do and not do to win. This suggested that when
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given the space and freedom to explore the environment and potential of such
devices, with the necessary guidance and support, even very young children
could learn on their own and discover things of which their adult carers were

unaware.

1.3 Political context

An important element of the background to this study lies in a period of time
following the upheavals and demonstrations known as the Arab Spring, which
affected many Arab countries including Oman (Campante and Chor, 2012;
Worrall, 2012). In Oman, protests erupted in January 2011 and lasted for five
weeks (Al-Rawi, 2016), marking a significant level of unrest and momentum for
change not only in the political sphere but also in the broader social and cultural
domains, as people began to state their demands more forcefully than had
traditionally been possible. This created tension in schools as teachers went
further than merely criticising the projects emanating from the MOE,
demonstrating a collective readiness to reject imposed ideas. In fact, teachers all
over Oman went on open strike for over two weeks in 2011 and again for over a
month in 2014 (Al Zidjaly, 2014). On both occasions, teachers made demands
and the ministry reacted. The way in which projects were implemented in schools
had to change, as the teachers and administrators in the schools found a voice
to which the authorities had to listen, so that the MOE became accountable in

some sense to teachers and school leaders.

1.4 The structure of education in Oman

The present structure of the Omani education system began to take formal shape
only in 1970, when the main aim was to expand the number of schools in order
to make education as accessible as possible to young Omanis. Before 1970,
there were only three government schools in the whole country, providing literacy
and elementary education to only 900 boys (Unesco, 1972). As the system
expanded, all public schools continued to teach to a single curriculum specified
by the MOE and any changes had to be made in accordance with decisions

circulated by the ministry to all directorates and thence to schools. In 1975, the
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government of Oman adopted a five-year planning system and during the periods
of the first three plans, the MOE continued to follow the same aim of expanding
educational provision in order to reach all citizens, wherever they were. The fourth
plan focused on the Omanisation of teaching staff and the continued provision of
the same quality of education, then the fifth five-year plan (1995-99) marked a
shift, its main aim being to develop quality programmes in order to prepare
citizens for the 21st century (MOE, 2008). This was a turning point in the education

system in Oman in many different ways.
1.4.1 Basic education

In 1995 the Omani government launched a conference to consider the future
direction of the country’s economic and social development, resulting in a report
entittled Oman’s Vision 2020, whose recommendations recognised that the world
was changing more quickly and more fundamentally than ever before. Knowledge
acquisition, information technology and the development of advanced human
skills had become important elements of progress (The Ministry of National
Economy, 2008). This was seen to require an education system that could
incorporate each relevant technological advance and prepare the younger
generation for the future (Education, 2004). The Basic Education system was
introduced in 1997 with a promise to be responsive to new technologies in order
to prepare learners to work collaboratively with others and communicate through

video conferencing and other communication technologies (MOE, 2009).

Oman’s Vision 2020 established the basic framework that the Ministry of
Education had to work towards. Within its guidelines and recommendations, the
MOE embarked on a number of initiatives that fundamentally changed the
structure of education and its delivery methods, in the belief that a set of personal
and intellectual skills was required to prepare young people to be productive
contributors to the future economy of the country. ICT was to be introduced and
incorporated with other subjects, while English language was to be taught from
grade one and to be given more emphasis in other grades (MOE, 2009). The
reform of Basic Education began gradually in 1997 with a plan to replace the

existing public education system with a unified system covering the first ten years,
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to be followed by two years of post-basic education (Education, 2004). The
ministry also developed a new curriculum following international best practice and
aiming to provide students with learning experiences relevant to the rapidly

changing world of the 21st century (Education, 2004).

The centralised control of education in Oman is justified by the MOE as a way to
guarantee that standards are sustained in all schools in the country while allowing
better deployment of accountability procedures. Within this centralised system,
the ministry requires schools to implement its policies by doing the following
(MOE, 2006; MOE, 2015):

e Delivering the curriculum within the scheduled teaching plan;

e Using textbooks written and provided by the Ministry of Education;

e Adopting the assessment procedures and tools provided by the ministry;
¢ Implementing centrally determined staffing levels and working rules;

e Delivering lessons of 40 minutes duration for grades 1-7;

¢ Assigning an individual teacher to teach a given subject to each class;

e Maintaining a weekly teaching load of 16-22 lessons per teacher.

Regional educational offices, intermediate between the MOE and schools, are
responsible for supervising schools to ensure that they work according to the
above policies. At the school level, head teachers are the chief administrators
who supervise and enforce rules and regulations (MOE, 2015; The New Zealland
Education Consortium). However, official documents refer to giving schools a
space for autonomy and encouraging them to initiate their own projects. Teachers
are also to be granted a degree of flexibility in following the ministry’s schedules
and guidelines and in using its textbooks. These documents declare the MOE’s
determination to provide teachers with professional development support and
training (MOE, 2014; MOE, 2015).

The MOE documents also discuss the involvement of civil society and
partnerships with national and international organisations. In 2002, the
involvement of parents was extended from school councils to the regional level,
to encourage greater participation by parents and to ensure that their ideas would

be heard (MOE, 2014). This reform can be seen as a response to community
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dissatisfaction with the introduction of Basic Education in 1997. In particular,
parents had opposed the MOE’s plans to introduce coeducation in cycle 1
(grades 1-4), to the teaching of English at grade one and to the teaching of
science and maths through the medium of English, which they perceived as
westernising their culture and driving their children away from their local language
and culture (MOE, 2006).

In a study of the development of parents’ councils, Al-Sadi (2013) states that
those in Oman are not granted the degree of authority that such bodies have in
other countries to participate in taking major decisions on selecting and
appointing employees, making policy or determining accountability. He also
asserts that members of parents’ councils are not provided with the training given
to their counterparts in other countries and explains these differences by noting
that the structure of these councils in Oman is limited to the local and regional

levels, whereas the education system is managed centrally.

The school year begins in Oman in early September, lasts about nine months
and comprises two semesters with a midyear break between them. The
implementation of the Basic Education structure involved plans to increase the
annual number of school days from 160 days to 180 and the length of the school
day from four to more than six hours (MOE, 2006; MOE, 2015). There are five
school days per week and eight teaching periods per day, with the length of each
period varying between about 40 minutes for grades 1-9 and 45 minutes for
grades 10-12. Some schools, however, operate a double shift, with two schools
sharing a single building, one attending in the morning and the other in the
evening; in such cases, each period lasts only 35 minutes (MOE, 2015; The New
Zealland Education Consortium). The MOE reports that the target of 180 days of
schooling per year has not in fact been met, because schools are used as
examination centres for grade 12 final exams twice during the school year (MOE,
2015; The New Zealland Education Consortium).

It is MOE policy that mixed-gender cycle 1 classes are to be taken by female
teaching staff because the local culture approves teaching as an acceptable

profession for Omani women (MOE, 2006). For this reason, about two-thirds of
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the teaching workforce is female (MOE, 2015) and this proportion has sometimes
been as high as 70% (MOE, 2006). The World Bank (World Bank, 2013) reports
that Omani teachers are unusually young, 40% being under 30 years old and
89% under 40. Teachers are supported in their work by senior teachers at their
own schools and by regional supervisors, but the latter are responsible for both
mentoring and evaluating them, which constitutes a conflict of interest, making
teachers unwilling to admit any weakness that might count against their

professional advancement (MOE, 2006).

The MOE operates a cascading model of in-service teacher training, whereby
trainers appointed by the regional education offices receive training at the central
premises of the ministry and in turn deliver training to teachers at the regional
offices (MOE, 2006; The New Zealland Education Consortium; World Bank,
2013). However, the World Bank found that the impact of this training on
classroom practices was uncertain, as insufficient data was available. In addition,
when the Bank surveyed teachers, they criticised three important aspects of the
training regime, complaining that the selection of teachers for training was
unreliable because it was done by supervisors, that the theoretical content of the
training materials was poor and that the trainers themselves had insufficient
expertise (World Bank, 2013).

With the introduction of Basic Education, schools have been provided with
computer laboratories and learning resource centres equipped with computers,
allowing pupils to be introduced to such technology from grade one, while grades
three and above receive lessons in Information and Communication Technology
(ICT) (MOE, 2009). The purchase of digital devices is centrally managed by the
MOE on a six-year replacement plan. There are more than 450 technicians to
provide schools with technical support. Only one-third of schools have an internet
connection good enough to allow pupils to search the web. The remainder
depend on slower options such as mobile phone internet and are therefore
unlikely to be able to offer independent learner-centred internet use. Indeed,

some schools are still not connected to the internet at all (World Bank, 2013).

1.5 Technology in Omani schools
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In September 2008 the Ministry of Education announced new regulations to allow
students to use mobile phones in schools. Introducing new technology into
schools is often problematic (Pelgrum, 2001). These new regulations controlled
when students could carry or use their mobile phones and specified what school
administrations should do if students violated the regulations. As noted in Section
1.2, this innovation was resisted by many school administrators and teachers.
After two months of discussion and disagreement, the ministry responded to
these objections by amending the policy to empower governing bodies and
schools to decide for themselves whether students should be allowed to use
mobiles phones in school. An MOE leaflet set out the regulations and gave

guidance to schools on dealing with pupils bringing mobiles to school.

However, the MOE did not provide a pedagogical justification for its decision. This
was surprising, because when the Basic Education system was introduced in
1997, it had established a clear set of pedagogic principles to guide education
policy, including the following (Education, 2004; MOE, 2012):

Adopting student-centred learning approaches;
Reducing rote learning and expanding experiential learning;

Applying a system of cooperative education;

> wnh -

Encouraging a shift from using textbooks as the main source of

knowledge.

Alongside these four principles that inform the existing Omani Basic Education
curriculum, the MOE has endeavoured to encourage the adoption of ICT as an
integral component of learner-centred and collaborative learning in schools.
While ICT is considered a curriculum subject to be taught, pedagogically it is also
treated as a medium for the teaching and learning of other curriculum subjects.
This view is reflected in seven of the ten general learning outcomes for ICT in
Omani Basic Education, which might be thought of as particularly relevant to the

introduction of mobile devices into schools (MOE, 2009):

1. Incorporate the use of technology in different parts of their studies;
2. Access knowledge through the use of ICT systems;

3. Validate and interpret data with ICT systems;
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Edit, process and add to data in ICT systems;
Analyse knowledge and learn through using information provided via ICT;

Communicate ideas with others using ICT systems;

N o o &

Present knowledge using ICT systems.

The above list of ICT learning outcomes clearly reflects the learner-centredness
and collaborative learning that inform Omani Basic Education. Specifically,
outcomes 1-5 clearly relate to a learner-centred view of using ICT to search and
work on information in order to develop an understanding of the subject contents,
while the last two outcomes relate to the view of learner collaboration where
learners are expected to use ICT to cooperate to search, work on subjects and

demonstrate their understanding.

In respect of the pedagogical potential of ICT, the government of Oman and the
Ministry of Education in particular have systematically introduced various forms
of ICT for teaching and learning because these technologies are to be used in
teaching different school subjects (MOE, 2009; Issan and Gomaa, 2010). Thus,
Basic Education came with a commitment to consider different technologies: “The
education system has to prepare learners to work collaboratively with others and
communicate through video conferencing and other communication
technologies” (MOE, 2009 p.13).

In addition, education policymakers have sought to take educational practices
forward by integrating various technological advances (MOE, 2009). As
technological products undergo rapid change and new devices are introduced
from time to time, this raises the questions of how policymakers should go about
this integration, who should be involved in making such decisions and why the

introduction of mobile phones was so problematic.

One important factor was that the MOE had not provided a pedagogic argument
for the introduction of mobile phones. Teachers’ online discussion forums
(Teachers forum, 2011) and various public forums reveal comments made by
teachers about the regulations, many of them unfavourable and concerned with
the negative impact of mobile phones on pupils’ learning. Table 1 shows some

examples of such comments.
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Table 1 Examples of teachers' comments on mobile phone introduction

Teachers’ comments

Translation

My interpretation

51 laSiul g uleS
padaiill 5 4 y3l)

Now things are complete, this
is the only thing that was
missing. [Sarcastically
addressed to the MOE]

Totally against the
introduction of
mobiles in schools

Jodsl aay Lo d0l) 5

This is so funny, | imagine

Fear of misuse of

S8 5all 35l Y
LA g e Jgﬂ\ &L\)\)ﬂ\ Y
s el o € e
e a3 e 58V

based on research. I'm sad
for education and for my
country, Oman.

Oalaall a8 dalie L5 | videos of teachers in classes | classroom video clips
i W ald=dl 5 | being shared.
A3yl s Ao S S~ | | am so sad for the Ministry of | Research has not
~=3 5 | Education for a decision not been used to

consider the
introduction of
mobiles in schools in
the country

A yaall Jada saild ‘;'mi asilgd

We don’t see any benefit for
pupils in using mobiles in
schools.

Doesn’t see any
usefulness of mobile
phones to learners

‘;:\AMJG@QA\JAJ\)E

For me it’s a sudden and a

Lack of involvement

Drshai dal e 2ny 138 Ja
Ul (5 sinay B 5l
Jalsis Uy Jaf e Y
O VL aladll ) sall
Ul

mobiles? Is it to improve
education? Or just to get
students to exchange
pornography? God be with
school administrations.

Luail | shocking decision. | hope it’s | of teachers
not true.
¢ Ui | Why have they allowed Doesn’t see any

usefulness of mobile
phones to learners
and fears misuse and
undesirable
behaviour

Source: http://forum.moe.gov.om/showthread.php?t=124639

Teachers were concerned about the misuse of these devices in classes, such as

the pupils using the camera recording feature to bully each other, as well as

mobiles ringing during lessons, creating distractions and wasting time. They also

addressed the problems which might arise in a school environment such as lost,

broken or stolen mobiles, as well as the sharing of pornographic video clips.

Another concern was the impact on pupils who were not allowed to bring mobiles

to school because their families were not convinced of their usefulness or

because they could not afford to buy them. Teachers complained that they had

enough issues to tackle and that this decision would add to their workload.
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Teachers have also expressed their concerns as parents, but while there has
been resistance from parents themselves, their voices have not been clearly
heard or represented, because the only formal channel for their involvement in
the making of school-related decisions is that of the parent-school councils, which
do not operate effectively (Al-Sadi, 2013). Indeed, there appears to have been no
formal involvement of parents in the debate about allowing pupils to bring mobiles
to school. Furthermore, the main areas of conflict between the MOE and teachers
have been the introduction of coeducation and of continuous assessment, which
was criticised for reducing the weighting of summative assessment, while there
has been no real parental or community involvement in taking decisions affecting
pupils’ performance and progress. Some parents, however, supported teachers
who were against the introduction of coeducation and many wrote letters to the
MOE.

Following this controversy, the leadership of the school which is the subject of the
case study reported in this thesis decided to take the initiative of experimenting
with the introduction of mobile devices into its classrooms. In light of the problems
that arose from the change in policy on mobile phones, especially the attitudes
expressed by teachers, the school decided to introduce tablet computers as
learning tools, rather than smartphones. It paid for an initial four tablets, then with
the ministry’s support, the school was provided with fifteen more devices, so

parents were not asked to contribute to the cost of the experiment.

As it is possible that this initiative will serve as a model for other schools, it is
important to develop a clear understanding of the pedagogical benefits of the
introduction of tablets and the barriers to their effective use. Bearing this in mind,
questions arise concerning the introduction of tablets and their impact on Oman’s
Basic Education principles, in particular whether or not they are in line with the
MOE’s requirement for schools to embrace technological advances in their

employment of collaborative and learner-centred teaching methods.

1.6 School context

Any project to be conducted in an Omani school must follow one of two

approaches: it must be either a top-down proposal of the MOE or a bottom-up
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initiative originating in the school itself. The latter approach normally involves a
long process of obtaining approvals from different ministerial offices and this
process is all the more complex if central funding is to be provided. Public
schooling is totally free of cost to parents, state schools being funded by the
government and not allowed to take decisions that would impose any financial

burden on parents.

The education system in Oman, as noted in Section 1.4.1, is centrally managed
(The New Zealland Education Consortium; MOE, 2006); most important
decisions are made by the Ministry of Education and implemented at the regional
and school levels by the eleven educational directorates throughout the country.
While the MOE imposes a nationwide curriculum and decides on any changes to
it, the regional directorates are able to suggest projects and to initiate
experimental piloting of them. However, no project can be started without
approval from the ministry. All projects must also be carried out within a pilot or
experimental timeframe and evaluation reports must be sent to the MOE for a
final decision, either to approve the project and extend it to all other regions if it
is feasible to do so, or to abandon it. Therefore, any change made to an aspect

of the education system is likely to have major financial and practical implications.

The project whose implementation and consequences are investigated in this
study was the first attempt at introducing tablet computers into the classrooms of
Omani public schools. Pedagogical research elsewhere has shown the use of
tablets to be a promising element of ICT initiatives to enhance teaching and
learning (Milman et al., 2012; Clarke and Svanaes, 2014; Clark, W. and Luckin,
2013), but as reported in Section 1.5, teachers and others had offered some
resistance to previous attempts to introduce mobile digital devices, i.e. mobile
phones, into Omani schools. Against this background, the present study was
designed to explore what happened when tablets were introduced into an Omani

school and to survey the views of the agents involved.

The process of introducing a new device into the classroom context will be subject
to influence by people, practices and decisions taken before the device arrives in

the classroom. Therefore, any study of the introduction of tablets must consider
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various aspects of the teaching and learning environment, while acknowledging
that not all of them will necessarily be present in the classroom. It is important to
consider teachers’ willingness, ability, skills and training, and to determine how
these influence the implementation process. Pupils’ exposure to the devices and
the time allocated for practice inside and outside the classroom will also be
crucial. Other factors which cannot be ignored are the planning of the project and
the decisions taken by both parents and administrators on what applications are

to be used and on when pupils are to be able to use the devices.

In Oman, teachers of grades one to four are usually called to invigilate the exams
which grade twelve pupils sit and this tends to disturb their teaching schedules
for over a month each year (The New Zealland Education Consortium). The use
of cycle 1 teachers as invigilators at the higher level is intended to ensure the
fairness of a form of assessment whose results are decisive for the candidates
and their families. Cycle 1 schools are expected to run normally during these
exams, however, as not all teachers are called for invigilation and none are
involved in marking. Thus, the schools are not officially closed during exams, but
they tend to suffer a degree of disruption, depending on how many teachers from
any given school are called for invigilation. A major difficulty arises in the case of
remote rural locations, where rather than cycle one pupils attending a separate
school, which would be too small to be efficient, grades one to ten are combined
in a single establishment. In such schools, including the case study reported here,
teachers at a number of levels are involved in the grade twelve examinations,

some in invigilating and others in marking.
1.6.1 School location

Oman is located in the east of the Arabian Peninsula. It has a land area of about
309,500 km? and a coastline of 3165 km. The great majority of the terrain (82%)
is desert and 15% is mountainous, while flat fertile land constitutes only 3% of
the total area (MOE, 2015). Within the mountain ranges there are many large
wadis, which are valleys in which water flows intermittently. As water resources
are scarce in Oman, villages and towns tend to be built close to wadis, exposing

them to the risk of flash floods during heavy rain. However, people are happy to
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welcome the rain, as it refills the underground water resources which are
essential to agriculture and to prolonging the time during which the population

can survive between periods of drought (Kwarteng et al., 2009).

The school which was selected as the setting for this study (by a process detailed
in Chapter 3, Section 3.3.1) has pupils in grades one to nine and is located in a
mountainous village, serving the population of scattered smaller villages in the
surrounding mountains. The village where the school is situated has only one
unpaved main road, which passes through a wadi and is often closed by flash
flooding during the rains (ABDEL-FATTAH et al., 2016). The result is that the
village and the smaller ones in the surrounding area are isolated until the rain
stops, the floods subside and the roads can be repaired and reopened. Apart
from schools and a medical centre, there are no other official institutions in the
village, many of whose inhabitants travel elsewhere to work. It is a common
situation for men to be absent from the home on weekdays, leaving their wives
to shoulder all of the domestic responsibilities including the monitoring of their
children’s schooling. Until 2004, some parents forbade their daughters to
continue their education beyond grade 10, as there was no post-basic school to
which they could travel daily, meaning that they would have had to attend a
school in the nearest town and live in its hostel during the week, an arrangement
that not all parents were willing to accept (World Bank, 2013; Education, 2004;
MOE, 2008). This situation, combined with the relative immobility of the
population, has resulted in current pupils at the village school having mothers

who were not educated beyond grade ten.

At the time of the study, a government initiative had been underway for five years
to build a new road with bridges that would keep the main access to the village
above flood level. However, progress was very slow because the road passes
through a narrow valley which cannot be completely closed at any point during
the construction works, there being no alternative route into the village. The
aforementioned flash flooding was also found to interrupt the work for several
weeks at a time, often burying the work already done or the construction
equipment. This situation was found to affect the functioning of the school in two

related ways. First, those pupils and teachers who lived in the surrounding
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villages were often unable to access the school for the three to five days that it
would take to reopen the road after flooding. Secondly, to avoid the risk of pupils
and staff being unable to return to their homes if flooding cut them off at school,
the administration would often close the school and dismiss the children early

when rain was forecast.

Although statistics are not available for specific towns or villages (The New
Zealland Education Consortium; MOE, 2015), being generally collated by the
education offices at regional level, it appears that relatively few graduate teachers
live in or originate from villages such as the one in question. This means that the
teachers at such schools are mostly appointed from further afield than the
immediately surrounding villages. Having worked for some time in a remote rural
location, non-local teachers are likely to apply for transfer to another school that
is closer to the town where they or their families live (Al-Habsi, 2009; The New
Zealland Education Consortium). Teachers and administrators who are not from
the local area are thus often either relatively newly appointed or waiting for a
transfer to another school (The New Zealland Education Consortium). In such
situations there is an unwritten practice whereby, to entice people to continue
working at a remote school, they will be offered rapid promotion so that they climb
the administrative ladder within a relatively short time. A teacher who has served
for two years is likely to be offered a post as assistant head teacher and within

one or two more years he or she may well be promoted to the school headship.
1.7 Study aim and research questions

In light of the background set out above, this study aims to explore what
happened when tablets were introduced into an Omani primary school for the
pupils’ use and in particular to determine the effects of their introduction and of
various mediating factors on teaching practice in the classroom. In pursuit of this

aim, it addresses the following three research questions:

1- What are the contextual factors mediating the use of tablets in the

classroom?
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2- What are the impacts in terms of the roles and responsibilities of the agents

involved in using tablets in the classroom?

3- In what way does the use of tablets affect teaching practice in the

classroom?
1.8 Organisation of thesis

The remainder of this thesis is organised as follows. Chapter 2 reviews the
relevant literature, Chapter 3 sets out the research methodology, Chapter 4
reports and analyses the data collected in the course of the case study and
Chapter 5 presents the findings derived from this analysis, then Chapter 6 offers
a discussion of the findings, draws conclusions and considers the limitations and

contributions of the study.



-29 .-
Chapter 2: Literature Review

2.1 Introduction

In the previous chapter | presented the context in which the study was conducted
as well as the historical background of the education system governing the
hosting school. The aim of this study, as stated there (Section 1.7) is to explore
what happened when tablets were introduced into the classrooms of an Omani
primary school. This chapter reviews the literature on tablet implementation in
schools and published research on using tablets in educational contexts. The
introduction of tablets into schools goes beyond the involvement of a teacher with
her pupils, as it also involves the school support staff, the management of the
school, the parents and the authorities concerned, which in the case of Oman are
the Ministry of Education and the regional education directorates. | will review the
pedagogical and administrative requirements for introducing technological
innovation into schools, then | will discuss the potential role of tablets in schools
and the challenges arising from the use of tablets in classrooms. The chapter
also includes sections on technology and children, and on the skills associated

with using tablets in schools.

The literature on the introduction of tablets indicates that they are perceived as
unique products with particular features (Section 2.3) which distinguish them from
computers, laptops and other technological products. Indeed, different brands of
tablets or different generations within the same brand have different features
intended to make them more useful. Here, to study the impact of tablets, it is
important for the framework to enable the identification of each devices’ features
and what these bring to the classroom setting. For example, the selection and
changing of software applications (apps) used in classrooms can make a
difference, as some studies have looked into the roles that tablets and their apps
play in engaging children when used in the classroom (Kucirkova et al., 2014).
The features of tablets, their deployment and the management of apps are all
crucial in deciding how tablets are used in the classroom and in determining the

success of their implementation (Henderson and Yeow, 2012).



-30 -

The successful introduction of technological devices into the classroom relies on
how teachers view them and their understanding of what the devices bring to their
classes (Venkatesh et al., 2003). It is thus necessary to explore their introduction
from the teachers’ perspective, because teachers have a vital role in the process.
Their views must be taken into account, since they will be the ones planning and
guiding the implementation of lessons with tablets. Cviko et al. (2014) studied the
views and roles of teachers in leading technology-rich classroom activities,
concluding that differences among teachers in length of teaching experience can
be used to explain their differing understandings of their roles. Others have found
that teachers’ acceptance of the technology to be introduced into their classrooms
depends on many factors and affects the introduction process (Venkatesh et al.,
2003; Beauchamp and Hillier, 2014; Ifenthaler and Schweinbenz, 2013). This
emphasises the value of exploring the introduction of tablets from the teachers’

perspective.

On the other hand, the learners’ perspective is equally important. Young pupils’
views of changes taking place in the classroom are important and many research
projects have accepted that children are competent social actors who can discuss
their experiences (Barker and Weller, 2003; Christensen and James, 2008). This
approach emphasises the importance of listening to children, allowing them to
express themselves, hearing what they want to say and considering their points
of view (Hartas, 2010). When it comes to the introduction of tablets, outlining the
learners’ relationships with these devices paves the way for discussing how they
use them in educational settings (Dhir et al., 2013). In fact, the learners’
perspective on tablets will be more complex than this, since the presence of new
devices will also modify the pupils’ relations with one another, with their teachers

and with their learning environment.

Finally, it is important to consider the views held by pupils’ parents concerning
the introduction of tablets, because these will affect the extent to which they
support the use of tablets to enhance pupils’ classroom learning. A study set in
Scottish schools found that parents were becoming increasingly involved with the
use of tablets and engaged with the school in following their children’s learning

(Burden et al., 2012). However, home support may vary, as not all parents have
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the same exposure to technology use, especially in rural areas, and such
differences may affect parents’ understanding of how tablets are to be used in

classrooms.

From the above, it is clear that a wide range of factors must be considered when
studying the introduction of tablets into classrooms. This study adopts activity
theory (AT) as its conceptual framework in recognition of its value in covering all
of the areas outlined above. Indeed, it goes further, expanding the parents’
perspective, for example, to a wider one which includes other members of the
community and incorporating the consideration of rules and the division of labour.
Section 2.3 discusses these and other aspects and components of AT in detail.
Meanwhile, the remainder of this introductory section sets out the reasons for

adopting it as the research framework.

This study requires a theoretical framework which provides a “systematic means”
of analysing and describing the interactions associated with the introduction of a
particular technology within a social context (Stevenson, 2008). A series of
material and cultural changes are associated with the introduction of tablets into
classrooms (Meyer, 2014), as they confront teachers with the need to make new
choices about approaching their professional development and the way they view
themselves (Beauchamp and Hillier, 2014). In choosing a theoretical framework
for the study it is important first to recognise that introducing tablets into
classrooms is a complex process involving many factors; Pelgrum (2001) asserts
that the use of technology in education is a potentially confusing phenomenon
that involves the contribution of many participants within the classroom,
elsewhere in school and beyond, including individuals or organisations outside
the control of the education authority but influential in producing change. All of
these contributions need to be explored to understand what happens when
tablets are introduced. After considering a number of theories, such as grounded
theory (Charmaz, 2006) and the unified theory of acceptance and use of
technology (Venkatesh et al., 2003), | concluded that activity theory should be
adopted here because it provides a framework that focuses not only on the
learners and the teacher but also on the forms and developmental processes of

individuals’ practices in the educational context, including the use of tools, the
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social relations between individuals and their environment (Kuutti, 1996). In other
words, the focus of AT is on the activity system and it uses activity as its unit of

analysis.
2.2 Why ICT in Education?

A gradual increase in the use of ICT in schools has been driven by expectations
that schools will perform better when such technology is used. People’s positive
views of ICT in education have spread until “it is often perceived that learning in
21st century classrooms will involve extensive use of digital technologies” (Abbott,
2016). This agrees with the example given Wedell (2009), who states that high
expectations were behind the massive investment in deploying ICT in schools,
on the assumption that technology will bring change to teaching and learning
practices. Investment in ICT has been driven by interactive multimedia
technology that enables learners to interact using computers with talking stories
and animation which are highly attractive to children and present information in
different ways that engage the learners and assist information recall (Smith, H.,
1999).

Therefore, the use of digital technologies in classrooms has spread around the
world as people understand that it has the potential to supports learners’
attainment, as shown by a report on the impact of ICT on learning, which reviews
forty two research studies from the USA and UK, concluding that learners’
attainment improved when technology was used (Eng, 2005). In particular, the
studies presented evidence of pupils’ improvement in English and mathematics
when technology was used to deliver the curriculum. Further studies have
confirmed that the use of ICT helps young learners to expand their learning zone
as they creatively use technology to mediate their own learning outside school
(Balanskat et al., 2006). A study of social interactions and communication shows
that teachers found a marked increase in learners’ motivation when they worked
in virtual environments that supported interaction through synchronous

communication (De Lucia et al., 2009).

Technology is also becoming more widely used for enhancing the social, linguistic

and cognitive development of young children (Gimbert and Cristol, 2004); indeed,
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its role in enhancing pupil attainment has created a perception that classroom
learning environments in the 21st century require the heavy use of ICT (Abbott,
2016).

integrating technology into education has been linked to cognitive development
theory. The learning theory of cognitive development (Vygotsky, 1980) proposes
that children’s accomplishment is bounded by the things they can do on their own
and those that they can do with the support of others who have more knowledge,
which Vygotsky calls the Zone of Proximal Development (ZPD). Vygotsky
explains that the ZPD in problem-solving ability is the scope for development
between a child’s level of ability when working on his own and the possible
development level when the child is working with adult support (Vygotskil and
Cole, 1978). However, with technology, such support is not limited to more
knowledgeable adults but is extended to all possible forms of support, including
the use of ICT, which Luckin and Du Boulay (1999) call the Zone of Available
Assistance. Adults’ support for children’s learning has been extended with
technology, which has also contributed to the environmental context of learning
(Vygotskil and Cole, 1978).

Emphasis on the communication and collaboration that technology provides
when used for teaching and learning is what makes the difference between
educational ICT and IT (Dwyer, 1995). Various studies have examined how
technology enhances collaboration in teaching and learning. For example, it was
found through the use of scripted collaboration that educational computer games

significantly enhanced the quality of learning outcomes (Manouselis et al., 2011).

Many studies have found that the use of ICT has a positive impact on the
classroom environment, reporting the following benefits (Osborne and Hennessy,
2003):

- ICT provides opportunities for learners to think, discuss and interpret
learning materials, which enhances their productivity.

- It supports the extension of learning beyond the classroom by linking
lesson materials to real-life situations.

- It increases engagement and motivation, as well as improving

collaborative learning and learner autonomy.
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- It helps teachers to explain abstract concepts.

Promoting learning interactivity is one of the main reasons for using ICT in
teaching and learning contexts (Beauchamp and Kennewell, 2010). This applies
to technologies that are able to respond to learners' actions and to those that
support or enhance teacher-learner interaction. Therefore, there has been an
emphasis on so-called interactive technologies, i.e. those that are thought to
support interactivity, such as interactive boards, which were found to increase the
level of teacher-to-pupil interaction (Beauchamp and Kennewell, 2008). However,
while Smith et al. (Smith et al., 2006) agree that the level of interaction between
teacher and learners tends to increase when interactive boards are used, they
warn that this does not necessarily mean an improvement in achieving learning
goals. They criticise the interaction that takes place when using interactive boards
as superficial, because it encourages whole-class teaching and interaction rather
than grouping learners into smaller groups, which would allow more meaningful

and authentic interactions.

It is also assumed that learning activities in a rich technological environment will
be characterised by better engagement and collaboration among learners than
those involving less use of technology (West, 2013). West believes that
technology allows pupils to take learning beyond the confines of the classroom
walls and of school time, since they can use online services to access learning

content, communicate with their teachers and collaborate with their peers.

It has also been argued that it is reasonable to question the amount of technology
used in the classroom and more importantly, to consider how it should be used
(Clements and Sarama, 2005). One of its early uses was to deliver interactive
stories to stimulate speaking and listening skills. Multimedia stories with sound
and animation are highly attractive to children and present information in different
ways that engage the reader and assist subsequent recall (Smith, H., 1999). As
educational research progressed, the integration of technology into language
learning took a variety of forms. Computer-mediated communication is believed
to support language teaching in two ways. First, it serves as an environment in
which teaching may happen; second, it can engage learners with communicative

skills by which they exchange language online rather than being confined to
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classroom conversations (Lamy and Hampel, 2007). More recently, technology-
enhanced language learning (TELL) has been introduced to guide the integration
of interactive, collaborative games and devices. TELL represents technology not
as assisting language learning, but as part of the environment in which language
exists and is used. Technology provides new contexts as well as new tools for
communication. TELL includes a wider range of devices such as smartphones,
game consoles and tablets (Walker and White, 2013). Handheld technology
changes traditional roles, as learners no longer receive knowledge passively, but
participate actively in constructing their learning, while the teacher facilitates the
learning process (Lutz and Huitt, 2004). Working together does not merely mean
getting learners physically into a group to work together on one task; it also
means creating collaborative opportunities where learners are required to interact
and to work together in order to achieve personal success by pursuing shared
goals (Doolittle, 1995). Learners’ roles include searching for and selecting the
learning content and deciding on learning strategies, which involves taking the
acquired knowledge beyond its reproduction to apply it, using problem-solving

skills, to new situations in the real world (Ng and Nicolas, 2012).

Finally, an important dimension of ICT in education lies on maintain the continuity
of the roles of teachers and learners in using technology to facilitate learning,
which includes the preparation and practice required to ensure the best formal
and informal ways of achieving pedagogical benefits (Traxler, 2012). These
practices are based on the interpersonal relationships between teachers and

learners and on their views of teaching and learning (Nicholas, 2010).
2.3 Activity theory

This section explains the main principles and components of activity theory. Here
and elsewhere in this thesis, initial capitals are used to indicate that a term has a
specific meaning within AT. Activity theory has been through generations of
development since it was initiated in the 1920s by Vygotsky, who was particularly
concerned with the use of mediating tools and the study of environment in
learning (Vygotskii and Cole, 1978; Engestrom, Yrjo et al., 2007). The theory is

used to explain the meaning that Tools carry in social Activities, which indicates
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the importance of considering the social context in understanding the meaning
given to the tool within that specific context. External Tools are used to enhance
pupils’ learning in many teaching contexts therefore technological devices such
as computers are integrated (Kaptelinin, 1996; Nardi, 1996). However, not all
teaching contexts are the same, because pupils, teachers and schools are not
the same and people will associate different understandings and meanings with
the used tools. Thus, AT is a way of analysing the complex context of an Activity,
providing the researcher with concepts for developing an understanding of the
Activity System. It has been used to study the conflicts arising from the
implementation of new technologies, where teachers’ beliefs clash with their
actual practices (Russell and Schneiderheinze, 2005). Therefore, in order to
investigate how people understand the technology they use, it is important to
relate their use of it to the context in which they use it. It is equally important to
view their histories, which Blin (2004) did to understand students’ resistance to
the introduction of computer-assisted language learning into their learning
context, as he examined learners’ educational histories and their history of

technology use.

For this study, it is necessary to form a wider understanding of the context and of
all the components that might impact the use of tablets in the classroom. These
include the teachers and pupils who are the subjects of the Activity System and
their understanding of tablet use, as well as their understanding of their roles in
using the technology in question. It also means exploring teacher-to-pupil
relationships and their understanding of classroom norms in order to determine
what tablets might bring to these relationships in terms of division of labour.
Finally, all of this is to be viewed within the context of the classroom Activity

System, as classes may differ both between and within schools.

However, | would agree with Kuutti (1996) that the words ‘activity’ and ‘theory’
are both misleading, referring as they do to the Soviet-originated cultural-
historical tradition in research. This is because the tradition is not interested in
activities and the word ‘theory’ gives it a fixed meaning which is not appropriate.
The basic idea of activity theory is to view all related aspects of an Activity such

as the introduction of tablets into a classroom setting. AT conceptualises human
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Activities as being interlinked, with each being connected to or leading to another.
It is often difficult to separate them or to isolate their impacts (Engestrom, Yrjo,
2000); therefore, understanding any single Activity involves exploring its
relationship with other Activities. Thus, when studying tablet use in schools, it is
important not to limit the investigation to how individual teachers or pupils use the
devices from a single perspective while ignoring the wider context. Instead, the
understanding of participants’ Activities should take account of their aims and
values, of social and cultural factors and of the mental processes involved
(Kaptelinin, 1996). Before discussing AT further, it will be useful to unpack its
structure and to discuss the terminology associated with the theory, beginning

with Activity itself.
2.3.1 Terminology

The use of the word Activity in the context of activity theory is problematic, as it
has a special meaning which differs from its general use to denote everyday
actions such as classroom activities. This confusion arises from the origins of AT
in Russia, as there are two words in Russian with slightly different meanings, both
of which are normally translated into English as ‘activity’ (Roth et al., 2009; Kuutti,
1996). Within AT, an Activity is a complex set of social interactions between the
component elements of an act that is performed by one or more humans. The
following subsection explains the components and terms associated with AT.
This explanation, in common with the rest of this study, adopts the model of
Engestrom (2001) in which the basic idea of activity theory is that the Subject(s)
of an Activity perform Action(s) mediated by Tool(s) towards an Object (Figure
1).
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Figure 1: Activity System (Engestrom, 2001)

2.3.2 Components of Activity

As AT has evolved, the structure and definition of an Activity has also developed.
Basically, an Activity is a system with seven components, as listed and explained
in Table 2.
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Table 2: Terms associated with activity theory

Term Meaning

An individual or group of people who are the main actors of the
Activity or whose viewpoints are adopted. Many people may be
Subject present in the Activity as part of the community. Activities do not exist
in isolation and can be interlinked, so the main actor of one Activity
may at the same time be a member of the community for another

Activity and vice versa.

What the people involved in the Activity want to achieve by it. It

Obiect creates a Motive and a driving force for Subjects’ actions. However, as
ec

) there can be more than one Subject in an Activity, different Subjects

may have different driving forces.

What the Subjects use to mediate their interaction within the Activity

Tool towards its Object. Subjects may use material Tools such as books,
0o

computers or machines (Blin and Munro, 2008), or can use spoken

language as a Tool.

Regulations and norms that the Subjects are bound by and which
govern Actions and relations within and between Activities.

Rules

People involved in the Activity or individuals sharing the Object of the
Activity with the Subjects.

The organisation by which individual Subjects share different duties
Division of | and tasks in working towards their Object as well as sharing status,

Community

Labour control and power among Subjects and members of the Community
participating in the Activity.

The final result of the Activity, which can be a situational status that
comes as an idea or an emotional response (Bodker, 1989).

Outcome

The Activity is started and oriented by the Motives which the Subject of the
Activity attempts to realise by working within the Activity. However, having joint
Subjects of Activity with the same Motive may lead to variations, depending on
how each Subject tries to realise the Motive; consequently, their experiences and
learning may differ (Roth et al., 2009). An example is when a group of pupils are
each holding a camera and are asked to take photos of the same tree. Even
though they all use the same Tool (a camera) and have the same Motive (taking
a photo of the tree), the quality and clarity of the results may vary, depending on
how individual pupils work on controlling factors such as the angle, the focus of

the lens, the lighting and their distance from the tree. The consequences of
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differing individual experiences are differences in how individual Subjects realise

and hold to the initial Motive or work towards a new Motive within the Activity.

Secondly, the Motive changes how individual Subjects decide how much effort to
put into their participation in the Activity (Roth et al., 2009). For example, a
teacher takes her class to a computer cluster to design a Mother’s Day card to
be emailed to their mothers at the end of the lesson. However, on arrival at the
cluster, before they start designing, the teacher informs them that the internet is
not working and they will be unable to send the cards to their mothers. Although
the pupils may perform the same action (designing), this change of Motive may
change the effort they decide to put into their actions. Finally, how individual
Subjects understand the Motive as the effort the children put into designing a card
may vary between those pupils who expect to send it to their mothers at the end

of the day and those who do not, because they are motherless, for example.

An Activity is made of one or more Actions performed by a Subject, which is an
individual or a group of people (e.g. a teacher or pupils) driven by a Motive or a
need (Stevenson, 2008). These Actions are mediated by Tools and carried out
until the initial Motive or need is satisfied (Engestréom, 1987). It is important to
distinguish between three levels of Activity, which are Activity, Action and

Operation.

Actions are what the Subject of the Activity does to fulfil the Motive of the Activity.
They are the main constitutive units of the Activity which the subject performs and
they make sense only when seen in their context. Allen et al. (2011) explain that
while working on an Activity, Subjects engage in goal-oriented Actions that do not
all necessarily serve the fulfilment of the Object of the Activity, even though they
are part of the Activity and are mediated by the Tools of that Activity. The
collective Actions will eventually lead to the fulfilment of the need or Motive of the

Activity.

Actions are composed of a number of Operations, which are the smallest units
of an Activity. Operations can be explained using the earlier example of a child
using a camera to take a photo. Pressing the shutter button does not constitute

the entire Action of taking the photo but is just one Operation. The Action itself is
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composed of several such Operations, some of which the child may be unaware
of, such as checking distance and lighting, adjusting the focus and orienting the

camera.

These levels (Activity, Action and Operations) are not fixed, in the sense that
Activities can be become Actions within another Activity, while Actions can
become Operations within another Action (Bodker, 1989; Karanasios et al.,
2013). As Operations become Actions and Actions become Activities (Bodker,
1989), this development of Activity makes it a unit within a network of Activity
Systems, where the outcomes of one Activity may enhance the fulfiiment of
another Activity Object within the Activity System, even if this was not intended
(Korpela et al., 2000). In addition, the Outcome, which is the final product of the
Activity, may match the needs and expectations of the original Motive of the
Activity or it may be a new and unplanned product. Again taking the photography
example, the final product may be a clear photo of the tree as intended, or a hazy,
unclear picture. In the school context, Outcomes can be factual knowledge or the
development of conceptual understanding or skills through the Activity, as
formally stated in the curriculum. Alternatively, they can be goals set by individual
pupils or teachers with no formal or set statement. “There is no activity without a
motive” (Roth et al., 2009). However, the structure of an Activity System
comprises various levels of Activities, and human Activities serve the collective

needs which represent “the true motive” of the Activity system (ibid).

This study uses activity theory to explore two Activities: the process of introducing
tablets into schools and the complex set of classroom interactions with devices.
The Subjects of the Activity are the pupils and teachers, who are part of a wider
community that includes administrators, parents and policymakers. As to the
rules, those set by the Ministry of Education and the school will be the same,
while classroom norms will be unchanged; however, when tablets are used for

the first time this may also have implications for the rules.

Having dealt with the theoretical framework of the study, | now turn to the features

of tablets and their use in education.
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2.4 Why tablets?

The first iPad tablet was introduced in January 2010 and since then tablet
computers have gained popularity. Among the different brands of such devices,
which are sometimes called post-PC tablets, are the iPad and various Google
Android models. These are different from the first generation of tablet PCs which
appeared in the early 1990s. The new generation of tablets have benefited from
the fast development of mobile technology. They have capacitive high-resolution
touch screens with a multi-touch finger-driven interface and a wide range of
applications are available (Johnson, L.F. et al., 2012; Montrieux et al., 2014).
There are also a range of connectivity options from Wi-Fi (wireless) to 3G and 4G
networks. With all of their enhanced features, the introduction of tablets to schools
has stimulated a new educational debate, while their use in school is expanding.
Tablets are rapidly gaining customer trust as tools of general media consumption
and informal learning, and are increasingly being adopted for use in more formal

teaching and learning (Clark, W. and Luckin, 2013).

However, the way that schools rushed to embrace tablet use has been criticised
on the grounds that tablets were a novelty whose attraction would soon fade.
Critics asserted that the positive results of many studies were valid only in the
short term, the researchers having been influenced by the novelty of the devices
to conduct their studies soon after the introduction of tablets into schools; longer-
term work was therefore needed to investigate how learners interact with tablets
and to identify factors affecting this interaction and thus the learning value of the
devices and their use (Falloon, 2014). In addition, even people who usually
viewed ICT in education positively, such as Traxler (2010), arguing that ICT
devices provide confidence and familiarity because they exist in learners'
everyday lives, formed a sceptical view of tablets in education. This negative
assessment was that tablet devices are ill-suited for education because the
replacement cycle imposed by manufacturers is shorter than the time needed for
such devices to prove their capability in education. Murray and Olcese (2011)
also questioned their effectiveness as educational tools. After analysing the
hardware and software environment provided by 315 apps, they concluded that

tablets were not a tool for transformative teaching and learning, lacking the
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capability for collaboration because most of the apps focused on providing
knowledge and delivering content using drills and practice, without opportunities
for creativity and reuse. However, this criticism fails to acknowledge the pace of

development in the production and pedagogical use of apps.

This may explain how it is that a year later, Heinrich (2012) reported a qualitative
study in which 43 of a sample of 71 teachers were cited as finding tablets apps
to be useful additions to traditional teaching methods. Johnson, L. et al. (2012)
also disagreed with Murray and Olcese (2011), asserting that tablets enable
learners to produce content rather than simply consuming it passively. Newly
emerging apps such as Interactive Text and Life on Earth (McWilliam, 2012)
allowed learners at different levels to easily design and produce their own projects
in 3D shapes. The emergence of such apps represents ongoing development
and innovation, exploiting the features available on tablets and challenging the
idea that they are only to be used for delivering content. Further, an evaluation of
iPad use in Scotland (Burden et al., 2012) reported that some apps enabled
teachers to personalise their advice and feedback, transforming the learning

environment by centring it more than ever on the individual learner.

Tablets have potential educational advantages, as pupils can be in full control of
their devices, which can support activities including those involving apps or online
communication and downloaded files (Valstad and Rydland, 2010; Beauchamp
et al., 2015). Mouza (2005) reports that research has shown positive results in
that technology can contribute to children’s development in three ways: a) by
allowing teachers to create an environment that allows pupils to learn by doing;
b) by helping children to understand difficult concepts through visualisation and
c) by reinforcing activities appropriate for development. Learning with technology
can engage children in hands-on activities which may vary from simple games to
interactive discussions, guiding and supporting pupils’ engagement in activities
planned or facilitated by a teacher. A study of iPad use in a school in New Zealand
found that the multi-touch rotatable screen with a range of apps gave pupils
enhanced opportunities for collaboration by keeping them interested in the
content for longer, allowing them to interact with each other through the device

and providing opportunities for face-to-face interaction (Henderson and Yeow,
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2012). Williams and Easingwood (2007) argue that children’s control of the
technology should not be constrained by the teacher or the software. Pupils
should interact with devices and use them as tools to advance their own learning
and enquiry, rather than being controlled by the technology. Fear of depending
on technology is an outdated concern, as the whole world is moving towards
integrating it in every aspect of life, and a positive attitude towards educational
technology is now prevalent. Whether they like it or not, educators are faced with
a constantly changing technological world that people expect to be reflected in

what schools do (Selwyn et al., 2010).

A study of the use of iPads in eight primary and secondary schools in Scotland
has reported an unspecified increase in the use of technology in the classroom
(Burden et al., 2012). Tablets were also found to provide wider access to
knowledge and resources, with many teachers noting that their internet use had
increased after iPads were integrated into their teaching. Earlier researchers
noted that the features and designs of tablets made them easily accessible and
useable by even the youngest school pupils with minimal exposure (Melhuish and
Falloon, 2010), which created an expectation that teachers could integrate tablets
into their classrooms without training (Smith and Santori, 2015). The implication
was that tablets required little or no investment in training for either teachers or
pupils. However, later studies considered the need to train teachers (Karsenti and
Fievez, 2013; Burden et al., 2012; Heinrich, 2012), as classroom use of tablets
was found not to be as easy as had been presumed. Henderson and Yeow (2012)
report that teachers found it easy to use tablets but difficult to create content
appropriate to their lessons. Before discussing the reasons for this difficulty, it is

necessary to outline some of the main features of tablets.
2.4.1 Mobility

Tablets are fully mobile, as they require no connecting cables except when
charging. Therefore, with well charged batteries they give learners freedom of
movement, allowing them better control over their learning space (Clark and
Luckin, 2013). This mobility constitutes an important element of the educational

value associated with such technological devices, which are uniquely powerful in
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making learning mobile (Heinrich, 2012; Miller, 2012; Schuck et al., 2013). The
use of mobile technology allows learners to extend their knowledge and
discussions beyond the classroom walls (Rossing et al., 2012; Benton, 2012).
Even in the classroom, pupils are not confined to a specific desk or group but can
switch from one group to another, taking their tablets with them and sharing their
learning. Mobility combined with the touch-screen feature enables learners to
engage longer with the lesson content as well as with the devices themselves
(Clark and Luckin, 2013).

2.4.2 Apps

One important feature of tablets is the variety of software available in the form of
apps, which are programs downloadable from the internet and designed for use
on mobile devices (Neumann, 2014). There are thousands of apps available for
download, either free or paid for. Among these are many educational apps to suit
different customers (Henderson and Yeow, 2012). However, not all available
apps will necessarily be appropriate for every lesson, as account must be taken
of factors including suitability for the age range, the subject being taught, the
language of instruction and the aim of the lesson. There are apps that provide
interactive learning materials, such as electronic books with a built-in narrator
(Neumann, 2014). In addition, there is a range of apps specifically designed in
child-friendly mode to help children learn, such as those in the form of matching
or sorting games to teach children about letters, sounds, colours and shapes
(McManis and Gunnewig, 2012). A study in the United Arab Emirates identified a
major challenge in the fact that all apps were in English, which made their use
difficult not only for pupils but for many teachers, who spoke only Arabic (Ali,
2013). The author recommends that schools should seek to overcome this
problem by developing their own software. In general, teachers need to look for
apps that best serve their lessons and their pupils’ needs, which requires them to

collaborate with the school administration and devote time to app selection.
2.4.3 Time saving

Researchers have reported varied results regarding the time saved by using

tablets in the classroom. In a study of the benefits and drawbacks of introducing
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tablets to classrooms in the American International School in Dubai, Ali (2013)
found that teachers became more efficient with time. He explains that lesson time
was saved by teachers using the school’s facilities to access the Web in order to
prepare for lessons before assigning work to learners. On the other hand, if
teachers need to prepare digital content in advance in order for the use of tablets
to save time within the lesson, Young (2016) warns of an overlap between this
preparation time and the time teachers need for their professional development.
He therefore urges school administrators to allocate time for teachers to prepare
digital material for lessons. Indeed, if teachers are to use tablets in the classroom,
they require the support and understanding not only of the school but of the

community beyond the school gates.
2.5 Tablets and innovation in education

This section considers the impact of introducing tablets to the classroom on the
wider education field. Wedell (2009) asserts that policymakers need to consider
at the planning stage of such a complex educational change the importance for
local leaders to fully understand both the specific change itself and the nature of
the educational change process in general, so that they are able to appropriately
plan, monitor and support implementation over time. It is also important to provide
appropriate information and support to help local leaders, head teachers,
teachers, learners, parents and administrators to understand the ‘what’ and the
‘how’ of the change, in order to enable them to begin implementing it. They will
surely be affected by the implementation of the change, so it is important to take
account of what they currently know and think and of how they behave towards
the change (Wedell, 2009).

The introduction of tablets brings about a change to schools, but it may well not
be the only change affecting the school setting. Schools suffer the problem of
being overwhelmed with a flood of scattered reforms and changes (Fullan, 2008).
Educational projects are introduced as a result of the technological and economic
effects of globalization, which direct governments to move towards developing
policies to maintain or improve their competitiveness in a changing global market
(Wedell, 2009). Therefore, stakeholders tend to think that introducing the most
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recent technological innovations to the school curriculum will bring a major
improvement in the quality of teaching and learning (ibid). However, it is important
for people working on innovations to be aware of the implications of their projects
and to try to improve teaching and learning standards. Wedell (2009) believes
that innovation and change, whether imposed on schools or coming from within,
should be designed to serve the ultimate aims of the educational system.
Therefore, schools should not allow their enthusiasm for introducing tablets into

their classrooms to lead them to forget their existing teaching and learning goals.

For example, a questionnaire-based study was conducted at Longfield Academy
in Kent (UK) in September 2011 to investigate the impact of iPads on teaching
and learning (Heinrich, 2012). Of the school’'s 960 students, aged 11-18 years,
320 completed the questionnaire, as did 71 teachers and 28 parents. The study
found a significant positive impact of iPad use on the quality and standard of
students’ work and on their level of motivation. Students reported using iPads in
all subjects to search for topics online, to prepare presentations and to brainstorm
ideas. They indicated that they wanted iPads to replace paper and books, to take
notes, to make music and to do online research and homework. They said that
iPads made it easier to use eBooks, to access translation tools and to access
educational games and apps in support of their learning, especially in English,
maths and science. Most students believed that iPads enabled better
collaboration through sharing online resources and doing group work in class.
The study uses technical and other factors to explain why teachers’ responses to
the use of tablets for collaborative tasks differed from those of their students. This
study recognises the many challenges that faced the researchers and the project
implementation team, such as providing sufficient staff training, technical issues
related to the licensing of apps and other constraints related to educational
management. Some of these factors may have affected pupils and teachers when

responding to the questionnaire and interviews.

The Longfield study examined how students used their iPads, in which subjects
and in which activities, but evidence of a positive impact is limited to questionnaire
responses, where students are reported to have “overwhelmingly” expressed

their enthusiasm (Heinrich, 2012) for using iPads. However, if given the chance,
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they might have expressed their worry that they would not be allowed to use
iPads if they had not been used effectively in class. Students may not have been
able to notice or been willing to report the distraction of access to games and
online content, leading them to engage in off-task activity when using their tablets
in class. The study should have been taken further to investigate how and how
effectively they actually used their tablets in class, using data collection methods

other than surveys.

In a review of research on iPads in schools, much of which had not yet been
published, Clark, W. and Luckin (2013) note many important ‘guiding’ ideas. They
report that iPads have been found to support learners beyond simple drills and
practice games and that there is evidence that iPad use supports collaborative
learning and provides a personal learning experience. According to Clark, W. and
Luckin (2013), research also suggests that the adoption and use of tablets in and
beyond the classroom allows students to expand and enhance their learning in
ways that were previously not possible or not easy. Finally, from a teaching
perspective, they assert that knowing what learners know about their learning is
a key issue in teaching and learning. Learners need to be able to work with
devices such as tablets on tasks at an appropriate level of challenge. It is
therefore important to understand that learners’ ease of use is a key factor in their
engagement with learning. The review cites examples showing that iPad use
plays a role in learning activities that enhance and support deeper learning in
science education and authentic learning in language learning (Clark, W. and
Luckin, 2013).

An earlier study explored the practicality of using tablet PCs (an early generation
of handheld computers with a stylus interface) for children in early education to
draw portraits (Couse and Chen, 2010). The study addressed two questions: 1)
Is stylus-interfaced technology a suitable tool for early education? 2) How can
stylus-interfaced technology align with technology curriculum standards for early
education? The researchers used mixed methods to gather qualitative and
quantitative data on participants’ use of tablets. A total of 41 three- to six-year-
old children were videotaped while working with their tablets in the classroom.

They were examined individually as they interacted with the tablets during class
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teaching and after the class. Pupils and teachers also participated in focus group
interviews. Grounded theory was used to analyse the qualitative data. Different
age groups were compared to determine whether pupils’ age was correlated with
differences in their work. It was found that preschool pupils were quickly able to
learn to use the tablets as a medium to express their ideas and show learning.
With adult instruction and peer modelling, they became comfortable in using the
devices for drawing and were able to select a pen colour from available options.
It was found that children preferred to use these tablets (with stylus) over
traditional drawing media. The more they worked with tablets they more
independent they became and the less teacher support they required (Couse and
Chen, 2010). Although this study recognises that its data was limited to the
children sampled in the study, it uses empirical means to address the question of
the practicality of tablet PCs for preschool children in a natural setting. The
relationship between children’s age and the practicality of technology has been a

topic for discussion among educators.

Finally, no technology has an impact on learning in its own right; rather its impact
depends upon how it is used (Clark, W. and Luckin, 2013) and research indicates
that the introduction of ICT does not simply bring the desired change, as it is a
complex and difficult process which affects and is affected by many factors in the
field (Demetriadis et al., 2005). Adopting the use of tablets in schools is no
exception; although there is evidence that they can help teachers, learners and
parents in multiple ways to be more effective, such outcomes cannot be
guaranteed by the introduction itself. To enhance these learning benefits, tablets
should play a supporting role to the actual learning activity. The question that
should be asked is not whether tablets can support learning, but rather how they
can be used to support collaborative or exploratory learning (Clark+ and Luckin,
2013).

2.6 Tablets as innovation

The introduction of tablets or any other educational technology cannot be realised
in a single step. The important questions are not about the bringing of tablets into

the classroom, but about when and how to use them. This again raises the
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importance of considering the context in which technology is introduced, as the
complexity of introducing tablets can differ from one school and one class to
another, depending on factors such as teachers’ and school leaders’ interest in
technology and general experience, which might facilitate tablet use in the
classroom and help to overcome any challenges that arise. To achieve the
purpose for which such devices are introduced, Ruggiero and Mong (2015) argue
that the introduction of technology is to be viewed as an extended process
requiring time, effort, planning and ongoing reflection. Above all, the introduction

of tablets must be understood as a process that needs detailed planning.

A vital aspect of the introduction process it to ensure that teachers understand
how to use the tablets and that they recognise what tablets will bring to their
classes, to their pupils and to them as lesson planners. If tablets are introduced
without such planning, teachers will be confronted with challenges when they are
already in the situation, such as losing control of the class as pupils play games
instead of doing the lesson task (Isci and Demir, 2015). Teachers are expected
to be prepared to use any new devices introduced to the teaching context
(Keengwe et al., 2009). This means preparing them for the technical use of such

devices, as well as informing them about related considerations.

It is also necessary to address the process from the perspective of parents in
order to appreciate their views on the introduction of tablets and to understand
how they will support their use to enhance their children’s classroom learning. A
study conducted in Scotland found that parents were increasingly involved with
tablet use and engaged with the school in following their children’s learning
(Burden et al., 2012). However, home support may vary, as not all parents have
the same exposure to technology use, especially in rural contexts, and such
differences may affect parents’ understanding of how tablets are to be used in
the classroom. Parents have a role to play in providing opportunities for their
children to access digital devices, which will influence their learning (Stephen et
al., 2013; Plowman et al., 2010). Parents also have their own concerns, with
many being worried about the dangers of internet use (Ey and Glenn Cupit,

2011). This leads many parents not merely to place restrictions on their children’s
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use of internet-enabled devices but even to refuse to allow them to use tablets

altogether.

Understanding the whole introduction process from the beginning will enable the
school leadership to clarify the benefits and challenges to teachers, thus helping
them to best plan and use tablets with their pupils. It is important to identify the
learning opportunities best suited to tablet use, because in any classroom there
are multiple learning opportunities where technological devices can be used in
different ways. In addition, for each opportunity there can also be more than one
way in which technology can be used in a classroom (Ruggiero and Mong, 2015).
Thus, whether and how teachers use tablets in their classes, with which pupils
and with materials provided for them or prepared by the teachers themselves are
not the only concerns. An important consideration is the need for leadership and
guidance; thus, Ghavifekr and Hussin (2011) discuss the need for what they call
“e-leadership” when technology is introduced into an educational institution. They
specify the roles of e-leadership in tasks related to preparing the whole institution
for the introduction of electronic devices, managing the project and arranging for

training and the provision of materials.

Finally, the introduction of tablets should be understood and planned at both
classroom and school levels. Before presenting tablets to teachers and their
pupils, school administrators need to take decisions that will shape the process
of using them in the school. Without proper planning, the use of tablets would be
just another classroom activity, whereas their effective incorporation into lessons
should be decided well in advance, because teachers need to prepare differently
for those lessons in which tablets are used (Frey et al., 2013). First, the school
must decide who will be using tablets and how often (Burden et al., 2012).
Considering the number of devices available, the school will have to decide on
the ratio between pupils and devices, the venues in which tablets are to be used,
which teachers are to be involved, in what subjects, for how many classes of
pupils and at what levels. These initial decisions can then be used as the basis
on which to plan the possible frequency of tablet use in lessons, the topics to be

covered and the software needed (Psiropoulos et al., 2016).
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There are indications that tablets are not well utilised as learning tools, since
teachers tend to use them in simple ways, such as downloading apps that do not
engage learners in meaningful learning activities, according to a study of iPad
use in Danish schools (Khalid et al., 2013). One of the participating teachers
complained that not enough guidance was given on apps, but Khalid et al. (2013)
reject this criticism, arguing that having been sent on a training course, teachers
are responsible for seeking new knowledge in the field. However, while it is true
that teachers have a responsibility to expand their knowledge of teaching tools,
this does not diminish the responsibility of the administration for guiding them and
providing the necessary resources. Such responsibilities are shared in a teaching
institution, as both guidance and resources must be provided if teachers are to
search effectively for suitable apps and use them well. School leaders should
therefore provide clear guidance to teachers both on tablet use, including specific
guidelines concerning the apps to be used, and on the training and professional
development that teachers should undertake. The leadership and its beliefs about
technology influence the effectiveness of the professional development
programmes that it provides, clear links having been found between the goals of
such programmes and the vision of the institution providing them (Keengwe et
al., 2009). Therefore, improved school leadership and involving teachers in
making decisions are factors to be considered when technological innovations
are introduced into a school (Albirini, 2006).

For a school to deploy a successful tablet introduction project it is necessary to
have a leadership strategy for structuring change management which goes
beyond providing devices, software and connections. The strategy must cover
reaching people and keeping them trained and updated on using the technology
available to them in their educational context (Keengwe et al., 2009). The first
step should be assigning a project leader who has a good understanding of
technology and its deployment in educational contexts, as well as familiarity with
the process of implementing projects (Keengwe et al., 2009). When new
technology is introduced into a school, the school ICT coordinator usually takes

this important role, guiding the implementation and supporting teachers
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(Goodison, 2002; Hayes, 2007). However, Crawford and Nahmias (2010) claim
that the project manager does not necessarily need to have the competence
needed for activities promoted by the change that he or she is leading. Knowing
about the activities for which the devices are to be used will enable him or her to
support the teachers involved in the project as well as to give feedback after any
assessment. However, the assessment itself should be done independently by a
body experienced in evaluation, which the administration should appoint to
review the process of implementing the initiative and its outcomes (Keengwe et
al., 2009).

Whitaker (1993) lists six management abilities that the school leadership should
have in order to begin implementing change in its classrooms. | believe that it is

valid to apply these to a tablet introduction project.

- The school leaders should create sources of funding and ideas regarding
the classroom use of tablets. They should also have the ability to use their
imagination, to assess and accept sensible suggestions, to take decisions
and to act accordingly.

- They should base their planning on an analysis of the current situation in

the school and relate it to the anticipated development of the project.

- They must be able to prioritise needs and deal with difficulties by stepping

forward, ready to take quick decisions according to the situation.

- They should communicate with the teachers involved, listening to them in
order to understand their views and needs. They must also be able to

tolerate teacher’s mistakes and to keep them updated in various ways.

- They must be able to motivate the teachers by helping them to set their
goals, as well as providing sensible challenges that will help them to

recognise their own achievements.

- School leaders should be able to evaluate their own work as well as that
of others and do whatever is necessary to keep working towards their
goals. Finally, they must compare the outcomes achieved with these

goals.
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Thus, school leaders are not simply required to provide tablets and meet
teachers’ direct needs; they must also ensure that the people involved in the
implementation process are acknowledged with development programmes as
well as resources and that best practice is followed in utilising the new technology
(Keengwe et al., 2009). Nor is the leadership role limited to one or two
programmes; instead, Gudmundsdottir (2010) identifies a need for a professional
development strategy to set criteria that will ensure sufficient members and

infrastructure for the deployment of any new technology in the institution.
2.8 Professional development

Education is not a simple matter of children learning, but depends on teachers
being able to create learning opportunities for them. However, teachers tend to
introduce technology into their classrooms in order to provide the same content
as before, but in digital form, rather than using technology as a means to centre
their teaching on the learners (Karsenti and Fievez, 2013). When mobile devices
were first introduced into education, studies of their introduction tended to focus
narrowly on the impact of this hardware and the associated apps on learners’
attainment (Hargis et al., 2014; Jahnke and Kumar, 2014; Falloon, 2013). There
was then a shift in research focus towards investigating how teachers used the
devices to enhance pupils’ learning (Erbes et al., 2017; Mouza and Barrett-
Greenly, 2015; Ruggiero and Mong, 2015). This section identifies some factors
which should be considered in order to understand how teachers can make the

most of such mobile devices.

Smith and Santori (2015) warn that it is often assumed that teachers will be able
to use tablets in lessons without guidance on how to use them. Tablets have the
potential to support teachers to shift from a teacher-centred to a learner-centred
approach to learning (Beauchamp et al., 2015) as well as supporting innovative
teaching, but if teachers are not ready for such a shift they will resist the
transformation of their teaching (Montrieux et al., 2014). It is important to prepare
teachers to use tablets and to be able to bring innovative transformation to their
teaching. Teachers’ reactions to introduced technology can take any one of three

forms (Abbott, 2016): They may simply choose to ignore the new technology, or
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to please their administrators and supervisors by using it, thus relieving the
pressure on them to do so. The third option is for them not only to take up the
new technology willingly but to take the initiative to explore what it offers and how
they can benefit from it. Other authors (Niederhauser and Stoddart, 2001; Becker
and Ravitz, 1999) classify teachers into two categories according to the ways in
which they decide to use the technological devices in teaching and learning
activities. These two alternatives have been described as innovative teaching on
one hand and simple “instructional teaching” methods on the other (Montrieux et
al., 2014).

When introducing technology it is important to start by convincing teachers of the
value of using that technology. Education is not improved by the introduction of
new technology if it is used to perform the same old practices; a reform project
should also introduce changes in curricula and in teaching approaches to take
full advantage of the new technology (Vrasidas and Glass, 2005). Individual
teachers’ reactions to the project will play a role in shaping the innovation.
Hermans et al. (2008) suggest that the first step in innovating in the complex
classroom context is to understand teachers’ beliefs. Palmer (2017) recommends
that teachers should explore their inner selves when an innovation is introduced
into a school. Acknowledging the importance of teachers’ ideas about the
introduced technology, successful implementation can be achieved through the
provision of training courses that help teachers not only to welcome the new
technology but also to make the most of it. Fullan (2001) argues that adopting
new approaches to teaching can change teachers’ beliefs and attitudes. Their
beliefs about their teaching, combined with their attitudes to the use of
technology, will determine various dimensions of their reactions when new

technologies are introduced.

The first dimension is where teachers decide on whether to modify their teaching
material or to adapt the newly introduced devices so that materials and devices
fit with each other. Second, as new technology is introduced, some teachers will
adopt completely new teaching approaches, which might be associated with a
third dimension. Of course, teachers are not static and there are no clear

boundaries between the abovementioned responses. In addition, the diversity of
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teachers’ experiences and practices makes it inevitable that teachers will adopt
new technological practices as well as acquiring new pedagogical skills
(Hermans et al., 2008). A teacher may start using a new technology as a way to
please the school leadership, but this same teacher might be later be self-directed
towards using technology. These categories are not easily identified and
classifying teachers into them is not straightforward, as some may start with one
set of intensions, then find new questions arising on how to use the new
technology. Even when teachers have decided to use it their classrooms, new

dimensions will arise.

Teachers may lose confidence in their successful use of tablets when they do not
receive adequate training on facing the challenges to proper technology use,
leading them to doubt the use of technology in lessons (Erbes et al., 2017). Even
those teachers with positive attitudes towards classroom use may have concerns
about facing situations that would shake their confidence if they are not sure
about forthcoming challenges and changes in classroom practice (Young, 2016).
On the other hand, a study of teachers’ acceptance of tablets in the classroom
found that not all teachers were clear on how tablets were to be used innovatively
to support teaching and learning and that those who claimed to know had built
their ideas on assumptions (Ifenthaler and Schweinbenz, 2013). For teachers to
have positive attitudes and gain confidence about using tablets meaningfully they
need to have minimum knowledge of their use. Mouza and Barrett-Greenly (2015)
report that when teachers were given iPad tablets to use in their classes, they did
not know how to establish user accounts, nor were they able to check connectivity
or download apps for teaching purposes. This obliged them to rely on continuous
support from others including their learners. Similarly, Erbes et al. (2017) found
that educators depended heavily on the experience of undergraduate students to
set up and use tablets in the classroom. Furthermore, the only training that
teachers received as support from their pupils was the advice to switch from

PowerPoint to an app suggested by their pupils (Erbes et al., 2017).

Inadequate training has been the challenge most frequently cited in studies of
tablet introduction (Hu et al., 2003; Erbes et al., 2017; Beauchamp et al., 2015).

However, the most difficult was to identify teachers’ training needs and the
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software to train them on. Another problem was that teachers having little
experience with tablets regarded the use of certain functions of apps to be
particularly important, while neglecting others. In response, some schools have
introduced self-learning initiatives, where teachers were invited to take tablets
home to explore their features (Beauchamp et al., 2015). However, this is not
always possible, as a shortage of devices is another challenge that many schools
face. Concerns about the use of time were also strongly linked to the
effectiveness of training sessions. Three interesting findings emerged from a
study of a professional development programme intended to make college
educators comfortable in teaching the new generation of mobile learners: the
need for training on specific software, for “strong specialist input” and for “time to

digest” the input provided (Psiropoulos et al., 2016).

Finally, training is an essential determinant of the success or failure of technology
projects; therefore it is important for all stakeholders to be involved in the planning
of training and if possible to undergo training (Keengwe et al., 2009). However,
Ruggiero and Mong (2015) found that in addition to formal training, teachers’
professional development may be advanced though observing colleagues,
reading about technology and searching the internet, for example. Teachers also
learned from their learners, as learning opportunities were created for both
parties, which challenged the traditional teacher-pupil relationship and
encouraged authoritarian teachers to accept knowledge co-construction (Erbes
et al., 2017).

This chapter has reviewed the literature on activity theory and on the use of
tablets in schools. The next explains the methodology adopted for the present

study.
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Chapter 3: Research Methodology

3.1 Introduction

The previous chapter reviewed the literature on the use of tablets in schools and
other educational contexts. In this chapter, | explain the choice of methodology
used in this study. | begin by considering the research paradigm, then address
some ethical considerations and discuss the use of activity theory as the
theoretical framework, before turning to the research design, the pilot study, the

use of observational analysis and the data collection instruments.

The aim of this study is to explore what happened when tablets were introduced

into an Omani school’s classrooms. The research questions are:

1- What are the contextual factors mediating the use of tablets in the

classroom?

2- What are the impacts in terms of the roles and responsibilities of the agents

involved in using tablets in the classroom?

3- In what way does the use of tablets affect teaching practice in the

classroom?
3.2 Research paradigm

A research paradigm or worldview is the set of beliefs that guide the researcher’s
actions (Creswell, 2008). Cohen (2000) suggests that this will determine what we
“take understanding to be” and what we “see as the purposes of understandings”.
Considering that this study aims to explore what happens when tablets are
introduced into Omani schools, | have adopted the constructivist paradigm,
seeking to answer the above research questions by eliciting the views of various
participants (Creswell, 2008). Constructivism holds that meanings are
constructed by participants as they engage in the activities of interest, which in
this case take place in the classrooms where tablets are introduced into their
learning environment. Taking a constructivist approach also suggests that | would
be holding the assumptions of individuals in seeking to understand the world in
which they live and work (Creswell, 2008). This means that in order to understand
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their context | had to visit the school concerned and gather information by
attending classes to get a real sense of their interpretation shaped through my
own experience and background. My goal was to rely as much as possible on the
participants’ views of the introduction of tablets and how they were used, since
participants’ experiences develop meanings that vary and multiply, leading me to
look for a complexity of views (Creswell, 2008). | conducted interviews and
observations, spending extended periods of time with participants in their
classroom settings in order to use their constructed understandings to construct
my own, thus making sense of how they viewed the introduction and use of
tablets (Hatch, 2002).

Hatch (2002) argues that through such a joint engagement, the researcher and
the participants construct the subjective reality being studied. It was therefore
both impossible and undesirable for me to be a distant and objective observer,
while engaged jointly with the participants in the process of meaning construction.
However, this does not mean that | deliberately interfered or involved myself in
any way in how the teachers or pupils decided to use tablets in their classrooms.
Finally, as part of the research process, a constructivist approach often leads to
knowledge production in the form of case studies or rich narratives that describe
the interpretations constructed. Enough details of participants’ voices are
included with sufficient representation so that readers can place themselves in

participants’ shoes and judge the quality of the findings (Hatch, 2002).

3.3 Ethical considerations

Certain ethical considerations need to be addressed in all research. In the last
few decades, universities have asked their researchers to take these into account
to ensure that risks arising from participation in research are as low as possible
(Creswell, 2005). Thomas (2009) states that being ethical means more than
respecting university regulations, however, as ethics are about respecting others
when conducting research. With that in mind, one of my first steps was to obtain
the approval of the University of Leeds Ethical Committee for this research

(Appendix A). Complying with the University’s ethical regulations before going
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into the field made things clear and guided me to consider the following ethical

issues and to be prepared for tackling them on the ground.
3.3.1 Access and acceptance

Access means getting into the locations where the data required for the research
can be gathered; regardless of the methods used, certain steps need to be
completed before accessing data (Thomas, 2009). First, potential participants
must be identified and contacted to secure their agreement to participate in the
research. Next, before data gathering begins, it is important to obtain the
permission of the institutions concerned and in the case of educational research
this includes schools and districts (Creswell, 2005). Thus, the regulations of the
Ministry of Education in Oman required me to obtain the approval of the Technical
Office for Studies and Development (TOSD) at the MOE’s head office. | therefore
applied to the TOSD for approval with a clear indication of my study proposal and
a description of the appropriate type of school and potential participants. Along
with the application form | had to submit my research proposal, research tools
and a letter from the University of Leeds confirming my affiliation to the University.
The TOSD then collaborated with the Directorate of Information Technology at
the MOE to identify a school that best matched my requirements, in particular
one which had conducted a project to introduce tablets into a cycle one
classroom. | was informed that a particular school had taken the initiative to be
the first government school to introduce tablets into classrooms and | was
authorised to conduct my study there. In this way the selection of the school was
made by the Ministry of Education. The TOSD then informed the school, though
its Regional Educational Office, of my intended visits to the school, their purposes

and the research methods to be used.

At school level, it was necessary to inform the teachers in detail of the schedule
and arrangements for my visits, because all the teachers were female and local
rural culture had to be respected. At every visit, | worked on agreeing with
participating teachers when my next visit would be. During the evening before
each visit, | also sent text message reminders to the head teacher and the teacher

responsible for the school project. This was necessary to maximise the
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cooperation of all teachers in the school, particularly those participating in the

study.
3.3.2 Informed consent

While it is important to obtain permission from institutions hosting research, it is
also essential that all individual participants, including in this case teachers, pupils
and parents of young pupils, grant their permission before data gathering starts
(Creswell, 2005). | therefore prepared an informed consent letter explaining to
the different participants the nature of the research, their role in it and what they
were agreeing to by signing the consent form. There were three different versions
of the letter and the form, which were all written in Arabic. The first version was
for teachers and school administration members, explaining their roles when
participating in the research. The second was for pupils and was written in a
language suitable for pupils to understand why they were being asked to
participate and what their role would be. The third was for parents of participating
pupils, explaining what it would mean for their children to take part, the roles of
pupils and parents in the research and the arrangements made to avoid any

possible risk.

Potential participants were given time to consider their consent and | made it clear
to them that they could withdraw from the research at any time without giving
reasons, that the data related to anyone who decided to withdraw would be
discarded if it were on a single file or would be kept safe if it were not possible to
separate it from other data and that in any case no such data would be used in

any way in the research (Appendices E, G, | and K)).
3.3.3 Right to privacy

Protecting study participants’ privacy and confidentiality is important and it is the
researcher’s responsibility to ensure their complete anonymity, regardless of how
personal or sensitive the information is (Creswell, 2005). There are two important
ways to protect participants’ right to privacy. The first is through anonymity, which
means that participants’ identities should not be revealed by the data they provide

(Cohen, 2000). Accordingly, this study does not use participants’ real names;
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instead, | have used a system that allows me to identify who said what and to
check for any possible significance that may later become apparent. For example,
when transcribing data from the mixed gender parents’ focus group discussion, |
used the labels M1, M2 and M3 for male parents and L1, L2, L3 and L4 for the
females. In the same way for pupils, participating boys were labelled with B plus
a number and girls with G and a number. | have used pseudonyms to hide the
identities of the teachers and head teacher, all of whom were female, in order to

distinguish them from the parents.

The second way to protect participants’ right to privacy is to guarantee
confidentiality, which means that any secrets shared by participants will remain
protected and no connection to their identity will be made public (Cohen, 2000).
This was made clear to participants in the first meeting, so that they would be
able to trust the researcher and give their honest views freely when asked about

matters related to the project.
3.4 How activity theory works

As noted in the introduction to Chapter 2, this study uses activity theory as its
theoretical framework. The main principles and components of the theory having
been set out in that chapter (Section 2.2), this section gives further details of its

working, while section 3.5 explains its use in the present study.

There are many versions of AT; Rogers (2008) cited in (Law and Sun, 2012)
claims that 57 versions exist. In all versions, the basic idea is to examine all
factors that impact on an Activity, in this case the use of tablets in schools, and
the different aspects of that Activity. An Activity is a system of human Actions
directed toward an Object and mediated by artefacts in relation to a Community
and a set of Rules. AT conceptualises human Activities as being interlinked, with
each Activity connected to or leading to another. It is often difficult to isolate them
or their impact (Engestrom, Yrjo, 2000); therefore understanding any single
Activity involves exploring its relationship with others. It must also take account
of participants’ aims and values and of social and cultural factors (Kaptelinin,
1996).
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AT holds that Activities are mediated through Tools, which can be instruments,
signs or ideas. It is used to explain the meaning that Tools carry in social
Activities. External Tools are used to enhance pupils’ learning in many teaching
contexts and where technological devices such as computers are integrated
(Kaptelinin, 1996; Nardi, 1996).

Thus, AT is a way of analysing the complex context of an Activity, providing the
researcher with concepts for developing an understanding of the Activity System.
It has been used to study the conflicts arising from the implementation of new
technologies, where teachers’ beliefs clash with their actual practices (Russell
and Schneiderheinze, 2005). For example, to understand students’ resistance to
the introduction of computer-assisted language learning into their learning
context, Blin (2004) examined learners’ educational histories and their history of

technology use.

Among the reasons for using AT in this context is the fact that it makes no strong
distinction between the human Subjects, the existing and newly adopted Tools
and other components of the Activity, but views them all as integrated and
interacting elements. AT thus helps to explore the changes in teachers’ practices
or the ways in which they reconstruct their teaching Activities when new
technologies are introduced ( Buell, 2004 cited in Murphy and Rodriguez-

Manzanares, 2008)

Using Activity as a unit of analysis allows the phenomenon of interest to be
analysed as an individual Activity or a collective process. AT provides a
framework for examining a structured sequence of Operations, Actions and
Activities with their mediating Tools within a given context. It is possible to
differentiate between the collective Activity and its Actions with an extended
snapshot of that Activity (Allen et al., 2011). For example, when a group of
students use their computers to search for information, there will be a difference
between the skills learned by individuals while searching and the information
found with the operations of the search process. AT provides flexibility so that
each individual's search for information can be viewed as several individual

Activities that are constitutive Actions of an Activity System (Allen et al., 2011).
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By breaking down the collective Activity into groups of smaller Activities within the
same context, AT enables the researcher to perform a deeper level of analysis of
the main Activity System in context. It also accommodates the examination of an
Activity as a combination of the Actions of individuals who together constitute the
Subiject of the collective Activity (Engestrom, Engestrom, and Vahaaho cited in
Allen et al., 2011). By identifying these different elements, a researcher can study
the working of the relationships and patterns that make up the Activity System
(Russell and Schneiderheinze, 2005). In order to explore these relations and
patterns, Engestrom (2001) describes five principles of AT, namely collectivity,

multi-voicedness, history and development, contradiction and transformation.
3.4.1 Collectivity

The first principle of activity theory is that the prime unit of analysis is the collective
Activity. This includes the Tool-mediated Activity, which is seen in relation to other
Activities that exist in its network. It is thus important not to isolate the use of
tablets or to view only their uses on specific tasks; instead, their presence in the
lesson must be viewed against different components of AT such as Rules,
Division of Labour, Object and all other pillars, in addition to different teaching

and learning tasks that are carried out during the lesson.
3.4.2 Multi-voicedness

The complexity of an Activity, the people involved from the Community, along
with the Subject and the Division of Labour within the Activity, create different
views, interests and objectives within the Activity, which Engestrom calls the
multi-voicedness of the Activity. This also refers to the different views created for
different components of the Activity, along with its accumulative history, which
multiply in the network of Activities, since Activities are connected. Multi-
voicedness is a “source of trouble and source of innovation”, requiring the action

of negotiation (Engestrom, 2001, p.136).
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3.4.3 History and development

AT analyses Activities in the environment in which they exist. However, it also
takes account of two types of history of each Activity. The first meaning of history
here relates simply to how long the Activity has existed. For example, when
studying a teacher’s use of computers in her classroom it is useful to know the
length of her experience in classroom computer use. Secondly, it also important
to identify the history within the Activity and how each Activity has developed, as

there might be varying histories within an Activity (Kaptelinin, 1996).
3.4.4 Contradictions

Engestrom argues that disturbance, defined as “deviation from standard script”
(Engestrom, Yrjo, 2000. P 964) is a sign of considerable contradictions.
Contradictions have been described in many ways, using words such as
‘disturbance’, ‘conflict’, ‘denial’, ‘problem’, ‘clash’, ‘breakdown’ and ‘instability’
(Murphy and Rodriguez-Manzanares, 2008). The best description | have found is
“a misfit within elements, between them, between different activities, or between
different developmental phases of a single activity” (Kuutti, 1996, p.34).
Introducing a new Tool, such as the tablet, can create contradictions with some
existing Activity components such as Rules or Division of Labour, resulting in
inconsistency with the new Tool (Engestrom, 2001). Contradictions are not
viewed as problems or conflicts, however, but rather as guiding innovation,
change and development. Contradictions appear as a visible disturbance
(Capper and Williams, 2004) that reduces coordination of interaction as well as
creating a noticeable change of interaction flow (Bodker, 1989). These
disturbances within and between Activities start when individuals receive more
than one message linked to daily practices and where these messages run

counter to each other, creating contradiction (Engestréom, 1987).

Innovation and developments emerge when people involved in the Activity work
on resolving contradictions (Engestrom and Sannino, 2010). Since they create
the motive for change, paving the way for potential development and innovation
through change, contradictions are not to be viewed negatively; on the contrary,

they are important for development. Activity Systems work to gradually resolve
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contradictions through the Zone of Proximal Development (ZPD) and by
redefining Motives and Objects. However, contradictions may reappear at
different stages of the Activity (Engestrém, 2001). On the other hand, a positive
result is not guaranteed, as it depends on how contradictions are addressed and
resolved. In other words, development does not always occur, because
contradiction can enable or disable the progress of a learning Activity (Nelson,
2002). Furthermore, Capper and Williams (2004) believe that it not always easy
to identify and tackle contradictions, as some of them are “invisible and
undiscussable” and the invisibility of these contradictions can lead people to take
them for granted and to fail to recognise their difficulties, especially in relation to
culture. Undiscussable contradictions are visible, but people avoid talking about
them due to cultural or political restrictions or because of personal habits that

make them feel embarrassed when discussing some issues.
3.4.5 Transformation

Engestrom (2001) argues that “standard” learning theories focus on the idea that
learners are there to acquire defined skills or knowledge and the outcome is an
observable change in their behaviour. These theories assume that skills and
knowledge are stable and that it is the teacher who should identify what is to be
learned. Engestrom rejects this view, contending that all types of learners actually
learn things that are not defined or understood ahead of the learning process. He
believes that in their personal lives and practices, individuals learn as yet unseen
forms of Activities, which in fact are still being created while the learning happens.
He calls this “expansive transformation”, in which the learning Activity moves
through a cycle of transformation as contradictions drive the Activity System and
participating individuals to question and reform pre-existing norms. He claims that
“standard” learning theories are of little help in trying to understand these
processes. Building on these ideas, Roth et al. (2009) assert that learning,
progress and development cannot be reduced to individual Subjects, because
the Activity System has a non-self-identical nature, whereby different parts of the
Activity may be viewed as representing individual aspects of it, but the Activity
has to be considered as whole in order to see the complete developmental

picture. They conclude that it makes no sense to view a classroom learning
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Activity System without considering its links to the school Activity System of which
it is part (Roth et al., 2009).

3.5 The use of activity theory in this study

Before embarking on the gathering of data, my general understanding of the
introduction of tablets into classrooms was that it would not have only a simple
and clearly identify impact which could be easily absorbed and dealt with. On the
contrary, my review of the literature suggested that the introduction of any such
technology would create interactions among the people involved, with the devices
and the with environment, making activity theory an appropriate choice of
framework because it treats all of these elements as interrelated, so that the
effects of a minor change in one component might be significant for other aspects
of classroom activity. Thus, the introduction of tablets should not be viewed in
isolation from other factors involved in the classroom Activity, as these can be
affected by the introduction and will also have their own input into the introduction
process. For example, decisions taken by administrators on what apps to provide
with the devices might make a difference to the classroom experience of both
teachers and their pupils. There might also be implications for the school rules
that would need to be identified so that due attention is given to the regulatory

aspect of the introduction.

Teachers’ identity is constructed through their classroom experiences, including
many situations where they feel more or less satisfied with their achievements or
the difficulties and unexpected challenges that they face. Experienced teachers
are familiar with this mixture of situations and will try to anticipate these
challenges and accomplishments when planning their lessons. This raises the
question of how tablets would be integrated into teachers’ self-identification and
the way they perceive themselves, their teaching environment and the world
around them. Thus, | undertook this study to explore deeply what happened when
tablets were introduced into an Omani primary school, in the expectation that they
would have an effect on teachers in terms of their teaching strategies, which
meant understanding their experiences and eliciting their views of the

implementation of technology use in their classrooms. Tablets might also have a
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similar set of effects on pupils, administrators and the wider community, as well

as on school rules and the immediate environment.

Activity theory was adopted because it provides a philosophical framework for
analysing forms of individual and social developmental processes which are
interlinked (Kuutti, 1996). To understand any single Activity involves exploring its
relationship with other Activities in its context. Thus, when studying tablet
introduction into the school system, it was important not only to look at how
individual teachers or pupils used tablets from a single perspective out of its
context. Learning within an Activity cannot simply be reduced to Subjects, as all
components of the Activity will learn from their experiences. Thus, the Activity
System must be taken as a whole. The introduction of tablets into the classroom
setting may cause changes in classroom Activity. What is perceived as a minor
change in a single Activity may result in disturbing the whole Activity and may go
beyond that to another Activity.

Activity theory is widely used as a theoretical framework to study the complex
components and relations in technology-related studies (Engestrom, Yrjo, 2000).
It is important to note that AT does not involve chemical or mathematical
equations and that it cannot be used to predict what will happen when something
is done. It is a descriptive tool that does not provide “ready-made techniques and
procedures”, but “conceptual tools and methodological principles” that have to be
illustrated in regard to the specific object studied (Engestrom, 1993 p.97). The
use of tablets in the classroom would be treated as a Tool mediating the Activities
of teachers and pupils (the Subject) and their intentions, which should be viewed

as part of the Activity.

AT is thus used as the spine of the research skeleton, determining the shape of
the research design, the data collection tools and the data analysis. The following
sections detail how AT has been used in this study. Adapting the framework
proposed by Engestrom (2001) to the lessons in which tablets were used, the
Subiject of the Activities is taken to comprise the teacher and her pupils, and the

following are components of the lesson Activity:
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Activity System: The whole lesson Activity.

Subjects: Teacher and Pupils are the Subject of each lesson, as they use tablets

in classroom Activities.

Community: This consists of many actors such as administrators, teachers

attending the lesson, parents and other school staff.

Rules: Ministry of Education regulations, classroom norms and each teacher’s

rules.

Division of Labour: This varies from one Activity to another, depending on the

classroom situation.

Object: The lesson target set by the teacher and the various targets set by pupils

as a group or individually.

Tool: Tablet.
3.6 Research design

As this study investigates what happens when introducing tablets into the
classrooms of a single school and seeks to identify the people involved and their
roles in the process, a qualitative case study design was selected. In order to gain
a clear picture of the topic, it needs to be looked at from different viewpoints to
form a balanced picture (Thomas, 2010; Yin, 2009). Applying AT principles to the
case study design, | decided to consider the components of activity theory when
designing the research. First, exploring the introduction of tablets was not limited
to what happens in the classroom, but extended to the wider Community, by
involving parents as well as administrators. Secondly, the study was designed to
explore factors such as the Division of Labour and Rules in relation to tablet use.
To study the development of the Activity, there were three phases of data
collection and each lesson was analysed independently, then each phase was

summarised and conclusions drawn.

The introduction of technology into classrooms has been investigated for more
than two decades and different approaches have been used, depending on the

device, the study context and the objectives of the research. To study the
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introduction of tablets in the setting of an Omani cycle one school, | started by
reviewing existing studies to identify appropriate approaches to studying the
introduction of similar portable personal devices into teaching and learning
settings. During the years before the introduction of tablets, many studies were
conducted on the introduction of computers, laptops, personal digital assistants
(PDAs), interactive boards and smartboards. The following are two examples of

the studies reviewed.

(Mouza, 2005) conducted a qualitative case study in New York to investigate the
impact of integrated technology on pupils’ learning. It evaluated a project after
100 days of using a special kindergarten curriculum aiming to engage pupils with
technology use in activities that would support the learning of subjects. As the
study focused on teachers and the different ways in which they integrated
technology to support their pupils’ learning, the data was mostly on teachers’
activities and how they supported pupils. However, data was collected from
multiple sources, including field notes, workshop information, minutes of
teachers’ meetings and other documents. Classroom observation and teacher
interviews were also used: each participating teacher was observed at least twice

and interviewed three times (Mouza, 2005).

In a mixed-method case study in Taiwan, Hsieh et al. (2011) examined the effect
on pupils’ learning styles of using PDAs for teaching and learning, with each child
working on one device. The study used an experimental approach with pre- and
post-tests and to control variables, it involved 39 grade five pupils from one
primary school taught by the same teachers. There were three stages of data
collection. Pupils were first given a pre-test on a specific topic and a questionnaire
to determine their learning styles. At the second stage, they were observed in two
sessions as they received information about the topic using wireless technology
on their PDAs. Finally, a post-test was administered to measure impact on the
pupils (Hsieh et al., 2011). The study used mostly quantitative research methods,
with little emphasis on qualitative data, which was represented only in pupils’

reflections.
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Reviewing different studies reveals the complex nature of studies of learning with
technology in the classroom and different aspects embedded within different
technology projects. This necessitates detailed and multi-source data collection
to enable the project to be viewed from several perspectives, including those of
teachers and pupils (Cooper and Brna, 2002). The use of multiple methods of
data collection, known as triangulation, also improves the validity of the research
findings (Mathison, 1988). Thus, | decided to take a qualitative case study
approach. For a case study to form a clear and balanced picture of the topic, |
needed to examine it from various perspectives (Thomas, 2010; Yin, 2009). This
meant that teachers’ and pupils’ views should be considered along with the
observational data. In order to justify a degree of generalisation from this study
of the introduction of tablets in a single cycle one school to the broader context
of the Omani Basic Education system, detailed descriptions of tasks and events

relevant to the case have been blended with analysis.

In relation to classroom tablet use, there has been a focus on the description of
classroom activities where participants use tablets (Cohen et al., 2000). | set out
in the present study to explore the everyday experiences of pupils and teachers
as they worked on different activities using their tablets, by observing what
happened in classes and by interviewing participants. Hence, it is important to
recognize that each context is unique, with complex interactions between
different participants and the tablets, for which activities and relationships need
to be unfolded. This is of particular importance because of the need to understand
the embedded culture of working with tablets and the knowledge that the different
participants used to help them make sense of their daily experiences (Hatch,
2002).

Taking account of the above considerations and the review of existing studies, it
was decided that the three data collection methods to be used for the study would
be classroom observation, interviews with teachers and the head teacher, and
focus group discussions with pupils and parents. Although reviewing earlier
studies gave me some ideas to consider when choosing the approach that best

suited this study, | went into the field with my mind open to the points that might
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be raised by the research participants. Table 3 indicates which datasets were

used to answer each of the research questions.

Table 3: Research questions and the datasets used to answer them

Question Dataset
1- What are the contextual Data was collected through observation and
factors mediating the use of |interviews, in which the views of teachers,
tablets? pupils and parents were elicited.
2- What are the impacts in
terms of the roles and Data was collected through observation and

responsibilities of the agents |interviews with teachers, the head teacher,

involved in using tablets in  |pupils and their parents.

the classroom?
3- In what way does the use of |Data was collected mainly by observation,

tablets affect teaching but participants were also asked for their

practice in the classroom? |views during the interviews.

3.7 The pilot study

This section describes the pilot study which | conducted at a primary school in
Leeds in July 2014. It is important to note that after conducting the pilot study |
considered more recently available studies on tablets in schools, as a result of
which | decided to change the research questions. Thus, the research questions

used for the pilot study were different from the current ones.
The pilot study was intended to answer the following questions:

1. How do tablets impact pupils’ learning?
2. How do teachers use tablets to support pupils’ learning?

3. What are other factors of interest about the use of tablets in classrooms?
3.7.1 Choice of school and access to it

After discussing the choice of school with my supervisors, it was agreed to
conduct the pilot at a school in Leeds. | first contacted the head teacher of the
school (which my own child attends) by email in order to request permission to
conduct the pilot and to make an appointment to see her, at which | presented a

letter of introduction from the School of Education, University of Leeds. The letter
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introduced me as a research student at the University and explained that | needed
to conduct a pilot study for my research plan. The head teacher approved this
and introduced me to the ICT teacher, who agreed to take part in the pilot study.
We arranged for an observation and interview session, which took place on 11t
July 2014.

3.7.2 Design of research instruments

Using the research questions above and issues raised in the literature that | had
reviewed, | designed an observation schedule and prepared a list of questions
for the post-class teacher interview. The items for the observation schedule and
the interview guide were based on a range of topics related to the use of tablets
in classroom teaching and learning in schools, such as the different ways that
teachers use tablets for teaching purposes and their involvement in making
decisions about their introduction. Iltems for observing pupils in class included

how they were used differently in work on the assigned tasks.
3.7.3 Data collection

The lesson that | observed lasted about 40 minutes. Before the lesson | discussed
with the teacher how | should conduct the observation. For example, | asked
where | could sit and we discussed the possibility of moving around groups of
pupils during the lesson. At the beginning | sat at the side between two groups of
pupils. When pupils were asked to work on the learning task, | moved around the
groups so that | could see how they worked in pairs on the tablets. Throughout
the lesson, | checked the tracking sequence and the frequency of occurrence of

the events, which | recorded in the observation schedule.

After the lesson, | chatted about it with the teacher and we decided to hold the
post-class interview in one of the classrooms. First, | thanked the teacher for
allowing me the opportunity to observe his lesson. | then asked him to confirm
that he was happy for me to record the interview. | started the interview by asking
general questions about introducing the use of tablets into the school. | then
asked specific questions relating to the research questions and how he used

tablets for teaching. The interview took about eleven minutes.
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3.7.4 Analysis of pilot data

Analysis of the pilot data involved transcribing the audio recording of the interview

and compiling the records from the observation schedule.

Observation notes were unpacked into readable sentences and associated with
the situations they occurred in to facilitate analysis. For example, one note says
“some pupils created more than one” which | expanded to became “The teacher
asked pupils to create one game, but some pupils were able to create more than
one game”. The sequence of events was recorded by ticking the time of
occurrence of each event in the observation schedule, which was designed to
facilitate the marking of the time against each note that was taken. | was thus
able to put the events into a time sequence and calculate how many times

particular events occurred.

The transcript of the interview with the teacher is reproduced in Appendix L. The
transcription took longer than | expected, for two main reasons. First, the teacher
whom | interviewed was a native speaker with a Yorkshire accent which made it
difficult to transcribe every word he said; sometimes | needed to play back a word
several times in order to determine what the teacher had said. This was not
expected to occur when transcribing interview data from the main study, as all
interviews were to be conducted in Arabic and all interviewees would be native-
speaking Omani nationals. Secondly, there was a problem with some background

noise in the audio recording, which caused some difficulty in listening back to it.

Following Newby (2010), | organised the data extracted from the notes and
interview into units, which were then coded so that they related to issues raised
by the research questions. Some units were richer and more informative than
others. The coding process was informed by the interviewee’s words and ideas,
but his pauses and incomplete words might also show thinking or hesitation.

Table 4 gives examples of interview data coding.
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Table 4: Examples of pilot interview data coding

Teacher’s words Codes My interpretation
| think the kids love them, absolutely love
them. | think they get enthused by them Integration of
and excited and they ... it is a modern o tablets makes

. ) Motivation . .
technology and summary job and it learning a joyful
depends on how you use tablets and activity for children.
things and yeah... they really enjoy it.
Sometimes ... | think sometimes it's hard This needs to be
to find the right applications or the right explored more (I
way of using them in tablets we’ve had should have asked
had for lessons. It certainly makes things | Challenges | the teacher further
a lot easier in terms of ... if children have questions on the
to research something... it’s just there at nature of the
a press of a button... rather than having a challenges).
Iaptqp w.her.e you ha.ve toload it up . Less effort and less
starting it... it takes time ... and a tablet is - . o
. —_ Efficiency | time for individual
instant... just instant access really to the .
. learning.
internet.
Yeah, | think the great thing about the Tablets are useful
tablet it opens up... for example, we have when used to

. Advantage

to teach World War 2 or ancient Egypt enhance conceptual
which could be a hard concept for the understanding.
children to understand or it could be quite Tablets provide
hard to resource... with a tablet you’ve got quick and easy
it all though, you've got the apps, you've | Access access to
got the internet, it's there at the touch of a knowledge and
button ... if the child asks you a question resources.
in the class that you don’t know the
answer to...i t's there at the touch of a The use of tablets
button ... they can be very kind of.... they for learning requires
can work independently... It is really Demand certain skills that
useful in that sense. They need lots of pupils need to
skills teaching really... tousei it ... acquire.
properly.

3.7.5 General lessons learned from the piloting

The interview schedule that | used in the pilot study was difficult to relate to activity
theory, so | reconfigured it to make this easier. | also found that on some

occasions the questions | asked were not effective, so | restructured the interview



-76 -

schedule again in order to produce more specific cues, not only about how the

devices were used in class, but also what factors influenced their effectiveness.

Table 5 and Table 6 give some examples of the original interview and observation

schedules respectively, the changes made in the revised schedules and some

notes on why these changes were made.

Table 5: Example of changes made to interview schedule

Original schedule

Revised schedule

Difference

Questions were
organised into two
themes: impact on
teacher’s way of
teaching and impact
on pupils learning.

Questions
organised into
three themes:
collaboration,
facilitating learner-
centred teaching,

In the old schedule questions
were not linked to activity
theory and themes were not
derived from research
questions. This has been
amended in the revised

school rules.

schedule.

Table 6:Examples of changes made to observation schedule

These two items did not appear in the
- Teacher uses tablet | pilot and are not linked to research
Items for management questions
deleted - Teacher requires Naturally there will be differences in
from training pupils’ abilities when working with
observation | _pypils show different | tablets. What is important is not the
schedule ability when working | difference, but how these differences
with tablets will lead to supporting each other’s
learning.
- Pupils take turns to . . .
work on tablets Pupllls werle politely tak!ng turns when
- Pupils seek working with tablets (might argue).
ltems teacher’s attention Some pupils were excited about their
added to - Pupils seek each achievements and wanted to show the
observation other’s attention in teachers and other pupils (more
schedule shoyving interaction).
achlgvemgnt Excited pupils do more tasks than
-Pupils achlevg MOre | what they are asked to (two pairs did
Ig:: the required the design task twice)
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3.7.6 Lessons learned regarding content and use of research tools

During the pilot interview, when listening to the audio recording and transcribing
it, | found that the teacher's answers were sometimes too general and | had
missed the opportunity to elicit some important information. That is, some
responses should have been followed by additional questions to prompt the
interviewee to give specific examples illustrating his classroom experience.
Therefore, analysis of the pilot interview made me aware that for the main study
| should prepare interview questions addressing the main themes, with a list of

follow-up probes to elicit richer information.

As to the observation schedule, | concluded that | needed to reorganise it to
include additional items in the observation checklist. There should also be at least
two sections focusing on the impact of tablets on the pupils, teachers, curriculum
and environment. A number of new items were suggested by the short notes that
I made immediately after observing and interviewing the pilot teacher. Although
the interactions of pupils in a UK classroom were not expected to be identical to
those in the Omani context, the pilot study revealed general patterns in the
children’s interactions that | considered of interest for the main study. | also
concluded that | should review more literature on learners’ interactions in the
context of ICT for classroom teaching and learning. Therefore, the observation
schedule used in the main study was a result of my experience in pilot study and

the enhanced review of the relevant literature.

The balance between taking the lead to maintain the order of the interview and
giving the interviewee a chance to speak freely without interrupting his flow was
difficult to manage. | grouped the interview questions into three sections aiming
to explore the teacher’s view of the impact of tablets on himself, on his pupils and
on the curriculum and the whole classroom environment. | also thought that
starting with general questions would give the teacher enough freedom without
being led to a specific answer. However, in response to my general questions |
found that he repeatedly and rather confusingly moved between the topics,
referring to all three impacts. This had implications both for my way of conducting

the interviews in the main study and for how | should structure their contents.
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| also learnt that interviews need to be held in private and in quiet conditions. In
the pilot interview, there was some background noise which not only appeared in
the recording, but sometimes made it very difficult for me to hear the teacher’s
words. The implication was that before conducting the interviews in the main
study, | should discuss with participating teachers the various venues on the
school premises where the possibility of interruption by background noise would

be minimised.

In terms of conceptualising the study and its research questions, the experience
of the pilot helped me to reflect on activity theory in practice, especially in regard

to modifying the content and structure of the data collection tools.

In regard to collaboration and using the tablets, | observed that pupils generally
worked straightforwardly and collaboratively in pairs, independently of the
teacher, once he had given them clear instructions on what they had to do. This
indicates that the tablet is a supportive tool to facilitate collaboration, as well as
engaging pupils in learner-centred activities. These positive observations about
the tablet as a teaching and learning tool surprised me and contrasted with my
expectations of what | would find in the Omani school context, because of the

material and cultural differences between the UK and Oman.
3.8 Observational analysis

Using AT as a theoretical framework led me to adopt the Activity as the unit of
observational analysis. Identification of the unit of analysis is an important first
step in the analysis process, but when using AT it is considered to be
inappropriate to view the Activity in isolation, as it is connected with other
Activities in its network. Moreover, Roth et al. (2009) contend that it “makes little
(or no) sense to look at classroom learning as Activity system, which is not a full-
fledged Activity that is independent of the cultural-historical Activity of the
schooling as it occurs”. In order to study and fully understand tablet introduction,
it is important to view it in its wider context. | began analysing the classroom
observations by viewing each lesson as an Activity System which is part of a
school Activity System and may itself consist of several Activities. For each

lesson, | marked the pupils’ arrival in the classroom as the start of the lesson
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Activity and considered it to end when they left the room. In order to identify what
happened when tablets were introduced into the lessons through the lens of
activity theory, | considered each lesson according to the five principles of AT, as

outlined in Section 3.4.
3.8.1 Collectivity

Using the lesson as a prime unit of analysis, each lesson was viewed collectively
from when the pupils arrived in the classroom to when they left it. Tablet use
might not be extended throughout the whole lesson Activity, as it might be
preceded or followed by other tasks. However, these other tasks might affect or
be affected by the presence and use of tablets within the Activity System. It was
therefore important not to isolate the use of tablets or to focus narrowly on their
uses in specific tasks; their presence in the lesson must rather be viewed in light
of the various components of AT such as Rules, Division of Labour and Obiject,
in addition to the different teaching and learning tasks engaged in during the

lesson.

By looking deeply at the level of Operations and Actions, which might sometimes
become independent Activities in their own right, and by viewing various Activities
embedded within the classroom Activity System using the lens of AT, | was able
to identify the different Motives of the individuals performing the Activity.
Comparing individual Motives to the collective Motive would then determine
whether the teacher of a particular lesson and her pupils shared the same Object.
Moreover, individual pupils might have set their own Objects for each Activity,

which might produce a variety of different outcomes of the Activity.
3.8.2 Multi-voicedness

The multi-voicedness of the Activity System was represented in the different
voices related to tablet use that appeared in the lesson Activity. It was viewed by
observing the existing power structure and how the work was shared between
teachers, pupils and members of the community. | also considered how these
different viewpoints participated in determining the progress of the Activity. For

example, in addition to teachers’ and pupils’ voices there were other viewpoints
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that might be relevant to the lesson Activity, such as those of members of the
school community or parents, as well as the voices of other actors who might be
present in the lesson Activity. This multi-voicedness within the Activity played an
important role in shaping the progress of the Activity, which might not necessarily

correspond to the Subject’s viewpoint.
3.8.3 History and development

The development of the tablet Activity appeared to affect the Activity when viewed
from the perspective of its own history. It was important when studying the
introduction of tablets into the classroom to consider the development of the
Activity and the different histories involved. Elements of the Activity (such as
Subjects) would have their individual histories, which might influence the Activity.
For example, each teacher had her own experiences and many of them had many
years of teaching experience, so it could be useful to identify what modifications
they would need to bring to their experiences when tablets were introduced and
to identify what their experiences would add to the integration of tablets. However,
AT requires history to be viewed in two different ways: as development within the
Activity and as history of the Activity.

3.8.3.1 History within an Activity

Each teacher can be assumed to have planned her lessons and to have tried to
teach according to the plan, but she will sometimes have had to respond to
circumstances as they arose by departing to some extent from the original plan
for the progress of the Activity. For example, the pupils’ interest in tablet use might
lead a teacher to continue using tablets, or a technical issue might force her to
modify the plan by presenting one task before another or by introducing a
completely new task. In addition, addressing emerging contradictions might
create an opportunity for innovation or restrict the progress of the lesson Activity.
Thus, the teacher might start her lesson in accordance with the Activity System

but the development of the Activity might not go according to plan.
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3.8.3.2 History of the Activity

In addition to the history within the Activity, it was necessary to consider the
history of the Activity in terms of its development across the observed lesson
Activities. The lesson observations took place over a period of six months from
October 2015 to March 2016, during which time the Activity was seen to have
developed. This development could be expected to occur in relation to one or
more aspects of the Activity such as Subjects (teachers, pupils), Community,
Object, Rules, Division of Labour, or indeed the Tool, i.e. the tablets themselves,
as such smart devices are capable of constant development, not least in the apps

that they run, which might affect the way they are used in a class.
3.8.4 Contradictions

The introduction of a new technology to an existing Activity is likely to lead to the
reconstruction of relationships between the different components of the Activity
(Artemeva and Freedman, 2001). It is important to identify contradictions within
the Activity System, because they are the keys to change and development and
because they may disrupt the development of the Activity. However, this
identification is not easy, since not all contradictions are visible or discussable.
They might be within tablets, teachers, pupils, Rules or the Community. Positive
result are not guaranteed, because they depend on how contradictions are
addressed, but nor are contradictions to be viewed negatively, as they create the

motive for change.
3.8.5 Transformation

Any Activity System, including a lesson, may go through an extended series of
transformations that create the possibility of expansive transformation. The
introduction of tablets into a class may thus involve changes in many related
Activities, some of which the researcher may predict, while others need to be
explored in reality as they happen. In addition, learning, progress and
development cannot be reduced to individual ‘Subjects’, as the Activity System
has a non-self-identical nature, whereby each of its parts may be seen to

represent a single aspect of the Activity, but Activity has to be considered as a
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whole in order to appreciate the overall picture. It therefore does not make sense
to investigate a classroom learning Activity without considering its links to the
school Activity System within which it occurs (Roth et al., 2009). Blin (2008) states
that the introduction of a new Tool is likely to cause several modifications within
the Activity. He also explains that expansive disruption of the Activity System may
take the form of the adoption of a new curriculum or a modification of assessment
techniques or teaching methodologies. If disturbance is temporary and does not
lead to expansive transformation, this could be a sign of the rejection of the newly

introduced Tool.
3.9 Participants

During my first visit to the school, intended mainly to allow me to get to know the
participants and to establish a rapport with them, | approached the school
administrators, who were aware of the purpose of my visits following the
arrangements made with the ministry and the local education office, to discuss
my proposed work scheme and to seek permission to contact the people involved
in the tablet introduction project in order to identify potential study participants.
The head teacher informed me that five teachers taught the class in which the
tablet project was being implemented and gave me permission to approach them
to recruit them and their pupils for the study. The following subsections detail the

recruitment procedures for the four categories of participant.
3.9.1 Head teacher

The head teacher volunteered to participate in the study. Her collaboration was
of great value, as she had good knowledge of all details regarding the school’s
tablet project. It was important to elicit her input concerning the general aim and
plan of the project, what had been implemented, the challenges and what
remained to be done. Once she had expressed an interest in participating in the

study, | gave her an information sheet and an informed consent form.

3.9.2 Teachers
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| directly approached the teachers working on the tablet introduction project, at
an introductory meeting arranged by the school administration. | introduced
myself and explained that my doctoral research had no relation to the Ministry of
Education’s plans for their school or their project and that their participation in the
research would have no consequences, because the data would be used
exclusively for research purposes. This clarification was important, because
teachers considering participation in research to evaluate a school project might
perceive a risk of the success or failure of the project being linked to their own
performance evaluation. Therefore, | reassured them that the study was not
evaluative and would have no implications for the future of the project itself. It
was also important to assure them that information gathered would be treated
confidentially and would be used only for the purposes of the research. | made it
clear that | was conducting the research in fulfilment of the requirements of my
doctoral studies and that the ensuing thesis would be submitted to the Leeds
University library and to the Omani Ministry of Higher Education, which had

sponsored the study.

In addition, | made it clear that teachers’ participation was voluntary and that
having decided to take part they would be free to withdraw at any time during the
research. | confirmed that their names would not appear in the research data and
that their identities would be disguised as far as possible to reduce any possible
risk of identification. Finally, | handed each teacher an information sheet and an
informed consent form and asked them to consider their participation in the
coming few days. Three of them, identified by the pseudonyms Khawla, Ibtisam

and Safia, consented to participate.
3.9.3 Parents

When | informed the school administrators of my plan to hold focus group
discussions with some parents of participating pupils, they stated that only
parents who had teaching positions in the school or in the nearby boys’ school
usually attended parents’ meetings. They explained that the school’s rural
location meant that many parents had a low level of education and rarely

responded to the school’s invitations, while many others worked far from the
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village, making it almost impossible for them to attend school meetings. |
therefore decided to invite parents of pupils to participate only if they were
teachers either at the same school or at the one nearby. It was possible to identify
seven pupils whose parents fitted these criteria and with the support of the school
administration, letters were sent to these seven parents informing them about the

research and inviting them to take part.

Recruiting only these teachers to the parents’ group had a number of important
implications. First, as all were teachers at schools in the same village, they were
alike in their circumstances, such as living standards and the time available for
them to interact with their children at home, while differing significantly from many
other parents of participating pupils, particularly those who lived and worked away
from the home village. On the other hand, all seven parent/teachers knew what
teaching is, were aware of different aspects of the classroom environment and
were familiar with the expectations and requirements of the tablet introduction
project. However, while this may have made their contributions better informed
than they would otherwise be, the final implication was that the participating
parents would always speak from a teacher’s viewpoint and justify their beliefs

from this perspective.
3.9.4 Pupils

| approached pupils in groups of five to eight in order to explain their potential
participation in the research. | explained the research idea to them orally, using
simple language that they would be able to understand. As | was a stranger to
these children, who might therefore be wary of speaking to me, | asked the
administration to organise informal meetings so that they would feel free to ask
any questions that might cross their minds. | explained that being part of a
research study would not affect their educational assessment and that if they or
their parents decided to withdraw from the research this would not affect their
participation in the school’s tablet project, as withdrawal would only mean that
their data would not be used in the research. Finally, all pupils were given an

information sheet and an informed consent form to be signed by their parents.
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3.9.5 Language

In order to enable all participants to understand their involvement in the research
and to express themselves effectively, all of the information sheets and consent
forms were in Arabic and all of the abovementioned meetings were conducted in
Arabic, as were the interviews themselves (Grbich, 2013). In several cases,
participants, especially among the pupils, were relaxed and informal in their
spoken contributions, using colloquial language that they appeared to feel would

best express their intended meaning.
3.10 Data collection instruments

3.10.1 Observation

Observation means watching events carefully as they occur in their context and
recording important aspects. It is used to capture patterns and large trends over
time (Cohen et al., 2000). Observation is an important method of collecting data
in social research, as it yields a large amount of authentic data. | used this method
to collect data on how teachers and pupils used tablets in the classroom. | also
noted, in lessons where tablets were used, the emergence of issues concerning
the types of Activities engaged in or the challenges faced by teachers and pupils,
for example. | was then able to raise these issues for discussion in interviews with
teachers. Conversely, | used the observations to check upon issues raised by
teachers, pupils, the head teacher and parents when interviewed. Before
beginning the classroom observations, | agreed with teachers that | would be
observing real situations where the teachers were using tablets in teaching actual
lessons. | also agreed with them on an approximate number of possible visits to
each teacher’s lessons over the period of data collection. It was important to
agree upon the duration and frequency of my observations and how to record the
data (Thomas, 2009). | planned to conduct a total of twelve classroom
observations, as there were three participating teachers and each was to be
observed twice in each data collection phase. However, | was able to conduct

only ten observations because the difficulties that teachers faced in using the



-86 -

internet in class reduced the overall frequency of lessons in which tablets were

used.

Finally, | developed an observation schedule (Table 7) to make my observations
organised and systematic. First, in order to differentiate between using tablets for
teaching and for learning | decided to have separate items for observing teachers’
Activities and pupils’ Activities. Therefore, the schedule was designed to include
two sets of statements and topics raised in literature such as teachers using
educational games, using tablets to connect to the internet in the classroom,
using apps on tablets, teachers’ and pupils’ motivation to interact and the
technical support that the literature reports teachers and pupils as demanding.
However, | purposely meant to keep the statements relatively general in order to
allow flexibility to fit possible aspects of Activity use, such as the different apps
that teachers might decide to use. In addition, Operation and Action statements
within teachers’ and pupils’ Activities were added according to the findings of the
pilot observation and adjustments were made to fit the context of Omani schools.
Other items were derived from activity theory, as it was important to include items

that highlight factors such as individual roles and rules related to tablet use.
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Date:

Observation No:

Teacher:

Class :

Lesson:

Tablets for everyone? Yes / No

Ratio:

No of Pupils:

General Notes:

Teacher Action

Comments

Uses special classroom arrangement
due to tablet use?

2 |Implements extra rules/instructions?

3 |Logs online in class using tablets

4 |Uses learning games

5 |Uses learning tablet app

6 |Uses tablet to give instruction

7 | Asks pupils to work on their own
(individuals/pairs or groups)

8 | Stops pupils before finishing the task

9 | Asks pupils to sit down

10 |Requires technical assistant

11 |Uses tablet as an e-book

12 |Prepared for several tasks using
tablets

13 |Moves between groups

14 |Rearranges pupils’ groups

15 | Gives technical support to pupils

16 |Concerned about safety of devices

17 |Worried about time

Pupils’ Action

Comments

Show enthusiasm in using tablets

Talk about tablets

Take care of devices

Use tablets to go online

Discuss what to do in tablet tasks

Move in class to show achievements to other
pupils

Move in class to show achievements to teacher

Ask for longer time working on task

Work together to complete a task

Argue about taking control of tablets

Take turns in working on tablets

More than one pupil work together on a tablet

Provide technical support to teacher

Seek teacher’s attention

Achieve beyond teacher’s task

Ask for support in using tablets

Play off task
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3.10.2 The use of cameras

Observation is a useful way to gather data on the use of tablets in classrooms,
but it might not be possible to capture and take note of everything that happens
during a lesson. To overcome this shortcoming, | thought of using video recording
to add value to the data collected through observation. However, | was not able
to go ahead with this plan because the participating teachers did not agree to
being videotaped while teaching. However, they promised to provide me with a
videoed lesson that they would prepare themselves especially for my research.
In the event, the video recording that they sent was of little or no value to the
study because it was not of a full lesson; it was a two-minute clip of pupils starting

a lesson with tablets in their hands.
3.10.3 Interviews

Teachers were interviewed individually so they could speak freely about their
experiences. Post-lesson interviews were conducted with teachers when tablets
had been used in class. It was important to consider their plans, views and
reflections on using tablets with their pupils in the classroom. Interviews with
teachers were of a mixture of formal and informal conversational elements
(Cohen et al., 2000), as informal interviews have the advantage of increasing the
relevance of questions that emerge directly from context and observations. As
Cohen et al. (2000) state, every type of interview also has its own weaknesses
and this evidently applies to both formal and informal ones. Therefore, | prepared
an interview schedule (Table 8) to guide the process of interviewing the different
participants and to ensure a systematic exploration of the issues raised with each
of them. The interview questions were driven by the research questions, based

in turn on issues identified during the review of literature.

The schedule was designed to include questions on aspects of activity theory
such as tablets (Artefacts), teachers and pupils (Subjects), Roles and Rules, and
the Community. In order to avoid leading interviewees, essential questions were
designed to be on relatively general topics and to give interviewees the freedom
to express themselves. However, a column for further questions was added to

cover specific areas raised in the literature, such as the nature of Activities
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conducted with tablets or the difference between classes with tablets and those
without. Since interviews were planned to occur during post-lesson observation,
a third column was added for probing questions, such as teachers’ use of
educational games, using tablets to connect to the internet in classrooms, using
apps on tablets, teachers’ and pupils’ motivation to interact and the technical
support which the literature reported teachers and pupils as demanding. Some
modifications were also made to the schedule in response to the findings of the
pilot study and to suit the Omani school context. Finally, different versions of the
schedule were prepared to accommodate the differences among teachers,

pupils, administrators and parents as interviewees.

| was able to conduct a total of ten individual interviews: one with the head
teacher, two with the ICT teacher responsible for the tablet introduction project
and seven with participating teachers. The plan was to use audio recording in
order to capture all of the interviewees’ words as they were spoken and to allow
the conversation to flow naturally, thus helping participants to connect their ideas
more easily than would have been the case if | had asked them to speak slowly
so that | could take simultaneous notes. All participants except one gave their
consent to my use of an audio recorder during the interviews. One teacher had
reservations and her opinion was respected. | had to ask her to speak slowly in
order for me to take notes of the points she raised. This was challenging, as | had
to spontaneously identify, capture and summarise different points that might have
relevance to the research questions as the teacher was speaking. | found that it
was not easy and that | needed to do more work immediately following the

interview to unpack the summarised points in preparation for data analysis.
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1. Has your teaching been
influenced by the
introduction of tablets? In
what way?

teaching?

Tell me about preparing tablet
lessons.

Research Question | Essential Question Further Question Probing Q
1- What are the Artefact direct impact Influence to :
contextual factors | (Tablets): 1- What happens when tablets are |o Your school situation?
mediating the use 1. What difference does the used in primary class? o Curriculum?
of tablets in the introduction of tablets make in | 2- What happened to pupils o Pupils’ motivation?
the class? learning?
classroom? 3- What happened to your
teaching?
3- In what way does 1. What difference have the tablets |o Seating arrangement?
the use of tablets made in the classroom o Pupils’ Movement?
affect teaching environment? o Use of other tools?
practice in the 2. What about the school o What about lesson
classroom? environment? timing?
Time Saved? /Disturbed?
3. What is the nature of tasks used
with tablets? o Use of educative games?
Connection Required?
4. What types of activities are
used? o Individuals? Or group
Any change in classroom work? internet in class? or
activities? out of class?
Impact on subject (Teachers ) 1. How do you use tablets in your o Has your teaching

changed? In what way?
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Research Question

Essential Question

Further Question

Probing Q

2. What did you need to know in
order to use tablets in
classes?

Impact on subject (Pupils)

1. Have tablets influenced pupils’
learning? In what way?

2. How do you see the ratio of
tablets and pupils’ relations?

1- Have you tried observing other
teachers using tablets in their
classes?

o Have you had formal
training opportunities?
What do you think of it?

o What have you learned?

o Anything else you would
like to know about using
tablets in classes?
Support?

1- What happened to pupils’
interactions?

2- What about pupils’ motor
activities?

3- How would you describe pupil-
pupil interaction when using
tablets?

o Pupil-pupil / teacher-pupil
Their attention?
o Readiness to learn?

O

o Skills? Any new skills?

o Group work?
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Research Question | Essential Question Further Question Probing Q
Impact on Division of Labour o Who gets involved? And
1- What roles do pupils play? how?

1- Who plays a role in preparing
and implementing a lesson
with tablets?

2- Have you learned (anything) from

pupils in using tablets?

o What roles do pupils
play?

o Has it happened? Any
possibility?

Impact on class rules

1. What are the rules associated
with using tablets in class /
school?

1. Any change to classroom culture?

Norms?

Any restrictions?

Impact on Community
1. What influence have tablets
had on the school community?

2. What comments have you

received from parents
regarding tablet use?

1. Has the introduction of tablets
influenced teachers’ willingness to
take up technology? In what way?

2. As tablets are kept in the Learning
Resource Centre, what
implications does that have for
other classes?
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Research Question | Essential Question Further Question Probing Q
2- What are the Artefact direct impact
impacts in terms (Tablets): 1. What factors do you think o What

of the roles and
responsibilities of
the agents
involved in using
tablets in the
classroom?

determine the frequency of your

facilitates/obstructs?

1. What factors do you think tablet use with pupils? o Who plays a role in that?

affect tablet use in class?

2. What factors determine the choice

2. What would help to improve of apps?

the current situation?
Impact on subject (Teachers ) o Training?

o Resources?

1. What do you think teachers o Change in teaching

require for tablet use?

2. How do you think teachers can
make the most of tablets in
class?

Impact on subject (Pupils)
1. How do you think pupils can

make the most of tablets in
class?

1. What factors may support them?

hours?

1. What factors may support them?
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Research Question

Essential Question

Further Question

Probing Q

Impact on Division of Labour

1. Who do you think can provide
support for tablet use?

N

. Who can support teachers work?

2. How can support be provided to

pupils?

o How/in what way?

Impact on class rules
1. What do you think of the
school rules for tablet use?

1. If you were to amend the rules,

what changes would you suggest?

Impact on Community

1. What are other school
teachers’ views of using
tablets in class?

2. What are parents’ views of the

use of tablets in class?

1. What would you expect from

parents?
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3.10.4 Focus group discussions

From the beginning | recognised how important it was that | interview the
pupils themselves and allow them to express their views on the use of tablets
in the classroom. Research with children has recently met the challenge of
allowing them to speak for themselves and this approach emphasises the
importance of listening to children expressing themselves, then giving due
consideration to their points of view (Hartas, 2010). Pupils’ views about what
is taking place in their classrooms are important, and many research projects
have welcomed children as competent social members to discuss their

experiences (Barker and Weller, 2003; Christensen and James, 2008).

Therefore, | used focus group interviews to engage groups of pupils in semi-
formal discussion regarding the use of tablets in their classrooms. Three
groups, each consisting of five to seven pupils, were interviewed at different
times. Focus groups are a useful way of conducting interviews by engaging
groups of participants who share experience of a selected topic in formal or
informal discussion (King, 2010). One advantage of these sessions over one-
to-one interviews is that interactions among the participants promote data
production (Hobson and Townsend, 2010). Another is the potential for
discussions leading to the development of a wider range of responses, as
participants build on or challenge each other’s ideas, which itself brings new
ideas into the discussion (Cohen et al., 2000). However, there are also some
disadvantages that | had to be aware of, including the danger that the

discussion might drift away from the topic (Hobson and Townsend, 2010).

| decided to conduct focus group discussions with pupils for two practical
reasons. First, | was able to involve about 20 pupils in three group interviews,
which reduced the possibility of disturbing their lesson attendance compared
to holding individual interviews. Second, pupils were able to support each
other’s ideas and give explanations when needed. In fact, in the context of
rural Oman, interviewing young children from a village individually could have
been very difficult, as most tended to speak in short sentences and some of

them hardly spoke.
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Focus group interviews were also used to elicit parents’ views of the
introduction of tablets into classrooms. Recognising the difficulty of arranging
for individual parents to come to the school, | decided that it would be better
to ask the school administrators to arrange the session, which they did, inviting

the participants to attend a meeting at the school during November 2016.
3.11 Analysis of interview data

This section describes the process of analysing the interview data. This
followed a circular model, whereby | started the initial data analysis while still
collecting data and used it to feed back to the later rounds of data collection.
This contrasts with the linear model, where data analysis does not begin until
all of the data has been collected (Lichtman, 2006). Initial analysis of the data
so far collected was useful in adding further questions to the interview
schedules for various participants. Conversely, points raised in teachers’
interviews and focus group discussions led me to adjust the observation
schedule and to focus on these points while observing classes where tablets
were used. A clear example of this was that analysis of the data from the first
phase of collection revealed many general remarks that needed further
investigation, on such matters as iPads that were available but never used in
lessons, network failures and the fact that certain apps were not used in the
classroom. When such observations were made, it was important not to stop
at note taking but to think about ways of collecting more data on the reasons
for these phenomena and on their consequences. This led to further data

collection being needed and it was important to explore participants’ input.

During the main data analysis stage, it was important to keep in mind the
research aim and not to view the data with preconceptions or ready-made
judgments. Thus, | took an inductive or bottom-up approach, allowing the data

to drive the analytical process (Patton, 1990).

3.11.1 Organizing the interview data
| began the analysis of the interview data with transcriptions of the audio
recordings of all of the interviews. These varied in length from less than 20 to

more than 45 minutes, with an average duration of about 30 minutes.
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Regardless of length, the analysis of each interview started with the
transcription of the audio recording, which provided “a true record of the
original interview” (Drever, 1995, p60). All interviews were transcribed word
by word in the original language, Arabic, so that analysis was applied to the
exact words of participants, with nothing being modified or lost in translation.
Appendix L provides a translated example of an interview transcription. All of
the interviews were transcribed as word processor files, which in total
comprised 33,673 words. Thinking about the data while transcribing, | used
the Comment feature of Microsoft Word to make notes of initial thoughts,
issues and potential themes as they arose, because although themes are
decided at the end of thematic analysis, it has been noted that a researcher
may quite often start to notice patterns even while data collection is still going
on (Braun and Clarke, 2013). However, | took such notes only as reminder of
initial thoughts to be revisited after | had done all of the coding and did not use
them as guidance for coding. Thus, two sets of transcription files were
produced and saved: one which included these initial thoughts and the other
with notes and comments removed. Only the transcription files without
comments were used for reviewing the transcription and for coding, which was

done using the NVivo software package.

3.11.2 Unit of analysis
The coding of each interview began with a thorough reading of the entire
transcript to provide a general picture of the interview before getting into the
detailed ideas (Mason, 2002; Braun and Clarke, 2006). The next step was to
decide on the unit of analysis and although | was working from written
transcripts of spoken interviews, | decided to base my unit of analysis on
sentences. The teachers were speaking naturally in the interviews, so they
sometimes expressed more than one idea in a sentence or used several

sentences to convey a single idea.

The following example demonstrates the steps followed to code all interviews
in order to inductively find thematic patterns. The interview extract below is
from a response given by one of the teachers (Khawla) to a question in a post-

lesson interview.
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The project has been there for two years now. Last year it was with
older pupils and | think it suits them better. This year we were
surprised with the project size and with the class selection. The
school didn't have these devices; | don't know how the
arrangements were made. Pupils were very happy but they need
expertise and as a teacher | don’t have the expertise and I'm slow.
Mariam [the ICT teacher] always holds workshops on PowerPoint
and as teachers we need lots of training; not only us who are
currently working on the project, this is a school project and all
school teachers need training.

To identify units of analysis from this teacher’s response to my question, |
began by looking for the different ideas expressed in the extract. To decide on
the ideas carried by the sentences, | first underlined the key words that
seemed to carry meaning in the teacher’s context. Considering context when
deciding on units of analysis was necessary because activity theory, which is
the theoretical framework for this study, requires “a minimal meaningful
context for individual actions” to be “included in the basic unit of analysis”
(Kuutti, 1996, p26). Indeed, failure to consider the context would have meant
that many of words that | underlined would not have been seen as important

and thus not treated as key words.

The project has been there for two years now. Last year it was with
older pupils and | think it suits them better. This year we were surprised

with the project size and with the class selection. The school didn't have

these devices; | don't know how the arrangements were made. Pupils

were very happy but these devices need expertise and as a teacher |

don'’t have the expertise and I'm slow. Mariam [the ICT teacher] always

holds workshops on PowerPoint and as teachers we need lots of

training; not only us who are currently working on the project, this is a

school project and all school teachers need training.

After deciding on the key words, | looked for the ideas that they carried in the
context that the teacher was speaking in. This meant not just looking at the
surface meaning of the words, but thinking more deeply to explore the ideas

that they conveyed in the context of the topic under inquiry. For example, the
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idea that the project had been underway “for two years” related to the
experience that the school had had with these devices since the project
started. This was a single idea, so | decided that the whole sentence carried
the idea of school experience. Another example is that the teacher reported
what she perceived as a fact by saying: “The school didn’t have these
devices”. This sentence contained a single factual idea and was followed by
another sentence carrying a separate idea, as the teacher expressed her
ignorance by saying that she did not know “how the arrangements were

made”. Thus, | decided to code each of these sentences for the idea it carried.

However, some sentences contained more than one idea and | decided to
assign multiple codes to them, depending on the ideas they carried. For
example, the second sentence carried three ideas, each represented by an

underlined phrase: “Last year it was with older pupils and | think it suits them

better.” These three ideas related to the school’s earlier experience with older
pupils, to age suitability and to a comparison of the current situation with the
previous year. As these were all distinct and separate ideas, | decided to

assign this sentence three codes rather than only one.

Similarly, the next sentence contained four ideas that had to be coded, as the

underlining shows: “This year we were surprised with the project size and with

the class selection.” The first idea, “this year”, compares the current situation

to “last year”, but the sentence also introduces new ideas about the teacher
being “surprised” with the project’s “size” and the “class selection”. For this
reason, | decided to code each idea separately within the same unit of

analysis, although it was linked to the previous sentence.

The phrase “pupils were very happy” introduces the idea that the pupils
welcomed the introduction of tablets and it was coded for the idea that it
carries. However, it is also connected to an idea conveyed later in the same
sentence, as the teacher linked the pupils’ reaction with the new idea of her
own competence by saying: “these devices need expertise and as a teacher |
don’t have the expertise”. Here she expresses something that she has learned
from her experience of using tablets in the classroom, that this requires a level

of technical expertise, and this forms another idea to be coded. | also identified
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a third idea to be coded in this sentence, where the teacher introduces a new

idea by using the phrase “I'm slow” to describe herself in this context.

With the phrase “Mariam always holds workshops on PowerPoint” the teacher
conveys two interlinked ideas, stating first that training was provided at the
school and secondly that it was limited to one specific program. As these two
idea are linked, | decide to treat them as one coded idea (‘provided training’).
However, she added that “as teachers we need lots of training” and although
this in some way continues the same idea of training, it also brings out the
teachers’ need for it, so | decided to treat this as a separate idea, coded as

‘training needs’.

The phrase “not only us who are currently working on the project” continues
the same idea about training, but draws attention to it not being a personal
need by including the words “not only us”. The teacher follows this by
confirming that “this is a school project and all school teachers need training.”
As these ideas are linked and confirm each other, | decided to code them

separately within the sentence.
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Table 9: Examples of ideas coded

Participant’s words

Translation

Coded ideas

Gl i Al Jla g 5 piall

The project has been
there for two years now.

Project age

)L}S” :L.\SH\ & u\S @ALJ\ ?L’J\
) iy 401 gl

Last year it was with older
pupils and | think it suits
them better.

Experience with older
students
Age suitability

Caall Ll Al saa Llals
& oodiall aaana g

This year we were
surprised with the project
size and with the class
selection

Preparing teachers

Being surprised with
decisions made, size of
project and selection of
class

58 gie CailS Lo b jeal (52

the school didn't have
these devices

Presenting factual
information
Availability of devices

Gl O el G gel g

I don't know how
arrangements were made

Teacher's awareness
Missing updates

S s Akl

Pupils were very happy

Pupils like tablets

Lo Ul 53 08 Lelaling 3 3ea¥l 13
5_all gaic

these devices need
expertise and as a
teacher | don’t have the
expertise

Tablets require a level of
technical expertise

Teacher describing herself

b i I'm slow (personal quality)

& deliia Jaad Laila oy 3a Mariam always holds Training provided

iy 53 5ol workshops on PowerPoint | Limited training provision
RITE TR O s as teachers we need fots | ¢ o0 training needed
oS of training

b Jxds cpall A g s L
Caling Slalaall JSeg g pdiall
a...n‘)éaj\&}‘)jm\lﬁc._\g‘)ﬁ

not only us who are
currently working in the
project, this is a school
project and all school
teachers need training

Training is not a personal
need and should be for
all teachers

The steps described above were followed for every interview as | continued

to identify units of analysis for them all. However, | found it more practical to

go immediately to the next step, which was coding the ideas identified for a

particular interview, as soon as they had been identified. | then began

identifying ideas for another interview and coded them in the same way,

before moving on to the next.
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3.11.3 Coding
To code the identified ideas it was necessary to consider the context of the
participants. This step involved deeper thinking to explore the ideas conveyed
by their words and to evaluate their relation to the context. For example,
although the idea that the project had been ongoing “for two years” (coded as
‘project age’) was related to the introduction of tablets and relevant for the
speaker, Khawla, it was less important for the other participants, Safia and
Ibtisam, as they were newly appointed teachers. However, the idea that
tablets had been used last year with “older pupils” and that the teacher
believed that “it suits them better”, coded as ‘age suitability’, was more
relevant to all participants. Another example concerns the idea that teachers
were “surprised” at the project’s “size” and the “class selection”, which relates
to how the school administration worked on preparing teachers to work on the
project. Being surprised indicates either that teachers were not informed of
the school’s original plan or that a sudden or unplanned decision was made,
which teachers were not prepared for, so | decided to code it as ‘preparing
teachers’. On the other hand, when Khawla stated that “the school didn’t have
these devices” and that she did not know “how arrangement were made”, this
shows that she was missing updates and as result was unaware of what was
happening in regard to the school project, so | coded this as ‘teacher

awareness’.

The statement “pupils were very happy” reflects the perception that the pupils
welcomed the introduction of tablets and indicates that the teacher had
noticed that it had had a motivational influence on them. Nevertheless, |
decided to code the statement as ‘pupils like tablets’, because this can carry

both meanings.

The words “these devices need expertise and as a teacher | don’'t have the
expertise” conveys the idea that the interviewee had learned from her
experience of using tablets in class that this required a level of technical
expertise that she lacked. A lack of expertise can be corrected by providing
training and for this reason | coded this phrase as ‘training needed’. However,

Khawla’s description of herself in this context as being “slow” is rather vague



103

and can be interpreted in different ways, as meaning slow in teaching, in
learning how to use technology, or simply lacking the requisite skill, | therefore

decided to code it as ‘personal quality’.

The training idea was again emphasized when Khawla spoke about the
training provided by the ICT teacher. By saying “Mariam always holds
workshops on PowerPoint”, she conveyed the idea that training was provided
by the school but that it was limited to one specific application, so | decided to
code this as ‘training provided’. However, she added “and as teachers we
need lots of training”, which indicates that too little training was provided and

that the teachers wanted more; | coded this as ‘training is needed’.

“Not only us who are working on the project now, this is a school project and
all school teachers need training.” | coded this as ‘all teachers need training’,
because it refers to teachers at the school who were not currently involved in
the project and whom Khawla identifies here as needing training. By speaking
in their voice, she indicated that these teachers had talked to her about the
project and were curious about getting involved, and that she understood from
their discussion that they thought that the starting point should be the provision

of training.

| continued this method of coding the transcripts of all of the individual
interviews and focus group discussions, which generated a long list of codes,
reproduced in Table 10.
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Table 10: Codes emerging from interviews

Teacher motivation
Alternative task prepared

Teachers not taking initiative

Teachers not happy with
lesson outcomes

Determined to continue
Teacher willing to learn
Teacher preparation

Pupils becoming independent
Pupils pay more attention
Seating arrangements
Technical support
Overcoming obstacles

Working on changing
teachers’ attitudes

Books are indispensable
Pupils’ enthusiasm

Extra work for ICT teacher
Community awareness

Teachers’ time justification
Disappointment

Pupils referred to books
Fast

Preparing teachers

Tablets are useful

Practical use

In school community
Supervisors’ awareness
Teacher’s judgment

Lesson plan

Pupils like devices

Pupils think about alternatives

Mishap

Curriculum unchanged
Teacher is a guide
Misuse

Minimal guidance

Teacher awareness
First time internet in
class

Change class
environment
Insufficient programs

Time consumption
Positive signs

Tablet features

Girls work together
Suggested programs
Reduces discussion
Pupils’ passion
Teachers’ fear of
technology

Head teacher’s role

Games

Low guidance

Rules

Unsure of community
response

Tablets distract pupils

Reason for pupils’
failure

Building ownership
Teacher’s focus
diverted

Problem solving
App selection
Pupils’ focus
Supporting bodies
Teachers’ plan
Charging difficulty
Training needed
Gender differences
Weak internet
connection
Supporting teachers
Cost

Self-learning

Teachers’ technology
use expanded
Ministry plan

Influence on teacher
Challenges

Teacher’s patience
Time saving

Pupils need change
Organisation

Life skills

Pupils focus

Boys grouping problem
Checking pupils’ attention
Network failure

Age suitability

Administration vision

Training teachers
Entertaining activities
Undesired change
Teachers’ cooperation

Pupil are eager to hold
tablets
Quitter pupils

Enhance typing skill
Tablets getting stuck

Multi-sources

Other teachers’ opinions
Apps

Supervisors’ roles
Internet needed

Internet is prerequisite
Ability with technology
Teaching strategy
Pupils’ curiosity

Administration neglect
Dangers of tablets
Training week

Preparation at school not
at home
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The next step was to group together codes belonging to a similar category. However,
before doing so, | decided to start by coding the other datasets, gathered from focus
group discussions and observations, in order to be able to include codes emerging

from these sets when grouping them.

3.12 Analysis of focus group data

3.12.1 Coding focus group data
In coding the data from parents’ and pupils’ focus group discussions, |
followed the same steps as when coding interview data, beginning with a
careful reading of the transcript of the whole discussion in order to obtain a
general picture. | then worked on identifying ideas to be coded, as
demonstrated with regard to the following extract from the parents’ focus
group data.

Of course the use of tablets always attracts young pupils in cycle

one. | mean that children at this age are attracted by tablets,

especially with games that have an educational side. | think it will

have an effect on them. It will create a competitive environment

between pupils and it will enable them to be creative, because with

their use of these devices they will have wider space to use
technology and apps.

Again, | started by underlining the key words in the transcript that would allow

me to identify ideas emerging from the discussion.

Of course the use of tablets always attracts young pupils in cycle one.

| mean that children at this age are attracted by tablets, especially with

games that have an educational side. | think it will have an effect on

them. It will create a competitive environment between pupils and it will

enable them to be creative, because with their use of these devices

they will have wider space to use technology and apps.

Next, | looked at the ideas conveyed by these underlined words. On reading

the first sentence (“Of course the use of tablets always attracts young pupils

in cycle one”) and the first part of the second (“| mean that children at this age

are attracted by tablets”), | concluded that the parent had introduced two ideas
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in the first sentence and explained them in the second, so | decided to treat
all of this data together, as representing these two ideas to be coded. In the

second part of the second sentence (“especially with games that have an

educational side”), she introduces a new idea through an example (“games”)

that specifies the ideas introduced earlier. | therefore decided to consider this
phrase as two linked coded ideas: ‘games’ and ‘educational games’. The

phrase “I think it will have an effect on them” also conveys a coded idea, that

tablets have an effect on pupils. The last sentence in the extract carries
several ideas, so | had to divide it into several coded units. The first idea, the
role of tablets in creating a competitive environment, is conveyed by the words

“It will create a competitive environment between pupils”, so | assigned a code

to this. The second coded unit in this sentence is “it will enable them to be

creative”, which introduces the idea that tablets support creativity. Although

the third part (“they will have wider space to use technology and apps”) serves

to explain how tablets can support creativity, it also introduces another idea,

so | decided to keep it as a unit of analysis.

Acknowledging the research context, | worked on coding the ideas in an
inductive manner, although | used many codes that had already emerged from
the teachers’ interviews. For example, | coded the two ideas that appeared in

“Of course the use of tablets always attracts young pupils in cycle one. | mean

that children in this age are attracted by tablets” as ‘tablets attract pupils’ and

‘age suitability’, both of which had emerged from the teachers’ interviews. As

to “especially with games that have an educational side”, | coded this as

‘educational games’, a new emerging code which did not appear in the

teachers’ data analysis. Similarly, | decided to code “I think it will have an effect

on them” as ‘tablets have effect’, as the parent spoke about an effect, even
though she did not specify here what effect she meant. On the other hand,

when she said “It will create a competitive environment between pupils” and

“it will enable them to be creative”, | coded these as ‘competitive environment’

and ‘enable creativity’ respectively. Finally, | coded “they will have wider space

to use technology and apps” as ‘expand technology use’.
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It is important to note that | tried to work though the coding process without
thinking of topics found in literature, to allow my codes to emerge from the
interviewees’ words and ideas. This process continued throughout the
analysis of the transcriptions of all four focus group discussions. | used NVivo
to link coded text to codes and it was helpful in allocating the same code to
similar texts conveying the same idea. | ended with a very long list of
approximately 180 codes, because | was using the inductive approach,
thinking of a code for each unit without referring to codes that had emerged
earlier. However, | later worked on grouping similar ideas under categories
that belonged together. Thus, coding is to be seen as only an early step in the
overall analysis. The coding of data portions is a transitional process between

data collection and the wider data analysis (Saldana, 2009).
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Figure 2: Screen shot of the NVivo software

As mentioned earlier, | also followed these steps of identifying ideas and
coding them when coding the data from the pupils’ focus group discussion.
Error! Reference source not found. shows the new codes that emerged
from the parents’ focus group discussion in addition to those listed earlier in
Error! Reference source not found. that had already emerged from the

teachers’ interview data.
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Table 11: Codes emerging from parents’ focus group data

Parents’
expectations

Reason for pupils
failure

Pupils learn to
share

Parents want to
follow up

Not sure of rules

Selfishness will
increase

Pupils’
competition

Poor handwriting
Break school
routine

Support creativity

Ratio

Parents’
suggestions

Use frequency

Electronic writing

| blame the
ministry

Expand
technology use

Parents’ passion
Disagreement
over devices
Parents’ suspicion
Ownership

Urge teachers’

development

Anticipated result

Parents’
awareness

Admin vision

Tablets will be
community culture

Criticising
implementation

Educational
games

Parents not willing
to pay

Previous project
experience

Parents will be
forced

Connect learning
to home

Responsibility

Tablets replace
books

Teachers’
requirement

Different activity

Tablets make
learning easy

Let the school
provide you one
(tablet)

Novelty

Reason for the
project

Better learning

Workshop
effectiveness

Learning topic

Error! Reference source not found. shows the new codes that emerged

from the pupils’ focus group data in addition to those listed in Error!

Reference source not found. and Error! Reference source not found..
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Table 12: Codes emerging from pupils’ focus group data

Prefer individual
tablets

Enjoy

Covered topics

Parents’ concerns

Organising
priorities

Ready to support
teachers

Tab-quest

Sorting

Practical use

Apps at home

Mind games

Teachers teach at
slow pace

Confused pupils

Easy typing

Home devices

Social games

Learn
organisation

Video playing

Waiting for
instruction

Parents refuse to
provide tablets

Compare tablets

Feeling progress

Wished apps

Enhance
understanding

Self-controlling

Over use

Limited internet
access

Pupils save

to laptops money to buy
tablets
Parents hide Tablets are only Used to support Source of
tablets for learning memorisation knowledge
Negative Parents control
conception

3.12.2 Themes
According to Grbich (Grbich, 2013), an important aspect of coding is becoming
familiar with the data by revisiting it and repeating the coding process. | worked
on refining my coding of the different datasets, then using the ‘aggregate’
feature of NVivo11, | worked on organizing the codes that had emerged from
all of the datasets. Codes that could be grouped under one category were put
together under a new node created and named as the category. For example,
the codes ‘network failure’, ‘tablets getting stuck’, ‘supporting bodies’, ‘minimal
guidance’ and ‘supporting teachers’ were put under a new node named
‘technical support’. Similarly, the codes ‘insufficient programs’, ‘apps at home’,
app selection’ and ‘suggested programs’ were all put under a category called
‘applications’, while ‘tablets are only for learning’, ‘tablets are not much used’,
‘use frequency’ and ‘ratio’ were grouped under ‘use frequency’. The following

table shows some other examples of the grouping of codes under categories.
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Table 13: Examples of codes grouped into categories

Codes Category
Keep up with technology
Reasons for the project Project planning

Teachers selection

Project evaluation

School priority Head teacher’s role
Work on changing teachers’ attitude

Applications

Entertaining activities

Multi-sources

Practical

Easy to use

Time saving

Previous project experience

Internet External factors
Ministry role

App selection

Frequency use

Charging problem

Cost

Time

Parents’ unanswered questions
Parents’ expectations
Parents’ suspicions
Implementation criticism

Tablet features

Difficulties related
to devices

Parents’ awareness

Again, | organized the emerging categories and worked on generating themes
by collapsing the categories under general headings. Finally, seven themes
were identified; these are listed with their component categories in Error!

Reference source not found..
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Table 14: Categories collapsed into themes

Category Themes

Project planning
Head teacher’s role Vision
Parents’ awareness

Preparing teachers
Teacher preparation Competence
Teachers’ awareness

Implementation challenges
External factors

In-school difficulties Challenges
Difficulties related to devices

Tablet features Educational
Reasons to use in class features

Parents’ awareness
Supervisors’ awareness Awareness
School community awareness

Misuse
Pupils’ discouragement
Pupils feel they are left out

Pupils’
disappointment

Want change
Positive signs Drive for change
Ownership

Head teacher’s role
Parents’ roles Roles and

Supervisors’ roles responsibilities
Pupils’ roles

3.13 Summary

This chapter has reviewed the research methodology and outlined its design.
| have addressed the ethical considerations, explained how activity theory was
used in the study, reported on the pilot study, discussed the study participants,
described the design of the data gathering instruments and given a detailed
account of the thematic analysis of each of the three datasets, gathered from
interviews and focus group discussions. The next chapter presents an

analysis of the observation data.
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Chapter 4 : Observation Findings

4.1 Introduction

In the previous chapter, | reported on the research methodology used in the
present study. This chapter gives a detailed account of the findings of
classroom observations, in pursuit of the research aim, which was to explore
what happened when tablets were introduced into an Omani school, and in

response to these research questions:

1- What are the contextual factors mediating the use of tablets in the

classroom?

2- What are the impacts in terms of the roles and responsibilities of the

agents involved in using tablets in the classroom?

3- In what way does the use of tablets affect teaching practice in the

classroom?

Classroom observations were conducted between October 2015 and March
2016, to allow maximum time possible for development and for participants to
build up their use of tablets in class. The observations were carried out in three

phases, as listed in Table 15.

Table 15: Phases of observation

Phase one October 2015 3 observations

Phase two December 2015 | 3 observations

Phase three | March 2016 2 observations

Phases one and two comprised three observations each, whereas | observed
only two lessons in the third phase, as one of the teachers, Khawla, while not
withdrawing from either the school’s tablet project or this study, chose not to
make herself available for any further observations or interviews after 14t

March 2016. Since | had gathered a relatively small amount of observational
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data from these eight classroom observations, | decided to use manual
analysis, which helped me to stay close to the data (Creswell, 2005). Here, in
the following sections, | present the analysis of this classroom observational
data. However, before doing so it is important to give the following notes that

apply to the analysis of all my classroom observations and their analysis.

First, all lesson observation were conducted in the Interactive Room, as it was
known in the school, where the tablet devices were always stored and used.
The school administration claimed that it sought to equip this room with the
best possible materials and equipment. Second, as Arabic was the language
of instruction in the school, it was used in all lessons that | observed, whatever
the subject. Finally, having adopted activity theory as the framework for the

study, | also used AT to guide the analysis of observational data.
4.1.1 Preparing the data

In order to present the data in a clear form and since it was important to
present lesson development with events in sequence as they happened, |
wrote a description of each lesson to highlight sequences with some details
that might not be clearly shown in the observation sheet, as shown in Figure
3.
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Table I Classroom cbservation Sheet
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Figure 3: Example of observation sheets
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4.1.2 Unit of analysis

It was important to decide on the Activity to be used as the unit of analysis, in
conformity with AT as theoretical framework. | decided to use the whole
lesson, beginning as soon as the pupils entered the room and ending when
they left. However, acknowledging that some related events may happen
before or after the lesson Activity, these were identified and dealt with as
separate Activities. When analysing the classroom observational data, it was
important to view the lesson in two different ways. First, each lesson was
treated as an Activity constituting part of a school Activity System which also
consisted of many other Activities and other components that might influence
or be influenced by the observed lesson. Second, each lesson was seen as
an Activity System, in that its constituent Operations and Actions might

eventually become Activities in themselves.

The following subsections present the analysis of the data gathered from
lesson observations in each of the three phases, with main headings
identifying the lesson by the phase of data collection and the teacher’s

pseudonym.
4.2 Phase 1, Ibtisam
4.2.1.1 Observation Findings

On Monday 12t October 2015 | observed a Grade 4 maths lesson taught by
Ibtisam to a mixed gender class of 24 pupils. This was the fifth lesson of the
day, timetabled to begin at 10:35 and end at 11:15. The topic of the lesson
was axes of symmetry, to teach pupils about how symmetrical shapes mirror
around an axis. When the pupils arrived in the Interactive Room at 10:35
carrying their maths textbooks, Ibtisam had already prepared the tablets,
placing them on their desks with keyboards attached so that they looked like
laptops. She asked them to sit in groups, with boys and girls separated. The
lesson was also attended by Mariam, the ICT teacher, and Safia, the science

teacher.



117

As soon as pupils sat at their desks, they immediately started exploring the
tablets. Ibtisam told them to stop and pay attention to her. She started the
lesson with a revision of the previous one, asking questions which most pupils
participated in answering. Their gaze moved between the teacher and the
tablets on their desks. Some of them moved their hands to the tablets while
they looked at the teacher and there was some discreet talk about the tablets

among pupils. When Ibtisam noticed this, she asked them to be quiet.

At 10:50, the teacher used the interactive board to show various shapes, on
which she drew axes of symmetry using a marker. She explained with
examples shown on the board that there might be more than one axis of
symmetry for some shapes. First, she asked the pupils to imagine what the
axis of symmetry of each shape would be, then she used foldable paper
shapes to explain the idea. During her explanation, she noticed that some
pupils had gone back to exploring their tablets. In a soft tone of voice, she

called on them to pay attention to her.

Ibtisam continued with her explanation until 11:02, when she told pupils to
open a specific folder in their tablets, containing a Word document. Not all of
them were able to find the file on their tablets, so Ibtisam, Mariam and Safia
helped some individual pairs to locate and open it. The pupils eagerly opened
the document, which showed around ten different shapes, each crossed by
several lines. They were told to identify which of these were axes of symmetry
and to count how many there were for each shape. They worked in pairs on
this task and each pair appeared to want to finish first, as if they were in a
competition, with pupils actively raising their voices when discussing which
lines were to count as axes of symmetry. Ibtisam moved around the groups
and with a smile asked the pupils to lower their voices. The tablets were not
only attached to keyboards; some were also connected to chargers, meaning
that the pupils had to sit beside the electric sockets at the side of the room.

Mariam and Safia also moved around the groups to support their work.

The first pair to finish the exercise ran to the teacher carrying their tablet with

its keyboard, to show her their achievement and to get confirmation of their
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answers. |btisam raised the tablet to show the class what these two boys had
achieved, then some other pairs took their tablets to show her. Not only did
the pupils actively discuss their answers within their pairs; they also spoke

individually to others whom they meet on their way to the teacher.

At 11:15 when the bell rang to announce the end of the lesson, not all pupils
had been able to finish the task and all of them wanted more time with the
tablets. However, the teacher asked them to put the tablets on their desks and

leave the room, promising them another lesson with tablets soon.
4.2.1.2 Development leading to transformation

| decided to begin the analysis by separating the lesson into distinct parts to
make the analysis clearer when applying the principles of AT. In regard to
tablet use, this lesson can be divided into two parts, the first being the time
before the tablets were used as part of the lesson and the second being when

they were used.

The first part started when the pupils arrived in the room and settled in their
groups. The pupils wanted to explore the tablets on their desks, but Ibtisam
told them that the lesson would start with an oral revision of the previous
lesson. She asked the pupils to pay attention to her in a 15-minute question
and answer session. After this, she introduced the main topic of the lesson,

for which she decided to use the interactive board with a marker.
4.2.1.3 Disturbance leading to Contradictions

Although tablets use only started at 11:02 which was 27 minutes after the
lesson had started, they were present on pupils’ desks from the moment that
they entered the room and therefore played a role from the beginning of the
lesson. The pupils could not ignore the tablets that were placed on their desks,
as their eyes were moving between the teacher and the tablets. Some touched
the tablets or became involved in a discreet discussion about them. Thus,
although their use was planned for the second part of the lesson and Ibtisam

did not approve pupils’ wish to use them during the first part, their presence
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was noticeable, as was their role in creating tension by attracting pupils’
attention. The pupils had a different perspective, driven by the sight of the
tablets. Many wanted to start using them immediately, while Ibtisam wanted
to make the link with the previous lesson by asking pupils questions about it.
These were the main viewpoints of the two Subjects during this lesson Activity.
Their incompatibility created a disturbance in the first part of the lesson.
Ibtisam wanted the pupils to focus their attention on her, but many could not
resist dividing their gaze between the tablets and the teacher. They tried to be
discreet, but Ibtisam noticed that they were discussing the presence of the
tablets, so she had to stop the session in order to bring their attention back to
where she wanted it, as a discussion about tablets was not supposed to

happen during this part of the lesson.

History development : As this was my first observation of Ibtisam and her
pupils using tablets, there was no available history of their use in earlier
lessons. What follows is thus an analysis of the development of tablet use
within this lesson Activity. However, the following points are also to be taken
into account when analysing the observations of phases two and three, when
the development of tablet use will be identifiable within the history of the

overall Activity.

In this first lesson it appears that Ibtisam was faced with an early challenge as
pupils entered the room. Her plan was not to start by using the tablets, but
pupils immediately began to handle and examine them. Here, the teacher had
to take a decision, either to modify her plan and allow the pupils to explore the
tablets or to stick to the original plan and get them to work according to this.
Ibtisam decided to do the latter and started asking questions about the
previous lesson. Some pupils answered her questions, but not all were able
to give her their full attention, as many continued to explore the tablets or to
discuss them with their neighbours. The presence of the devices on pupils’
desks thus created a disturbance in the task with which Ibtisam started the
lesson. In fact, the pupils did not wait for her to give instructions but started

exploring the tablets as soon as they sat down. Later in the lesson, however,
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when Ibtisam asked them to use the tablets, they all became actively involved

and paid full attention to the task that she set them.

Contradictions: In order to identify contradictions in this Activity, it is first
necessary to identify any disturbances that occurred during the lesson due to
the introduction of tablets, because according to AT, contradictions manifest
themselves when an Activity tries to resolve disturbances. My analysis

identifies the following areas of disturbance:

- In this lesson it appears that Ibtisam was faced with an early challenge. Her
plan was not to start by using the tablets, but her pupils immediately began
to handle them and discuss them. Thus, she had to take a decision either
to modify her plan and allow pupils to explore the tablets or to stick to the

original plan and get them to work according to what she wanted.

- Ibtisam’s decision to continue with her original plan made many pupils
struggle in responding to her order to pay attention, as shown by their

shifting gaze from teacher to tablet and back.

- Having the tablets on pupils’ desks from the beginning of the lesson created
a distraction, as they wanted to use them immediately. This diverted their
attention, at least in part, away from what Ibtisam was saying, so they

concentrated on her words less than she would have wished.

- Ibtisam did not inform the pupils when they would be able to use the tablets.
For 27 minutes she simply continued to tell them not to touch them, without

telling them when they would be able to do so.

- Many Tools were used during the lesson, starting with the interactive board
and paper shapes, leaving the tablets until the second part of the lesson,

although the pupils wanted to start with the tablets.

- Ibtisam needed the support of other teachers during this lesson, which was

unusual.
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- The use of an external keyboard attached to the tablets was unexpected,

as was the use of a Word document rather than a dedicated educational

app.

- Change of roles with tablets use. When the tablets were not in use, Ibtisam
did not approve of her pupils doing anything without her permission,
whereas when they were in use, the pupils moved around and talked to
each other without asking permission and Ibtisam did not say anything

about this.

- Tablets transformed teacher's attitude. With tablets task achievement
pupils moved from their seats and ran to the teachers without taking
permission from the teacher which Ibtisam approved. She also with a smile
expressed her change in attitude towards pupils "noise" and loud voices

while discussion brought with tablets. accepted pupils moving

At first, it appeared that the use of Word documents was inappropriate for the
tablets. However, Ibtisam decided to use the word processor to overcome the
lack of other available apps. When | examined the tablets | found that the only
apps provided were those in the Microsoft Office package. This makes it clear
that the decision to use Word documents was made to enable the teacher and
her pupils to use the tablets at all. The pupils enjoyed using the tablets,
regardless of the minor challenges they faced, such as using a touch-screen
device where the cursor moved as they touched the screen, causing them to
type their answers in the wrong place. Their enjoyment of several aspects of
the lesson was clear as they competed to answer, as pairs supported each
other and as they wanted to continue using the tablets after the bell rang for

the end of the lesson.

Safia and Mariam were present not only to observe the lesson but to take part,
as they were directly involved in helping the pupils to use the tablets and in
supporting Ibtisam as she supervised her pupils’ work. Most of the time during
the lesson, Ibtisam stood by the whiteboard in front of the class and when a

pair of pupils asked for support Mariam and Safia were there to help.
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Some pupils were also happy to volunteer to support other pupils and on
several occasions they actively provided such support before one of the

teachers arrived. This will have given these pupils confidence.

Pupils’ support for each other made another space for changing class norms
and the teacher’s rules. During the first part of the lesson, Ibtisam was in full
control of the class and did not allow her pupils to do anything without being
told to do so. No single pupil moved from his/her seat without asking
permission and those who did ask were denied permission. At the same time,
pupils’ attitudes and behaviour showed that they wanted to start the lesson by
using the tablets, but they did not directly ask permission to do so, which
shows their knowledge of the rules. However, when tablets were used in the
second part, pupils actively moved around without thinking about permission

or rules and Ibtisam expressed her approval of this by smiling at them.

Tablets were delivered to the school with external keyboards and the teachers
decided to use everything that came in the box. However, attaching keyboards
to tablets makes them look just like laptops and takes away many features
that make them different from laptops. For example, two of the main features
of tablets that are supposed to make them suitable for young pupils are their
convenience and mobility. This contradiction did not stop pupils from moving
around the classroom. They carried their tablets as they would carry laptops,
showing their screens to the teacher and to other pairs. They moved around
actively and held the keyboards firmly, so that although these were only
partially attached to the tablets, leading me to think on two occasions that they
were about to drop them, they were careful enough for the lesson to end
without incident. None of the teachers present made any comment about the

safety of the devices.

For some reason, there was no use of dedicated educational apps in any of
the lessons that | observed, but this teacher found a way to use the tablets in
class by using the word processor contained in Microsoft Office, the only set
of apps installed on the tablets. However, pupils did not feel comfortable in

working with Word documents, because of the difficulty of operating the small
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touch screens. While working in pairs, they were asked to type their answers
in tables within a Word document, but as they touched the screen while talking
to each other, and pointing to a place within the table, they would inadvertently
move the cursor from its correct place, making the rest of the words that they
were typing go into the wrong cell. The tablet screens were also too small to

show the whole table that the pupils were required to fill.

There was diversion of attention for both pupils and teacher. Not all pupils
were able to complete the task because there was not enough time. Ibtisam
asked them to leave the tablets at the end of the lesson and promised them
that they were to be used in another lesson soon. Here, the focus of the
teacher and perhaps the pupils was more on the tablets themselves than on
the objective to be served by using them.

Transformation: Pupils’ support for each other made another space for
changing class norms and the teacher’s rules. During the first part of the
lesson before tablet use, Ibtisam was in full control of the class and did not
allow her pupils to do anything without being told to do so. No single pupil
moved from his/her seat without asking for permission and those who did ask
were denied permission. At the same time, pupils’ attitudes and behaviour
showed that they wanted to start the lesson by using the tablets, but they did
not directly ask permission to do so, which shows their knowledge of the rules.
However, Once tablets were used in the second part, pupils actively moved
around without thinking about permission or rules and Ibtisam expressed her

approval of this by smiling at them.

As this lesson was at an early stage of the tablet introduction project, the
teacher planned and taught the lesson as she would have done before tablets
were used. She began by acting as if the tablets were not there and expected
her pupils to ignore them on their desks. The pupils wanted to explore them
and to start the lesson by using them. However, as the teacher decided to
continue with her plan, they had limited time to explore the devices. Ibtisam’s
decision to postpone their use until the later part of the lesson prevented the

pupils from exploring the potential of the tablets and their own abilities.
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Allocating one tablet to each pair of pupils encouraged them to discuss in pairs
and groups how to go about completing the allotted task. They were happy to
move about to support each other and share ideas, apparently enjoying the
task and hurrying to finish it within the limited time, but the fact that keyboards
were attached restricted their movements and limited discussion to their
seated groups. If they had been more mobile, they could have used discovery

to serve the lesson in much better ways.

As to the teacher, she used the tablets in the final stage of the lesson, as if
they were exercise books, for pupils to demonstrate their understanding of
what had been discussed earlier. Rather than taking an overall view of the
lesson, the different activities within it and the history of previous observations,
Ibtisam did not plan to use tablets until she was convinced that pupils had
achieved the main aims of the lesson. As a teacher, she had planned her
lesson in advance, divided it into sections and Activities, then decided to use
tablets towards the end of the lesson only. Her view of tablet use guided both
her actions when planning these Activities and her reaction to the pupils’
attempts to use tablets at the beginning of the lesson. Her fundamental
understanding of tablet use in class appeared to be as devices for
complementary exercises, not as a tool to be used when teaching the main

part of the lesson.
4.2.2 Phase one, Safia
4.2.2.1 Observation

On Wednesday 21st October 2015, | observed a science lesson that Safia
taught to a grade 4 mixed-gender class of 22 pupils, scheduled to begin at
9:15 and finish at 10:00. The topic was environmental changes caused by
human activities and as Safia intended to use tablets during the lesson, she
prepared them before the pupils’ arrival and put them on their desks with

keyboards attached.

When the pupils arrived at 9:15, carrying their science textbooks, they were

asked to sit in groups. Mariam and Ibtisam also attended. Safia started with a
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four-minute warm-up activity, asking the pupils about the previous lesson,
which was on the same topic, then explained that this lesson would be a
continuation of that earlier one. She asked the pupils to go the desktop on
their tablets and open a folder that contained a PowerPoint file. Not all of them
were able to locate the file among those in the folder and those who were able
to do so struggled with opening it, as PowerPoint asked for some
configuration. At this point, Safia requested support from Mariam, the ICT
teacher, who gave her some advice and stood to help at the same time.
Ibtisam also stood and the three teachers helped different pairs to open the
PowerPoint file. Those pupils who had the difficulty resolved first also moved
from their seats to show other pupils how to do it. They moved without being
told to do so and the teachers did not require them to seek permission. After
about seven minutes, when all of the pupils had been able to open the file on
their tablets, Safia also opened it on the interactive board. The first slide
showed that the file had been prepared by a teacher from another school.
When Safia asked the pupils to change the slide, some were unable to do so,
as they were in ‘design mode’ and had not switched to ‘slideshow mode’. The
three teachers supported the pupils, showing them how to switch and move

between slides.

The slides contained photos of environmental changes and at 9:33, Safia
asked the pupils to comment orally on each photo. Although they were shown
in a larger format on the board, the pupils enjoyed controlling the slideshow
and were very active during the lesson. They used the display on the board to
check that they were following correctly, as they sometimes double-clicked
and skipped a slide. For each photo, Safia asked them if what they saw was
natural and about humanity’s role in environmental change. She did not
accept choral answers and when she asked them to raise their hands
individually before answering, many did so, calling “Teacher, Teacher”. The
class responded actively to each question and almost every pupil paid
attention to Safia, with at least one member of each pair being involved in
answering one question. Safia spoke to the class in a tone that was full of

energy. The task continued until 10:00, when the bell rang for the end of the
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lesson and the beginning of the break. As not all of the photos had been
looked at, Safia asked the pupils if they wanted to take their break or continue
the lesson. Only five opted for the break, while the remaining 17 preferred to
continue with the lesson. However, after having eye contact with the other two
teachers, Safia decided to stop the lesson, as some wanted to go. She asked
the pupils to leave the tablets on the desks and go, but some did not want to
leave and offered to help her in closing and storing the tablets. The teachers
responded that the pupils should take their break and that the three of them

would take care of the tablets.
4.2.2.2 Analysis

As Safia had spent only four minutes in reminding the pupils of the previous
lesson and had then immediately asked them to open their tablets, | concluded
that that the lesson comprised one main part preceded by an introductory
linking task, so that it would be appropriate to analyse it as a whole, using the
principles of activity theory.

Collectivity: Apart from the warm-up task, tablets were used throughout the
lesson, in an Activity lasting until the end of the lesson. To construct a general
understanding of their use in the lesson, it is necessary to examine in detail
how they were used throughout this time. At various points during the lesson,
the use of tablets can be seen differently, as each occasion presented aspects
illustrating certain issues related to the introduction of tablets. There were
incidents where tablet use triggered general issues, such as Safia and her
pupils requiring technical support from Mariam. This support was not limited
to the difficulty in opening the file, but paved the way for Ibtisam and Mariam
to be involved in several other incidents during the lesson. On the other hand,
it was obvious that the pupils were enthusiastic about using the tablets, paying
close attention to the lesson and participating strongly. These issues are
discussed further in the following paragraphs.

Multi-voicedness: Different viewpoints were represented within the Activity.
First, Safia asked the pupils if they wanted to prolong the lesson into the break,

showing her willingness to continue the lesson and to give up her free time to
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do so. However, recognising that the break was also meant for the pupils, she
decided to ask their opinion. Although only a few said that they wanted to take
the break, she recognised that not everyone wanted to continue and decided
to stop the lesson, not wishing to deny those who did not want to continue
their right to a break. Interestingly, maintaining eye contact with other teachers
as she gave her final decision made it appear that she was seeking their
opinions and their approval of the decision that she was about to take. The
second point concerns the pupils’ enthusiasm about using tablets in the lesson
and their desire to make progress, shown by the observation that some
offered to help their classmates once they had learned how to open the file.
Their enthusiastic involvement in the lesson and the use of tablets was
reflected in the fact that they did this without being told. As to the teacher, she
made no objection to their moving from their seats and accepted that some
pupils had the chance to share what they knew, thus helping their teacher by

helping the other pupils.

History: The development of the tablet Activity is evident when the Activity is
viewed in relation to its history, which is to be viewed both as development
within the Activity and as the overall history of the Activity. As this was my first
observation of Safia’s use of tablets in the classroom, no overall history of her
teaching with tablets existed. However, Safia had attended the lesson that |
observed a week earlier, where Ibtisam used tablets, and there were evident
similarities between these lesson which are discussed in the summary of

phase one (Section 4.4.7).

As to history within the Activity , there was a noticeable change in the pupils’
level of enthusiasm during the lesson, which began with them moving normally
and listening attentively to the teacher as they waited for her instructions on
what to do next. When they were asked to use the tablets there was a sudden
burst of energy as they rushed to open the PowerPoint file, assuming that it
would as usual be an easy task that they could do on their own, but they were
faced with the first challenge which restrained their impulse and forced them
to stop and wait for support. Not all pupils stopped for long and many actively

continued using their tablets as the teachers helped individual pairs. Although
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the pupils were asked to work in pairs, they did not care only about success
within their own pairs, as those who had learned how to solve the problem
went to help others. Their passion for using the tablets did not make them
inconsiderate of their peers who were not able to start. The pupils remained
alert throughout the lesson, following Safia’s instructions and answering her
questions. The whole class called out in response to her question about the
first picture and when she disapproved of this and asked them to raise their
hands for permission to answer, the pupils did so, demonstrating their
enthusiasm by calling “Teacher, teacher”. This continued with every slide and
when the lesson ended before they had seen them all, a majority of the pupils
were ready to give up their break time to continue the lesson. Furthermore,
the fact that five pupils preferred to take a break does not indicate that they

had not enjoyed the lesson.

It is notable that Safia stopped as soon as she was faced the first challenge,
as she was unable to suggest how to open PowerPoint on the tablets. In fact,
she did not even try, but instead immediately turned to Mariam for help. There
were other examples, as Mariam and Ibtisam continued to support the pupils
throughout the lesson and Safia appeared to depend on them in monitoring

and supporting several pairs.

Contradictions are visible in attempts to resolve disturbances within an
Activity. Although not every disturbance will necessarily lead to a
contradiction, it was again important to begin by identifying the following
disturbances that occurred during the lesson in relation to the introduction of
tablets.

The need for technical support required the ICT teacher to be present in

the lesson.

The PowerPoint presentation was shown on the smartboard, although

pupils had the same material on their tablets.

Pupils’ movement round the room was restricted by the tablets being
connected to keyboards.
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Safia continued to talk to the class as a whole, regardless of the fact that
they were working in pairs, and in return they replied together with one

voice.

Enthusiasm made Safia hurry through a session of rapid questions and
answers to cover as many slides as she could within the limited time

available. The pupils rushed to switch slides.

The use of a PowerPoint presentation on devices with highly sensitive
touch screens resulted in several pupils accidently changing slides at the

wrong time by touching the screen while discussing a photo.

It is not clear why there was no use of educational apps, but Safia decided to
use what was available, which was a PowerPoint presentation that had
already been prepared. Despite minor problems such as multiple touches
causing unwanted multiple slide changes, the pupils engaged strongly with
the lesson. The use of tablets gave every pupil the chance to participate in
controlling the PowerPoint slides, instead of them being entirely controlled by
the teacher. Safia made use of her pupils’ engagement by involving them in a
question and answer session, asking them open questions to elicit their

knowledge of the topic and relate it to the photos provided.

On the other hand, the fact that Safia decided to show the PowerPoint slides
simultaneously on the smartboard projector while the pupils viewed them on
their devices, thus using two teaching technologies at the same time to
present the same photos, appeared to be a strange approach to the task.
However, it became apparent that this was useful for pupils who had lost track
due to inadvertent slide changes to know which slide the teacher was talking
about. On several occasions | observed pupils checking that they were in step

with their teacher by looking at the smartboard.

Transformation: The pupils were not only following the teacher, but also
controlling the display of slides on their tablets and referring to the smartboard
display to keep in step with the rest of the class. Safia empowered the

individual pupils through their use of the tablets to control the display of the
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PowerPoint slides. As they were working in pairs, all pupils had the opportunity
to change the slides by touching their screens. Safia’s use of the smartboard
projector to provide a reference for pupils meant that while controlling their
own slides, they could keep track of the lesson progress and discuss slide

together as a class.

Almost all pupils participated in the whole class discussion with Safia, but they
also had many small-scale discussions in their pairs. They thus engaged
actively in discussing each photo in two ways. Safia asked them a rapid series
of questions and they competed to answer first. However, those who were not
given a chance to answer aloud were able to discuss their ideas with their
partners. Safia was as active as her pupils, throwing out questions one after
another. This action was useful for the discussion that she led, which was
meant to engage every pupil in the class. However, the speed of this process
meant that the pupils did not have much time for further discussion in pairs

before the next question.

Safia lost a few minutes at the beginning of the lesson when the use of tablets
was interrupted by a technical problem. It was not only a matter of lacking
knowledge or experience; Safia did not waste time, which she knew was
limited, on trial and error but turned directly to Mariam for help. Having offered
some initial advice, Mariam gave further support by helping some of the pairs
to open the file and Ibtisam also came forward to provide what support she
could. Finally, the support that Safia received was not limited to her

colleagues, as some pupils also helped to support their classmates.

Safia allowed the pupils to leave their seats to help each other without
permission from her, but later in the lesson she told them to ask permission
before giving answers to her questions. In a situation where both pupils and
teacher were hurrying through the lesson, with rapid questions being
answered immediately, Safia had to decide what was acceptable and what
was not, in other words, whether to allow the pupils to continue to depart from
the usual rule that pupils would need permission to move from their places or

speak out loud. There were other occasions where Safia had to take
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challenging decisions, such as asking pupils if they wanted to continue the
lesson during the break, which indicates that she was willing to break the
normal rule regarding the daily timetable. Finally, by making eye contact with
her colleagues, Safia showed that she was consulting them and involving

them in a major decision about her lesson.
4.2.3 Phase one, Khawla
4.2.3.1 Observation

On Wednesday 26" October 2015, | observed Khawla giving an Arabic
language lesson to a grade 4 mixed-gender class of 24, timetabled to start at
11:20 and end at 12:00. Khawla intended to use tablets during the lesson,
which was about reading skill, specifically reading aloud. Before the lesson,
she explained to me that her limited knowledge and use of technology meant
that she needed support from other teachers. Because the ICT teacher was
not free, her colleagues Safia and Ibtisam volunteered to help. Khawla
prepared the tablets so that when the pupils entered the interactive room
carrying their Arabic textbooks, the tablets were on their desks with keyboards
attached.

When the pupils arrived they were asked to sit in five single-gender groups.
Ibtisam and Safia attended from the beginning and helped Khawla to start up
the tablets and download the lesson file from a memory stick onto each tablet.
The pupils were immediately asked to open a specific folder. As it contained
many files, the pupils did not know which one to open. Khawla told them the
name of the Word file they should open and her colleagues moved among the
pairs to make sure that they all opened the right one. The file contained three
pages scanned from the textbook and Khawla asked the pupils to read these
silently. They quickly started to read and since the tablets were connected to
keyboards, some pairs decided to take turns in reading, moving the tablet to

face them one at a time.

At 11:32, some pupils said “We’ve finished” and Khawla gave the class two

more minutes before she gave out the next task. She asked the pupils to
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suggest a title for the first paragraph and individual pupils quickly responded
by shouting out their suggestions. Khawla asked them to read the paragraph
again and gave them three options. In less than a minute some individuals
loudly suggested one option as others shouted another, then Khawla agreed

with one girl who had chosen the right title.

At 11:43, Khawla asked one pupil to come to the front of the class and read
aloud from her tablet, but then stopped her because she noticed that many
pupils were exploring their tablets and not paying attention. She told the class
to follow the text as the girl read aloud. After she had read half a paragraph at
a good reading speed, Khawla stopped her again and asked another pupil to
continue reading aloud from his place in the room, rather than coming to the
front of the class. As this procedure was repeated, | observed that each reader
had to detach the tablet from the keyboard in order to stand and read, leaving
the other member of the pair without a tablet on which to follow the text. Some
looked bewildered and unsure of what to do, some decided to join another pair
and others simply sat idle. The pupils were also all using a stylus to follow the
text and note where the reader had reached. As Khawla continued to ask
different pupils to take turns in reading aloud, she noticed that some of those
who should have been following were not doing so, but talking about different
topics while exploring their tablets. She asked them to be quiet and to follow
the text as she asked a girl to continue reading. Just before the end of the last
paragraph, Khawla asked one pupil to stop yawning. The bell rang just after
the last paragraph had been completed and Khawla instructed the pupils to

close their tablets and leave the room.
4.2.3.2 Analysis

In this Activity, tablets were used from the beginning of the lesson, but for two
separate tasks, so | decided to break up the analysis into two corresponding
parts. The first part started once pupils had settled into their groups. They
began by exploring the tablets on their desks, then Khawla directed them to
look in a specific folder for the file to be used in the lesson. At this point, all

pupils were happy to listen and do what she asked, which was to use their
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tablets in a silent individual reading task that lasted 22 minutes. In the second
part, which started at 11:43, tablets were used in a reading aloud task, where
one pupil at a time read for the whole class and the others followed the text

using their styluses.

Collectivity: The collective view of the lesson shows that Khawla used her
previous teaching experience to help her manage the overall lesson with
tablets. However, Actions and Operations within the lesson presented more
details that were dissolved in the lesson. In the collective view, it appears that
although Khawla’s knowledge and use of technology were limited, her general
teaching experience helped her to lead the lesson, as she used the pupils’
interest to direct it. The pupils began exploring the devices as soon as they
entered the room and the teacher allowed them to do so, as she planned to
use tablets from the beginning of the lesson. Moreover, she had decided to
use tablets throughout the whole lesson, since she knew that the pupils loved
technology. Regardless of her own lack of experience in using technology,
she incorporated her twelve years of teaching experience in planning the

lesson.

Khawla wanted all 24 members of the class to use tablets in working towards
her Object, but while the pupils were keen to use tablets, not all of them shared
her Object. At this stage, the teacher continued to teach in her usual way,
simply using the tablets as electronic replacements for the books that she
would normally have used, with her teaching style unchanged, asking the
pupils to stand up and come to the front of the class to read aloud. For those
at their desks, Khawla did not notice that the keyboards attached to the tablets
changed the screen angle, making it difficult for pupils to read while sharing
tablets. By allowing the pupils to explore the devices at the beginning of the
lesson, she ensured that they all had the same Object as her, for some time
at least. However, individual pupils had their own Objects which differed from
the teacher’'s when she asked them to follow the text while one pupil read
aloud. Although Khawla knew that the pupils’ Motives were different from her

own, she wanted them to use the tablets to achieve her Object, regardless of
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these differences in Motives. It was a chance for the teacher to divert pupils’

Motives to serve her Object for the lesson.

Multi-voicedness: There was little disagreement between teacher and pupils
at first, since Khawla’s plan matched the pupils’ desire to use their tablets from
the beginning of the lesson. However, a difference in viewpoints appeared
during the second part of the lesson when Khawla asked individual pupils to
read aloud and the rest were to follow. Here, many pupils wanted to do
something else and so did not follow the reader as they were told. This
divergence of views did not happen in the first silent reading part of the lesson,

as all pupils had roles that they were satisfied with.

History: In part one, the pupils found it uncomfortable to read in pairs with
tablets fixed to keyboards, which they dealt with by leaning over the screen
and taking turns in reading, whereas in part two each pupil who was asked to
read detached the tablet from its keyboard and held it in his or her hands while

reading.

The viewpoints of Khawla and her pupils matched in part one, when she asked
them all to read silently from their tablets. They were very keen to use the
tablets and were expecting further activities that would allow them to use the
devices and to explore their features with their fingers, rather than simply
holding them to read. This expectation was reflected in part two, when pupils
started to explore the devices on their own without the teacher’'s consent,

having lost interest in the undemanding task she had given them.

As this was my first observation of Khawla’s use of tablets, there was no
overall history of her using them in class. | noticed, however, that the teachers
were attending each other’s lessons to offer help and support, which would
also help them to learn from what they observed in others’ lessons.
Furthermore, at the end of the first phase it would allow me to consider the
history of the tablet introduction Activity by comparing the different lesson
Activities. In the event, Khawla was the only participating teacher who did not

attend the lessons given by her colleagues which | observed for the study.
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Contradictions: Khawla did not want to begin introducing tablets into her
lessons without having other teachers in class ready to offer support, but the
two teachers who joined her barely did anything essential for the completion
of the lesson. Her insistence on their presence may be seen as unexpected,
given that Khawla was a confident teacher with twelve years of experience.
Indeed, she demonstrated her confidence by willingly participating in the study

and welcoming me as a stranger to attend her classes.

In part one, where all pupils had a role in the reading task, they organised
themselves in a way that helped them to best perform the task. As everyone
had a role and knew what to do, the pupils accepted what they were asked to
do and listened to the teacher, making her plan go smoothly. However, in part
two where only one pupil was to read at a time, the rest of the pupils were not
satisfied with the role of following the text using a stylus. This created a

contradiction as pupils started to work on something else.

Safia and Ibtisam helped in checking that all pupils were opening the right file
for the lesson and as there was no technical issue they did nothing else, but
their presence gave Khawla psychological support, which she needed more

than technical support.

The pupils decided to take turns in reading silently from their shared tablets,
because the seven-inch screen being attached to a keyboard obliged them
either to view it from the side, at an inconvenient angle, or to take turns in their
pairs. Even when only one pupil was reading from each tablet, having it
attached to a keyboard determined the angle at which they could view the text.
Pupils would usually put a book on the desk and view it vertically from above.
They could have done this with a simple tablet, but with the keyboard in place,

they had to lower their heads in order to face the screen horizontally.

Tablets enable users to enlarge photos and Adobe files, but during this lesson
the pupils read from a scanned text inserted in a Word document, which did

not allow them to use the finger-driven enlargement feature.
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Transformation: From the teacher’s perspective, Khawla used the tablets as
if they were textbooks. The pupils each had a textbook with them, but each
pair had to share a tablet, which created two conflicts. In part one, some pupils
found it easier to read one at a time and decided to take turns, which doubled
the reading time. In part two, as one pupil from a pair stood to read holding
the tablet, the other was left sitting with no tablet. Some joined another pair
but those who did not were excluded from the Activity while their partner was
reading aloud. Overall, reading a text meant that pupils did not have to touch
the screen or click different icons. Pupils’ behaviour towards the end of the
lesson Activity reflected what they felt about it, as they stopped doing what the
teacher asked and some were visibly bored, prompting the teacher to ask one

pupil to stop yawning.
4.2.4 Summary of phase one

As all phase one observations were of the first lesson in which each teacher
had used tablets with her pupils, there was no overall history of tablet use in
class. Each of the lessons observed was attended by two other teachers, at
least one of whom was a full participant in this study, and in all cases the

teacher giving the lesson required some support from these colleagues.

Pupils showed a keen interest in using tablets in the lessons and had they not
been controlled by the teachers they would have started using them as soon
as they entered the room. Many pupils helped their teachers by helping other
pupils who needed support. They appeared to be motivated to do all they

could not to waste time on problems that they were able to solve.

There was not enough time to complete two of the three lessons, while in the
third, the bell rang just as pupils finished the last paragraph of a reading

lesson.

The use of tablets enabled the science teacher to provide a good number of
photographs, asking pupils to comment on them by using their existing
knowledge. Tablets were used in all three lessons to take up topics that had

previously been introduced and two of the teachers began the lesson without



137

using them. During all three lessons, the tablets were connected to keyboards,
making them stand like laptop screens. The teachers did not have access to
educational apps, but instead used Microsoft Office components with which

they were familiar, namely Word and PowerPoint.

The three participating teachers and the school’s ICT teacher supported each
other in planning and delivering the lessons. The participating teachers
appeared to rely on Mariam’s technological skills, knowledge and experience
whenever she attended their lessons. The teachers also learned from
observing each other. Safia attended Ibtisam’s observed lesson nine days
before her own and the similarities in the way that these two teachers went
about their lessons indicates that they cooperated well and learned from each

other.

The use of tablets in Ibtisam’s lesson provided the opportunity for members
of the community to participate directly in the lesson, as the three participant
teachers, along with the ICT teacher, discussed before the lesson how to go

about it and what help Ibtisam might need.
4.2.5 Phase 2, Ibtisam

During the second phase of observations, the three teachers continued
working together in their planning of tablet use. Here | present my AT analysis

of one lesson as an example of their teaching during this phase.
4.2.5.1 Observation

On Monday 7t December 2015, | observed a maths lesson on the topic of
shapes, given by Ibtisam to a grade 4 mixed-gender class of 23 pupils,
timetabled to run from 10:35 to 11:15. As before, the teacher had prepared
the tablets in advance, so that when the pupils arrived, carrying their maths

textbooks, the tablets were on their desks with keyboards attached.

At 10:35, Ibtisam asked the pupils to sit in single-gender groups, of 14 girls
working with 10 tablets and nine boys working with five tablets. The pupils

immediately started exploring the tablets, but Ibtisam told them to stop and
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pay attention to her. One group of girls immediately put their tablets down,
whereas the rest of the class was slower to do so and four boys went back to
their tablets just a few seconds after putting them down. Again Ibtisam asked
the class to pay attention and when it took some pupils several minutes to do
so, she warned them that she would take the tablets from them. After making
sure that they were all paying attention to her, she began an explanation,
using the whiteboard, of what a square is and how it differs from other shapes.
Most pupils paid attention as she continued explaining about right angles and
equal sides, the exception being three boys who went back to exploring the
tablets on their desks. A few minutes later, three girls started to do so as well.
When the teacher looked angrily at two boys because they were talking and
not listening to her, one tried to explain that he was only clicking on the
keypad, not talking. She asked them a comprehension question which they
answered correctly, so she continued her explanation with examples of
different shapes, their angles, the properties of their sides and their
distinguishing features. Two minutes later she looked angrily at all of the boys’
group but said nothing, then after two more minutes she looked angrily at them
again, asked two boys to stand up and continued her lesson while they were
standing. One of the two boys continued to work on the tablet while he was
standing. Ibtisam angrily asked him a comprehension question and when he

answered correctly she allowed him to sit.

At 11:07 Ibtisam finished her explanation and started the projector to show a
five-minute PowerPoint slideshow in which she presented a summary of what

she had explained in the first part of the lesson.

At 11:12 Ibtisam asked the pupils to open their tablets to work on a task she
had downloaded before the lesson started. They had a Word document
containing an image of a square on which they were required to name the
sides and angles. When, almost immediately, the bell rang to announce the
end of the lesson at 11:15, Ibtisam stood in silence as the pupils expressed
their dissatisfaction, then they continued working on the task despite the
lesson having officially ended. They needed to change the language between

Arabic and English and many asked the teacher for support. The pupils



139

discussed within their groups how to complete the task and worked together
in haste. Those in one group offered to help the members of another group,
showing them how they had found the ‘virtual keypad’. Two girls took their
tablet to show the others that it was easier to use this than the external keypad.
Some others accidently split in two the table that they were supposed to
complete in the document. Finally, the teacher asked individual pupils to come
forward and write their answers on the whiteboard. At 11:30, she asked the

class to close their tablets and leave the room.
4.2.5.2 Analysis

This analysis divides the lesson Activity into three parts. During the first part,
which started as soon as the pupils had settled in their groups, Ibtisam spent
32 minutes introducing the main topic of the lesson, which was the sides,
angles and properties of various shapes. Tablets were present but not used
and when some pupils tried to start using them Ibtisam disapproved. Their
presence thus created a disturbance for both pupils and teacher. From time
to time, some pupils would start touching the tablets and whenever Ibtisam
noticed this, she stopped them. In her attempts to keep the pupils focused on
her and the whiteboard, she warned them that she would take the tablets if

they did not pay attention to her.

Part two was a PowerPoint-mediated Activity in which Ibtisam used the

projector to give a five-minute summary of her earlier explanation.

Tablets were finally used in part three, when Ibtisam introduced an exercise
asking pupils to use a Word document on their tablets to name the sides and
angles of given shapes. As this part of the lesson started there were only three
minutes of lesson time left. The pupils showed their disappointment when the
bell rang, as they had been eagerly waiting to use their tablets. They decided
to ignore the bell and continue with the task, which lasted for 18 minutes.
Ibtisam allowed them to continue until they had completed the task and she
also asked a few individuals to write the correct answers on the whiteboard,

before announcing the end of the Activity at 11:30.
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Collectivity: Tablet use is to be viewed in relation to all parts of the lesson,
not only the part that tablets were used in. Although they were not used until
three minutes before the timetabled end of the lesson, their presence was felt
from the moment the pupils entered the room. The pupils wanted to use the
tablets immediately, but Ibtisam’s plan was to start with an explanatory whole-
class Activity to ensure that all pupils would hear and understand the topic she
was introducing. The pupils were distracted by the tablets, leading Ibtisam to
warn them that she would take the tablets from them. These distractions
extended the time needed for this introduction to 32 minutes, leaving little time
for the PowerPoint summary and very limited time for the third part, where

tablets were used.

Multi-voicedness: The presence of the tablets during parts one and two
created conflicting views among the participants: Ibtisam wanted the pupils to
pay attention to her introductory explanation, whereas many of them wanted
to begin using the tablets immediately. She insisted on completing the lesson
as planned, but some pupils were unwilling to wait until she told them to use
the tablets and began to do so without permission. These non-matching

viewpoints disturbed the first part and made it last longer than planned.

Conversely, when Ibtisam allowed the use of tablets in part three, her
viewpoint was in harmony with her pupils’ desire and this harmony continued
even after the bell rang, as she allowed them to carry on using the tablets.
The pupils’ wish to complete the tablet-mediated task was evident from their
audible disappointment when the bell rang. At first, as Ibtisam appeared
undecided and confused, many pupils prompted a decision by not stopping
their Activity, which she accepted, despite knowing that allowing her pupils to
continue working on their tablets after the bell meant taking time from the next

lesson.

History: The development of the lesson Activity can be understood by viewing
it within its own short history, as this was the second lesson in which | had
observed Ibtisam using tablets with her pupils. Table 16 lists some points of

similarity and difference between these two observed lessons.
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Table 16: Similarities and differences between Ibtisam’s lessons

Similarities

Differences

Tablets were on pupils’ desks |-

when they entered the room.

Tablets were connected to
external keyboards, making them
resemble laptops in front of pupils.

Ibtisam decided to start with other
tasks before getting to the tablet-
mediated task.

In phase 1, tablets were used to
continue a previously taught topic,
whereas in phase 2, they were
used in a lesson introducing a
new topic.

Ibtisam ended the first lesson on
time, without completing the
tablet-mediated task, promising to
use tablets again soon, whereas

in the second lesson, she allowed
pupils to continue working after
the bell.

Only Microsoft Office apps were
used.

Both lessons ended before pupils
had completed the tablet-
mediated task.

Ibtisam began her second lesson by leading the class, exercising full control
over what was done and when. However, the tablets distracted the pupils and
became the focus of their attention, so although Ibtisam refused to allow them
to use them, some pupils chose to ignore this instruction and tried to use the
tablets without her noticing. Not willing to lose control of the lesson, the
teacher insisted on her plan and looked angrily at pupils whenever she noticed
them handling the tablets. This continued throughout the lesson until Ibtisam
decided that it was now time to use them. In part three, the pupils took the
lead by choosing not to stop when the bell rang. This time, Ibtisam decided to
conform to her pupils’ wishes and allowed them to continue working with their
tablets.

Contradictions: Attaching external keyboards to the tablets, thus effectively
converting them into laptops, negated the mobility which is a main feature of
tablets for pupils. The keyboards created a disturbance, as they made it
difficult for pupils to share control of the tablets. Eventually, some pupils found
the virtual keyboard and happily informed others that it was easier to use, as
it made them focus their eyes and fingers on the screen, rather than looking

at the keyboard while typing in the wrong cell.
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The use of Word documents also presented difficulties for pupils, especially
in combination with the touch-screen feature. They found it difficult to type into
a Word document on such a small screen, which did not display the whole of
the table that they were asked to complete. Mistakes were introduced when
pupils touched the screen, thus moving the cursor from one cell to another,
when pointing to show each other where to type. They also sometimes created
confusion by breaking the table into two, especially as they were rushing to

finish within the extra time allowed.

Finally, Ibtisam allowed pupils to continue working on the tablet Activity for
more than 15 minutes after the bell and that time was taken from a lesson with
another teacher. Moreover, as the pupils were in the interactive room, they
would need some time to return to their usual classroom, meaning that almost
20 minutes will have been lost from the next lesson, creating a disturbance for
the teacher of that lesson which would continue beyond the following lesson,
as that teacher would have to make up the lost time by taking some time from
another lesson on another day.

Transformation: During part three of the lesson, the pupils worked together
to complete the tablet-mediated task and although each pair of pupils shared
a tablet, they discussed how to go about completing the task in groups.
Moreover, many pupils moved between groups to support each other and to
inform others of better ways of working, such as using the virtual keyboard.
Despite the pressure of time, they appeared to be enjoying the task and were

determined to finish it before being told to stop.

By contrast, the overall shape of the lesson reflected the history of the earlier
lesson observation, with Ibtisam dividing the lesson into tasks and Activities
and planning to postpone the use of tablets to the third part of the lesson. She
stuck to this plan for most of the time, but changed her mind when the bell
rang, agreeing with the pupils that they could have more time to complete the

tablet-mediated task.
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4.2.5.3 Summary of phase two

The three subject teachers and the ICT teacher helped each other in planning
and preparing to use the tablets, as if their joint mission was to make the most
of the opportunity to learn how best to use tablets in the classroom. They then
used the tablets for complementary exercises rather than when teaching the
main topic of each lesson. Therefore, the three teachers continued to use
PowerPoint and Word materials on the tablets. However, they expressed in
post-observation interviews an increasingly strong desire to connect the

tablets to the internet.
4.2.6 Phase 3, Safia
4.2.6.1 Observation

Arrangements were made to observe a 40-minute science lesson given by
Safia on Tuesday 15t March 2016 to a mixed-gender grade 4 class, in which
she intended to use tablets connected to the internet. The school had recently
received three Wi-Fi broadband routers. However, the ICT teacher, Mariam,
was advised by Ali, the visiting technician hired to support the school on ICT
matters, to use only one router, on the grounds that it would be enough for 15
tablets and that it would be a waste of resources to subscribe to three bundles

at the same time.

Arriving 15 minutes before the timetabled start of the lesson, | observed the
final stages of the setting up of the room and the tablets, which the teachers
present, Safia and Mariam, told me had started an hour and 25 minutes before
my arrival. This time was used to prepare the tablets for the delivery of a
lesson which Safia had already prepared. As the tablets had not been
connected to this router before, Mariam helped Safia to configure the devices
and they tried each tablet in turn. This set-up took so long that both teachers
had to ask colleagues to cover the lessons that they were timetabled to teach
before the observed one. Their plan was to use a SIM card to subscribe to a
daily internet bundle providing one gigabyte of data. The first few attempts to

subscribe to the bundle failed for an unknown reason. They tried removing



144

and reinstalling the SIM card before restarting the router, but were still unable
to subscribe. They then removed the SIM card and used it in a mobile phone,
which did enable them to subscribe to the bundle. Setting up the tablets and
ensuring that they were all connected to the Wi-Fi then took a long time, so
that only 11 of the 15 tablets were ready in time for the lesson. Safia and
Mariam agreed that this would be enough, so they distributed the 11 tablets
on the pupils’ desks. While the teacher was enthusiastic about using the
internet in class, she said before the lesson started: “I'm not very optimistic. If
it does not work we will sit idle doing nothing”. This was to be not only the
school’s first lesson with an internet connection, but also the first time that

pupils would use the tablets without keyboards attached.

When the pupils arrived, Safia asked them to wait outside for her to call them
in individually, pair them up and tell them where to sit. All pairs sat in rows
facing the front, waiting to be allowed to use the tablets, which were face down
on their desks and which they were instructed not to touch yet. Speaking in
Arabic, the language of instruction for science, the teacher began by asking
questions to elicit the word “internet”. To her first question, “Where do we get
information from?” the pupils answered “Computers and tablets”, so she
asked “What do we need to use to get information from tablets?” When the
pupils answered “Applications”, Safia asked a third question: “And from where
do we download applications to tablets?” Finally, a pupil answered “From the
internet”. Having spent two minutes in eliciting this response, Safia asked the
class to use their tablets to search the internet for references to dinosaurs. All
pairs opened their browsers but discovered that not all tablets had a

connection.

All of the pupils participated actively, eagerly trying different possible ways to
connect. When a pair of pupils said that they had “got something”, meaning
a connection, the teacher asked them to show her. Connectivity was not
stable, however, and did not allow the pupils to perform the allotted task, with
the result that there was constant movement from their places to the front,
either to show the teacher their connectivity or to seek her support. At one

point there were 10 pupils surrounding the teacher and only four of the 20 in
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the class seated at their desks. Safia asked the whole class to sit back on their
seats so that she could coordinate their efforts to solve the connectivity
problem. She invited suggestions from the class and each time a pupil made
a suggestion she asked them to try it out. One boy suggested that they might
get a better signal closer to the router and another that the signal would be
better outside the room. The teacher continued to accept pupils’ suggestions
and was very pleased with their engagement in the search for solutions. Ten
minutes were spent on looking unsuccessfully for network connectivity and |
noted that the teacher used the word ‘network’ more than 35 times during the

lesson.

One suggestion which appeared to be successful was to reduce the number
of devices connected to the internet to four. After more than twelve minutes of
signal search, the teachers finally asked the pupils to work in groups around
four tablets that were connected. The pupils gathered in groups but continued
holding all of the tablets in their hands. Clearly they had not lost hope of
connecting all of the devices to the internet. They began to discuss how to
search using the four tablets as instructed, although this was not
straightforward with eight to twelve hands in each group. As a result, not all
pupils were happy to work in groups and some went back to searching for
connectivity on their tablets. Many began again to move around the room to
show their search results to the teacher, who in turn held up their tablet to
show the rest of the class what each group had found. As pupils were moving
from their seats and the teacher was busy talking to different children, she
noticed that one pair had connectivity but were working off task, searching for
car racing. She punished them by telling them to stand and to stop using the
tablet.

The lesson ended without the class having completed the teacher’s planned
task of searching the internet for anything related to dinosaurs. One girl
obtained connectivity just after the bell rang and uttered a colloquial phrase
indicating that the tablet was “rubbish” because it only worked after the bell.
The teacher asked the pupils to leave the tablets on their desks and go back

to their own classroom, promising that they would try again another time. Two
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girls continued working after their classmates had left the room and when they
were asked why, explained that they were helping the teacher to turn off the
tablets. After the lesson, Safia reported that she was very happy at having
elicited eight suggestions from pupils to resolve the difficulty in connecting the

tablets to the internet.

4.2.6.2 Analysis

Tablets were used from the beginning of this lesson Activity, as soon as the
pupils entered the room. As they used tablets throughout the lesson, this

analysis does not break it into parts.

Collectivity: The use of the internet required the devices themselves to be
set up before they could be used in this lesson, which was totally different from
the preparation of tasks to be performed on tablets, as described in relation to
earlier observations. Safia realised that she could not set up the tablets on her
own, as it involved completing several steps within a limited time. Even with
the help of Mariam, making sure that all tablets had sufficiently charged
batteries, checking their connectivity to the internet router and downloading
the prepared task to each tablet required so much time that she had to swap
classes with other teachers. Safia spent an hour and forty minutes on setting
up before the lesson and was only able to finish within that time with Mariam’s
help. It is likely that she would have been unable to set up the 3G router in
time without the ICT teacher’s support. Spending so much time on setting up
and facing so many challenges before the actual lesson reduced Safia’s
optimism about the Activity. Having had no time to prepare an alternative

lesson plan, she worried aloud that nothing might be achieved in the lesson.

Multi-voicedness: In this lesson, the use of the internet made the
involvement of members of the school community obvious. The ICT teacher
was present during the set-up and the lesson, while other community
members not directly present were also involved. The cooperation of other
teachers was necessary to the execution of the Activity, to swap classes with
both Safia and Mariam. Indeed, the range of Community involvement in the

this Activity extended to include people who were not present in the school at
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the time, such as the technician who had recommended the use of only one
3G hotspot router. His involvement turned out to affect the Activity negatively,
as it became obvious that this was not sufficient to connect all eleven tablets.
Following Ali’s advice had the consequence that when one pair of pupils
succeeded in connecting their tablet to the internet via Wi-Fi, another pair lost
their connection. Thus, the connection was always lost within a few seconds,

before the pupils had the opportunity to search for anything.

History: The lesson started with the teacher deciding who should sit where
and with whom. By imposing this arrangement, she was implementing extra
rules to facilitate her work when the tablets were being used. However, as she
had not had time to prepare an alternative task for the pupils, she had to
compromise her original pairing and seating rules when the tablets proved
difficult to connect. As the pupils followed her instruction to look for solutions
to the poor connectivity, she allowed them to move freely around the room to
show her or their classmates what they had found. However, there were limits
to what she considered acceptable, as shown by her refusal to tolerate a pair

working off task. Again she implemented her rules by punishing these two

pupils.

In addition to Safia’s rules, there were school rules which could not be ignored.
The lesson duration was unchangeable, to fit within the fixed school timetable
imposed on all teachers and pupils. Knowing this, Safia spent several valuable
minutes on pairing the pupils and on eliciting the word ‘internet’ from the class.
She then gave over the rest of the lesson time to trying out the pupils’ various
suggestions. Having struggled to find enough time to set up before the lesson
started, she was unable to finish the planned Activity within the scheduled

time.

Contradictions: As Safia was not ready with an alternative plan, she asked
her pupils to find solutions to the connectivity problem. The children played an
important role in supporting her during the lesson, as they took the lead and
worked actively to find solutions. Rather than remaining passive, they

participated fully in that part of the Activity and appeared to enjoy doing so.
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On the other hand, having started the lesson with an authoritarian stance,
imposing her seating and pairing decisions, Safia was later open to pupils’
suggestions, giving them a leading role in the Activity. After the lesson, she
expressed her satisfaction at having received eight suggestions from pupils in
response to the connectivity challenge. Indeed, listening to these suggestions
almost led to a solution, in the form of reducing the number of working devices

to four.

Apart from the teacher and pupils, whose roles exist naturally in every lesson
Activity, the ICT teacher played the fundamental role of supporting Safia in
preparing for and executing this Activity. The roles of other members of the
community were also obvious, as Safia would not have been able to find time
to set up the room and tablets without their involvement and cooperation.
Finally, despite not being present in the school, the technician had a role in

the Activity, affecting its outcome by his advice to use only one Wi-Fi router.

Transformation: Tablets had transformed the lesson Activity, as all pupils
were actively participating in the lesson and only four of the twenty pupils were
seated at their desks, while ten pupils surrounded the teacher. Pupils were
not only actively involved, but also they took the lead to find solution in order
for the lesson to get started. Pupils were trying their best to get tablets
connected to internet as Safia invited them to make suggestions and
appeared to enjoy receiving their suggestions to the extent that she forgot
about her lesson aims. Overcoming the connectivity challenge appeared to be
her new aim, while the pupils’ required task became connecting their tablets
to the internet. Before the lesson started, connecting the tablets to the internet
was meant to be a means of achieving the lesson aims, but during the lesson
her aims changed. At the end of the lesson she was satisfied with what had
been achieved, even though only one group had been able to connect to the
internet and find one minor piece of information. Safia demonstrated her

satisfaction to the class by holding up the tablet in question for them all to see.
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4.2.7 Phase 3, Ibtisam
4.2.7.1 Observation

On Wednesday 16t March 2016 | observed a 40-minute maths lesson which
Ibtisam gave to a grade 4 mixed-gender class of 23 pupils, timetabled to begin
at 10:35. Ibtisam’s aims were to teach pupils about geometric shapes. When
the pupils arrived, carrying their maths textbooks, she had already spent a
long time in the room preparing the tablets and the materials she intended to

use during the lesson, but had not placed the tablets on pupils’ desks.

The lesson started once the pupils had entered the room and sat in two groups
of boys and three groups of girls. The teacher started by asking one pupil to
sit up straight and by reminding the rest of the class to sit properly on their
seats. She introduced the topic by eliciting examples of two-dimensional
shapes from pupils, then spent fifteen minutes using small objects to represent
different shapes and explaining verbally how plain figures such as the circle,
triangle and square differed from solid geometric shapes such as cylinders
and pyramids. She delivered this explanation standing in front of the class by

the interactive board and the whiteboard, but did not use these.

At 10:50, Ibtisam asked the pupils to fetch the tablets and connect to the
internet using Internet Explorer. Individual pupils started to call out, asking for
the teacher’s support, and these calls quickly became louder and more
numerous. It was clear that no one was able to connect the internet, so Ibtisam
gave verbal instructions to the whole class on how to log on using a five-
character password, which was simply the letter Y repeated five times. With
many pupils’ shouting loudly that this was not working, Ibtisam moved
between the different pairs for 15 minutes without being able to connect any

of the tablets to the internet.

At 11:05 the ICT teacher entered the class to support Ibtisam and started by
reminding everyone of the password for the network. Ibtisam wrote this on the
whiteboard and gave instructions to the pupils to search for “cylindrical

shapes”. Mariam picked up a tablet to check why it was not making a
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connection. After two more minutes, during which no one was able to connect
a tablet, Ibtisam said: “Put your tablets aside. We will wait. The network might
come back later, but for now pay attention to me”. Using a laptop connected
to the smartboard, she then opened a Word document into which she inserted
a table, asking the pupils to fill it with similarities and differences between a
cylinder and a cone. One pupil came to the laptop to type an answer and as
she could not switch the language from English to Arabic, another girl was
called to help with switching the typing language. Meanwhile, more than nine
pupils were still working on their tablets and wanted to switch the language on
these devices as well, despite having no tablet-mediated task to work on. They
called the teacher, saying “We don’t have that”, referring to the language
switch icon. For five minutes, these pupils tried to switch the language on their
own, then the teacher came to help as one boy came to the laptop to type in
a similarity. He appeared to be looking for each letter when typing with one
hand while standing in front of the class. It was the same when another girl
came to type in a difference. Ibtisam gave her instructions on how to leave
spaces when typing. When the end-of-lesson bell rang at 11:15, she asked
the pupils to switch the tablets off; however, before doing so one boy raised
his tablet to take a photo of the table of similarities and differences on the

smartboard.
4.2.7.2 Analysis

This lesson can be analysed as an Activity System in three parts, the first
being the fifteen minutes during which Ibtisam used small tangible objects as
mediating tools to introduce the topic and explained how solid geometric
shapes differed from flat ones. The second part was intended to be the main
lesson Activity, but lasted only 17 minutes, as the pupils were unable to
connect to the internet as instructed in order to search for cylindrical objects.
The third part, a laptop-mediated activity, replaced the planned second
activity, which Ibtisam aborted when she realised that time was passing and
the pupils were not able to obtain connectivity on their tablets to search the

web. The teacher had decided that it was necessary to introduce this
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unplanned Activity to replace the aborted one, in order for the pupils to apply

what they had learned from the initial Activity.

The use of tablets was the intended core of the lesson Activity, preceded by
an introductory part and followed by a complementary one. A change of
mediating Artefact was the main noticeable difference among these three
component Activities of the lesson, as they were performed by the same

Subjects in pursuit of the same Objects.

Collectivity: The whole of the lesson is to be viewed in relation to the second
part, where tablets were used. The first part, in which Ibtisam used real objects
to explain what the pupils would need to understand when using their tablets
during the second part, introduced the concept of multidimensional shapes as
well as key Arabic words such as haram (pyramid) that pupils would use when
searching the internet. These are standard Arabic words used in written text
but not common in the spoken language and pupils might not have come
across them, or at least might need to be reminded. For example, in everyday
spoken Arabic, the pupils would not normally hear the word istiwanh (cylinder),
because Omanis usually use the English word ‘cylinder’, as in the phrase ‘gas
cylinder’, commonly used in the context of cooking. Thus, the first fifteen

minutes of the lesson were importantly related to the later use of tablets.

As to the third part of the lesson, it constituted a replacement Activity which
Ibtisam had to introduce because the aims of the second part were not
achieved as a result of the technical difficulties preventing effective tablet use.
In other words, this third activity existed purely as a result of the technical

issues affecting the tablet-mediated Activity.

Multi-voicedness: The pupils played a role in deciding how the lesson Activity
proceeded, as they did not simply wait for the teacher to decide then follow
her instructions. Having spent 17 minutes trying to solve the connectivity
issue, Ibtisam showed no sign of wanting to stop trying until the pupils raised
their voices, shouting “It's not working”. The pupils did not ask Ibtisam to
change the Activity, but their “voice” was a key factor that led her to amend

how the rest of the Activity System would go. However, as Engestrom (2000)
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writes, “multi-voicedness is a source of trouble and source of innovation,
demanding actions of translation and negotiation”. Ibtisam did not show any
anger, but listened to pupils’ views and worked on a different path for the
lesson. In other words, the multi-voicedness of the Activity had an effect on

the Division of Labour.

History: It is important to view the Activity in the context of its history. Overall,
the school had accumulated only a short history of tablet use, as the project
to introduce them had begun very recently. To trace the history of tablet-
mediated Activities, three phases of lesson observations were conducted over
a period of time, during which the tablet-mediated Activities underwent
noticeable developmental progress. This particular lesson was the third in
which Ibtisam had been observed using tablets and within this short available
history, four overall developments can be identified, concerning the set-up,
the time allowed for the tablet Activity, pupils’ satisfaction and the teacher’s

tolerance of their behaviour.

In a change to the previous set-up, the pupils arrived this time to find no tablets
on their desks. To prevent them from being distracted by their presence,
Ibtisam had decided this time not to let the students have the tablets until they

were needed.

During her first two observed lessons, the pupils had very little time to work
with the tablets because Ibtisam had spent most of the time on introductory
Activities. This time, by contrast, having again started with a different Activity,
she began the tablet-mediated Activity before the half-way point in the lesson,

thus allowing more time for it.

Being given the chance to begin using the tablets during the first half of the
lesson not only gave the pupils a better chance of working with them, but also
enhanced their satisfaction. They did not show signs of dissatisfaction towards
the end of the lesson as they had in Ibtisam’s two previous observed lessons,

despite the Activity being uncompleted once more.
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Just as in the earlier lessons, the pupils repeatedly called out to Ibtisam when
they could not proceed with the task because a problem had arisen. This time,
however, Ibtisam’s reaction was more tolerant. When pupils shouted “It's not
working”, she simply and quietly asked them to put the tablets aside and pay
attention to her as she introduced a new Activity. Although not all pupils did
put down their tablets and nine of them continued to ask about switching
languages, she did not display anger towards any pupil as she had in the

second observed lesson.

Contradictions: The first contradiction was internal to the tablet Activity.
Ibtisam asked pupils to search the internet for cylindrical shapes, but the
Activity did not progress as she wished, because the pupils could not connect
to the internet, which also prevented her from asking them to perform any
other searches using the tablets. This contradiction halted the Subjects’
progress towards their Object. The technical problem with the internet
connectivity of the tablets imposed changes on the progress of the Activity,
prompting the teacher to take the decision to abandon the tablets, as least
temporarily. Her words “the network might come back later” show that she did
not want to stop the Activity but was obliged to do so because she could not
control the ‘network factor’ on which the progress of the activity towards the
object depended. They also indicate that Ibtisam had not lost hope of
completing the Activity and that even after initiating a completely new Activity,
she would have gone back to the tablets if the network issue had been

resolved.

This technical issue and the way that Ibtisam dealt with it also caused a
secondary contradiction for the Activity System in general. First, the
introduction of the third Activity came as a result of not being able to proceed
with the table-mediated Activity. Secondly, with a considerable proportion of
the lesson time (17 of the 40 minutes) having been spent on trying to obtain
connectivity, Ibtisam found herself having less time to spend on the third

Activity, which remained incomplete when the end-of-lesson bell rang.
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Although the tablets were working as electronic devices, the teacher was not
able to use them as intended in class. The provision of teaching aids is on the
cusp of fundamental change. Previously it was enough for administrators to
provide teachers with devices that functioned independently. However, tablets
are not conventional teaching aids and in order for them to be used effectively
in class it is not sufficient that they should be working, in the sense of not being
defective. In this lesson, the teacher intended to use the internet and her
planned Activity therefore depended on an internet connection, whose failure

obliged her to abandon the use of tablets.

Transformation: The expectation of an internet connection for the tablets
provided Ibtisam with an opportunity for pedagogic innovation, as she was
able to plan her lesson differently from those which | had previously observed.
She planned for the pupils to search the internet and thus to make
independent contributions to the lesson Activity. However, as this was the first
time that she had planned such a lesson using internet-connected tablets,
Ibtisam recognised its experimental nature and was ready with alternative
Activities that did not rely on the tablets being connected. Nor did she use
tablets as the only mediation tool for her lesson, but began by using realia to
distinguish solid geometric shapes from planar ones before asking them to

find examples using their tablets.
4.2.8 Summary of phase three

Khawla decided not take part in the third phase of observational data
collection, when the teachers had access to the internet, while Ibtisam and
Safia did attempt to have their pupils use internet-connected tablets during
their lessons. These two teachers tried to introduce new teaching techniques,
preparing activities in which pupils would independently search the internet.
However, internet connection problems and Community involvement each
played a role in how teachers planned and executed their work, which raises
questions about providing teachers with teaching materials. The roles of the
administration and the wider Community go beyond providing teachers with

devices that work, as their further support for teachers will also affect how
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things go in the classroom. Tablets are not conventional teaching aids which
simply have to function in order to be useful in class, as illustrated by Ibtisam

having to abandon their use for want of an internet connection.
4.3 Summary of observational findings
Classroom Activity transformation

Despite the challenges and obstacles facing the use of tablets in the
classroom, there were opportunities for expansive transformation in the lesson
Activity. Pupils’ support for each other made space for changing class norms
and the teacher’s rules. Changes of rules in turn had implications for the
division of labour, as pupils did not wait for instructions but reacted
spontaneously to each Activity, taking the lead in lessons. For example, as
Safia was not ready with alternative tasks during a lesson relying on an
internet connection, she depended on her pupils to find solutions to the
problem. This not only gave the pupils the opportunity to innovate and to try
out their suggestions, but also changed the division of labour by giving the
pupils a leading role in the lesson, as they became active participants who
supported their teacher in resolving obstacles to teaching. This led to a
transformation in Safia's attitude as she expressed her satisfaction at having
received eight suggestions from pupils in response to the connectivity
challenge, regardless of what was traditionally viewed in the school as noise,
disorganisation and loss of classroom control. A similar transformation
occurred in another lesson, with Ibtisam's lesson Activity. During the first part
of the lesson before tablet use, Ibtisam was in full control of the class and did
not allow her pupils to do anything without being told to do so. No single pupil
moved from his/her seat without asking for permission and those who did ask
were denied permission. At the same time, pupils’ attitudes and behaviour
showed that they wanted to start the lesson by using the tablets, but they did
not directly ask permission to do so, which shows their knowledge of the rules.
However, Once tablets were used in the second part, pupils actively moved
around without thinking about permission or rules and Ibtisam expressed her

approval of this by smiling at them.
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Also, pupils were taking the lead as the Multi-voicedness: The pupils
played a role in deciding how the lesson Activity proceeded, as they did not
simply wait for the teacher to decide then follow her instructions. Having spent
17 minutes trying to solve the connectivity issue, Ibtisam showed no sign of
wanting to stop trying until the pupils raised their voices, shouting “It's not
working”. The pupils did not ask Ibtisam to change the Activity, but their “voice”
was a key factor that led her to amend how the rest of the Activity System
would go. However, as Engestrom (2000) writes, “multi-voicedness is a
source of trouble and source of innovation, demanding actions of translation
and negotiation”. Ibtisam did not show any anger, but listened to pupils’ views
and worked on a different path for the lesson. In other words, the multi-

voicedness of the Activity had an effect on the Division of Labour.

Finally, a transformation opportunity that was not completely developed due
to time restriction as it appeared after the bell rang and Ibtisam has already
asked pupils to put their tablets on their desk and leave the room. One of the
pupils innovatively and without being told raised his tablet to use the camera
in order to take a photo of the table Ibtisam drew on the board contrasting
similarities and differences. A transformational opportunity to use tablet
features that perfectly worked in their classroom context. This opportunity also
presented a transformation in pupils thinking out of the box and their best

possible exploitation to available features that tablets present.
4.4 Conclusion

In this chapter, | have offered a detailed presentation of the findings of data
gathered via classroom observations. Thematic analysis was used for the first
and second of these datasets. As the adoption of activity theory as the study’s
theoretical framework required the Activity (in this case, the whole of each
lesson in which tablets were used) to be used as unit of analysis for the
observational data, | represented the transformations that occurred during

lesson Activities as well as chances for possible transformation.



5.1 Introduction

In the previous chapter | offered an analysis of the data gathered by
observations. This chapter presents the findings derived from all three
datasets in pursuit of the aim of this study, to explore what happened when
tablets were introduced into the classrooms of an Omani primary school and

specifically to address the following research questions:

1- What are the contextual factors mediating the use of tablets in the

classroom?

2- What are the impacts in terms of the roles and responsibilities of the

agents involved in using tablets in the classroom?

3- In what way does the use of tablets affect teaching practice in the

classroom?

First,

interviews, the thematic analysis and the Activity Theory framework, as the

table below shows, in order for them to be merged and supported by

observational findings.
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Chapter 5 : Findings

links were identified between themes that emerged from different

Themes Links to AT Framework
Vision Community (whole school)
Competence Subject (Teachers)
Challenges Community

Device (Artefact)

Educational features

Device (Artefact)

Awareness

Community

Pupils' Disappointment

Subject (pupils)

Drive for Change

Subject (pupils)

Roles and
responsibilities

Division of labour and
Rules

For example, the contextual factors that challenge the progress of school and
classroom Activity System reported in interview such as the location of the

school, time and other circumstances that related to the context were viewed
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as part of the community in which the Activity System existed in. In the same
way exploitation of the Artefact (tablets features) and transformation were
specific to the school Activity System context. Hence, in the school context,
pupils taking the initiative in helping the teacher in solving the connectivity
problem is transformational change in division of labour and their movement
around classroom without asking for permission is transforming the rules and

norms of the school classroom Activity System.

In addition, influence of members of the community such as the school head
teacher with her role in setting school vision and related decisions made for
tablets use were viewed in relation to teachers competence as subject of

Activity system.

Therefore, section 5.2, which follows, considers the contextual factors
affecting tablet use, then Section 5.3 discusses in turn the role of each of the
agents involved and Section 5.4 examines how tablets were used at the

school and the consequences for teaching practice.
5.2 Contextual factors mediating tablet use

5.2.1 School location

The geographical location of the school was found to affect the teachers’
planning of their use of tablets in the classroom. The school was in a
mountainous village and despite its being built on a hill to ensure the safety of
pupils and teachers during flash floods, its general location appeared to be
problematic. In interview, Mariam expressed concern regarding the weather,
wondering if the pupils would be coming to school. Travelling to and from the
school was a real concern for the teaching and administration staff during the
rains. On Sunday 6" March 2016, as | was arranging an observation timetable
with the teachers, they warned me against planning any observations for that
week because of the risk of flooding. Indeed, they advised me to avoid coming
to the village at all, as floods might block the main access road, which was still
under construction. Lesson planning was often disrupted by the weather, with

the school having to close when heavy rain was expected because flooding
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would cut off pupils and teachers from their homes. Finally, the first
observation of a lesson with tablets that | was able to arrange was on Tuesday
15t March 2016. Even then, the teachers were still worried about the rain, as

this excerpt from an interview with Mariam illustrates.

“I am worried about rain these days as you can see. | “ 38 _lhaY/ aay il L/
The school was not working for three days due to | 426 s i s Lo Jia 4US 5LY/
rain.” ey Ly plo 6 o) gl a5 2L

Mariam interview 2 ~ -

This uncertainty led the teachers to avoid preparing for tablets to be used on
days during which the school might be closed. We agreed that | would observe
a lesson on 15t March, but teachers were still hesitant and unsure whether
the pupils would be able to come. In the event, the observation went ahead,
but the school had been closed for the three preceding days because of flash
flooding. Thus, the school’s geographical location impacted tablet use by

disrupting lesson planning.

At a more general level, the remoteness of the school meant that there was a
high turnover of teaching and administrative staff, limiting the direct
experience of the teachers who worked on the tablet project. Every year,
several members of staff applied to be transferred to schools closer to their
own homes. Then, as older teachers had their transfer requests accepted,
newly qualified teachers and administrators were appointed and would
consider their posts in such a remote location to be temporary, until suitable
vacancies became available elsewhere. In fact, two of the four teachers
participating in this study (Safia and Ibtisam) were newly appointed to the
school, while the head teacher was newly promoted to her position as head
and all three of these participants were transferred to other schools at the end

of the school year in which the data were gathered.

Thus, the school’s location was at least partly responsible for the fact that the
head teacher came with only a few years of teaching experience plus one year
as an assistant head teacher and was in her first few months as a school head

when the tablet project began. It also had an impact on the teachers’
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experience and on the head teacher’s choice of teachers to work on the
project, as one criterion was to select teachers whom she expected to stay

longer at the school.
5.2.2 Teachers’ experience

The participant teachers varied in terms of general experience and of
experience in using technology, Safia and Ibtisam being in their first year of
teaching while Khawla had twelve years of teaching experience. The findings
show that experience was a differentiating factor in the way that they used

tablets in the classroom.

Although Mariam complained that all three teachers lacked initiative, often
waiting for her to tell them what to do, Safia and Ibtisam as young fresh
graduates were more enthusiastic about technology use in class and ready to
try out the ICT teacher’s suggestions. They showed less resistance than their
older colleague, regardless of the challenges that they faced, and Mariam was
confident of their willingness to follow her suggestions, as she made clear with

the following remark about using YouTube in a lesson.

“Now we will try it out, we will connect a number of |  4iilie cllia Uf 4 jais 57 ai”
devices to the modem I already put there and will try | ks (e cludi i pudiis g a0 sall

to open YouTube. | may ask Safia to try it out | i Jslaiis &S 4] dpudiy
tomorrow.” AU s Sy s
" o A s S (i)

Mariam interview 2

Ibtisam and Safia considered using tablets in the classroom to be a success
in itself, as was clear from their comments after trying to connect them to the
internet. Safia was very happy after the lesson with the process and the
suggestions she received from the pupils on overcoming the connectivity
challenge, despite the lesson ending before the pupils could search the
internet for the topic of the lesson as planned. In a similar situation, after a
lesson which Ibtisam described as “incomplete”, because her “aim was not
completely achieved”, which left her wishing that there had been an internet

connection, she nevertheless smiled in satisfaction as she commented that
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the pupils “were actively engaged, although the internet did not help”. This
spirit made her determined to try again to use the tablets to connect to the

internet “in the next few days”.

The participating teachers were able to prepare activities in which all of their
pupils participated actively and enthusiastically, whether it was completing a
task on a Word file, changing PowerPoint slides or exploring a topic by
searching the internet. However, as their teaching experience was limited,
their planning and timing of lesson activities where tablets were used did not
match the classroom reality and pupils’ expectations. Although the pupils
knew from the moment they entered the room that tablets were to be used in
the lesson, either because the teacher informed them herself or because they
saw the tablets ready on their desks, both Ibtisam and Safia tended not to use
the tablets for the main explanatory part of the lesson but limited their use to
the last fifteen minutes. For example, in the lesson that she gave on 7t
December 2015, Ibtisam spent time explaining the topic of shapes and angles
using the whiteboard and paper cut-outs, while the pupils keenly tried to
explore the tablets that were ready on their desks. She did not allow them to
use these until she had finished the explanation, just three minutes before the

bell announced the end of the lesson.

It was notable that in two of the lessons | observed being given by each of the
younger teachers, they used tablets to continue teaching a topic known to the
pupils, rather than to introduce new topics, and that the tablets were used in
tasks that checked pupils’ comprehension, which occurred towards the end of
the lesson, leaving the pupils too little time to complete the given task. Not
only did both Safia and Ibtisam spend more time than they ought to have done
on revising the previous lessons, but they did so verbally or with the aid of the
whiteboard or the interactive board, rather than the tablets, despite both being

enthusiastic to incorporate the new technology into their lessons.

By contrast, the much more experienced Khawla was more reluctant to try
new things in her classroom, acknowledging her limited knowledge of

technology: “As teachers, we are used to paper activities, not using tablets”.
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She wanted to be sure how things would work in her classroom before trying
them, which affected her use of tablets. She wanted to guarantee that their
introduction would not disrupt her ‘system’ of classroom organisation.
Therefore, she made sure that the pupils remained in single-gender groups
as they always had in her lessons. On the other hand, her long experience
warned her that the presence of the tablets was likely to distract the pupils
during any part of the lesson where they were not being used, so because
they had been prepared before the lesson started, she decided to use them
from the beginning. By using them simply as electronic books, she allowed
her pupils to handle them throughout the lesson. Their eagerness to use them
was partially satisfied by the length of the reading aloud task in her language
class, compared with the short time that they were able to use their tablets in
science and maths lessons. However, Khawla’'s limited knowledge of
technology did not help her in preparing tasks that would fully hold the pupils’

interest.

“It was a new lesson and pupils came unprepared. | .coase Lo Ldbly 1na 0"
Pupils were interacting in their groups. Girls were | cseliio 4lhll 2Y 5¥/ o i/ ciliad
better than boys who were in separate groups as S QL"{M’ s gl ma
they are old. This is the system | follow with year /_ng:,LA_; Ul LS e pane A a8a
ominl L gy Gl Cia pa Al
s pgile U adief Loy ol jes
Lo (&1 Glidl (o | saleiys aalined o
i Loy 4diy atasg 2YeY i
Khawla interview " agaadi

three and year four, better to be separated.
Maybe if we mix them boys will learn from girls
but we cannot. Boys are naughty and we cannot.”

5.2.3 Time

The study has found that time was a crucial factor in the tablet implementation
project, as pointed out by teachers, pupils, schools administrators and

parents. The word ‘time’ occurred 118 times in different interviews (Table 17).
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Table 17: Frequency of mentions of time in interviews

Teachers 74
Head teacher | 11
Pupils 19
Parents 14

| also observed several classroom incidents where time was clearly a factor
affecting lesson progress. The following are three different ways in which time

impacted tablet implementation.

“For example, you need time to start the tablets, | ey CLLN Jiis Lo axf Do iny”
also you need time to connect them to the | <willb CbLl) &lulii Lo asl |, dy
internet, time for setting out the desks and pupils | <Yl uii Lo asf | iy lelly
to get seated. We want everything to be ready | OBl Lsubay Lo ot | iy lplly
when pupils come to the room so they just sit and Jals 0% i pad L Sy ey
we deliver the lesson. Every lesson we have to ulay bl ay Lo 2 aas Lok

, . udai jhiai ) Arhae

repeat all that all over again, that takes time.” - L C’Uf'u U'U 4
dj’cﬁ‘sj‘tﬁgﬁ;ﬁjtﬁ%’jﬂ
Safia, interview 3 ” Safia .. 4y sas 5 /38 poa g

First, the short length of the lessons made teachers work in haste when using
tablets and devote less time to their use in class. To express this idea, all four

teachers used words such as “there was no time”, “shortage of time” and “we
spend time and effort preparing and come to present in a very short time”. In

addition, the head teachers said:

We are bound to a timeline for the curriculum which we have to follow
and that might hinder tablet use, as there are short test pupils have to
prepare for, and many other things ... A supervisor might come and ask
the teacher “Why are you still on this lesson when you were supposed

to have reached this lesson?”

Lesson length was fixed to only 40 minutes, out of which the pupils took about
four to seven minutes to move from their usual classroom to the interactive
room where all of the tablet lessons were given. The teachers then had to
divide the remaining 33 to 36 minutes among the different activities they had

prepared. Four of the eight lessons | observed started with activities not
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involving tablets, leaving little time for the pupils to use them. Setting up also
raised difficulties. For example, about 12 minutes were lost from teaching time
in setting up the tablets for the lesson | observed on Wednesday 26" October
2015 with Khawla, even though Ibtisam and Safia attended from the beginning
to help Khawla in starting up the tablets and downloading the lesson file using

a memory stick.

Therefore, in order not to lose lesson time, the teachers needed to find time
to set up the tablets in advance, so that they could spend the whole of the
lesson executing the planned activity. As reported in Chapter 4, Section 4.4.9,
setting up for the first lesson in which the tablets were to be connected to the
internet involved configuring all of the tablets and subscribing to a Wi-Fi
bundle, a process which was only partially successful and which took two
teachers, one of them the ICT teacher, more than an hour and a half. This
required them to swap classes with other teachers to free them for this setting
up. Time was also needed after each lesson to ensure that the tablets were
stored securely in the designated cupboard, so the teachers could not simply
leave the room as it was and move on to the next lesson. Concerns about time
spent on preparation and clearing up whenever tablet use was considered led
Safia to say: “Last semester my tablet use in class was very limited as | was
concerned about time, because using tablets would have resulted in a long
delay in the curriculum”. Unsurprisingly, the teachers tended to reduce the
frequency of using tablets in the classroom to avoid such delays in curriculum

progress.

The third way in which time was an important factor was in organising the
whole project to take shape and to formulate initial ideas to be put into

practice, as Mariam said in interview.
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i A s 8 5 jga Y] e el s Ll
Feiw  Olhisey  malie  Laie
ihiily 5 guad A, clilaid,
Uy o2z & 5 sudiall 58 L lganii
4 Sty A Clalea ALy
iny Hslags 508l padie S
Hslelis gl Gl oot
cooperate.” "ste

“When | speak to them about using tablets they
say we are bound to the curriculum, exams, short
tests and other activities to be presented to
pupils. The project needs time to be devoted to it
and it needs participating teachers who have the
ability to search, initiate, download apps and

Mariam interview 2

The tablet introduction project developed slowly. While waiting for more
tablets to be delivered after a positive response from the Ministry of Education
to a request for extra devices, the school started the project during the school
year 2014/2015 with only four iPads. Until the promised devices arrived, the
four iPads were used only by the ICT teacher to support one class in an
experimental phase, using one device per group. The start of the project
proper was in fact delayed for more than six months as the school waited for
further tablets from the Ministry. Eventually, towards the end of the 2014/2015
academic year the school took delivery of 15 Lenovo ThinkPad tablets, which
were different from the existing iPads. The school administration decided that
there was not enough time remaining in the current academic year to work on
expanding the project to include more subjects. Use of the ThinkPad was
therefore postponed until the start of the new year in September 2015. There
was then a further delay of one and a half months before the school received
the electronic versions of the textbooks. Thus, in addition to the effects on
lesson timing and preparation, time was also an important factor as the school
administration and teachers waited for support to develop the project to take
its current shape and to set up the project framework. These delays were
followed by another major one, as the school waited for the internet
connection to be established. This caused delays in developing different
aspects of the project, which had consequences both for how often teachers
decided to use tablets in the classroom and for the selection of the software
and materials to be used. Table 18 lists three significant school-level delays
to the project.
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Table 18: Delays to the tablet introduction project

Event Delay period
Delivery of 15 Six months, resulting in wider use of tablets being
additional tablets postponed until academic year 2015/2016

Supply of electronic One and a half months after the start of 2015/2016
versions of textbooks
Internet connection Five months

Teachers attributed the limited frequency with which they used tablets to their

concern about time spent, which they said caused delays with the curriculum.

“I limited the use of tablets last semester because | &Y .. /s 2550 IS alall Joadl)”
pupils didn’t know how to use tablets well and | | Ol <ULl aa/y /58 0 Lo OB
was worried about time because tablets use will | /23 oY Csll g s go s i€

get us delayed in the curriculum as | teach them S el DJ“L’ - L “;;L,,L'.://
[s0livys &S agale/ Ul ) cw
n ‘_’Lﬂ/

on how to use tablets”

Safia interview 3

5.2.4 Classroom set-up

One of the factors that affected the use of tablets at the classroom level was
the need for electric sockets adjacent to the pupils’ desks so that the tablets
could be charged whenever there was a need. Although the devices were
brand new, with long-lasting batteries, these were not always sufficiently fully
charged to keep them running for a full lesson, because of the teachers’
practice of returning them to the store cupboard immediately after each
lesson. Thus, in three of the seven lessons observed for this study, some
pupils had to use tablets while they were connected to a charger, obliging
them to sit at the sides of the room, close to the sockets. In general, the
teachers preferred to arrange the seating so that the pupils were in curved
lines, in order to enable them to work in groups facing the front. However,
when there was a need to charge the tablets, this arrangement was not always
possible. Figure 4 shows the interactive room during a lesson, with some

pupils seated at tables and others on the floor at the side of the room.



Figure 4: Pupils’ seating in the interactive room (Images provided by
the school)

Despite efforts made by teachers to ensure that preparations were complete
before lessons started, there were situations where they found at the start of
a lesson that some tablet batteries were completely discharged. The
alternative to having pupils sit near charging points was to leave some tablets
charging at the side of the room, as illustrated in Figure 5. This not only
reduced number of tablets available and thus the ratio of tablets to pupils, but
also raised concerns about the safety of the classroom environment, as
extension cables trailed across the ground to the charging tablets while pupils

were actively moving around the room.

Figure 5: Tablets charging in the interactive room (Images provided by
the school)
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5.2.5 Internet access

Another important contextual factor affecting the use of tablets was the need
for an internet connection in the classroom. At the beginning of the project,
teachers had to find their own ways to use the tablets, as they were challenged
to start using them before the school had an internet connection and without
specialised educational apps being provided. The ways that they decided to
use them without an internet connection were similar to how they would use
desktop computers. However, once they had an albeit limited internet
connection they started to change their teaching strategies as they introduced
their pupils to the use of Google to search the internet and to playing YouTube
videos. The limited reliability of the connection meant that the search process
consumed more time than was planned, with the result that lessons tended to
end before the class could complete the planned tasks and that pupils were

not satisfied with the amount of tablet use they experienced.

Participants used different words interchangeably to refer to the internet; for
example, pupils used the English word “wireless” when speaking about the
internet at home, while teachers and parents referred to the internet, the net
and al shabakah, the Arabic for “net’. These English and Arabic words

referring to the internet appeared in interviews 102 times, as Table 19 shows.

Table 19: Frequency of mentions of the internet in interviews

Teachers 82
Head teacher 11
Pupils 4
Parents 5

Without the internet, tablet use was limited to Microsoft Office programs. In all
six of the lessons that | observed before the internet connection was
established, tablets were used with either PowerPoint or Word. Using these
programs on tablets was not convenient for either teachers or pupils, as
features such as the touch-screen created problems. During my observation
of one lesson, for example, multiple screen touches led to unwanted multiple

slide changes when using PowerPoint, while in another lesson the pupils
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found it difficult to enter words into a table within a Word document because
touching the small screen caused the cursor to move from one cell to another.
When an internet connection was eventually provided, | observed Ibtisam
trying to provide pupils with a new experience by instructing them to search
online for shapes. After spending more than 15 minutes trying in vain to
establish the connection, the teacher was obliged to abandon the tablets and
use a laptop connected to the smartboard to present another exercise based

on filling in a table in a Word document.

When | asked the head teacher what she now knew about using tablets which
she would like to have known before starting the project, her answer indicated
the realisation that internet access should be seen not as a feature, but a

requirement.

“Nothing in my mind except internet, having | i ii¥/ Y Jb 44als 46 L"
internet connection in school was one of the most i piiY) an) 57 Aadi a8 ) S
important points to enable us to perform tablet a5, JolS i pill (50l plie
introduction at its best. We tried our best but our 8 Ulsla g 4 paall 5 i j35Y]
school is supposed to be located within range of g phel) Ll e i GY Sl Y
05505 Ao pemill LY s 15
o8l isl e Lid je g il jpo A

S s8Se dhdill o3 & la

fibre optic and to be included within the budget.
Had it happened, it would have been an excellent
turn in the project as it would make things much

easier for teachers and their pupils.” ok st fgplall e L
' bl e Jgus g ¢ S aleall
(Head teacher interview ) PTY

5.2.6 Lack of vision

The tablet introduction project was not guided by a well communicated
institutional vision and the teachers involved were not clear on how to go about
using tablets. Teachers were not much involved in planning the project and
were therefore lost as their ideas were not coherent with the school

administration’s views. For example, Khawla made the following remarks.



170

“The project has been here for two years and we Ulalss, piins 4] jla £ 5 piall”
were surprised this year with the selection of the panny chall JLIRL diu/ oia
class and with size of the project. These devices CulS Lo 5 jga Y/ (538 cg g bl

OIS i e Lag 5 d pia
oaling Glaleal) S ... Guiill
E o 138 iad s Lo i
o LR iy A el
Dlbal) £ juals Cioa Lo it S
"4 yro iS]y guiai HiST LSTI

were not available and | don’t know how
arrangement were made ..All teachers need
training, not only us, as this is a school project. Why
did she choose a grade 4 class, not a grade 5 class?
Older pupils are more mature and have better
knowledge.”

Khawla interview

Khawla was surprised at the expansion of the project from the four tablets that
had been in use the year before and she was not aware how arrangements
for the new tablets were made. Again, she was not informed of the basis for
selecting the class in which she was to use tablets and wondered why this
specific class had been chosen. Her remark that “this is a school project”
expressed a belief that all of the school’s teachers had a right to be informed
of what was going on in the project, to receive the appropriate training and to

be in involved in decision making regarding the project.

Mariam, as ICT teacher, also had concerns about the making of decisions
regarding the tablet project. She was not happy with selection of subject

teachers for the project and was not clear about the criteria for their selection.
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“The main problem is with teachers’ LR (8 S Lasslis Y] AU 5"

selection. There are other teachers in the | 5 0lall jeaic b 3/ Slales L Claleal/
school who take the initiative and spare sas el el g aleis s
time for the project. The problem with the . B .

29 wiiall J3ed <ud § Ciliaaso
current teachers is that we have to direct e ! "j ‘_’ -
them, do this and do that.” oL o S s S ) S Slalead)

ALY JALY
“She knows them, | told her and she replied g
‘We have already started the project with | calli g [elili ) | it jle |45 "
class 4 pupils and the teachers who teach 5 ol ) ol 5 Lol Linie

them are teaching this class. Maybe if we e o
had implemented the project with a ¢ A il Gy (A 8 el

different class and different teachers it Al s jo b o 4iishe o Sa
would have had better success. Maybe we’ll S el 58 GSar Ol Cilas 5

try that in later years. "lad) & gl 8 glai

Mariam interview 2

Mariam believed that teachers were selected because they taught class 4,
which did not match the criteria explicitly stated by the head teacher: “to select
teachers from the village to guarantee project sustainability”. Therefore, as
Mariam was not involved in thinking about the project sustainability she was
thinking of changing the teachers working on the project if she had a say in

the project next year: “Of course | would change them”.

Differences between the head teacher’s vision for the project and classroom
practices also appeared as teachers were not involved and not aware of the
project vision. The head teacher spoke about her own vision, not the school’s

vision, as indicated by the use of “my” and “I” in the following excerpt.

“Mly vision is that | get each pupil to start learning Q) 4l Jua sl o) "
on his own, to start recognising what he wants and | <= 1u .. sas g alad lu (a3a
to understand why these devices are provided for Gl hay Ll b Gl s

him. A pupil would then start to get information on A5 5e el 1 Gl b

his own. | don’t feel we’ve got to this point yet.” @ gan Gl ovie

Head teacher interview WL o]

The head teacher spoke about getting pupils to be independent and learn on

their own, yet in two of the three lessons in which | observed Ibtisam, she did
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not allow pupils to touch the tablets until the last 10 minutes of a 40-minute

lesson.

The head teacher’s vision of pupils’ independent tablet use contrasted with
Mariam’s complaint that teachers leading the classes showed no initiative in
using the tablets but depended on her guidance. Without a clear school vision
on tablet use, in other words, teachers were getting guidance that clashed
with the head teacher’s vision. The ICT technician, whose role is discussed in
Section 5.3.5, advised the teachers to control what the pupils could do with
their tablets and promised to provide them with software that would allow them
to control the pupils’ screens. Ali was evidently unaware of the head teacher’s
vision of pupils using the tablets independently to “start learning on their own”;
indeed, he claimed that he did not “recognise why these devices are provided”
at all. The next subsection addresses this question.

5.2.6.1 Reasons to use tablets in the classroom

“Tablets mean keeping up with technology LLasl] 4.8 g nT Lan 5ll] 5 jga Y1 "
updates and changing learning tools from the (bl sy _pisy O ) phail] aslia g
usual book to a device that contains subject | el o Jlen A (Atis I CLST] o
content and using these devices attracts the O3S0 G pelli 8] b)) g Lualel]

pupils. Using tablets in learning allows more ey Ll all 55 Lal i) 4l L5
interactivity, since they contain more and wider ) lasha e i 05505 o250
information compared to paper books. In "'g—bjjf ubﬂw 5 Judl
addition, as tools pupils are attracted to these s 'uj%ﬂﬂ/# UJ& L‘Ai/ st
tablets more than to ordinary books.” o A -u-w”:-iﬁj

Head teacher interview

The head teacher saw the introduction of tablets to the classroom as a change
of tool from the usual books to the latest advances in technology, but with the
same subject content. The reason she gave for this change is that these
devices were attractive to the pupils. Comparing the “usual books” with
tablets, she believed that interactivity would increase with the wider
information tablets would provide for the pupils. She saw tablets as eventually
replacing books and made this clear by referring to the problem of the heavy
school bag.
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“At least in the first stage from grad 1 to grade 1 | (e 4la_sll ¢ A5 ¥/ dn sl 5 )"
we use tablets with them, since we have the | &Y ¢lill aale sasii wil ) A S5/
problem of the school bag from grade 1 to grade | ¢+ duwel/ Lpiad/ U<io Livie o
4. It is a big problem and if we can change it in .. UJ-IS Ao &by A s
one way or another. Of course these are dreams sy s AL S/ "JJ““’ S ;b'Jﬁ
and insha’Allah [God willing].” el ol a5

Head teacher interview

By contrast, Khawla was sure that books could not be entirely replaced.

“Books are indispensable. Even if we Lo 5f s edie e Y LS
downloaded all lessons into tablets, books are | "te ¢ ¥ U<l SLUH 6 g )]
indispensable.”

Khawla interview

Interestingly, the head teacher’s views on tablet introduction appeared to
match those of the parents in some matters. First, the parents believed that
the school’s use of technology in general and tablets in particular would be
beneficial. As one mother said, “Schools use technology and it is good to make
use of these devices and surely they will be useful” [L1]. Other parents
suggested that tablets were introduced to teach pupils about new trends and
to inform them about what was going in the world so that they would not be
left behind. During the parents’ focus group session, two of the parents also
raised the idea that tablets were introduced “to keep up with the new
technology” [M1] and that “it is good to learn things in school so they keep up
with the new trends and they know what is going on in the world, so they are
not left behind” [M2]. Finally, one of the parents agreed with the head teacher
that “these devices are useful especially to get rid of the heavy bag our
children carry every day. Why not use electronic books in tablets and then one
device will carry more books than what a bag can carry and the weight will be
light for the children. If each child had a device this would solve the problem”
[L3].

Parents were not informed about the existence of the tablet project, let alone

being involved in its planning. Nevertheless, their views matched those of the
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head teacher on the benefit of using tablets to replace paper books, thus
reducing the weight of pupils’ bags. The head teacher's reasons for not
informing them about the project, although it was in its second year, was that
“‘we considered it to be a project for the school alone”. Parents therefore
learned about the project only when they were informed that | was about to
conduct my study. How and why people became involved in the project at
different stages can help to explain their roles and is worth considering here
as a prelude to the following section on roles and responsibilities, which more

directly addresses the second research question.
5.3 The influence of the agents involved in tablet use

Although the project of introducing tablets into the classroom was initiated as
the fulfilment of an idea from within the school, not imposed from above, it was
the head teacher’s personal dream. She declared that “every idea starts with
a dream and insha’Allah we will get to the end ... a balanced end”. However,
when | asked her about the plan, she replied: “The plan comes from the
ministry for all subjects and at the beginning of the school year. An information
letter comes for each subject with a time frame and we are supposed to follow
it.” The head teacher had a general idea but no written or clear plan on how
the tablet project should be implemented. The original idea was to equip a
room within the school in which access to educational technology was
provided at its best for teaching and learning activities. From the beginning,
this was called the “interactive room” as it was to be equipped with different
interactive educational tools. In fact, the idea of providing tablets appears to
be a logical continuation of that project and it was to be a unique step, taking
the school and its administration ahead of other schools. The head teacher

was thus the focal point of the project to introduce tablets into the school.

The teachers were directly involved with the pupils in planning and using
tablets but were not the only people who influenced the implementation

process. Others, whether present or not, also affected tablet use in the
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classroom. When | asked the head teacher to identify such people, she

replied:

“First and most important comes the teacher, then | asleel oy il 25 (i S5
parents at home. ...Subject supervisors, head teacher | o .. <l A ¥/ 5.

or her assistant, ... and pupils’ motivation.” o ptal] e il L
"L sy aelwdd of
Head teacher interview

5.3.1 Head teacher

o) g gl Al jla Ul g 90,
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Al A agadal Jgal | agie alid
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“Mly role is to change the teachers and take
away their technology fear and push them
towards globalisation. | should keep up with

all technology and try to bring that to the il 28 a0 D Lla) Al e
classroom and implement it in a ceddsad S) i Lebyai Al glae
comprehensive way. Try to get courses for the Alaainl b ciladaall ¢y 53 380 A glaa g
teachers on how to do that.” "35eaY) s

Head teacher interview

This study has identified several distinct ways in which the head teacher’s
decisions impacted on tablet use in the classroom. First, it was she who
suggested introducing tablets to classrooms when she was assistant head
teacher. As head, she therefore saw the project as the fulfiiment of a dream

which she worked to make a reality.

5.3.1.1 Planning, shaping and organising the project

In taking the tablet project from a dream to a tangible reality, the head teacher
began with the available resources, arguing that “if the administration is
convinced with the idea, they will be able to utilize the available resources”,
but at the same time worked on winning external support. The school itself
provided the initial four iPads, which was an achievement in itself, but the head
teacher was not content with this humble start and did not want to stop
improving the project. Rather than following the long official bureaucratic
procedure by which requests for support should have been made through the
regional educational office, she used her personal relations to establish and

maintain direct contact with the head of the IT department at the ministry level
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(Appendix O) in order to seek the support the school needed. She was thus
able to bring the project to life and obtain fifteen tablets from the MOE, which
also provided support with the internet connection. A measure of the head
teacher’s achievement is that the highly experienced Khawla reported being
surprised that the project was extended in this way. It was also the head
teacher herself who had the vision and set the rules on how and when tablets
were to be used, taking all decisions on which teachers would use the tablets,

in which subjects and with which classes.

“My vision is that a pupil starts to learn on his | x gada Gl 43l Jua sl o 5"
own, starts to recognise what he wants and to LU A x| ean g alay
understand why these devices are provided for 132 il 58 ey ) oy alay

him. A pupil would then start to get information G “;—‘nﬂ‘ oo 0NE J9asa jeall
on his own.. | don’t feel we’ve got to this point alas ol cpma be 4.4)&“ "d. ) . =
yet.” "abiill (53¢l

Head teacher interview

In addition, the head teacher’s role was vital to the project, as the findings
reveal specific ways in which it directly impacted tablet use in the classroom,
although on some occasions it was indirect. The first direct impact was
through supporting teachers and facilitating the use of tablets in classrooms
by working to support them. For example, she showed understanding of their
comments on how the project was progressing, their complaints about subject
supervisors not caring about time spent on the project, and their demands for

things to be provided.
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“I suppose that preparation is the same. If you

ask about written preparation, written

preparation should be there. But mental
preparation
comprehensive than it was before. It is not
enough to use what is available in the textbook.
Pupils can search google or YouTube, therefore,
a teacher should be prepared with wider
knowledge. But written preparation is the

same.”

should be wider and more

Head teacher interview
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However, the head teacher argued that there should be no difference in

planning for a lesson whether or not tablets were used. Similarly, the

encouragement given to teachers working on the project was the same as that

given to other teachers working at the school. Those working on the project

should not be asking for special recognition but should prove themselves

equal to any other teacher in the school.

“As a school administration we have overall steps

for encouragement as we have a comprehensive
follow-up form. And we have a monthly award for
teachers, the excellent teacher. The teacher who
does well in her class and is committed. We
haven’t specified, but it is general for the
excellent teacher and by the way the excellent
teacher will be doing well in everything.”

Head teacher interview
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5.3.1.2 Providing tablets

“We wish to have 30 tablets so that every pupil
in the class would have one. We also want each
pupil to have a tablet under his responsibility so
he does not leave it at school but can take it
home, interact with it and bring it to school the
next day. Pupils should use tablets to replace
their bags and books. That is all that we want.

il S oae o jlga T il ad”
Jlgadl il ST 4i) | ialf p ikl i,
i S Sl 6 i oge ol 55
A by Lo slee Jelin ) 4
de_].l ‘awwmfﬁ}d/{wj@‘)ﬂ/
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Our aim is to get rid of the school bag and we | i (i) | _iaii i el eliS
make it an electronic bag. Ly S LS lalsiy o Abidl il

Head teacher interview " eSS Abidlf

The head teacher’s decision to work on getting external funding support for
more tablets increased the ratio of tablets to pupils. She was not content with
the four iPads that the school could afford to buy and expressly stated her
wish “to have 30 tablets so that every pupil in the class would have one.”
Although she had not achieved a one-to-one pupil-to-tablet ratio, her efforts
had improved it from one per group of six pupils to one per pair by securing

the provision of 15 devices from the Ministry of Education.

5.3.1.3 Appointing a project manager

“Mariam is the project manager... and the criteria, . Eaniall 4 pia mo Laleall"
as we said before, are the teacher’s experience and 5k s Uil LS yolead)
knowledge in technology, so a teacher does not Olde . dui iSIY) (pilit, daleel

teach anything she does not know about. iy Lo a5 Al o o L

Head teacher " lgic

The head teacher’s decision to appoint Mariam, the ICT teacher, as project
manager with responsibility for improving the project and supporting other
teachers appeared to be logical, as she lived in the local village, which served

the sustainability aim. Her contribution is explained in detail in Section 5.3.3.
5.3.1.4 Selecting teachers

The head teacher’s decision to base the selection of teachers to work on the
tablet project on the criterion of proximity of residence affected how tablets
were used in classroom. As project manager, Mariam was not happy with the
head teacher’s declared decision to select teachers living in the village “to
guarantee project sustainability”, complaining that this resulted in the selection

of teachers who lacked initiative, thus adding to Mariam’s workload.

“The main problem is with teachers’ LR A ilS Ll Y USLa)) ] )5 "
selection. There are other teachers in the omaic Sl R ) Slaleo 5 Slaleal/
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school who take the initiative and spare | —sxa cludl Galhs paleis Spny s jolial/

time for the project. The problem with s g pdiall i) 2y Claiasiag
current teachers is that we have to direct v g s S ) USial) Cilaleal)
them, do this and do that.” "AS (5 sm g IS 5 g

Mariam interview

Mariam’s argument that there were other teachers at the school who would
serve the project in a better way may have had some justification and she was
correct in saying that the selection of teachers for the project was made
directly by the head teacher. However, they were not chosen entirely on the
criterion of living locally, as Safia and Ibtisam were not from the village or
nearby. In fact, only two of the four involved, namely Khawla and Mariam
herself, lived in the village. Mariam was there to supervise the project but did
not use tablets in teaching, as she did not teach any of the classes selected
for participation in the project. As to Khawla, who was thus the only locally
resident teacher using tablets in her teaching, she appeared to lose interest
in the project towards the end of the academic year, reflected in her decision

not to take part in phase three of data collection for this study.

5.3.1.5 Training provision

Y gd o S0 L [5l"
oS ol Jio ol pull ans
oslac 138 mali s .. 5o S

Abs 5. Slosleal) L5 Cileles

. ' é:n/‘)gi.lc,,gl.d.fjus..)};}n(aé_ﬁc
coursed, but the problem is that teachers did not S Lo colaleal) o AlSall ST

“Yes, we conducted courses in December... on
programs such as Quiz Creator and some other
programs, conducted by the ICT teachers. There is
a plan for professional development, several

attend many of these because of timetable clashes
with these teachers’ lessons. We wanted to repeat

Celis] o 538 ol ull Isa )

Ly 5, paias po Cioliali
these programmes between the two semesters Cilaleol) didl Coini 4 lgs pusi
when teachers are usually free but they were busy Cilaleal) 4 M/J Silunld
with exams. No matter how much we try, and we A s iny Clilaie YU | pliiif
keep trying, there are always challenges, not only i Jlaiy Jomi Jslai o

within the school but externally too.” Lo paall (A Lo dn IR Sldino
a5 elel 4
Head teacher interview
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There appeared to be a problem with planning and managing training
sessions, which teachers did not attend because they clashed with their
classes. Although the head teacher did not deliver the training herself, she
worked on addressing this issue and on managing the teachers’ training.
When she explained that the professional development plan was constrained
by the teachers being busy with exams in the break between semesters, |
asked her about the two training days usually specified in the school calendar

within each semester and she answered:

“It's a full week for professional development, | 4>/ .. (el eLaiPl JalS g gunsl”
but we are required to present a variety of o Lo de piia gral p 520 lgio o glho
programmes, not only technology. | mean ol . s i gl i . il
edu;atlonal programmef, programmes on S ga g U ol sl
pupils’ performance and it’s only a week. We i ’

try to cover things that are important and Lolgl) e Lt Y/ 4 phii Jslai . g s
necessary.” "4y g pall

In other words, the week allotted to professional development was hardly
adequate in her assessment to cover all of the training requirements, so the
use of technology and specifically the newly introduced tablets could not be
allocated more time. On the other hand, when asked about using the training
week for teachers involved in the tablet project to have specific intensive
training, she replied that they were also obligated to attend other programmes

provided for all teachers.
5.3.1.6 Involving others

Considering the project to be a matter for the school alone, the head teacher
decided not to involve the parents or even to inform them about it, as noted in
Section 5.2.6.1.

“No, no, we considered it to be purely a school | & s iaS oliicl | YY"
project. It’s normal.” " S dle Al pala

Head teacher interview

They were not informed about the project until | began my study, although it

was by then in its second year. The head teacher appeared to anticipate that
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parents would disagree and stand against the project, as indicated by her
response when | asked her about the role she would expect parents to play in
the project, stating that she hoped they would “encourage their children” and
not “stand against the project”. She agreed to meet some curious parents only

after they had heard about the devices.

“Tomorrow | have a meeting with the mothers ClgaY) pa S g lain/ s2ie 4"
and | intend to show them the devices. They . 5 jen Y agule i se [ 44l
heard about them but they haven’t seen them. | | 2J&n Y/ 538 [s8ld Lo s [smans s
met some parents and they said they want to ¥ byl lars S U
see the devices and we haven’t shown them.” Aoy palidd L pad sl

" jea ¥l aalissl ) Lo Y
Head teacher interview

However, when | repeated my question about the roles that parents might

play in the project, the head teacher answered:

“For example, if | find that a parent has the | oxic /.. idie sl g sic Uf s "
knowledge or the experience, he can conduct Sl ygd 5l s d«.‘-.’d/‘@&:@ EPE
workshops for the teachers or support me in A el 8aa /|, Slaleall o
some programs that | use. Or he can teach his .. Lf-“-’f-""" A s3ied) ol l] an
son, who would pass on the experience if the Lo 5o 13/ 6 pill Jidy oaly5 . 0al5 gy

father cannot come. Or he can also support us b bole ey - ‘*f;ﬁ"”“
financially.” e

Head teacher interview

The head teacher’s actions and responses reflect her understanding of her
supervisory role, as she appeared to keep herself at a distance from the
project. This was shown in two ways. First, when | asked her about what she
had noticed, she mentioned observing the pupils using computers, but did not
mention tablets, which suggests that she had not observed pupils in classes
where tablets were used. “When a pupil works alone he will be lonely with the
device, but when there is another pupil sharing the device they will be forced
to work together, but this does not really work. | noticed it when | visited pupils
working on computers. There is always one ahead of another”. The second
indication of distance, which may explain the first, is the appointment of
Mariam as project manager. The head clearly trusted Mariam and her

technology skills, so depended on her to supervise and manage everything
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related to the project. This increased the workload for Mariam, who as ICT
teacher had to help her colleagues in preparing and implementing their
lessons. In her own interviews, Mariam stated that she had trained the other
teachers earlier, but this study has shown that any such training appeared
inadequate, as they were not confident enough to conduct tablet-mediated

lessons without support.
5.3.1.7 Understanding her role

This final subsection on the head teacher’s role concerns her understanding
of her responsibilities for planning and leading the tablet introduction project.
As noted above, the inspiration for the project had been hers when she was
deputy head teacher. When the project began, she had a general idea of how
it should be implemented, but no clear written plan. The original idea was to
equip a room within the school to provide access to educational technology at
its best for teaching and learning activities. From the beginning it was referred
to as the interactive room, because it was to be equipped with a range of
interactive educational tools. The notion of providing tablets appears to have
been a logical continuation of that project, in which the head teacher saw the

role of her administrative team as central.

“The school administration and its relations outside | &Exs 4 yaall 5 )lal (o aal "
the school are the most important. The teachers | S5 2,53 o2 alzall | da LAl
have a secondary role. The supervisor’s role is also el 8 EE BT B
secondary, but the most important is the G 1) LA paall 1) (S

administration. If a school administration is | 255 @® 808k A i)l

Aol il Had o

" 3_‘ . “j

convinced with the idea, they will be able to utilize
the available resources.”

Head teacher interview

When | asked the head teacher specifically about her own role, she answered
that it was “to provide the facilities. Teachers ask for an internet connection...
daily internet subscription... | try to provide this facility and provide a suitable
space... | see my role to be solely supervisory and to provide what the

teachers ask for.” In other words, she saw it as her responsibility to provide



183

the necessary infrastructure and support, while the teachers’ role would be to

deliver the practical details of the project.

Her understanding of her role as essentially facilitative and supervisory is
reflected in the way she kept herself distanced from the project, as noted in
the previous subsection. In practice, however, she may be seen as falling
short of the teachers’ needs or expectations. She was able to provide the
financial support they asked for, such as for modems and the internet
subscription, but found herself helpless when they asked her for some other
forms of support and was unable to provide the technical planning and

implementation strategies that the teachers felt they needed.
5.3.2 Subject teachers

The subject teachers were faced with the challenge of not knowing where to
start, as they found themselves provided with tablets that came with no apps
installed and had to decide whether to deal with this situation themselves by
finding a solution or to wait until they were provided with the resources they
needed. The problem was exacerbated by the lack of an internet connection,
which prevented them from searching for and downloading software from the
internet to be used in their classes. To overcome this challenge, they decided
to use familiar programs pre-installed on the tablets, such as Word and
PowerPoint. They continued to do this from October 2015 until they received
electronic versions of the textbooks as PDF files in December 2015. This
decision to use available software not only got them started on using tablets
in their classes but also saved them waiting time, as the situation of not having

an internet connection continued until March 2016.

On the other hand, teachers lacked confidence in using tablets in their lessons
and did not want to do so without support. In five of the lessons that | observed,
there was at least one other teacher attending to support the main teacher.
On one occasion, as reported in Chapter 4, Section 4.4.6, Khawla, despite her
twelve years of teaching experience, refused to start a lesson without having
other teachers in the room ready to support her, although in the event the

other two teachers who attended barely contributed to the lesson.
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“There is an observable comment and | will Ay pua 55T o)y il dbiadle 57
be very honest in saying this. Most teachers | <leleal agiaes 5/ Olaleal) abizo ) . Jaa
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Khawla interview

Parents also commented that some teachers did not have the required
capability to use tablets in teaching. One mother went further, anticipating the

potential negative impact on both teachers and pupils:

“This will have a negative impact on both Lo ¥ . Gpd bl Ao (iles o pils"
teacher and pupils. When a teacher finds A LBl U Lol Ll s/ e
pupils in front of her have higher capabilities or (i by 5] ST 45 8 gl
clarify things for her as pupils would innocently | ¥ 3L/ (x| 2S5 g8l JUB Y,
correct her by saying this is not right .. no it’s f’l"‘j/';"’"%f‘i‘éjh "{u“”/" /"S foa
wrong .. a teacher may not accept this, which "JfUS""" . J "L"q" yw’?’ DL'A/
will discourage pupils. A teacher will be :’j E"ﬁ /Zidfmi'f[&t
discouraged as well because she does not want L:L.z i L o g L“_;J"J

to appear ignorant in front of her pupils. This - U‘:wib:’fj;u L,,_/LJLZQ
will discourage both. ’ T

L4, parents’ focus group

Interestingly, one parent defended teachers and put the blame on the MOE
for imposing projects on schools without providing teachers with the

necessary training.
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“I don’t blame the teacher, | blame the ministry.
They say we have such and such an electronic
project, but before getting the project to any
school you need to qualify trainers, prepare
curricula and workshops, and specify which
workshop for each teacher. For example, the
interactive board, a one-day workshop for
teachers. Not all teachers will be free to attend.
How could a teacher divide herself if she has to
be at school and at a workshop at the same time.
A teacher has to be set free from 8:00 to 2:00
with the interactive board.”

L2, Parents’ focus group interview
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My observations of lessons revealed that teachers’ lack of knowledge and
competence in using tablets made them limit their thinking to what had been
provided. For two months, they continued to give the tablets to their pupils
with keyboards attached, despite the apparent disadvantages of this
configuration. For example, it was difficult for the pupils to work in groups
because the viewing angle of the screen was limited one or two pupils. It also
restricted the mobility of the devices and increased the risk of damage, as
there were occasions when pupils attempted to carry a tablet by holding the
keyboard. Throughout phases one and two, the teachers also continued to
use only Microsoft Office apps. They thus appeared to lack the confidence to

introduce any changes to the appearance or the content of the tablets.

On the other hand, the three subject teachers worked on overcoming the risk
of facing technical problems that might interrupt their lessons by tending to
work as a teaching team in every tablet-mediated lesson and by involving
Mariam whenever she was available. This pattern was repeated in five of the
lessons | observed. Although colleagues were supposed to attend only to offer
support with tablet use when needed, their presence was taken as part of the
lesson, so that both or all of the teachers present acted as a teaching team in

these lessons.



186

5.3.3 The ICT teacher

There were signs that the project needed major decisions to be taken, but
Mariam, who was responsible only for its technical aspects, was not able to
take such decisions or did not have the authority to do so. For example, as
noted in Section 5.2.2, she would have liked to change the participating
teachers, claiming that there were others in the school who had a better

attitude and showed more initiative in learning what the project required.

The three teachers who did participate had no experience with using
technology in teaching and limited knowledge of using technology in general,
so they relied on support and advice given by Mariam. This put pressure on

Mariam, since she had teaching and other school duties.

“And I tell you, it is ok, | will do all that I can to help | s/ Cgre _rai Lo sale &l 48 Ll "
them. If there is software I’ll download it for them, ol 3le Slal] gl sun dals
sometimes I'll charge the tablets so they can use | <&l ogll ol Lbals ol oedl i
them, and I’ll give them ideas. For example, ¢ S Gglehe 5 (gglersivg plie
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a teacher and | have a curriculum to cover, pupils,

Mariam interview

In parallel to the head teacher’s use of her connections to gain the support of
people at the regional office and at the ministry, Mariam also contacted people
she knew at the IT Department and invited a representative to come to the
school to see the project in action, as well as the challenges she and other
teachers faced. Her work in helping her colleagues was acknowledged by
Khawla: “All preparation is done with Mariam’s help. She teaches us, although

she gets tired with us because she has her own work”.
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Thus, for the first two lessons | observed, she was there to help Safia and
Ibtisam in setting up tablets before the lessons started, then continued her
support by attending the lessons with both teachers. Ibtisam and Safia also

requested her presence when they first used the internet in class, as she was

there to help them in connecting the devices to the internet modem.

“I contacted Mr Khalid who came here from the
regional educational office. He took photos and
said the room needs furniture. He took one
device to check its system and he spoke about
the electricity supply and charging problem,
saying a carpenter can easily make a charging
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cupboard that can charge devices easily. | also
told him that we needed the internet urgently.
When | contacted him again in February and
reminded him about these thigs, he said he had
raised my points, supported with photos, to the
higher authorities but no one did anything.”

Mariam interview

Mariam was recruited for the project because she taught ICT at the school
and because she lived locally, which served the sustainability aim. Apart from
Khawla, who had a limited interest in technology, Mariam was the only person
involved in the project whose residence in the village would support the
continuation of the project, which made it logical to appoint her as project
manager. She showed initiative by suggesting improvements and trying
solutions to the challenges that arose, directing teachers to experiment with

her suggestions.
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“We will try this now. There is one modem left in
the room. We will try connecting a few devices
and we will see how the network goes and we will
try opening YouTube. | will let Safia try it
tomorrow during the lesson observation you
attend.”

Mariam interview
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The head teacher acknowledged Mariam’s value to the project:

“She’s the teacher supervising the project so she
facilitates it, because she already has the
experience and she is available in the interactive
room as she acts as room keeper. She encourages
the teachers, tells them how to operate devices,
informs them about the aims and supports them
during the lessons, as she sometimes attends
with them to support them until they get used to
using the devices.”

Head teacher interview.
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However, this role was not a privilege, as Mariam was overloaded with the

demands of supporting teaching in different projects in addition to her own

teaching requirements. She said that there were days when she went to

workshops in the regional office, building up a

backlog of work from the

lessons that she would have been teaching, as well as supporting teachers in

preparing for the tablet project.

“There are times when | have workshops. For
example, next week | will not be here as | have a
workshop on robots. We’ve got boxes here we have
to fit and use in teaching children who will be taught
programming on Babylon. This means | am also
bound to a curriculum and a plan and being followed
by a supervisor, as well as the administration.”

Mariam interview
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5.3.4 Parents

In their focus group, the pupils stated that their parents did not allow them to

use tablets at home during school days, because they would distract them and

spoil their minds.

“We do have tablets, but they are hidden from us
because we go to school. During school days tablets
are hidden until school closes.” [G3]

“So we can be excellent and be top achievers in
class.” [G2]

“They distract our minds so we do not understand
and we can’t concentrate in exams.” [B1]

“They don’t let me play with the tablet because it
distracts my mind and | don’t understand the
exams.” [G2]

“My parents refuse to get me an iPad because they
say someone discovered that they spoil the mind.”
[B2]

Pupils’ focus group 1
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The parents appeared to have a negative impression of tablets in general,

which they meant to pass to their children. The pupils spoke about horror

stories narrated to them at home to scare them from using tablets. However,

one girl described these stories as “rumours” and insisted that she had learned

useful things from using tablets.

“Also rumours come and reach our parents who
then say we don’t want such things to happen for
our children. For example, a girl was playing with
an iPad and her tongue got twisted.

“Yes, rumours. | don’t think these are true,
because tablets are useful.”

G3, pupils’ focus group 1
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Pupils also revealed that their parents promised to buy them tablets to be used

during holidays but on condition that no games were to be installed.



190

“My dad will by me a tablet for the holiday 3JaY) i Gl L iy Ll Wl
and will install .. not games ... he will put on daalad Sl g L ladl Lo g
educational puzzles and the Quran.” "

G1, pupils’ focus group 1

Parents themselves spoke positively about the project and their children

having a chance to use tablets in school.

“When my daughter brought the form 5 jlatul 4 IS . 5l o she Lo iL"
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‘That’s great, you’ll get the chance to be
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Parents L2 and L4 also spoke about tablets encouraging pupils to learn by
disrupting their daily learning routine and stimulating competition between
pupils when using software, which will encourage them to learn about using

the devices.

Interestingly, L2 mentioned educational games as a special means to attract
pupils at this age, thus creating a competitive environment that would lead to

innovation.

“Children at this age are attracted by | aeady slec ¥/ ods Jis 4 JlibY] 448 in)
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pupils to be innovative, because by using
these devices they will have a horizon of
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L2, Parents’ focus group

One parent had concerns about being asked to pay for a device, arguing that
as the MOE wanted to implement the project, it should pay for it. However,

not all parents agreed with this idea and some were ready to pay, having seen
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“benefits and seriousness” in the project. They also suggested that the school

should contact companies to provide “wholesale offers on instalment”.

“I will tell you of my personal experience.
When they started using tablets my daughter
came to her father asking for a tablet. He
replied, ‘Let the school provide you one. They
want to implement this... Do you know how
much they cost?’ The girl was silent, then she
said that a teacher had said whoever can
afford one should buy one. He replied: ‘If she

a4

can afford it, let her buy you one’.

L4, Parents’ focus group
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Parents complained that not only were they not involved in the project, but that
they were left unaware of its aims and the procedures for its implementation,
as well as being ignorant of any role they might have in the implementation

process. When the parents’ focus group was asked what they should have

known before the project started, one of the fathers responded:

“In short, the overall idea of the project, how
will it be implemented, the criteria for
implementation in the school and my role as
a parent. For example, the usual activities
with the curriculum and homework are clear.
The lessons | need to study with my son, if he
wants to prepare for the next day’s lessons,
these things are clear to me. But with these
tablets, things are not clear to me. For
example, what activities are there in their
tablets and what help can | give with follow-
up to be done at home? Do | need to buy a
tablet? Will the school help me in finding
content and activities for follow-up, to study
at home or prepare for the next day’s lessons?
These are some of the questions that come to
our minds.”

M1, Parents’ focus group
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5.3.5 The ICT technician

Just as the three teachers whose lessons | observed had to depend to some
extent on each other and on Mariam due to their lack of experience, Mariam
herself required the support of Ali, the technician appointed by the regional IT
department, to help her cope with the workload that came from everyone else
in the project depending on her. Ali's role was to provide the school with
technical support for computers and all other technical devices, by making
regular fortnightly visits to the school and by responding to calls to come for
specific urgent matters. He was often involved, as teachers contacted him
regarding the use of tablets and connecting to the internet. In addition to this
technical involvement in the tablet project, Ali’s role can also be seen to have

had a pedagogical dimension.

One aspect of the technical dimension was his role in providing advice to
teachers on what programs to install on the tablets. In October 2015, as the
school did not yet have internet access, Ali was trying to help teachers in
finding alternative solutions to downloading apps from the internet. As Mariam
explained, “Ali took one of the tablet with him to check what programs were
available to be installed”. He was also trying to find ways to connect the tablets
to the smartboard in the interactive room, which the head teacher said in
interview that she considered to be the priority: “Now the most important thing

is to get pupils’ tablets connected to the teacher’s device or to the smartboard”.

On the negative side, Ali’'s technical advice was not always accurate and on
at least one occasion was misleading, which created difficulties for the
teachers during a lesson. As detailed in Chapter 4, Section 4.4.9, when in
March 2016 the school received three wireless broadband routers, Ali advised
teachers that one of these would be sufficient to connect fifteen tablets and
that there was no need to waste resources on activating three connections.
Because of this bad advice, both Ibtisam and Safia lost time during their
lessons that | observed in that month, because as each additional pair of

pupils made a connection, another pair lost theirs.
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Ali’s role was extended to giving teachers pedagogical advice on the use of
tablets. Because of his concern with the safety of the devices, he became
involved in how they were used and even suggested software that the
teachers should use to monitor and control the pupils’ screens. His strong
personality, as well as the teachers’ need for his support, enabled him to
persuade the four teachers to change their beliefs as to how they should be
using the tablets. Ali brought to their attention the idea of restricting what the
pupils were able do when using the tablets. His insistence on this is illustrated
by his use of the word “control” six times in a four-minute conversation with
Mariam. While she appeared most concerned with enabling the teachers to
obtain maximum benefit from using the tablets, Ali's focus was on directing
them to control what the pupils could do and to prevent them doing anything
that might interfere with the software installed on the tablets. He discussed
with them various procedures for preserving the software and files on the
devices by controlling any unnecessary exploration and internet downloads
that pupils might attempt. Ali convinced the teachers that their pupils had to
be contained when using tablets and promised to source some software that
would help them to exercise this control. He explained that there was software
available allowing computer teachers to monitor and freeze pupils’ screens,

preventing them from doing anything without permission.
5.3.6 Supervisors

The final group of agents whose influence should be considered is the school
supervisors. Although they were not present during any of the observed
lessons and would each visit the school no more than two or three times a
month, the teachers’ knowledge of their existence and role could be seen to
influence the use of tablets in the classroom. In particular, the teachers
expressed the worry that using tablets might cause delays in their progress
through the curriculum and that they might therefore be subjected to

unwelcome scrutiny by a supervisor.
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“I myself am committed to the curriculum and a plan,
as well as being followed up by a supervisor and the

school administration.”

Mariam interview
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The head teacher also complained that the school tried to involve the

supervisors in implementing the tablet project but had not received the desired

support. The school had contacted ICT supervisors and asked for their

support with workshops and software, but had had no answer. In all, the head

teacher referenced the supervisors thirteen times during her interview.

“We contacted ICT supervisors and we asked them
for workshops and programs like Elton and so on,
but no answer until now.”

Head teacher interview
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The school administration anticipated that the supervisors might not be

satisfied with teachers’ progress through the curriculum because of changes

to their planned timeline caused by using tablets rather than books.

“If the visiting supervisor does not know the idea
and was asking for something specific, for
example, when using tablets, if the teacher went
further ahead with her curriculum in a way, a
week sooner than when using paper books, the
senior teacher will know, but the visiting
supervisor might ask ‘Why have you got here? You
were supposed to have only reached this lesson,’
because he does not have the idea.”

Head teacher interview
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On her list of responsibility for suggesting tablet apps to be used in the

classroom, the head teacher placed subject supervisors after teachers and on

a par with the project manager.

5.4 Tablets and teaching practice
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The head teacher twice stated in interview that tablets were intended to be
used as electronic replacements for textbooks, thus reducing the weight of the
pupils’ school bags, and my observation showed that Khawla did use them to
replace the Arabic language textbook. For the first of her lessons that |
observed (Chapter 4, Section 4.4.6) she had prepared a PowerPoint file
reproducing three pages scanned from the textbook, which, following her
instructions, the pupils read from their tablets before answering some
comprehension questions. However, when she instructed the class to do the
same thing during my second observation of her teaching, two girls decided
instead to search through the text in the book itself to find the answers to
Khawla’s questions. This was evident from the flapping of pages as they

worked on this task.

The parents appeared to be aware of the problem of heavy school bags and

to see the introduction of tablets as providing a remedy:

“These devices are useful, especially to get rid of the | (=liill La sad 33605 jea ) "
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this would solve the problem.”

At the beginning of the project implementation, the teachers faced three
challenges, having insufficient software and no internet connection, in addition
to lacking the experience needed to deal with the situation they were in.
Therefore, they used familiar Microsoft Office programs. However, they still
faced the difficulties arising from the fact that using these apps on tablets is
different from using them on computer. Each pair of pupils had control of
changing their own slides and therefore did not always follow the teacher as
she moved from one to the next, particularly as the sensitive touch-screen

functionality sometimes caused them to change slides accidently.
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Later, rather than simply displaying information and presenting it to the pupils
on the tablets, the teachers instructed them to search for information using
tablets. During phase three, internet connectivity enabled them to introduce
pupils to performing independent online searches for information in the
classroom. Both Safia and Ibtisam now planned parts of their lessons to allow
the pupils the time to use their tablets in this way. However, the reliability of
the internet connection did not allow these plans to succeed during my
observations. As reported in Chapter 4, Sections 4.4.9 and 4.4.10
respectively, Safia and her pupils spent most of the lesson time trying to
connect the devices to the internet, while Ibtisam had to abort the activity that

she had planned because the internet connection was too weak.

The advice given by the technician also played a role in how the teachers
planned their work and on at least one occasion the fact that it was poor advice
affected the way the lesson was actually conducted. As noted in Section 5.3.5
and in Chapter 4, Section 4.4.9, Ali’'s recommendation to use only one router

meant that Safia had to work with fewer tablets than planned.
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“Earlier when | was planning the topic | thought |
would fail. As | was preparing the tablets and none
of them got connected, | lowered my expectations,
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enough for the whole class.”

Although Safia did not achieve any of her original aims for this science lesson,
she was happy that the pupils had suggested solutions to the connectivity
problem and that some interesting findings had emerged from the brief time

during which four tablets were connected.

As to Ibtisam, she did not prepare herself or even think of unexpected results

that pupils might encounter when using the internet in class. She thought of
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her lesson and how the pupils would search the internet in order to accomplish
the task.

“Of course there are cautions .. but | did not think Lol osd... ’mh‘“—‘”"ﬁ/”
about them as the question was obvious about G2l Sl O3 e 2 8
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Ibtisam interview 3

5.5 Summary

This chapter has presented the findings of the study in relation to each
research question. It first identified the contextual factors that mediate tablet
use as school location, teachers’ experience, time, classroom set-up, internet
access and the school’s vision for tablets use. Next, it examined the influence
on tablet use of the roles and responsibilities of the agents involved, namely
the head teacher, the subject teachers, the ICT teacher, the ICT technician,
external supervisors and parents. Lastly, the effects of tablet use on teaching

practice were explored.

Chapter 6, which follows, concludes the thesis with a discussion and summary
of these findings, consideration of the study’s limitations, its contributions and

implications, suggestions for further research and a closing reflection.
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Chapter 6: Discussion and Conclusion

6.1 Introduction

This study was set up to explore the introduction of tablet computers into
Omani primary schools for pupils’ use, with the aim of determining the effects
of their introduction and of various mediating factors on teaching practice in
the classroom. In the previous chapter | presented a series of findings in
response to the research questions set out in Chapter 1, Section 1.7. This
chapter begins by discussing the main findings in relation to the available
literature in the field. This discussion proceeds as follows: Section 6.2
considers the most important factors mediating tablet use in the classroom;
Section 6.3 discusses the school’s vision for the introduction and use of
tablets, particularly the organising vision; and Section 6.4 examines the roles
and responsibilities of the agents concerned, addressing the planning of the
project, the selection and preparation of the teachers and the involvement of
the pupils’ parents. Section 6.5 then summarises the findings, Section 6.6 lists
some limitations of the study, Section 6.7 considers its contributions to
research and to education in Oman, Section 6.8 explores its implications and
Section 6.9 makes suggestions for future research. The thesis ends with a

personal reflection on my research journey.
6.2 Summary of answers to research questions

1- What are the contextual factors mediating the use of tablets in the

classroom?

The school context impacted on the use of tablets as artefacts mediating the
classroom Activity System. The special context of the mountain village school
in which the Activity System occurred was one that provided pupils with a
basic, traditional teaching and learning experience, where a teacher stands in
front of the class maintaining full control of the lesson sequence.
Unexpectedly, this context provided good opportunities for tablet use to

transform the classroom teaching and learning Activity System. Despite the
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challenges and obstacles that existed regarding the use of tablets in
classrooms, their introduction created an atmosphere for pupils to actively
move from their seats to support each other, creating a space for changing
class norms and teachers’ rules. The introduction of tablets also had
implications for the division of labour, as pupils did not wait for the teacher’s
instructions but reacted spontaneously, taking the lead in the lesson Activity.
This change in the division of labour was manifested when difficulties in
connecting tablets to the internet gave pupils a leading role in taking the
lesson Activity System forward; they became active participants who

supported their teacher in resolving obstacles to teaching.

The school hosting the Activity System was built on a hill to ensure the safety
of pupils and teachers during flash floods, but this location appeared to be
problematic to the quality of internet services as well as to the appointment of
teachers and administrative staff. The remoteness of the geographical
location of the school was thus found to affect the use of tablets in the
classroom in two ways. First, the poor quality of the internet connection in the
classroom was an important contextual factor that restricted teachers' use of
tablets. At the beginning of the project, they had to find innovative ways to use
the tablets as they were challenged to start using them before the school had
an internet connection and without specialised educational apps being
provided. Second, the school’s location was at least partly responsible for the
fact that the head teacher herself had only a few years of teaching experience
plus one year as an assistant head teacher and was in her first few months as
a school head when the tablet project began. It also had an impact on the
teachers’ length of experience and on the head teacher’s choice of teachers
to work on the project, as one criterion was to select teachers whom she
expected to stay longer at the school. Their selection according to the school's
special circumstances meant that the teachers using tablets were not clear as

to why and how they were to use them.

2- What are the impacts in terms of the roles and responsibilities of the

agents involved in using tablets in the classroom?
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Arguing that "if the administration is convinced of the idea, they will be able
to utilize the available resources", the head teacher started the tablet
introduction project by providing four iPads from the school’s own resources,
then began to seek external support. Her role was not limited to providing
tablets; she had to take decisions on planning and organising the use of
tablets in classrooms. She appointed a project manager, selected the
classrooms and teachers who would be using tablets in their teaching and
supervised the whole implementation process. On the other hand, she also
decided not involve or inform pupils’ parents, thinking that they might disagree

and stand against the project.

However it was the selected teachers who bore the responsibility for using
the tablets in their teaching. They were faced with the challenge of not knowing
where to start, since they found themselves provided with tablets that came
with no apps installed and no plan for how to utilise them. Their problems were
exacerbated by the lack of internet connection, which prevented them from
searching for software and downloading it for use in the classroom. To
overcome this challenge, they decided to use familiar programs such as Word
and PowerPoint until they received electronic PDF versions of textbooks,

followed by a limited and inadequate internet connection.

As project manager, the school’s ICT teacher was required to supervise the
project and provide technical support for the participating teachers. They
relied heavily on her support, having no experience of using technology in
teaching and limited knowledge of its use in general. Her appointment
appeared to be very appropriate, as she had better knowledge of using
technology in teaching than anyone else at the school, and she showed
initiative by suggesting improvements and solutions to challenges which
stimulated the teachers to try novel approaches. However, she was involved
in other projects and also had her own teaching duties, the combined

demands of which overloaded her.

Finally, although some parents spoke positively about the project and of their
children having a chance to use tablets in school, most appeared to have a

negative impression of tablets in general, which they tended to communicate
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to their children. The pupils spoke of hearing ‘horror stories’ at home, intended
to warn them against using tablets. It was not clear whether there was a causal
relationship between parents' negative attitudes and the head teacher’s
decision not to involve them in the project, or if so, which was cause and which
was effect. Parents complained that not only were they not involved in the
project, but that they were left unaware of its aims and the procedures for its
implementation, as well as being ignorant of any role they might have in the

implementation process.

3- In what way does the use of tablets affect teaching practice in the

classroom?

When tablets were first introduced, the existing dominant classroom practice
was the traditional provision of knowledge, where the teacher stands in front
of the class, maintaining full control of the lesson sequence, instructing pupils
and imposing rules on what is to be done and what is not. Immediately after
the introduction of tablets, teachers continued with the same practice but a
change in roles soon occurred, as pupils actively moved around the classroom
to show what they had achieved and to support each other. There was a
simultaneous change in the division of labour, as the teachers needed their
pupils’ support, and they welcomed the transformation that happened in the
classroom, rather than opposing it. Later, in phase three of the project, both
Safia and Ibtisam planned parts of their lessons to allow pupils time to use
their tablets to search online; rather than simply displaying information and
presenting it to the pupils on the tablets, the teachers instructed them to
search for information themselves. As a consequence, although Safia did not
achieve any of her original aims in an observed science lesson, she was
happy that the pupils had suggested solutions to the connectivity problem and
that some interesting findings had emerged from the brief time during which

four tablets were connected.
6.3 Classroom Activity System transformation

The use of ICT has always been thought to help with content delivery, creating

a space for interactivity and teacher-to-pupil engagement (Osborne and
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Hennessy, 2003). However, this study has found that the use of tablets
created a transformation in the classroom learning context in at least three
different ways. Changes that resulted from tablet use might be seen as normal
activities in classrooms in some other schools, such as in the capital city or in
another country. However, the school’s circumstances, its remote village
location and its way of functioning before tablets were introduced made it

exceptional and very different in many ways from most urban schools.

In the mountain village where the study took place, not only did the quality of
services differ from those in towns and cities, but there were also differences
in how people lived and thought, in how they raised their children and in how
they wanted them to be educated. Similarly, the teachers had a very different
experience from that of their urban colleagues, from their selection to their
daily routine of commuting along unpaved mountain roads, which contrasted
sharply with the lives of city commuters. All of these factors are part of a
teacher's experience that cannot be separated from the way they understand
and prioritise their teaching. Therefore, what may be seen as normal for
teachers in some contexts, for example to plan to encourage pupils to move
around the classroom, are not understood in the same way in schools which

differ so markedly in their context.

The introduction of tablets into the classroom Activity System created a
contradiction that led to the transformation of the whole Activity System. Thus,
in Safia's third observed lesson, when she faced the contradiction of
connecting the tablets to the internet, the children played an important role in
supporting her during the lesson and took the lead, working actively to find
solutions. Although this might be seen as a normal action or activity in other
schools, it is totally different when viewed in the context of the hosting school
and its special circumstances. These roles were not usual before the
introduction of tablets, or even in other parts of the same lesson with the same
teacher and pupils before tablets were used. The teacher began the lesson
as she usually did, standing in front of the class and telling pupils where to sit
and with whom, what to do and how. However, rather than waiting passively

for the teacher to teach them in the way she normally did every day, the
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children became active participants in the lesson. Tablet use not only enabled
them to innovate and to try out their suggestions, but it also presented a
change in the division of labour, giving the pupils a leading role in supporting
their teacher to overcome the obstacles that had presented themselves. Thus,
the tablets were not used simply to deliver knowledge and content, as (Murray
and Olcese, 2011) expected, nor were they used for content production
(Johnson et al., 2012); instead, they catalysed a transformation in the
atmosphere of the learning environment, in people’s attitudes and in their
understanding of the roles and rules. A transformation could be seen in Safia's
attitude: she started the lesson with an authoritarian stance, imposing her
seating and pairing decisions, but was later open to pupils’ suggestions, giving
them a leading role in the Activity. This is consistent with Fullan's (2001)
argument that adopting new approaches to teaching can change teachers’
beliefs and attitudes. Regardless of what was traditionally viewed in the school
as noise, disorganisation and loss of classroom control, after the lesson Safia
expressed her satisfaction at having received eight suggestions from pupils in

response to the connectivity challenge.

Indeed, listening to these suggestions almost led to a solution, in the form of
reducing the number of working devices to four. Here, Safia eased her grip on
the lesson, giving pupils part of the lesson Activity and centring this part of the
lesson on the pupils, which led to them finding a reasonable solution. Only
during this part of the lesson were pupils sufficiently empowered with tablet
use to enable them to be the centre of learning activity that (Heinrich, 2012)
describes. As for the criticism discussed by Falloon (2013) that such benefits
of tablet use are of short duration, it may be true that this change did not last
long, but most importantly, it did exist as a transformational opportunity that
broke the teacher’s sole control, creating a new positive understanding within
and between the teacher and her pupils that tablet use changes not only their
roles and division of labour but also the way that they see the interaction

between them.

In addition, the pupils’ Activities and the whole learning environment were

transformed without apps being run on the tablets, which contradicts the
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assumptions of Murray and Olcese (2011), who based their criticisms of
tablets’ capabilities on the use of apps, without considering the possibility of
the kind of transformation of the Activity System that occurred in this particular
context. A similar Transformation occurred in another lesson, affecting
Ibtisam's lesson Activity. During the first part of the lesson, before tablets were
used, Ibtisam was in full control of the class and did not allow her pupils to do
anything without being told to do so. Not a single pupil moved from his/her
seat without asking for permission and those who did ask were denied
permission. At the same time, pupils’ attitudes and behaviour showed that
they wanted to start the lesson by using the tablets, but they did not directly
ask permission to do so, which shows their knowledge of the rules. However,
once tablets were used in the second part, the pupils actively moved around
without thinking about permission or rules and Ibtisam expressed her approval

of this change of rules by smiling at them.

Ibtisam’s pupils also took the lead by introducing Multi-voicedness: they
played a role in deciding how the lesson Activity proceeded, rather than
waiting for the teacher to decide then following her instructions. Having spent
17 minutes trying to solve the connectivity issue, Ibtisam showed no sign of
wanting to stop trying until the pupils raised their voices, shouting “It's not
working”. They did not ask Ibtisam to change the Activity, but their “voice” was
a key factor that led her to amend how the rest of the Activity System would
proceed. Engestrom (2000) writes, “multi-voicedness is a source of trouble
and source of innovation, demanding actions of translation and negotiation”.
However, Ibtisam did not show any anger, but listened to pupils’ views and
worked on a different path for the lesson. In other words, the multi-voicedness

of the Activity had an effect on the Division of Labour.

Finally, without being told to do so, one of the pupils innovatively raised his
tablet and used the camera to take a photo of the table of similarities and
differences that Ibtisam had drawn on the board. His action presented a
transformational opportunity that was not completely developed because it
happened after the bell had rung and Ibtisam had already asked the pupils to

put their tablets on their desks and leave the room. The boy’s mind was open
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to thinking beyond the limitations of the lesson topic and the routine of copying
what the teacher wrote on the board. He thought of exploiting the tablet’s
features in a way that worked perfectly in the context of that lesson, which
adds to the observation that there are things going on behind the tablet screen
(Falloon, 2014), as many different transformations can happen beyond using
tablet devices in classrooms. Again, the transformation mentioned above
might sound usual, since it has become normal in schools in other countries
and even in city schools in Oman for teachers to plan tasks that encourage
pupils to move around the classroom, but this was emphatically not the case
in the hosting school, due to the reality of its context, circumstances and

environmental factors.
6.4 Factors mediating tablet use in the classroom

This section discusses three broad factors which were found to have an
important impact on the use of tablets in the classroom, in the belief that
optimising them would make the use of tablets of a better experience for both
teachers and their pupils. More specifically, it considers in turn the effects of
location, the experience and professional development of the teachers and

internet access.
6.4.1 Location

The school’s geographical location was found to affect the introduction of
tablets by influencing teachers’ planning for their use in the classroom.
Implementing such a project in a school in the centre of a city would not have
been the same as doing so in this case, because the school was located in a
mountain village, a location which impacted not only the quality of the facilities
provided but also access to the school building and the turnover of teaching
staff. Gudmundsdottir (2010) investigated the inequality of access to digital
technology resources known as the “digital divide” between schools in urban
and rural areas, and found that it had a negative impact on the technological
competence of pupils in rural settings. The present study found that on the

contrary, the school in question was the first to receive support from the
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Ministry of Education for a project to introduce tablets for classroom use,
regardless of being in a remote mountainous area of Oman. Despite the
challenges of location, a centralised educational system and the number of
hierarchical levels through which a letter of request might have to pass, the
school administration’s belief in the project and determination to bring it to
reality overcame the challenge of lobbying the MOE to obtain exclusive
support for it. These efforts were not in vain, as the ministry supplied 15 tablets

directly to the school.

However, there remained the issue of access to the school building. Previous
studies have investigated the internal and external environments of schools.
Lu and Overbaugh (2009) explored internal environmental factors and their
relation to the use of technology. The location of the school has also been
found to affect aspects other than those we initially considered. Various
studies have looked into modes of transport and the distances pupils travel to
school and have found both distance and location to affect pupils’ safety and
their choice of travel modes, depending on the school’s location (Schlossberg
et al.,, 2006; McDonald, 2008; Ewing et al., 2004). In rural areas, school
location also has an impact on motivation for homework and achievement (Xu,
2009). This study found that the geographical location of the school made
access difficult, so that it could not be guaranteed that pupils or staff would be
able to come to school or return home during heavy rainfall, which disturbed
the process of implementing the tablet project. Three of the five teachers
participating in the tablet project did not live in the village itself, to which access
was not easy during rain, as floods might block the main road to the village,
which was still under construction. Rain and floods are more likely in

mountainous areas than in other parts of Oman (Kwarteng et al., 2009).
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“l am worried about rain these days as you can see. The school was

closed for three days due to rain.” (Mariam, interview Y)
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The school’s location thus influenced teachers’ and pupils’ access, which in
turn impacted the introduction of tablets and their use in the classroom.
Teachers’ plans to use tablets were found to have been disturbed by the
uncertainty of the timetable, as there were situations when they were not sure
whether they would be able to reach the school or if they did, whether the
pupils might not come or might be dismissed early. Thus, even the forecast of
heavy rain made teachers unable to plan the progress of their work with
certainty, which they needed to do if they were to use tablets. Tablet-mediated
lessons needed to be decided well in advance, as teachers need to prepare
differently for lessons with tablets when compared with their usual lessons
(Frey et al., 2013). Planning and preparing for a tablet lesson requires effort,
time, materials development and research resources (Young, 2016). After
deciding on the lesson, teachers must prepare digital materials as well as the
devices themselves. Therefore, uncertainty regarding access to the school
tended to make teachers avoid starting their preparations. This is a complex
process, during which teachers may struggle to make sense of tablets and the
selected software and then to restructure their lessons (Ruggiero and Mong,
2015) to serve learners’ needs and to achieve the learning aims that were set

before the introduction of the devices.

The school’s location also had a negative effect on internet connectivity, as
will be explained in Section 6.2.3, after consideration of the effects of teacher-

related factors.
6.4.2 Teachers’ experience and professional development

Teachers’ experience made a difference to their reactions to the introduction
of tablets. In reflecting on the first concrete practice, teachers bring to this their
technological competence and previous experience (Abbott, 2016).
Therefore, the three teachers varied in their reactions to the first stage of tablet
introduction. For Khawla, who had twelve years of teaching experience but
limited experience of digital technology, using tablets was a change of tool but
not a change in teaching strategies. She saw tablets as an electronic

replacement for the textbooks from which her pupils read. Montrieux et al.
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(2014) suggest two reasons for teachers not changing their practices in
response to the introduction of such devices, which are the workload and the
lack of digital materials. However, Khawla did not mention either of these

factors, but instead put emphasis on the inadequate training provision.

Teachers’ experience and tablet introduction were found to affect each other
and both sides of this two-way relationship were found to vary from one
teacher to another, as each individual perceived the tablets and their use in
her own way. The three teachers thus reacted differently to the process of
tablet introduction, which resulted in different accounts emerging. Khawla had
twelve years of teaching experience before beginning to use tablets in her
classroom, whereas Ibtisam and Safia did so during their first year of teaching.
All of them used only Microsoft Office applications on the tablets for the first
few months, but the three teachers reacted differently to this experience and
it emerged that each had gone through various stages of learning by
experience. Their experiences were found to play a role in deciding how they
viewed the advantages and disadvantages of using tablets. Although
Khawla’s use of tablets in class was limited to their simple function as an
electronic version of the textbook, she was still afraid of the potential and
unknown disadvantages, stating in interview that “we don’t know the
disadvantages”. Ibtisam and Safia, by contrast, being newly qualified
teachers, appeared to consider only the advantages of this new technology.
This is consistent with the findings of Burden et al. (2012) on experimental
learning and on how teachers learn through their experience of using tablets
in class. Kolb and Kolb (2009) explain that people go through a four-stage
cycle of experimental learning, beginning with concrete experience, after
which they reflect on their practices. This reflection leads to the formation of
concepts which guide the third stage of active experimentation, as a result of
which a newly reshaped concrete experience emerges. Figure 6 depicts this
cycle of experimental learning, adapted to the situation of teachers
participating in the tablet project. During the first stage of experimental
learning, people deal with the situation as a concrete reality, rather than from

the perspective of what they think it should be.
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1. Tablets in the
classroom

4. Experimental 2. Teachers reflect on

changes made classroom practices

3. Teachers
conceptualise & voice
their requirements

Figure 6: Experimental learning cycle (adapted from (Kolb and Kolb,
2009)

On the other hand, the tablet project offered the new teachers another
exploratory chance to building on their experience. During my first round of
observations, both Safia and Ibtisam used PowerPoint and Word and both
enjoyed this first experience, despite admitting that there were aspects that
were in need of improvement. However, after the lessons they gave a month
later, it was evident that neither of these young teachers was content with
using only Microsoft Office, as both expressed the need for connection to the
internet, which would open new doors of tablets use for them (Beauchamp et
al.,, 2015). Safia and Ibtisam were recent graduates who were constructing
their experiences by reflecting on their own practices and by observing each
other. As they followed the stages of the learning cycle depicted in Figure 6,
they made demands for support that would help them to modify their teaching
practices and to bring new experiences to their learners. They repeatedly

asked the head teacher for an internet connection to be provided.
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In addition, the teachers needed to have at least minimum competence in
using the tablets but lacked the requisite knowledge, as they had receive no
proper training on using digital technology in the classroom. Such training is
necessary for teachers, especially those who have limited knowledge and
skills in using tablets (Beauchamp and Hillier, 2014). In fact, at the beginning
of the implementation, the teachers themselves also appeared to be deceived
by the false notion that tablets are simple to use and training is not necessary.
This failure to take the need for training seriously appears to have been at
least partially responsible for the inadequate quantity and quality of the
training given to the teachers before the project began to be implemented.
Some have argued that teachers’ competence in using digital devices is not
enough by itself if they do not know how to use their knowledge to help their
pupils to learn (Ertmer and Ottenbreit-Leftwich, 2010). Teachers must also
know how to use tablets; Ertmer and Ottenbreit-Leftwich (2010) explain that
teachers need a certain body of knowledge about technology in order to
successfully identify which technology to use to support a given teaching goal
and to decide how that technology will be used to help pupils achieve the
learning goals and demonstrate their learning. The three teachers
participating in the present study did appear to recognise the reality of their
limited knowledge, Ibtisam and Safia as novice teachers and Khawla as one
with limited knowledge of technology use; therefore they all not only chose to
work closely with the ICT teacher, Mariam, in preparing their lessons and
setting up the devices accordingly, but also asked her to be present with them
in the first two lessons that | observed. The four women provided mutual

support for each other in planning and implementing the lessons with tablets.

Ibtisam, Safia and Khawla all lacked confidence to some extent, due to their
limited knowledge and experience of digital technology in teaching, leading
them to limit their use of software to Microsoft apps. This was a temporary
situation, however, which affected phases one and two of my observations but
not phase three and which enabled them gain the minimum knowledge and
confidence required to use the tablets with their pupils. In another example of

early stage experimental learning, the teachers not only limited their use of
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software to that which was supplied with the tablets, but even failed to modify
the hardware configuration, continuing to present the tablets to their pupils
with keyboards attached, despite the deleterious effects on viewing angle and
portability. Thus, throughout phases one and two, all of the teachers continued
to use only Microsoft Office programs and did not detach the keyboards. They
were not confident enough to introduce any changes to the appearance or the

content of the tablets, but simply kept using them as they were.

Training is about differences between using tablets for personal use compared
to using them as pedagogical tools (Beauchamp and Hillier, 2014). In
interview, the head teacher tried to defend the administration’s position by
referring to a training workshop on Quiz Creator that had been offered. This
claim raises two issues: first, both pupils and teachers mentioned the Quiz
Creator program to me, which indicates that they had already used it on
computers, prompting the question of why it had not been run on tablets during
the workshop, if it can be run on them, especially given that the school had
taken delivery of the tablets three months earlier. This would have given
teachers a chance to learn and discuss the use of the software on the devices
they would be using in the classroom. Learning about using an app on a
computer and then trying to run it on tablets during lessons would be likely to
be subject to similar challenges to those affecting the use of Microsoft Office.
Secondly, there is an organisational issue when teachers cannot attend
training due to having lessons at the time of the workshop. The head teacher’s
role in organising the project and in following it up is discussed in Section
6.4.1.

Teachers who are offered insufficient training before being required to use
technology in the classroom will find their confidence reduced in general, let
alone their confidence in what they can do with the devices. The lack of
training at which Khawla expressed her disappointment must have damaged
her confidence, as she refused to start the lessons | was to observe without
the presence of another participating teacher. Although this was unusual in a
teacher with twelve years of experience, at least in the Omani context where

only one primary teacher normally teaches a given subject to a class,
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Khawla'’s reaction was entirely consistent with the findings of previous studies
that a lack of proper training makes teachers afraid to consider using tablets
in the classroom (Erbes et al., 2017). In addition, having described
conventional books as indispensable, even if the lessons were all downloaded
onto tablets, Khawla was the only one of the three teachers who used tablets
as electronic replacements for books. Inadequate training and the consequent
lack of confidence prevented Khawla from imagining more creative ways of
using tablets. She just wanted to engage in the acceptable minimum of tablet
use in a way that would please the head teacher, who held the view, shared
by many parents, that the value of tablets in school was simply to replace

paper textbooks.

Involving other teachers in a lesson is not common in Omani schools, where
one teacher is usually in charge of the whole lesson. However, as none of the
three teachers was confident about using the tablets, fearing that technical
problems might interrupt their lessons, they tended to work as a teaching team
in every lesson and involved Mariam whenever she was available. This
arrangement was repeated in five of the lessons | observed and when another
member of the team was not present this was because she was unable to do
so because of her own teaching timetable. The additional teachers were
supposed to attend only to give support when needed with tablet use, but their
presence was taken as integral to the lesson. This may well be acceptable in
certain contexts, but it not usual in Omani schools, especially given that the
three teachers each taught a different subject. Teachers do exchange lesson
observations with each other and this is understood to form part of their
professional development, but even this is mostly done by teachers of the
same subject. In this case, the three teachers were trying their best to find
ways of using tablets in their classes. Teachers need to learn from each other
about using technology in the classroom (Younie and Leask, 2013;
Beauchamp and Hillier, 2014). However, exchanging classroom visits here
went beyond a visiting teacher observing another teacher to learn from her.

This can be seen to have led to the teachers becoming unduly dependant on
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each other, as illustrated by Khawla’s refusal to use the tablets in a lesson

which she knew that Mariam was not free to attend.

6.4.3 Internet access

The school’s location, in addition to the consequences discussed in Section
6.2.1, also determined its access to the internet, which impacted in turn on
how tablets were used. First, the school was not served by a fibre-optic
internet cable, which obliged it to depend on daily 3G subscription bundles
that provided limited downloads. Without internet access between October
2015 and March 2016, the teachers could use only the pre-installed Microsoft
apps in their lessons. During these months they therefore repeatedly
requested internet access, which they saw as a means of loading the tablets
with materials. Being able to access the internet in a classroom equipped with
tablets also allows teachers to deliver lessons which take advantage of
mobility and connectivity at the same time (Khalid et al., 2013). Other studies
have found that tablets provide wider access to knowledge and resources, as
many teachers have noted that their internet use has increased after
integrating iPads into their teaching practice (Burden et al., 2012).
Researchers also report that tablets are difficult to use in a classroom without
internet access, because apps designed for such mobile devices are normally
downloaded from the internet (Neumann, 2014). During the lessons that |
observed them giving in phase three, Ibtisam and Safia were planning to use
the internet but were prevented from completely implementing their lesson
plans by an unstable internet connection, which was inadequate for
downloading software. Thus, Mariam said that while apps were central to the
teachers’ plans, the available internet connection was not good enough. This
explains the teachers’ instructions to pupils to search directly for information

using Google and YouTube, rather than planning to run downloaded apps.

Once connectivity was provided, however, Safia and Mariam decided to let
the pupils use the internet in lessons regardless of the precautions needed.
Children who have access to the internet in class are in danger of being

distracted from the lesson and teachers have expressed worries about pupils
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being disturbed by social media (Clarke and Svanaes, 2014). Although both
Safia and Ibtisam expressed this concern about the use of the internet in their
classes, it occurred during one of the two observed lessons, when a pair of
pupils were found to be searching for motor racing. Excitement at the
introduction of tablets can arouse enthusiasm and enjoyment for learners (Al,
2013). Other studies have looked into pupils having their own tablets and the
influence that this may have on their use of tablets in the classroom (Burden
et al.,, 2012). However, from the teachers’ perspective, having tablets for
personal use is different from using them for teaching purposes, which is
about preparing teaching materials and engaging twenty or more pupils in one
learning activity. A study by Mouza and Barrett-Greenly (2015) found that
when teachers were given iPads to use in their classes, they did not know how
to establish a user account, nor were they able to check connectivity or
download apps for teaching purposes. This made them rely on the continuous
support of others, including the learners. Similar findings are reported by
Erbes et al. (2017), who state that educators in their study depended heavily
on the experience of undergraduate students to set up and use tablets in the

classroom.

In addition, Safia and Ibtisam jumped into using the internet in classes without
first seeking to minimise a danger raised as a source of concern during the
parents’ focus group discussion, where one mother wanted to be sure that the
pupils would not “download unacceptable videos or photos”. This fear is
justified by an Australian study which revealed that in 33 of 106 responses
given by 57 primary pupils, “sexually explicit images” were identified as a
danger on the internet (Ey and Glenn Cupit, 2011). Although the Australian
study sees this as positive sign that children understand such images to be
dangerous, the Omani parents in the present study would have liked to be
able to eliminate altogether the danger of the children seeing anything of this
kind; one parent argued that “there should be limitations to downloading on
the devices”. However, in classroom practice, Ibtisam asked pupils to search
the Web for pictures using keywords without first trying these herself to see

what pictures the pupils might find. Changing from the simple reading and
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writing of Word and PowerPoint files to accessing the internet shows that
teachers were thinking about tablet-mediated teaching and trying to improve
upon their practices because they wanted their pupils to have a better
experience by using tablets. However, they constantly faced the problem of

not being able to achieve their ideas with tablets.

It is important to note that the delay in internet provision for the tablet project
occurred despite the efforts and intentions of the school administration, which
considered it a priority and arranged with the Ministry of Education to provide
access via three 3G Wi-Fi modems which it supplied to the school especially

for the project.
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Had it happened, it would have been an excellent
turn in the project, as it would make things much
easier for teachers and their pupils.”

(Head teacher)

6.5 The school’s vision for tablets

The findings of this study confirm the need for clear practical vision to guide
teachers in using tablets innovatively in classrooms, which matches the
finding of Montrieux et al. (2014) on teachers’ role in implementing the
introduction of tablets into secondary education. The head teacher stopped at
providing tablets for the teachers, which shows that she did not have a
strategy for using them. Keengwe et al. (2009) argue that for change to be
effective, administrators and organisation managers need to prepare
strategies that go beyond providing technological equipment, whether

hardware or software, as they also need to plan staff training for effective use
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of digital devices in the classroom. The tablet introduction project was not
simply a matter of providing tablets and apps, but needed to include guidance
on their use and a methodology to be adopted with these devices. Teachers
needed guidance, training and technical support as well as software and
hardware. Providing tablets appeared to be less difficult than using them in a
school located in a mountain village with limited internet connectivity. Here,
the teachers’ role was manifest in responding to the situation and shaping the
implementation (Hattie, 2003; Ertmer, 2005). However, from an institutional
perspective, teachers must not simply be responsive to situations in which
they find themselves. The introduction of tablets requires good planning so
that not only the teachers but all of the personnel involved know their roles in
advance, negotiate their expectations and are involved in evaluating the
project’s outcomes. Here, while working on providing devices or even before
this, the head teacher needs to start by devising an organising vision that
provides legitimation to what people are doing (Swanson and Ramiller, 1997).
For example, when teachers were ready to use the internet in the classroom
with their pupils, they needed to have legitimate support in doing this as well
as guidance on how it should be done. The following subsection discusses in

detail the school’s organising vision, whose structure is illustrated in Figure 7.
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Figure 7: The organising vision for the tablet project
Organising vision

One of the basic functions of an organising vision is to interpret the themes
that are associated with the innovation, as the meanings that they carry might
not be easily understood and some might be seen as ambiguous (Swanson
and Ramiller, 1997). In this case, the reason for introducing tablets into the
classroom was not clear at the outset to the teachers who were to use them
with their pupils. The head teacher saw the purpose of the project as keeping
abreast of educational technology, whereas the parents appeared to think that
it was simply intended to replace paper textbooks and thus to reduce the
weight of the pupils’ school bags. As to the teachers, when they received the
tablets they had to find their own purpose for using this new tool that had
become available for them to make use of however they could and whether or
not they could see a value in doing so, because they were part of a school
project on using tablets in the classroom. They were not informed of the school
administration’s vision behind the project and each teacher had to identify her
own purpose for using tablets. One of the reasons for the unsuccessful

implementation of previous initiatives to introduce new technology has been a
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failure to specify the purpose of its adoption, causing users to see it as

supplementary and not essential (Norris et al., 2012).

In addition, the teachers in the case study found themselves having been
provided with tablets on which no educational apps had been installed and
realised that they had to deal with this situation either by finding a solution
themselves or by waiting until they were provided with the resources they
needed to solve the problem. They chose to adopt the simple and practical
solution of using the familiar and available Microsoft Office apps. This decision
not only got them started with using tablets in their classes but also saved
them waiting time, as the situation of not having an internet connection

continued for four months.

The project of introducing tablets into the classroom was initiated as the
fulfilment of an idea from within the school, not imposed from outside. The
head teacher said: “Every idea starts with a dream and insha’Allah we will get
to the end ... a balanced end.” However, when | asked her about the origin of
the plan, she replied that “the plan comes from the ministry for all subjects and
at the beginning of the school year. Instructions come for each subject with a
time frame and we are supposed to follow it.” The head teacher had a general
idea, but no clear or written plan for implementing the tablet project. The idea
was not only to introduce tablets, as it originated four years before their
introduction. When institutions decide to adopt a technological innovation,
they must generate expectations for the future in order to reduce the
uncertainty that might be felt, along with planning, decisions and actions
(Clark, 1986). The original idea was to equip a room in the school to provide
access to interactive educational technology at its best. The provision of
tablets appears to have been a logical continuation of that project and to the
credit of the school administration, this was a unique step. The head teacher
was the focal point of the project that led to the introduction of tablets. Her role

and responsibilities, as well as those of other agents, are discussed next.
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6.6 Roles and responsibilities

It was important for the administration to ensure clarity in the different roles
and the division of labour within the tablet introduction project. An essential
aspect of the vision was to prescribe the roles and responsibilities of all
participants. The head teacher limited her own role to providing facilities and
overseeing the project. Her understanding of the leadership role was providing
the necessary infrastructure for the teachers while leaving the rest to them.
However, Whitaker (1993); (Ghavifekr and Hussin, 2011) assert that when
implementing change in classrooms the school leadership should work with
certain starting points that require management abilities. One is creating
sources of ideas to help and guide teachers in the classroom, making
available to them various ways of using newly introduced devices that involve
the use of their imagination. Another is creating a source of funding to meet
their requirements, such as the purchase of apps and the provision of training.
In relation to the management abilities identified by Whitaker (Whitaker, 1993;
Ghavifekr and Hussin, 2011) this study finds that the school administration
needed to take care of three areas in particular when implementing the tablet
project: planning the project, the selection and preparation of the participating

teachers and the involvement of the pupils’ parents.
6.6.1 Planning the project

Planning for the tablet project started with the identification of its aims and the
procedures to be followed to achieve them. Teachers, as the key agents who
would be putting any plan into practice, needed to be part of the plan. Planning
the process of introducing tablets covered three areas in addition to providing
the devices themselves: the selection and preparation of teachers, the policy
on tablet use and the evaluation of the project’'s implementation. Planning a
project starts with an analysis of the institution’s current situation to identify
any relevant anticipated future developments (Ghavifekr and Hussin, 2011).
In addition, Wedell (2009) calls for the planning of educational change to start
with peoples’ reality, which can be done simply by speaking to the teachers

concerned and observing them closely in real situations to determine what
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their needs are in respect of the proposed change. The head teacher in this
case refused to accept that using tablets would require extra effort in lesson
preparation, arguing that whatever the equipment or materials used, it is part
of each teacher’s duty to research the available resources while preparing for
a lesson. She rejected teachers’ complaints while asserting that the steps
needed for the success of the project included changing teachers’ beliefs and
culture. This reference to the desirability of attitudinal change is consistent
with calls in the literature to modify people’s beliefs so that they will be more
likely to accept the change that is being introduced (Zeng 2005 quoted in
Wedell, 2009 p22). However, identifying the needs of teachers remains an
essential step and must be followed with an action plan which will result in
their practices and culture changing appropriately. The head teacher in this
case could not achieve the aims of the project by simply imposing her own
ideas on the other actors. A change leader should communicate his or her
ideas by encouraging the people involved to speak and listening openly to
them in order to properly understand their views and needs (Whitaker, 1993).
Further, while implementing change the leader must show tolerance of
teachers’ mistakes and keep them updated in various ways (Ghavifekr and
Hussin, 2011).

A successful change plan must be flexible and responsive to unexpected
contingencies. The administrators of the change must make decisions and
take action immediately when needed to put the plan into practice. For
example, the programme leader must to be able to organise demands and
take hold of difficult situations (Whitaker, 1993) by stepping to the front, ready
to take quick decisions according to the situation. There were signs that the
tablet project needed major decisions to be taken, but Mariam, as project
manager, was not able and did not have the authority to take such decisions.
For example, she would have preferred to change the participant teachers,
claiming that there were others in the school who had better attitudes and
would show greater initiative in delivering what the project required.
Appointing the ICT teacher as project manager did not guarantee that the

intended change would take place, since a project manager will tend to view
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the project as it is on the ground, not in people’s minds. Crawford and Nahmias
(2010) argue that a project manager and programme manager are different
from a change manager and might not have the all competences required to
promote the change they are leading or to perform all of the activities required
for the change. It is also notable that the head teacher spoke about changing
only the teachers’ beliefs, whereas Zeng (2005) includes others involved such

as leaders, pupils and their parents.

A robust implementation plan should contain elements of continuous
evaluation and performance indicators to measure the progress achieved in
the project. Change leaders should indeed evaluate their own work as well as
that of others and take whatever actions are necessary to keep working
towards their goals (Ertmer and Ottenbreit-Leftwich, 2010). They need to
compare the outcomes achieved to the original goals (Crawford and Nahmias,
2010). The head teacher in the case study assumed that half of the aims had
been achieved, but when | asked her specifically what had been achieved and
what remained to be done, she was not able to give a clear response to either
part of this question. In fact, the head teacher’s actions show her to have had
a weak understanding of her own supervisory role, as she appeared to keep
herself at a distance from the project rather than following its progress
carefully. This was shown by her response when asked about what she had
noticed: she mentioned observations of pupils using computers but not
tablets, which indicates that she had not personally observed any lessons in

which the pupils actually used tablets.
6.6.2 Teachers’ selection and preparation

The criteria for selecting teachers to participate in the tablet project impacted
their competences and the ways in which they approached the use of tablets
in the classroom. The head teacher’s decision to base the selection of
participating teachers on the proximity of their homes to the school premises
affected the use of tablets in the classroom. This inappropriate criterion meant
that teachers were selected who had no interest in technology, lacked

technological skills and had little teaching experience, all of which Buabeng-
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Andoh (2012) describes as barriers to technology use in classrooms. Although
the two young, recently graduated teachers were using only Microsoft Office
programs which are commonly used by teachers and their pupils, they
nonetheless required continuous support from the ICT teacher. The three
teachers did not volunteer to participate in the project but were selected by
the head teacher, who said that their selection depended entirely on them
living close to the school. She justified this as necessary for the sustainability
of the project, but it could be objected that in its initial period, the project
needed above all to be staffed by people who would take it forward with
enthusiasm. It was on this basis that Mariam, who had been appointed to
manage the project, was unhappy with the choice of teachers, complaining
that those involved in the project showed too little initiative and depended on
her telling them what to do, thus adding to her workload and the weight of her
responsibility. Fullan (2006) calls upon leaders to balance their long- and
short-term goals in order to ensure the sustainability of their projects. The
head teacher faced the problem of a rapid turnover of staff, with teachers
being transferred each year, which made her prioritise the project’s long-term
success. She assumed that selecting and training teachers who lived in the
same village as the school would guarantee the availability of staff trained and

experienced in the use of tablets for the coming years.

However, not only did this inappropriate selection criterion compromise the
short-term success of the project, but it did not appear to serve its
sustainability either, given that Mariam, as project manager, declared that she
was planning to replace the teachers with whom she was unhappy the
following year, because their failure to show sufficient initiative meant that the
project “doesn’t work this way”. According to her, it should not in fact have
been necessary for the project’s long-term goals to be inconsistent with its
immediate success, since there were teachers at the school who lived in the

village and whom she considered to have “better experience and attitude”.

The study found that during the process of introducing tablets the three subject
teachers faced challenges that they were not prepared for. One reason for this

was that they did not recognise the tablets as new tools with their own
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features. The first step that the teachers should have taken was to learn
everything they could about the operating system of the devices (Mang and
Wardley, 2012). Their failure to do this and to acknowledge the particular
features of the tablets meant that their preparation was less effective and that
they did not predict avoidable challenges such as time lost in opening the
lesson file. Despite using universally familiar software such as Word and
PowerPoint, they still faced the challenges arising from the fact that these
programs do not run identically on tablets and on larger computers. Having
prepared or downloaded materials for every tablet before the lesson began, it
was also important for the teachers to try out the prepared lesson on the
tablets to anticipate how pupils would cope with using unfamiliar features such
as the touch screen and how the much smaller screens would affect their

usability.

Teachers depended on their imagined scenarios of how the tablets were to be
used in the classroom, as Safia explained: “It is only imagination and when |
came to implement it | didn’t know whether I'd find answers to my questions
or not, but | didn’'t search the internet.” The teachers’ preparation was not
based on the reality of the classroom, which put them in difficult situations and
made them lose time in class. This confirms that teachers discover challenges
when they are already in a situation, such as losing control of the class as
pupils play games instead of doing the allotted task, which is more likely to

happen if the teacher has not prepared the lesson well (Isci and Demir, 2015).

The teachers lacked confidence in the successful use of tablets because they
had not received adequate training. Training is an essential determinant of the
success or failure of any technology project and it is important for all
stakeholders to be involved (Keengwe et al., 2009). In the present case, the
teachers complained that they had not had the training they required. They
cannot be blamed for their lack of knowledge and awareness regarding tablet
use, because teachers can reasonably expect to be given the necessary
preparation to use any new devices introduced into the teaching context
(Keengwe et al., 2009). Two of the teachers selected to staff the project were

in their first year of teaching, so they had no prior teaching experience and
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had not lived through the development of the project itself, while the third
teacher had more than ten years of teaching experience but had little
experience of or competence in technology use. Erbes et al. (2017) found that
teachers were able to switch from PowerPoint to a more suitable app
suggested by their pupils only because of the training they had received, along

with support from the pupils themselves.

The three teachers’ requirement for continuous technical support meant that
the introduction of tablets was not as simple as it appeared at first. This led
the subject teachers to rely too heavily on Mariam’s experience of using
technology in teaching to help them to plan their lessons, as she was involved
in leading the project. Mang and Wardley (2012) recommend working closely
with ICT specialists within the institution, but these teachers appeared to be
merely acting upon Mariam’s suggestions rather than thinking collaboratively
about the implementation process. Although they were happy and enthusiastic
about using tablets in their lesson, they seemed to have no clear grasp of the
requirements for doing so. In addition, Mariam was unhappy at being
overloaded with the project work on top of her usual teaching requirements,
especially as she saw the subject teachers as passively awaiting her
suggestions instead of contributing by producing their own suggestions as to
how to go about their own lessons. They did not appear to think about what
was needed to use the tablets effectively and what might come with the tablets
into the classroom. The root of this shortcoming was the attitude of the school
administration, which confirmed the assumption that the teachers would be
able to use tablets in their lessons without guidance on how to do so
("Catching on at last" 2013 cited in Smith and Santori, 2015).

This study confirms the role of leadership, in this case the school
administration, in ensuring the effective provision of professional development
programmes (Psiropoulos et al., 2016). The school administration needed to
be specific when asking for training programmes. Using the words ‘training’
and ‘professional development programmes’ did not help the staff of the
education office to respond to the school’s needs. In a letter to the MOE before

the project began, the head teacher specified what she wanted in terms of
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hardware, asking for ten tablets, but she failed to specify the support that the
school needed in training the teachers involved. A review of the literature
indicates that failure to deliver the necessary training has been the most
frequent challenge cited in published studies (Hu et al., 2003; Erbes et al.,
2017; Beauchamp et al., 2015). In addition to providing the required devices,
the authorities must ensure that the people involved in the implementation
process have access to a suitable development programme as well as
resources on best practices for utilising the technology in question (Keengwe
et al., 2009). When the project was underway, the head teacher wrote to the
regional education office asking for support but did not specify the nature of
the support required. In interview for this study, she spoke of a plan for
teachers’ professional development and referred to the week at the beginning
of every semester which is available to the school for professional
development, complaining that this time was insufficient to accommodate all
of the school’s training requirements, which included many topics other than
technology. It would indeed appear reasonable to claim that a week would not
be long enough to train all teachers on every aspect of technology use, but it
is not clear that sufficient time could not be found within this period to train a
small number of teachers on specific tablet apps to be used in teaching grade

four pupils.

The head teacher made a related claim in interview: that her teachers feared
technology and that it was her responsibility to change this negative attitude.
However, their own interview responses indicate that the teachers were not
afraid of the tablets but were simply not confident about using them without
the appropriate training, without suitable apps and without a reliable internet
connection. Mang and Wardley (2012) argue that teachers should first decide
on the way tablets will be used in class, then need to make sure that their use
represents not an additional activity but an integral part of the lesson. They
suggest that this should be done by talking to learners about the use of tablets
and explaining the benefits. The teachers in the present study were not in a
position to adopt this sound advice, being uncertain themselves of the true

purpose of using tablets because they were given inadequate guidance on
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this. For example, in the early stages of the study, the teachers stated the
belief that tablets would help them to save time, but they later complained that
they did not have time to use them. If such devices are used in class with no
clear purpose, they will tend to become a distraction and a cause of time loss
rather than saving (Ali, 2013). On the other hand, changing from a reliance on
Microsoft Office files to using the internet shows that teachers were thinking
about their teaching with tablets, that they were not satisfied with what they
were doing and that they wanted their pupils to have the best possible
experience with the tablets. This is consistent with the argument that teachers
need to be motivated and inspired to set their own goals, as well as to be
provided with sensible challenges that will allow them to recognise their own
achievements (Whitaker, 1993).

To overcome their lack of confidence when using tablets, the teachers worked
together and supported each other, despite the fact that involving other
teachers in one’s lessons is not common in Oman, where a single teacher is
usually in charge of the whole lesson. The teachers worked together to set up
the classroom for lessons with tablets and there was always at least one other
teacher who attended each lesson to support the teacher responsible when
she needed help with the use of tablets. Indeed, the presence of the additional
members of staff was accepted as part of the lesson, with both or all of those
present acting as a teaching group. Acknowledging the importance of
nurturing teachers’ ideas about the technology being introduced, Palmer
(2017) suggests that this can be best achieved through the provision of
training courses, which will help them not only to welcome the new technology
and to make the most of it, but also to explore their inner selves when

innovation is introduced to a school.
6.6.3 Parents’ involvement

The role of the pupils’ parents was not aligned with the school’s initiative, as
they were not involved in the introduction process. The head had suspected
that they would object to the project and might stand in its way, which made

her decide not to inform them or involve them in any way. Her concern, though
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not justified, could be linked to the reaction of teachers and other members of
the community to the mobile phone policy in 2008 (Teachers forum, 2011).
This decision not to involve them reduced parents’ awareness of the project
and of its value. Some parents appear to have given their children a false
impression of the balance of advantages and disadvantages by sharing
alarming and unsupported rumours about the risks of using tablets, reflecting
their own fears and concerns. This is not unexpected, as many parents are
worried about the dangers of children having unregulated access to the
internet (Ey and Glenn Cupit, 2011). Since the school administration did not
explain the project to the pupils’ parents, they will have heard about it less
directly from potentially unreliable sources and may therefore have obtained
a false picture of what was actually happening at the school. A study to
evaluate tablet use in a school in Scotland found that parents were becoming
increasingly involved their use and engaged with the school in following their
children’s learning (Burden et al., 2012). In addition, parents have a role to
play in providing opportunities for their children to access digital devices,
which influences their learning (Stephen et al., 2013; Plowman et al., 2010).
Home support may vary, as not all parents have the same exposure to
technology use, especially in rural villages, and this diversity may affect
parents’ understanding of how tablets are to be used in the classroom.
Members of the parents’ focus group in the present study expressed concerns
about the content, especially about not wanting their children to be exposed

to pornography and other undesirable material.

Contrary to the head teacher’s earlier fears, those parents who participated in
this study did not in fact stand against the project, perhaps because their
inquiries and questions were welcomed. Most interestingly, they held the
shared opinion that the use of tablets could be hoped to reduce the weight of
their children’s school bags. They also agreed with the head teacher that the
introduction of tablets would bring the pupils up to date with digital technology
and that pupils needed to learn at school about the right way to use
technology, although some feared that using tablets might affect their

children’s writing skill and would result in poor handwriting. Some parents also
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described the project as incomplete and lacking coherence. However, they
supported the teachers’ position and put the blame on the MOE for introducing
the project without providing suitable training for teachers. This reflected the
prior experience of many parents in the focus group, all of whom were
themselves teachers, which had taught them that the ministry tended to
undertake projects without proper consideration of the teachers or the

curriculum.
6.7 Summary of findings

Simply providing tablets was found to be less difficult than making good use
of them in the classroom, since the project took place at a school in a
mountainous region with very limited internet connectivity. Here, the teachers’
role was manifest in responding to the situation and shaping the
implementation (Hattie, 2003; Ertmer, 2005), as they found themselves
provided with tablets on which no appropriate apps had been installed and
having to deal with this situation on their own initiative, which they did by
relying for the first few months on Word documents and PowerPoint files. As
the teachers were not familiar with this newly introduced technology, it was
natural for them to replicate the practices with which they were familiar on
laptop and desktop computers (Burden et al., 2012). A similar study in the
United Arab Emirates found that the availability of software for tablets suitable
for classroom use represented a major challenge, because most applications
are developed in English (Ali, 2013). The temporary reliance on Microsoft
Office apps in the present case provided only a partial solution, since these
are primarily designed to run on larger devices with keyboards, while apps for
tablets are intended for use with a touch-screen interface (Mdller et al., 2012).
Pupils therefore struggled to perform the tasks they were given and the
teachers responded with due tolerance and understanding of the difficulties
that pupils faced in adopting this imperfect solution to the failure to provide

suitable software.

The introduction of tablets created situations for teachers and their pupils

where they had to take decisions individually in order to overcome the
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challenges they encountered. The three subject teachers, being either
inexperienced or, in the case of Khawla, unfamiliar with digital technology,
often had to wait for support from Mariam, as project manager with
considerable experience of using educational technology in teaching, to
decide upon planning their lessons. However, rather than following the
recommendation of Mang and Wardley (2012) to work closely with in-house
ICT specialists, the teachers appeared to follow Mariam’s suggestions without
thinking about the implementation process. They appeared enthusiastic but
uninformed about using tablets in their lessons, whereas Mariam would have
preferred her colleagues to show more initiative, as this would have resulted
in a less heavy additional workload for her. The teachers also failed to reflect
adequately on the consequences of bringing tablets into the classroom,
reflected in their poor planning and illustrated during the first lesson | observed
with Ibtisam, where Safia and Mariam were present and the three teachers

discussed how to go about the lesson.

Mariam became frustrated with her colleagues’ dependence on her support
and lack of confidence and initiative, despite the training she had given them,
arguing that using tablets should not be difficult and that many of the problems
arose from the teachers’ tendency to use traditional modes of presentation.
This is consistent with reports in the literature that teachers tend to teach in
the way that they themselves were taught (Vrasidas and Glass, 2005). In
Mariam’s words, “these tablets don’t need programming or anything. The

problem is one of initiative”.

The authorities should do more than simply provide schools with tablets. In a
centralised system where training is centrally funded and managed, and
where the MOE intervened to approve the establishment of the project, it
should also meet the requirements of schools and teachers associated with
the project. In many projects elsewhere, the decision to introduce technology
into schools was taken at the initiative of senior educational management and
put into practice by a supervising body with expertise. In the present case,
there was a clear lack of overall project supervision, as the head teacher

admitted having neglected the project at certain times, despite the ICT teacher
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having brought various issues to her attention. Mariam summed this up with

the words: “I told her and she knows”.

Although the general idea for project was initiated within the school and was
not imposed by the MOE or even the regional education directorate, as is
usual for projects in a centralised educational system, it nevertheless operated
from the top down within the school, so that when it reached the teachers it
was imposed on them. None of the three teachers volunteered to participate
in the project but were selected by the head teacher, who claimed to have
based her selection on the need for participants to live close to the school.
Insisting on this one criterion left no opportunity for other school teachers to
take part in the project. To the extent that Khawla, Safia and Ibtisam were not
in other respects ideal candidates, this had the effect of increasing the
workload of Mariam, whose ICT expertise was needed to help them in
preparing and implementing their lessons. However, appointing as project
manager an ICT teacher who live locally ensured the provision of the
necessary support for the other teachers and may have been decisive in

sustaining the project.

The process of introducing tablets into primary school classrooms requires a
set of leadership skills including the ability to take a strategic vision of the
project, producing from it a concrete plan and putting it into practice in the
school. Such a plan must take account of the school’s characteristics in terms
of location, available resources and facilities. It must also be aligned with
Ministry of Education policies and should involve teachers, parents and
feedback from pupils. The success and sustainability of the project will depend
on the teachers receiving adequate and appropriate training and professional
development. Supervising the project does not mean neglecting its details and
putting all of the responsibility for delivery on others. The school leader cannot
simply appoint a project manager who is expected to exercise the supervisory
function, but must instead remain close enough to take decisions herself when

necessary.
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The head teacher in this case worked very hard to achieve her dream of
obtaining tablets for the school to use in lessons. However, her personal
ambition appeared to go no further than this, so that once the tablets had been
delivered, she made little further practical contribution and sometimes seemed
unable to respond adequately when the teachers asked her for support. It is
true that she was able to deliver financial support, such as for modems and
internet subscription, but she was not able to provide technical planning and

implementation strategies when teachers felt they needed support of this kind.
6.8 Limitations

6.8.1 Setting and sample size

The research comprised the case study of a single school with a small total
number of participants, only three of whom were subject teachers participating
in the tablet project itself, which means that the scope of the study is limited
to the specific educational and geographical circumstances of the school.
Therefore, its findings may not necessarily be more widely applicable and
cannot reliably be generalised to other schools in different geographical or

educational contexts.
6.8.2 Length of study

The data collection took place during a six-month period interrupted by a one-
month school closure for exams and the mid-year holiday. The investigation
of the tablet project’s development was limited to this data collection period.
As time is one of the factors highlighted in the study, it is important to
acknowledge that this period was so short as to reduce further the scope of

potential generalisation.
6.8.3 Administrative engagement and involvement

The data was all collected at the school level and no MOE or regional
education office personnel were involved in the study. In such a centralised

education system, what happens in schools is directly affected, although not
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fully determined, by regional and ministerial policies. However, this study did
not aim to investigate central or regional educational policies on the
introduction of tablets, but was always concerned only with what happened at
the school level, so there was no perceived need for the involvement of
regional or ministerial participants. This nevertheless restricts the study’s
capacity to offer explanations of the amount, quality and relevance of the
training given to the teachers or to address the roles of regional supervisors

and ministerial officials in providing the school with software for the tablets.

This was a study of the introduction of tablets into a school where the
administration had decided that they should be used by grade four pupils in
four subject areas. The progress of the project did not support a deep research
focus on any one particular subject within the timeframe of the study. In
addition, the main study participants were teachers of only three subjects
(maths, science and Arabic language) which are all taught through the
medium of Arabic in Omani public schools. This restricts the scope of the
findings to contexts where Arabic is used as the teaching medium and the
scarcity of educational apps in Arabic (Ali, 2013) further limits the ability to
generalise these findings.

Finally, the study was conducted at a school within a centralised education
system where schools and their leaders have very little freedom to take
decisions on the planning and implementation of projects; therefore, the
findings cannot be generalised to schools in other systems where there is
more freedom for those most immediately involved in such initiatives to make

choices and influential decisions.

6.9 Contributions

6.9.1 Contribution to the research field

This study has contributed to the research field by identifying a transformation
of the classroom environment that occurred when tablets were introduced in
a very uncommon context. The transformations that occurred and the

transformation opportunities that arose are specific to this particular context
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and might not be applicable to other contexts. Although the uptake of tablets
in schools continues to expand and their use is viewed as a normal classroom
activity in many schools, the tablet introduction project studied here needs to
be viewed in the context of all of the circumstances surrounding it. Therefore,
transformation is linked to its context, so that what might be seen as a normal
activity in the context of one school may be seen as a transformation of the

Activity System in another school context.

Another contribution arises from the use of activity theory. This helped to
acknowledge and highlight the complexity of the school and community
context, and so identify an expansive transformation of the classroom Activity
System. This occurred despite challenges to the tablet introduction process
and the use of activity theory made it possible to identify the value of
introducing tablets to the classroom. Thus, with the help of the lens of activity
theory, the transformations were clarified, whereas without it they might not

be easily noticed or identified.

This study has contributed to widening the understanding of the introduction
of tablets into a school, seeing it not as an isolated set of actions that happen
in classrooms, but as an Activity System that constitutes an ongoing process.
It is not only about teachers and their pupils using tablets in classes, because
this process brings about changes to the school that require a vision and
involve agents such as the head teacher, parents, regional and ministerial
officials. Without the coordinated actions and cooperation of these agents,
tablets would become an extra burden for teachers in the classroom. The
school leadership plays a vital facilitating role in liaising efforts to make the

induction process as smooth as possible.

This study also establishes a link between the progress of the tablet project
and the school’s geographical location, which partially determines the facilities
required to enable teachers to use tablets in the classroom. The teachers’
planning and use of tablets in their lessons was disturbed by factors related
to the school’s geographical environment. Implementing such a project in a

city centre school would have been quite different from doing so at this school,
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whose location in a mountain village affected not only the quality of the
facilities provided but also access to the school building as well as the turnover

of the teaching staff.

Using tablets in a classroom is not as easy as using one individually for
personal purposes. Many contextual factors such as the school’s location,
time, internet connection and classroom set-up make the experience very
different. In addition, engaging around twenty pupils in using tablets in a
classroom activity requires teachers to be prepared to ensure that that the
pupils will be working on their own on individual screens. Using PowerPoint
on a smartboard will keep the pupils’ attention focused on the front of the room
and thus on the teacher, whereas when using tablets, they will tend to stop
paying attention to the teacher as they turn their gaze to their tablet screens,

as the pupils did in this study, even when PowerPoint was used.
6.9.2 Contribution to education in Oman

A vision for the introduction of tablets into the classroom is required before
supplying the devices. The MOE provided the school with tablets but the
teachers were not given the means to use them or reasons for doing so. The
teachers are thus not to be blamed for depending on others during the process
of introducing tablets. The MOE should have been more closely involved in
the tablet project, as the education system is managed centrally. The ministry
cannot discharge its responsibility merely by providing schools with tablets. In
a system of centralised management where the ministry’s approval is required
for the establishment of projects, it should provide schools and teachers with
whatever is required for their successful implementation, such as training
which is centrally funded and managed. In addition, this was one of the first
schools in Oman to introduce tablets into classrooms with the direct support
of the MOE. Therefore, since parents and the head teacher perceived the
value of tablets to lie in solving the problem of heavy bags by replacing paper
textbooks, this brings a change to the classroom which requires support in
implementation as well as in evaluation. In many projects where the decision

to introduce technology into schools was based on an idea originating at
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senior educational management level, there was a supervising body with

expertise.

On the other hand, at school level the circle of involvement in planning the
introduction of tablets was too narrowly focused around the school
administration and needed to be expanded. The fact that this was a school
project should not be taken to mean that parents had no valid role to play.
Parents who are aware of such school initiatives are likely to support it, while

if they are ignored their participation will be negative.

Teachers also need to be involved in planning the introduction of tablets and
school administrations need to discuss their plans with teachers before putting
them into practice. Thinking of project sustainability requires the involvement
of more teachers and providing them with training on tablets will prepare them

to use tablets whenever there is a chance.
6.10 Implications

Beyond simply approving schools’ ideas for using tablets in the classroom, the
MOE should work with schools and the community on developing a vision for
tablet use that will guide schools when planning the introduction of tablets.
This vision should create coherence between what different schools do and

allow the cascading of experience from one to another.
6.10.1 Implications for teachers

There are two implications for teachers. First, one of the major factors
affecting the use of tablets in the classroom is time. Teachers need to show
patience with the process of introducing tablets and must be prepared to find
ways to overcome the challenges associated with their use in lessons, such

as the limited availability of subject-related apps and resources.

The second implication for teachers is that they need to devote time to careful
lesson preparation, as getting tablets ready for pupils’ use is very different
from preparing to use paper books. They must begin by deciding whether the

devices are to be used online or offline and must base their preparations and
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subsequent decisions on this choice. For offline use, teachers need to
download apps or files on each of the tablets that the pupils will use, whereas
for online work they must ensure that pupils are accessing only safe
educational content. In both cases, teachers must prepare the devices and
make sure that their batteries are charged so that pupils can take advantage

of their mobility rather than being tethered to chargers and a power supply.
6.10.2 Implications for head teachers

This study draws a number of implications for head teachers. First, they need
to balance the long- and short-term goals of tablet introduction. Project
sustainability is important, for example, but no project can be sustained if it is
not made to work in the first place. The success of a pilot project where tablets
are used in the classroom would set a good example to encourage the next
generation of participant teachers. Whether the idea of introducing tablets was
initiated within the school itself or handed down from MOE level, teachers
should be guided and supported through training to use tablets independently
with confidence. The head teacher should also closely supervise the project’s
progress and set indicators for evaluation. Actions must be taken when
needed either to support the currently participating teachers or to involve

others to ensure the project’s immediate success and sustainability.
6.11 Suggestions for future research

This study investigated only one school in a specific context, because it was
one of the first in Oman to take the initiative to introduce tablets into the
classroom. It is therefore recommended that future studies should include
schools with varied circumstances, especially in terms of location, which was
found here to be a factor affecting the facilities, the sustainability of the project

and the teachers’ experiences.

Since time was identified as an influential factor, data for a future study should
be collected over a longer period of time, covering at least a full school year.

It would be beneficial to follow teachers using tablets over two academic years
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to investigate more thoroughly the effect of time on the introduction of tablets

and the development of their classroom use by teachers.

Future research should also include administrative personnel employed at the
regional and ministerial levels to investigate current policy on mobile
technology in schools, their evaluation of its practical implementation in
schools and their suggestion for the future development of this policy area. It
is particularly important that officials of the MOE’s curriculum and ICT

departments should be involved.

A fourth recommendation is for research into the use of tablets at private
schools in Oman, whose leaders have more freedom of action in staff
recruitment, in making policy decisions and in designing and delivering

professional development programmes.

Finally, this study examined the introduction of tablets from a general
perspective in terms of the skills and subjects being taught. Future studies
should focus on how the introduction of tablets affects teaching and learning

in specific subject areas or the acquisition of particular skill sets.

6.12 Reflection

During the course of this study | had to take many difficult decisions. For
example, while searching for contextual information on the case study | came
across websites revealing the identity of the school or the name of the village,
which | could not include as sources in order to avoid identification of the

school and consequently of the participants.

The original plan was for a teacher of English language to be one of the
participants, which | assumed would allow me to observe the use of
educational apps in the classroom, since English learning apps are readily
available for the Android platform. However, the teacher concerned withdrew
from the project, so that the only remaining option was for apps to be used in

Arabic, which was the language of instruction for all other subjects.
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Although my research journey has been long, | have found that the time
available was hardly long enough and that this research has required very
careful time management. The research process is not linear (Lichtman, 2006)
and the stages of data collection, analysis and writing should ideally be
conducted in parallel. On a number of occasions, reflecting on the progress |
had made led me to revise the steps | had taken earlier. It is also important to
note that real observational analysis did not start until | had finished collecting
all of the data. If | had the chance begin the study again, | would collect more
data, since | feel that there is a need for a deeper and more detailed analysis
and for greater certainty regarding some of the events that | observed. In
particular, if | were to run this study again, | would collect more data on the
teachers’ personal experiences of technology. Such information would have
helped me to better explain the participants’ practices and reflections on using
tablets in the classroom.
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Appendix A Ethical Approval

fut

°f

UNIVERSITY OF LEEDS

Emall: ResearchEthics@leeds.ac.uk

Hamood Al-Huneini
School of Education
9.91 EC Stoner
University of Leeds
Leeds, LS2 9JT

ESSL, Environment and LUBS (AREA) Faculty Research Ethics Committee
University of Leeds
11 June 2014

Dear Hamood

Title of study: AREA 13-097
Ethics referenice: The Im;_nact of |ntroduc5|."|g Tablet PCs in Cycle1 Basic
Education Classrooms in Oman

| am pleased to inform you that the above research application has been reviewed by
the ESSL, Environment and LUBS (AREA) Faculty Research Ethics Committee and
following receipt of your response to the Committee’s initial comments, | can confirm
a favourable ethical opinion as of the date of this letter. The following documentation
was considered:

Document Version Date

AREA 13-097 Responds to commnets |.doc 1 29/05/14
AREA 13-097 Ethical Review form after correction .docx 1 29/05/14
AREA 13-097 Ethical Review form.docx 1 04/03/14
AREA 13-097 fieldwork-assessment-form-low-risk-2013.doc 1 04/03/14

Please notify the committee if you intend to make any amendments to the original
research as submitted at date of this approval, including changes to recruitment
methodology. All changes must receive ethical approval prior to implementation. The
amendment form is available at http:/ris.leeds.ac.uk/EthicsAmendment.

Please note: You are expected to keep a record of all your approved documentation,
as well as documents such as sample consent forms, and other documents relating
to the study. This should be kept in your study file, which should be readily available
for audit purposes. You will be given a two week notice period if your project is to be
audited. There is a checklist listing examples of documents to be kept which is
available at http://ris.leeds.ac.uk/EthicsAudits.

We welcome feedback on your experience of the ethical review process and
suggestions for improvement. Please email any comments to
ResearchEthics@leeds.ac.uk.

Yours sincerely

Gl
Jennifer Blaikie
Senior Research Ethics Administrator, Research & Innovation Service
On behalf of Dr Andrew Evans, Chair, AREA Faculty Research Ethics Committee
CC: Student’s supervisor(s)
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Appendix B Letter to Pilot School

School of Education

University of Leeds
Leeds LS2 9T
i

¥
T 0113 342 4545

F 0113 343 4541 UNIVERSITY OF LEEDS

27 June 2014

Blenheim Primary School
Lofthouse Place
LS2 9EX

Dear Mo Duffy

Hamood Ahmed Al-Huneini is a Research student at the School of Education,
University of Leeds. His research is an ICT and education; he will investigate the use of
iPads in classroom in Omani primary schools. We appreciate your cooperation with
him to pilat his study in your school which will surely have an impact on improving the
final study tools used afterwards. It is also important to emphasise that the purpose
of piloting is only to try tools out and data collected at this stage will not be used or
published.

This letter is provided to the student upon his request to assist him in getting on with
his study. We would be very grateful if you could suppert his project.

Yours faithfully

/7 SR R (P

Dr Aisha Walker Dr Richard Badger
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Appendix C Pilot Interview Transcript

ME | First | would like to thank you for giving me the chance to attend your class ...

T Ahh no worries no worries ... more than welcome

ME | I really enjoyed the lesson.. and lots of questions came through my mind... first who took
the decision to introduce iPads into the class?

T It was taken before | came and it was probably taken by a teacher in the ICT technician
resource .. it’s probably a TC TESOL ship team decision to make that.

ME | So, how do you feel teaching with iPads?

T | think the kids love them, absolutely love them. | think they get enthused by them and
excited and they .. it is modern technology and summary job and it depends on how do you
use tablets and thing and yeah.. they really enjoy it.

ME | How does it affect your teaching?

T Sometimes ... | think sometimes it’s hard to find in the right applications or the right way of
using them in tablets we’ve had had for lessons. It certainly makes things a lot easier in
term of ... if children have to research something.. it just there at a press of a button..
Rather than having a laptop where you have to load it up starting it .. it takes time ... and |
baddish it instant .. justinstant access really to internet.

ME | Can the pupils go online?

T MMh Yes, they can do, there is a filter to stop them watch or see anything inappropriate.
Yeah just do it online straight away.

ME | As a teacher, do you feel that iPad has changed something in your teaching?

T AAANh... | probably.. truthly probably don’t know but that’s because | realise the importance
of them for the children and the future and they have to learn them AAh... but, I... | don’t
think you can get a wild factor without an iPad.. but | do realise how important they are for
children to use.

ME | What about the Curriculum? Do you think the curriculum might be affected by introduction
of iPads in the class?

T Yeah, | think... the great thing about the iPad it opens up ... for example we have to teach

world war 2 or ancient Egypt which could be hard concept for the children to understand or
it could be quite hard to resource .. with an iPad you’ve got it all though, you’ve got the
apps you’ve got the internet it’s there a touch of a button ... if the child asks you a question

in the class that’s you don’t know the answer to... it’s there a touch of button .. they can
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the very kind of.... they can work independently... It is really useful in that scene. They need

lots of skills teaching really... to use it .. properly

ME

From pupils side? What change does it bring to the students?

I think it brings excitements bringing it back to time where it takes the barriers of no having
to write ... not have to do ..a lot of the apps are built so they got access straight away they
don’t have necessarily get out a book .. write the date and it takes away a lot of the
barriers in terms of reading and writing that they just get straight into it and the children do
love the iPads and get excited and a lot of them don’t have iPads at home, so it really gets

them going enthused.

ME

How often do they use it in class?

They don’t use them anyway probably as much as they should. But as from next year when
new curriculum starts in September, they will be using them often a lot and that’s why we
bought another thirty iPads and there will be 44 in school and they will be using them a lot
more. At the moment no they don’t use them.... mainly use them for the internet because
it is easier than going to the computer suite ... logging on and wait for 5 minutes to upload

just to get them out.

ME

Are they using them in all subjects?

Ahh, | would say mostly .. they are using them more in foundation subjects such as
geography or history or Arts something like that really. Maybe sometime in literacy for
research, | haven’t seen them using them much for math, yeah generally more foundation

subjects that you can Art.

ME

Do you think that iPads may have any side effect or an unfavourable effect on pupils?

Yeah, | think they can sometimes make children a little bit lazy in their research. When |
was in school and need to research you get yourself into the library and you would go up to
where you would get all that research information together, now children have gone to
that, have gone to Google and what every they read they believe and there is quite a lot
stuff there inaccurate (not true) ahh and so Yeah | think it takes away that skills really of
researching through books and can make children .. sometimes when you set homework all

they do just copy of the internet so it makes them a little bit lazy.. it's too easy

ME

As a teacher, does it ... change the preparation you do ... and do you have to modify you

preparation?

AAh, It does modify it in a scene | can to look up what apps and websites and what can fit

so well. It does take a bit of time because unless you really know the internet or the Apple
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apps inside out it takes awhile to figure it out what is best for your children so it does take

little more preparation that a normal lesson would.

ME | In Class, do you think that you would require any support technical support?

T In terms of Somebody coming in? Yeah, | think that’s brilliant. There a guy... because of the
new curriculum, there is quite lots of people who are coming to school for lots of training.
Yeah definitely, | think as a school, as a staff we really like.

ME | Speaking about training Have you... Do teachers get specially training on using iPads?

T It depends from school to school... some schools have really gone far and give you lots of
training other schools don't.

ME | As a teacher in this school would like to go on training?

T Yeah, definitely ..Yeah, definitely

ME | Pupils movement in Class. Do you notice any change on their movement in class?

T In terms of how they move around the class? Ahh Not really with the iPads no, I think,
ideally what you would love to have is a class side every class that is always there on the
g0, because it’s so much money ... No | didn’t notice any difference in terms of movement
no.

ME | What about.. some people think that iPads will replace text books what do you think of this
idea?

T Yeah, | can see it Yeah, probably happening but | think it’s actually a tragedy to be honest. |
thing there is something tangible about reading a book where is... ok don’t get me wrong,
| bought a kindle as well and | read from the kindle but for children there is something
much more exciting about getting a book (that vibroring excitinging that is yours). | think it
will go that way. | think it will go that way. There is a high school in Leeds where all children
have been bough iPads and so they do all their homework all their books in there.

ME | Having their own iPads or school iPads, do you think children can take care of their devices?

T Ahh children No, not at the moment. Though the high school that does in Aflo and Aflo is in
rich area so they don’t really have any problem with that.l would call some of the children
On Monday to look after the Afalo .. (not clear voice because of children noise)

ME | Any anticipated problems about for example children bring their own iPads? Do you think
that there will be Broken iPads? or stealing each others iPads?

T Yeah definitely, definitely

ME | Any management problems in class? Students go to play? Children going off task?
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T Yeah... the only thing really is at the moment we don’ have enough devices. Of course
children at any age sometime find it difficult to share with some children other children are
fine. But now as we are getting more iPads that should resolve the issue. The only the real
thing is probably they get a bit enthused because they don’t get to see them at home
always get them in class always get very excited, sometimes they get too excited to use the
iPads. | think the More they use them the less that will. There is nothing else.

ME | Actually | noticed that they were sharing happily and they were talking to each others.

T Yeah mostly most of them share really well and it’s just that they get frustrated from the
fact that they have to sit and watch somebody else do it but with the 30 iPads that we’ve
got to go with it should we....

ME | At the moment, Is there any domination? a student dominates the use and the other will ..

T | think we some had ... (not clear) | could be that, I’ve canna move hopefully where that
doesn’t happen too much .. but there is always that Yeah there is always that issue of one
dominates of being stronger than the other .. . things to take in consideration

ME | Thank you than you Mr. T

T You're welcome, nothing at all, is there anything else | can do to help

ME | Thank you
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Appendix D Teachers Information Sheet (English)
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UNIVERSITY OF LEEDS

Teacher Participant information sheet for the study

Dear Teacher,

As part of my PhD 1 am conducting a study to explore the impact of introducing tablets in
Omani primary schools. This is the first time Tablets have been introduced into Omani school
context. This study will explore how pupils use these devices and how teachers help pupils to
learn using tablets. I would like to invite you to participate in this study as I will be observing
lessons where you will be naturally working with your tablets in the classrooms. Also, I will
be videotaping some lesson which you will be informed about in advance. Individual
interviews will be conducted with some volunteering teachers. Information gathered will be
used exclusively for the study and will be regarded as confidential, no personal details of any
participant will be mentioned in the findings, nor will any of the results be related to any
particular teacher or to the school. Participation in this study is totally voluntary .I would like
to stress that this is not a test. There are no "right" or "wrong" answers. I am interested in your
reflection on the work you do with tablets in the classroom and your opinion so please give
your answers sincerely as only this will guarantee the success of the study. Please be sure that
you can withdraw for the study at any point of the study without giving any reasons or having
to worry about consequences. Also please be sure have you decided to withdraw none of your
data will be used or disclosed though videos and recording will be kept safely until the end of
the study. It is important to know that if you decided to withdraw after audio and video
recording are done that your recoding will remain safe but none of your participations will be
used in the study. If you are interested in participating in this please confirm by singing the
informed consent form and return it to school administration within one week. Has the form
not been returned it will be assumed that you opt out. You may contact me for further questions
about the study through my email below.

Thank you very much for your time and cooperation.
The researcher

Name: Hamood Al-Huneini
Email: Huneini@moe.om
Position: PhD Student
University: University of Leeds
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UNIVERSITY OF LEEDS

Research project — Exploring the Impact of Introducing Tablets in Oman Primary Schools

[ wish to invite you to take part in this research project. Please take time to read the following
information to help you decide if you wish to take part. If you have any questions, please get
in touch.

What is the purpose of the research?

The purposes of the project are

- To explore the impact of introducing tablets in classroom context

- To explore how pupils use tablets in classroom for learning.

- To explore how teachers support pupils learning with tablets

‘Why have I been chosen?
You have been chosen because you are teaching in the first school to choose to introduce
tablets into classroom in Omani school context.

‘What will happen if I agree to take part?

If you agree to take part, I will ask you for permission to carry out the research in your
classroom through observations. You will also be interviewed twice, at the beginning of the
semester and towards the end. You will be invited to schedule some meetings with me to
make sure you get adequate information about my research; what [ am doing in your
classroom and what is involved on your part.

‘Will I be recorded, and how will the recordings be used?

With your permission, [ will video one of your lesson during obscrvation and I will also use
an observation schedule to take notes about teaching practices using tablets in the classroom.
I will show you the observation schedule immediately after the observation. I will also record
the interview so that [ have a good record of what you have said. I will be the only person to
listen to the recording and te watch the video of the lesson, and I will transcribe them so my
supervisors can read it shall they need to. I will change all the names so that no-one else will
be able to identify you or your school. Before I share the transcripts, I will check with you
that you are happy for me to do this. If there are any things you are not happy about, I will
not share them. After | have finished doing the research, the recordings will be kept safely in
a file at the university.

During the lesson videotaping and interview recording process. if you would like to say
something that you don’t feel comfortable to record, please signal and I will switch off the
video camera or the recorder and will only switch it on again later when you think it is fine to
continue recording.

Your participation in this study is absolutely voluntary and that you are free to withdraw at
any time without giving any reason and without being there any negative consequences. [t is
important to know that if you decided to withdraw after audio and video recording are done
that your recoding will remain safe but none of your participations will be used in the study.
Also, should you not wish to answer any particular question or questions, you are free to
decline.
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UNIVERSITY OF LEEDS

Who is organising and funding the research?

This research is being organised by myself, Hamood Al-Huneini, under the supervision of
Supervisors, Dr. Aisha Walker and Richard Badger in the School of Education at University
of Leeds and is funded by the Ministry of Higher of Education.
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Appendix E Teachers Information Sheet (Arabic)
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Appendix F Pupils’ Assent Sheet (English)

UNIVERSITY OF LEEDS

Pupils’ Assent Sheet (combined with oral explanation)

Dear Pupil,

[ am looking into the impact of using tablets in Omani primary schools. I will study how you
use tablets and how teachers help you to learn using tablets. I would like to invite you to
participate in this study and I will be observing lessons with you working with your tablets in
the classrooms. Also, I will be videotaping some lessons. I will also sit to speak and listen to
some of you in groups (group interview). Everything you say will only be used for my study
and no one clsc will know about it or about anything you say to me. I would like you to
understand this is not a test and there are no "right" or "wrong" answers. | am mostly interested

in what you think of and what you do with tablets in the classroom.

Also, please be sure that you can stop your participation in the study any point of the study
without having to worry about anything and you don’t have to give reasons. It is important to
know that if you decided to stop participating after audio and video recording are done that
your recoding will remain safe but none of your participations will be used. If you are interested
and willing to participate in this study please sing the assent form and return it to school
administration within one week. If the form not been returned it will be assumed that you are
not willing to participate.

Thank you very much for your time and help.
The researcher

Name: Hamood Al-Huneini
Email: Huneini{@moe.om
Position: PhDD Student
University: University of Leeds
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Appendix G Pupils’ Assent Sheet (Arabic)
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Appendix H Parents Information Sheet (English)

UNIVERSITY OF LEEDS

Parents’ information sheet for the study

Dear Parent,

As part of my PhD I am conducting a study to explore the impact of introducing tablets in
Omani primary schools. This is the first time tablets have been introduced into Omani school
context. This study will explore how pupils use these devices and how teachers help pupils to
learn using tablets. 1 would like to invite your child to participate in this study as I will be
observing lessons where your child will be naturally working with your tablets in the
classrooms. Also, I will be videotaping some lesson which they will be informed about in
advance. Group interviews will be conducted with some volunteering children. Information
gathered will be exclusively used for the study and will be regarded as confidential, no personal
details of any participant will be mentioned in the findings, nor will any of the results be related
to any particular pupil or to the school. Participation in this study is totally voluntary. I would
like to stress that this is not a test. There are no "right" or "wrong" answers. | am interested in
pupils’ reflection on the work they do with tablets in the classroom and in their opinion so only
their sincere answers will guarantee the success of the study. Please be sure that your child can
withdraw for the study at any point of the study without giving any reasons or having to worry
about consequences. It is important to know that if you or your child decided to withdraw after
audio and video recording are done that the recoding will remain safe but none of his/her
participations will be used in the study. With all thank, your child has volunteered to participate
in the group interviews if you agree in your child participating in the study please confirm by
singing the informed consent form on your child behalf and return it to school administration
within one week. Had you the form not been returned to school within two weeks it will be
assumed that your child opt out. You can contact the school administration or contact me for
further questions about the study through my email below.

Thank you very much for your time and cooperation.
The researcher

Name: Hamood Al-Huneini

Email: Huneini{@moe.om
Position: PhD Student

University: University of Leeds
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Appendix | Parents Information Sheet (Arabic)

i

UNIVERSITY OF LEEDS
Al faddall paf gt sl 3 £ 5 pdia o300

Al il sal 9

o taa (g (i) A Sl 3 el aladial 5 Al o g (1)5589) Al 2 i On el
O pSil Lo o (A A Qiag_gmmgswug\ﬁuqupm@,m aslal)
e Al o3s Jand Ahalull (g aall 43 %) 5ogaYl oda Jasl & b (A el i s
odn aladiuly alail) (b dllall Claleall aes 4485 5 eay) okl Al alasiul A4S LS
sle g oD Adea Sl 3 p sl sl aka 4 jLaall 2SH0Y o el FURP LA SR |
p il LS ALl aliadl) A ) s e bl ada i Y ISy Al A 3 jeaY) alasiod
paaiu 2o ga 0o Viaee Al £34) plansy L sina dibadl Ay gananll ey (s08) sy
o aand Al augg\@a_:.ui‘,snsii o aghgAdall Lo Laa SRS o sl gz LS il 334
op haadd iy A YA S Oy AulS Ay oy A ghns (805 Ll pall () ) il paiiud
e Yy ) Cuad Al ol ol o iy WS eles gl G e iy QSO
Al o3a 8 daliag Le JS Al ol Al s e s sl L padp A3lala 5 dagmas Sl
Aesa aih )l e g Y15 Agd jall giall (A 5 5! 03gd Adlall alaadu) LS e g oY o
o o) ol puaia sy pSillns (93 o B Rl o3 e oy Sl (Sas
b AY) Al A AS jLae om oSl 38t Je Aumaly laniVIUUA Ao adl plall
gl iy Al ) 8 pSl AS e pladiad gdgﬂ,(.mgyds:qu.,mgmaw\
oib o adisill aSia o)y Ayl sia b oS A8 s 2 gall e iy SN Letia oS1 a3
el s e Adadd) Al 5l Badall bl um (e paad OO Auapaall 300 Y Lgale) 5 48 5 5ll
oo e e Jgmanlly Jluiiudl A ! 800 g ol ) 8 200 Ayl b S i) Agllall
o5 ka5 a1 1S 5 plae g of Al B g g5l G e el

ainll aaal (3 2gam 2l

358 il

Syl dads

aadiall ASkaall

Huneini@moe.om :J~a! s
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Liall gl e s ol 5 ey Jlal il Glasia) -
Aaal) 4 jall A aleill dgs g1 5 a3l Adlal) aladtid AaS GLASIL) -
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A8 jldiall (il ol La a3 130l
Aaail s tie 5l Geladl sanl pusn Y g g sl Nia b AS Uil A0 lsa)
_;,u;-.a_uamgawu&lﬁhﬂtwujj\nuu\wjluqswiq)mga@;ﬂtsﬁm

928 gal) day tidag 52 La
sy o83 Ly platy Al Al Gacmal) (o Afiad) U gan Pl Sl 48 g aey
g’é‘ﬁx'l s (i ya (L_‘\a.um Jss) aalhall w&lﬂw@&b&a el ?J;LJ‘LAS Auaolll Bj@‘ﬂ
Gaan bial cildaa) e b LS | sabal Aulall i o 555 Y s Anaial i Y

By pladiul A4S saalial gy jumalis ) dhall saalial

il 038 al et A48 g Aliaasli pluas (531 La

Oy alasiuly pogiluy 33ladl pacas gaal (s) Qi o gl oS g0 o Jgeandl oo
saaliall Qb le g oY) Wiy Al cliaslall 280y dul sl o3gd ealael o3 (520 Baaliall
Caliall anal e gz a1 COUEA (5 3a) Simaid o il LS b il Auaall ey sl
ol (s g3y gl sl O it Ll Cualdl Jaed 5) Jaai (g0 ol e g o N3 e
e sl ae A pall OasalSYH b piall o dui gl Ll sine AUSH o gilu s cOladll 230
Tabedl ) Jgea gl (S Y a5 jletue slends Ldain 5 Colliadll Clile 44 s e adiladl)
Al ) 838 jLad

3G el U b 1Y) el Gl cilla 2SY (g sl o1 Al & JSH ol 3l 5 LS
o Lo Qs 32 gall 5 il Sl (o8 5LV imnl) R lla (S (s o )

ool a1 S 43 (5 ja0 8 pe S O 3 gl g Al jall o3 sl (52a) (o8 5 Aage pSH) AS Lo
Clilall Jaia, piaag Al a0l (e elaniDU Al S 4 (e B O3 Oe iy gl B Al eda
LS Al (e a1 o35 58 Le 130 b glae g il Coe o 05l L pladiiad) o (5 A5 & pesy

Adde Aa¥) Az aly el sie Jige gl o AaY) e pliaY) peiSe 4l oS S

4l gay a g sl yall B g i (A Jary (10
iyl il Seal o 2gen Cialll 31, 680 Al 2 e e a GO 2 A Al jall oda
O e . paa Cangll g 50 daalan (B A 100 4S8 laaaalS] Lan 5 81 il o 5 paaly o iy 5.0

e el el g A il 85155
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Appendix J Participant Consent Form (English)

iig
it
UNIVERSITY OF LEEDS
PARTICIPANT CONSENT FORM FOR THE OBSERVATIONS AND INTERVIEWS

Title of the research: Exploring the Impact of Introducing Tablets in Oman Primary Schools

Name of Researcher: Hamood Al-Iuenini

Tick the box if you agree with the statement
1. I confirm that [ have read and understand the information explaining the above research
project and I have had the opportunity to ask questions about the project.[]

2. I'understand that my participation is voluntary and that T am free to withdraw at any time
without giving any reason and without being there any negative consequences. In addition,
should I not wish to answer any particular question or questions, [ am free to decline. 0

3. I give permission for the research to have access to my anonymised responses. |

understand that my name will not be linked with the research materials, and I will not be
identified or identifiable in the report or reports that result from the research. [

4. T agree for the data collected from me to be used in future research.

If you are willing to participate in the research, please sign the form below.

Name of participant

Date Signature
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Appendix K Participant Consent Form (Arabic)

liid

UNIVERSITY OF LEEDS

2 T syl o d saaldall 3 A8 jLkal) 803 B jladud
35623 aladid Al Al GOuGall 3 Agluall 328 paan b4 e

- . - », - % P Ly e = 2O ':!:LI“[_J‘_’-.&

a3 fall o (i) A gl 6 ga) Jlast 0 il ey :
Aalal) o glaed A oY Jmatll A ( ) mewbwhﬁﬂ‘wsbm

asiall aeal g 3 g raalll
Al gall e 5 LA B ke S il gasall A (V) 30 gy (2
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OF i Al el Byl e B ) i 02 O Al ) g g sde (e !
[ Jm A oo e piad s b 4 sall Bllae I O plols WS eyl
. 4 - = N § o
il o aled p Aud jalt g Sl al e S e glaall plasia &y sl Gllae Cialdll o)) plel
!’JQ‘JL}A‘L")NL;‘GLM ,_,:\SJLLIIS.*}A claal f.‘l}u
i) Al a3 L il ladiud e Gl -€

e g @55:"“




268

Appendix L Transcription of Parents Focus Group Interview

Me Form the experience your children Gang s La |, aSiUaaDle s oS yre JDA e
have been through, what happens Saall 4y s gl 5 ey Jlad) e
when tablets are introduced in
classroom?

L1 What do you mean? § im Cas

Me You have your son or daughterin the | &3V ale clas) A Caall eyl daie
class where tablets are introduced... Jha s feliliandle 4 La s )
what are ... what happened? Any
your comments

M1 | think pupils concentration increased | lall 35S 5y j &8 53

M2 At the beginning pupils get curious A Ak o) Aol 8 J gaad juay
with this new thing. How could we A ) e ) Ade 2l (See oS )
make use of it and who is going to 3 ¢ S agaa Gl 1Y) AEa) 8 s snd
use it. In cycle one there is more Jleall 13 8 Jaidy da pdl) a1 ) (ge
competition on who will get a chance
to work on the new device

Me As parents .... have you notice s fely) e 1 e pd cdaaY L el IS
anything on pupils? Things happened | sl s clbad i .,
in relation to tablets introduction?

M2 When my daughter was given the dals 3 jlaiul A S 5 jladull o she W iy
form.. There was a special form for s culS clia g el Wl i e 5 & 5 il
the project.... she showed itto me as | .. g s sall 138 & 0 sS) A Gl g G850l .
| arrived home and she was saying" B85 Y lE | Sl ¢ pin sall G jle Le Ll
agree" ,, "agree without reading | 138 4 0 sSh a1 Le (g5 (g 805
want to be in thins" | told her let me Cy b Ll o pdl il Ll ¢ pn gl
see it.. When | read it | told her O 588 @l Jlaall llasis) 43 lias Lekils
"excellent" that such area is open for | g bl e,
you to be involved in.

L4 In my daughter's case | feel it will lasie 38V au s |58 40 Aula i) Dol 4
expand the horizon for her. | mean S AV o Gl Jeaid o 4l i 4y 58
that | feel the use of ipads or small Aula Jeaidll Jals (535 pprall A sanall 5 3¢aY)
hand held devices in classroom will i L A by o )l e i A 4
get her out of school routine. She will | 3% 2 Ll U sead Len Lals dala L 4l
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have something of her own that she
can use for projects and it will help in
creating competition between her

and other pupils. Everyone wants to

see how others have used this device.

Even pupils who have no previous
experience except though ICT lessons
now are curious to learn from their

pairs or their groups.

Oy Wi Ol = 5 ) (3l o (25 Vg & 5 e L
& 5 rhe Chgdy Hsle aaly IS ol L
pxdiul dle ) Cagdy Hsle aaly IS Al )
et dina et I OOl s sl lead
panan YA (e b O B eaY) aladindy Bl 5
ailae; ol alaas s om pley g odic ol . Al
e panall 8 ania

L2 Of course the use of tablets always ldll Al ale JS5 #15Y) alasiud ke
attracts young pupils in cycle one. | Laila (oY) A8l Lia gad 5_ppaall 4y janll
mean that children in this age are 238 Jia 8 JulY) des ey e pgalaaial
attracted by tablets. Especially with Clad¥) g dala 1Y) alasinl agindy Jae)
games that have educational side. | Szl Sl el calall i o8
think it will have an effect on them. It | c3Uall ¢ Gl L Gl 215 4l | ST agle
will create competitive environment | aa 4 g a4l Qllall (Say 7)) <X
between pupils and it will enable el s Jae aie (558 #1511 03] agalasinly
them to be creative because with ol ol s ) alasiuy
their use of these devices they will
have wider space to use technology
and apps.

L3 In addition to that, most pupils have & palae cual) Ol alaas elly ) dsLaYl
tablets at home and their parents Ol sl Slal (8 seddiun agd byl daasd cul)
download educational apps to their o ag oala) Sl¥1 L daaled gl g agd o) 5
tablets. This means it's connected Gl by A paa) 8 Gany g dadi e g
together at school and at home.

Me Connected at school and home. .. Gl 5 A paall G Lol ) (S

L1 Maybe it is not the same .... sorry for | i) daw || i o585 Lo Saa
interrupting ...

Me Itis ok ... you may carry on .. S Bkl | el

L1 It may not be with the same Sie K1 Al g all st 6K e (S

educational lessons, but for example
they will download (chapter 30 of
holy quran) or (how | learn my

language) or English alphabet ... it is

ala ol | dlad) oS ¢ Lae s 3 ae sl
Jews ped Ay | A 5alai¥) Aall) Cag s SMia
el agl Apuilly e 219 e,
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easy for them to learn .... tablets

make learning easy

Me Ok... we will get back to this point e L Lad g sasall 138 (e AlSE 0 3
later, any comment on the teachers? | fcldadll e &) gilaa¥ da oSilaadSle JA
L4 Surely the teachers will get out of the | 23&¥1 53 ) uall Ul (e z a0 7 alzall AS)
usual board and pen frame going to e i sal) Buad s S addaill 4
e-learning .. situation will be easier. It | alxall Je s Jeud S m Sm
will be easier for the teacher
Me Any real life comment? Have you | sany o €0San 13) Zagdl g collaada (e Ja
notice anything happened? fadl A dala
L4 | have a real comment and | will be Ao Al (g S Bl AanDhe (8 40
Ue Gilalaall alazy o Gilalaall alazs o) | Jas
honest with you. Most teachers .. or | A2l L3S A e Lo, agaline Jsia
would say some not all don't have dalSe il daline g, duadl) Jals 71 51!
enough knowledge about using oS C‘}m Pl 1S Jadl) a2y
. L YAl U A sleall gy 2 A e o
tablets in classroom. She is given a GBS Lol aind RS Ao sie Lo, Agkasy
class to teacher with tablets and if 83 Goba) S| el J3 S | Lgadiin L)
she herself does not know how to use i" ;\iﬁjj:ﬂﬂ e dé‘ii‘ﬁl’idmﬁ‘ﬁ
. . i . Y1 Adla)) Jika s dege ddads (e bl puas
it how will she teach with it? How will Ll A Zalal O JULYY e i
: e A
she download apps? How will | e (o b ) goaal latic dalaall CailS 13 iy
implement this with children in cycle | J%S Aaial leta o3 ) suadll 321 Jikll (234
> This | . . O S Dbl iy (g uim g Analay Jakal) 43Y
one? This is an important point. Lo 4 Al 5 556 Ataben Jomn 55 _ Ao
Children in cycle one are affected by | i gladll Joa 535,018 Lo 5 4618 20 0 Laaie
the teacher more than those in cycle | #ke Ui A M g1 Gask e 48
od 428 jall ML s alall il e}
two. | mean if the teacher is b e anka
incompetent in something pupils will
take this incompetency from her.
Children are naturally naughty and
acquire negative things. Have they
found their model teacher is unable
to deliver enough information
through the tablets which the teacher
is unable to use well, children will
take this part
Me I would like to connect this point with | (Al ddassy Lghay 5l & ) ddasil) (538

another one...
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L4 Ok 4

Me Can pupils ability exceed teacher's Salaall 5,08 (Ul 3,08 (3585 () (San Ja
ability?

L2 For sure as)

L4 This is what is happening 3 S8 e Joasyod

Me What is the impact of that? ool 28 il i

L4 It has negative impact on both... sl plall Lo ady | plall e s il
because a teacher will always find s Sl a8 Lgalal I Calldall 830 Lal dleall
that pupils have better competence BA) ey | alSE agt ju JWLY) |, (o8 L
than her or they always draw her s Ulaa) aledd) | on ddale o2lind 1S 128 Y
attention to things, children are Lbbal Jalal Lelad oy o) Ko | 130 (65 Y dalaall
innocent ... teacher thisis not right ... | sl Jadll 8 jedai s ple (e da jn & 43Y
her reaction will be disappointment . | . lali e Qi 5 ) sead Lavie o 43 k)
.. .because she also doesn't want to Jilall L) Jaadiy Juilly
appear incompetent in class in front
of her pupils as that will also
disappoint the pupils.

L1 | don't blame the teacher here. | Gl iy 3) 0 Dia asll | aleall ol La Lia
blame the ministry ... they say a e ANV Js . S e g s e
project X in e-project... before setting | ¢ sSu zeia () 3y Gy 323 2 3Y A y2e )
this in a school you need to qualify woGae i pedignd, e S Jae A8 ) aad
trainers and prepare the curriculum S e el 3 ) guall Jlia, 2a 5 a5 A4S L
and workshops for every teacher.. An | aleall guhal 5 (pany alaall 2al 5 050 Joe 4555
example is the interactive board .. i) (g alaall ey Je L aiidayl 55 A o
one day workshop is not enough for § e Sa (55 a Y ey A gl B4
the teachers. Teachers are tide with e Yaeldl A deludl (e (S aal g alaa
school work and workshops... how Alelddl) 5 ) soall
can they divide themselves in this
case? A teacher should be
dedicated...for example, may be one
teacher from 8:00 until 2:00 working
with the interactive board.

L4 We need technicians O daliag

L1 Yes.... there should be specified days | oS aald aladdl sy duita all a3 ) s

(for technicians) and teachers should

L;i cAaddeldtl) 3 suall o le | g0 1 geddtiug
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understand how to use these devices
not only interactive board, | can't get
any e-project to school where no one

knows how to use.

Me You got to topics at the same time.... | ga i it e glie || (pe singa 81 5ila0
in order not to forget, lets get back to | Ll ki (Sas Ja aladdly Ul 483e ¢ guia gl
teacher-pupil relation, can it be seen | ¢ 2l a4l o
from a different angle?
Teacher-pupil relation is very laa daga alaally lUalf 283le,
important

Me Teacher-pupil relation when using Ja 5 eay) aladinl A aleally Ul 483
tablets? Can we see something else? | S Al 4l ) (e L Hhan (Sae
There is only one angle we can look Sl Lgiead jlavia asal) W3 N Ay 3 8
through.. .if pupils' ability is higher Glias aledl e gl Y e (3585 Ul
than teacher's there will be a gap alzall g calldall (40 5 g
between the pupils and the teachers

Me This is one angle ... any other angles? | e ki Sae Ja 4@ Jaud U 4540 5 s

Sl &)

M2 The other angle is that the teacher O sk sl Sae alealll 430 3 a1 450 30
will have to improve his competence | clUall 4l das S 4 7 ja0 L lic o) sina
so s/he will not be embarrassed in 0 oML g 5 A il a8 Aie i
every class when pupils ask about Ll
thing he can't answer.

L4 Again we will get you back and say Clld La (55 i gl J g ol pan aa i 2 o
time .. where will the teacher get L, Gy anadi oY € gl g B3l
time from.. We need to specify time,, | ¢ jie 5< J5aY) a0l 1) Cayei 2 3Y il
manage time ,, we need to know how | 4l s jle oli juan (Y 4di shay o 43) Cusy
teachers have to improve themselves. | 4. ol 8 dddans 4y aal <))
As you know we spend most of our
time in school

Me You are looking from a teacher point | u ) Ul | ddaaS & ) slaia (o (5 kot il

of view ... I'm looking for parent

views.

OV el S &l sk
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L3 Ok .. We are teachers and parents ... oS el (J S AalaaS iy o8 AL 0 3
how many parents are employees? G Lo s sl iny il gl 5., Cilaga
Don't employees have the right to $any agaley oclisY
education their children as well?

Me Sure.. | am not disagreeing with her .. | Lk g jle) (ulls Lo Ul st Y
No no no Yy

Me | am just asking her to speak from Al oL oA sl e Lkt
parents prospective Y

L3 A parent is an employee alh e ¥ A

L4 | just want to say one thing .. some Uan | Adals el joaal J 815 gle Bl
teachers don't accept pupils views o s el laiday )slay Y aleall
even if they were more competence. | aal Ciliay dalaa Ll dili o, agale (35
She sees herself as a teacher who got | llall Glayl 5 Leaat 43 llall 3oy L (pee
to a certain position and pupils are 2 i Jilall A (85 sad Jery 4a p
not allowed to discuss with her. Also, | Ll g3 JS i lee! i a3Y aial Jilal) 4
such situations sometimes may
create psychological gap with the
child. | mean we need to consider
children psychology in all these
points.

Me We will get back to the teacher later, | cpalaa oS € Jaind pall | 2ay Lo alaall aa 5
now as you are all teachers and & s e (oo Jlpuall JaT) 5 8 11 i 8 oL
parents as the same time | would like | )5 2l 5 Cpalea |50 ) 518 L (Jia |, ddual) 4501
to ask you about the classroom 3 3eaY) JRa | as e IG5 duaall Al e
environment, will the introduction fhdall Al e iy da Ldeall Al 1aall
the tablets have effect on the
classroom environment ?

L1 A pupil is attracted to these things .. s oludl Jao el || L) s saiis Gl

getting new things other than pens
and books will attract the pupils .. in
fact if you make a power point show
you will see them attracted to the
lesson more than usual lessons.
Sometimes using flash cards or Word

cards you find them attracted to

Al e e s sl e e 5 QUSH e e
(6 Al S i Slal |l 1 2y
35380 bl 43 Joan’ Gy g1 5 52 o geali s
Gananll e SS) duaall 8 LAY 53 Jla
Jygs s e IS SEDal el s Ul dalall
G e Ay Ll cpadia Ol A8 sl e S
Joaill b g i 3 il o) i (o
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them. | mean When you change
things even other things we do in
>>>>> lessons the get attracted to it.
But when we say open you book

page. So and so pupils are not with

Aol CUSH ) L G Ll 25 Andsad
Glaa Lo I Juant 200l

you.

M2 Pupils questionnaire that we a8 dgudas A Akl of ) luiud) Ula) s
distribute as part of the school Oania ks ) SIS Al paca e e laY]  glas
performance development O Lga i Gpaladd) 3y i i) Ly o€y ) o L)
programme (National Program) some | (e lellai sas g das J8Y) e s Caall
pupils point out that they want any i aglin) Ca L a gl 3 caall
teachers to get them out of the class | 153150 5 cpg | sallai | gy 53 55l b gaall
even for one lesson a day. Today S in aall e allai 5 aal )5l | IS g
when | asked them where do you Of ) 5alSh aa, Ly aleall g allaal) s ulas
want to go? They said even if we sit in | alwall (IS s ddall Ll &G yiigan s A
the shade outside and teachers teach | caall & 4aiy ) (3E) gl g 4g gl (el aia
us there. They speak about just going | o delaill 5 ) suall 48 jal & 5 L Gl Ld
out of the class and the environment | badll S jal Sia,
has changed even if the teacher is
using the same teaching methods and
the same discussion that he uses in
the class, what about when he takes
them to interactive board room or
Learn Resource Centre

Me In this matter, escaping class routine | caally (s ) (e el L. g sagall 12 4
and the class, what is the tablets role | $Uls 3 5¢a¥) j50 (i
in this?

L2 Change the classroom environment Jdall )yl

Me How do they change classroom Sadall ) s s
environment?

L2 When you teach pupils using books QLS o gy el Colall gl Jing

and board or paper realia, it is
different when you change the whole
environment and it becomes e-
environment with tablets. Here you

move and change from usual things

ol e Gl s d (A g3 ) s0ay
o SN alS muaiy yat JalSIL dall A50)
) Al VI Al e e g JAI Uigh | =) gl 5
A8 A ) i 55 e Qi) Lle 3 ga3
Lk s sl alasiuly jua Led | gusy
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that pupils are used to over the years
to an environment that will surely
feel the change with the tablets. Of
course the use of tablets is another
(World/story) it is an environment

they can use many things in.

Ly Ly A (AU alle sas g Lgalailind sal g1Y)
L) e LSl Led | sending 15 )28

L4 In stead of pupils are going down to Sl Gl J i Lo Jay @l pan an
computer lab or Learning Resource Chaleladll A el S jaladi A8 e o) o gulall
Centre or the interactive room .. Now | < sl | Jeaill aalabiad - 3 jeal) a4
devices will come to the class, the Mie dlial G 08 Galla g g dodiall 2l
environment has changed and he is J ) L aad ¢ s daasll (e auan S
sitting in his place, only his feeling will | aal s 3 jea¥) < gy Sl 7 5 5 caall (4
change. For example part of the JLEN e Caall
lesson time usually lost for pupils
moving between rooms but now
devices go to classes and the class
shape change.

Me In school reality now pupils still move | led A48 5l ) s aa Ws 4 jaall 2l 5
to interactive room where the tablets | 3 jaV¥!
are kept.

L4 However, it has been better had they | agba (il 415350 agd) Sl g8 5 S8 o
been in their classes even if there o slaisy JSU 8 eal (8 S Le 5l Jiag
were not enough devices for psiy | gy 7 Aun e gana p )Y e LS
everyone and they share, it can be in
groups they will feel they change as
well

Me What is the nature of activities used 33 el daii¥l dandas £ 5l
with tablet device? Do you have any Slgic 5 S8 aSic Ja $ua Ml
idea?

M3 Does it have to be in class? Shaall Jaladayi Ja

Me Yes in class. . Sleale aiallal Ja, diaall Jaly axs

L2 We have no idea Leale Ll L

L4 As a class activity for sure there will ol oo ouad (B as) s dasl) JAla bl &

be change from paper and board..
But the idea is that all activities that

) il oY A a5 el s seall (o
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will be implemented have to be
loaded by the teacher to all devices

and this is one of the drew back

@2 3o dalS e J50 S alad) 4didy ~
Glalid) e Aals,

Me In what way it is a drew back s 4ali gl (e

L4 In a way the teacher has 20 device to | Jaidy 7 jlea Gasbe sdic o alaall o 3Y Jiny
be used in class, he has to find time G sedic s Jlea (pdall Jadias]) agu
to load activities to all these devices. | Llaill Jyu sl s 43 oS il ol Ja J 4 L
And as it was said before, from where |zl ¢ ¥ Je J3 V59 lea (s 4
will teachers get this time? Should Y AU
they just use only 3 or 4 devices and
leave the rest?

L1 Have we had a network things will o J8 | Jend il A8 Lxie gl
have been easier... you just load ST YR MR TP F NE R N Ry PEN
things on the main device and it will addas Wi )l () adan i Lixie o) Dia J gl
appear on the rest of the devices. Or | &l zea Sie 4l JBY) o m i g alls mald
for example have we had internet we | J)pudl Jiih s Jila) il 13) Sied Uas
could use Frontpage programme at i e ) ) D) el 138 g saay
least for True or False questions and el Al Jie pe Jel& S8 (6 ) Bl
if they get the right answer they iyl
move to the next question and so on.
| feel the environment will change
and the activities will be more
interactive with such programmes
and activities

L4 With all respect to you had this been | 4a, jlall o3a i) o) @i jmal 4l jial aa Sis

implemented to most schools you will
find specialised person as we say
specialised in journalism there should
be someone responsible for all these
devices loads activities on all devices
for so and so teacher one day before
the lesson. Next day the teacher
comes confident that all devices are
loaded with activities he wants to
use. No time to be wasted from the

lesson .

oaihe (55K (San (el abies e
Jssue Ayl (8 Gaite aa (A Jsih e g)
JalS e Jgme padd (8 (58 ddlasall e
356y aea Ao Ayl JalS 38 ey
s Al 8 A0l ) 330 el
§3ea) S 4l oo g5 sl aledll o sy
Gy anale e o ALl
g Juany (ns e 5l o )
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Me As parents what do you think you O OIS 4l ) saiad (g L sal LS ala
should have known before 96 5 pdall (3audat J8 o 58 yai (il
implementation of the project? What ks U8 e eI i IS I
should have you been informed with? % 5l

M1 In short, the overall idea of the & 3l Aalal) 5 Sl 8 pemidia § ) goms A
F)roject and how will it bfe ‘ L el 1 ) Y1 ket o 1 S
implemented and the criteria for ) ) ) .
implementation in the school and my e el by AU g2 B aall S £ 502
role as a parent. For example, usual Shalsl gl s getell B Alel) ARAV) A U
activities with curriculum and i 1315 LRl e L SIS ) I syl
homework are clear, lessons | need Gaa W18 eVl (A L aal 5 58 380 juians
to study with my son, if he wants to 3 3ea¥) 34050 AdakaY) Wia e gl 5 e L)
prepare for next day lesson things are | ., £ 55 sl s Candl 8 Aalia i zliny Ja g
clear for me. But with these tablets e 5l Ul ling Jb a8l Ul (ao Aatial
things are not clea‘w‘for me. For ‘ AL s il sl b el Al
example what activity are there in T
their tablets and what follow up to be e e
done at home can | give. Do | need to | «l! &I biladll (any 538 (pmy . 4syu )y
buy a tablet and the school will help | Wl (& shas
me in finding content and activities
for follow up, to study at home or
prepare for next day lesson. These ae
some of questions that come to our
minds

L4 There is another point, has my e Jaid 2 iy sl Ul el puan 4 ddas A
daughter been working on a tablet at | iul<aY) (iuniea U ol d jaall Jala 62 leall
school and | don't have the ability to | & & ¢sSia o J 58 30 L g ) Ll il
buy her one as he just said, how will e Gkl o 3Y bl baxie 5l i Sl
she be working at home? What if she | al flera cas il b gaic La Ul Sleal)
was given a task to be done at home | “elaia¥l &) &l 52
on a tablet? Here come social
differences

Me Ok.. As parent what is expected from | iu ol (e adsiall 58 Lo sl LGS Cula
the school?

L4 The school will provide what is IV aol s e L) jisi 2 Al o

available form ministry , unless the

idea is given to investors

03 e Sl Lo 5S4 Lin 5
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Me Ok. Lets start with what is happening | a8/l jas lls
in real situation

L4 The reality in the school nothing will OsSn 058 e Al 8 L Bl 5l 8 L
happen, we got these and we are 83 53 gall 3 32 aae aa alilis 0 3Y 43l L)
content and we have to cope the 3ol Uil o ada) ) a8 g e iny A yadll B
available number of devices in the Caa Oy Slea VT e Al IS 131 iy
school. | mean we don't expect to get | 4l b ouilad | sendy V1 G Av gDl il
any more devices. If the school has 16 | 4x lll Jadia 5 Lalii (s s = & 5l 3Ll Addaa
tablets and three classes in year 4 L Leladon N A6 ddaial) Juadll Jal
have 80 pupils how can 16 device lall Ulae 4ial iy A8 )5 ¢ sSia Cull
serve 807 In what way ? If a teacher s e o daidy Al jadll Ul cuids
will prepare an activity and use ) alin el Js Ul Cas | 8 ) Jaidy )
devices in class what about the aq
activities pupils will take home? Will
they be working on tablets in the
school and on paper at home... in this
way pupils will be distracted, and
how can parents follow up?

M1 Maybe there is another point which is | ge i du jaall il o 4l ddais 3 (Sas
the school could look for offers from | 5l v+ 5 o1 L i saie Ul Dlia jla) s 50
certain companies. For example it daaall 53 (e ) sudinn (Sae allla Vo
says we have about 50 or 70 or 100 U o) A Gl 5 e Jlad g je asing
pupils may want to buy tablets how Jas Sleadl 138 e (5S) (Saa oS5 L
much will the price be and is it Y Aaxal) 53 (i ety M Japudilly (Sae
possible to pay in instalment ? Then it | 3 eV g du o oS i A paaS Ul ) gVl
may give the offer to parents, As a sl 0 gl & ¥ saad @Yl g fabdie e
school | have provided you good Adaia¥) J 30 48l A oS da )2aS ai
prices for tablets and you pay in llall
instalment for 3 or 5 months and as a
school we are ready to load activities
to pupils.

L4 It can also be by allowing pupils who | assic L4 A GOl ~lewd) Gl (San 8

don't have the ability to buy to go to
the teacher responsible for to the
tablets at school so they use tablets

during school break or any free time.

AUy punall Aabeall Laly g8 40 (5 iy sh 43) A<l
Jazy a8l A yaall Jala s 3¢ 5l )W) e
Al Gl J3b alle daaY)

i e 1L a3 ¢ lin) a3 (e
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The will make use of the available

devices and the teacher will be there

Sy el 250n 5 e B Baas dals L
u)&@&‘omuﬁuﬁbjébmmuu

to help. Gl 3 Slea oxie

Me Now lets go back to pupil-pupil oS () agiany ae dallall Jelis ddatil aa 3
interaction, how do you see tablets €5 36aY) Heal )y ,lan
role in that?

L2 With these devices | think there will O Jeli aa 5y Y afie) A g yiSIV 3 jeaY) ae
be no interaction between the pupils. | adiae bas claia¥) Jual gl G813 | dalkll
Social interaction with us as a el Ly s
community is almost over.

L4 Even if two or three work on one CRaa, Jea e T ) o) ) glatd) 1)) s
device, this may created a type of OY I W Al 5l e 3 gl e g Blag
conflict or disagreement in opinion b La 45,88 2y f 4yl ) (s jsle aaly S
because everyone wants to impose b Clea s agin BlA% & b alu 3l da b
his opinion and implement his idea, Al glata g ciled 3 alada g dalidg
S/he will not give chance to his pair,
so they will disagree on different
points of views and this will created
conflicts and disagreements.

Me Have you received complains from Al 95 g gall 138 (5 LS AL (e oSl b
your children regarding this matter? | | 4w i ¢ Jleall e Jaidy da i Jana L
mean that they don't get a chance to | $lusll 138 (e o) Sleall Je jlave o8
work on the devices? Or So and So
pupil is controlling the device use?

L3 Group work. Conflicts arise if you give | 13 4l el 3 Joaat Wby Cile gandl Jae
them group work in a tablet you will Al Joani Lailad = of (8 e lan Lalis agiishac|
always find a certain pupil controlling | L i 4l 5 dc sanall 8 Saiall g (pase
the rest of the group and doesn't give | (s slSall Joasid ) 5 agilana
them turn for that they complain.

Me of course this will lead us to other 0 L) (e s AT gal () L gy Laaka 13a

aspects such as the importance of
teacher's role. Anyhow, as | heard
here in this school that pupils use

tablets in pairs not in groups. From

EUS\:JIAW\JAQM\QWQ%}M\

WSobideay S cub | dile gana A Gl
S a8 5 e AUS slas pual)
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your point of view how do you see

this working ratio in class?

L4 It is better to have one device per oS8 i e | 5l s JSI Jad) e
child, so his ideas remain in his Ll Sleadl Jala s S8 Jiin QI 58 Sleal) 8
tablets. The child puts hisideas in the | JS3 S84l aaly IS 5 Sl cadlis) ¥ )53
tablet and when you have two lgih e ¢ gl a0 da Hhaidgagagl aalg
working on a device the ideas
disagree. Everyone has his ideas and
his point of view even if they were 3
or 4 they will not agree.

Me Any other comments? il ) O AYI cuh

L2 | agree with her. It is important to 3 olens ol JS Ay L B30 aa Ul G
have one device per child

L4 So they can compare what | have 4 cilee Ul 45 e Jgan oS e Jia
done and you have done

M1 Competition will be more have 336 Cis SIS )y el
devices been available.

Me Ok.. What if we looked at it from KAL) e g smsall Ul cuh
another angle .... few minutes ago L UlE (5 05 i 0a W5 ) Bae (e o et 05
you spoke about when every pupil OsSa Ll Joal gl Uiada o jlga llda S (5 &4
works on his device they social ool i 4 0 oS JBY) e Slea 8 gl S
interaction is disconnected. When e
two are working on one device there
will be interaction between them at
least.

L3 yes 5l

Me Can't the conflict you spoke about be | ¢S (Saa . g1 pa 4ans i A ) peall

positive conflict? Taking turn and so?
But when each on a device we could
be participating in what you call
"social disconnection". what do you
think?

B3R 5l 51 1 ghaliy Allall 4) b syl £ ) pemn
b Ll (5585 o Slems lls S (5% L (o
Tl Uiy Jeal i) s
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L2 Still. We would have given the pupil Y 2 el e dalise Qllall Undae () K6 p2ay
freedom zone as he will be 5 S 8 pSaia ()5S s
controlling everything

L4 Haven't you restrained him with his ailie o J ) alia o 43248 L
colleague?

Me In conclusion, which is better? Suil s Jicadl Legy) DAl

L2 From my point of view it is better to alaal) e 3 Jlga callda S (5 5k dga s (1
have each on a device, so a teacher P A - W5 C OV P S
can identify the ability of every pupil.

M1 It is also so they take responsibility .. | Jssall g, 4d sl Joaty (lie 31 s
S/he is responsible for achieving the & Jard) 4l Ca e a L Jaadl Sl e
job. We know that working in groups | ¥ 5 ¥ (Sae (pasase T S Ll Die Gle gana
for example when there are 6in a o ) s (ad 3 Al i ) slaady
group maybe 2 or 3 are working and Cnaofia Yool Y addy o glag 4
at the end those who take the
initiative will answer and there are 2
or 3 are just observing.

L4 Yes ... true 5l e | g0l

M1 However, when every pupil is working | Jeall 13 43} (s jle 5 4 Qlldall ¢ 5$ Ll Laiy
on his own and he knows that he has | 71 4ic IS4 7)) o 4 G jle 54 @ llas
to talk about his work.. .. .. OsSa.

L4 And this will explode their innovation | s s agil il 5 agilelay jmd oK) s
and creativity. When he has someone | sl s S&i (e any zeas slan 5% Ll (K1 oaa ol
with him this will limit his thinking PYSRY
and innovation.

M1 Under one condition that every pupils | (&l 7 ks 45 4 53 38k Qs JS 43l b i
gets a chance to present what he did, | Ll sxic (s 43 3 a0 L i jay 5l o285 M)
not only he has a task

L4 Yes so they share experiences i Jal L ) oS0 jliie | sl

L3 Real competitive (i il

M3 This dependency will reflect on many | & S il o (uSaii A0S 53a (Sas

things in his life ... and when he

P O5S Andi e adiaa (55 Ly ala
FRVEW
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depends on himself he will always be

independent

L4 He will feel the responsibility san sl A g pusally 58 uny

Me Ok .. Let us go back to another e ) Jeldi | Al g g gl an i cub
matter, will the tablets impact pupil- | 4c s Loy delall 1 o 55 330 Ja aledl)
teacher interaction? How? fany ol

L2 For sure this interaction will get less. | szl Qlall (¥ 3gaaa | Jelail) Jay) 28I
.. because the pupil will be busy with | alsdl (e ddasis el gal ol o Sleadls Jsadia
the device .. . just taking few orders el J gadia o oK) AlUall ) sall dudy
from the teacher and the rest of the
conversation the pupil will be busy
with his device.

Me Is this negative or positive ? Sl o) bl el 138 Ja

L4 It is possible that the pupil will limit Oy Aim Jelill e 2y 7 Il (Kae

his interaction with the teacher inside
the classroom to the use of the
device. Previously, when we used
papers, books and curriculum there
was interaction. Especially that they
pupil will not take the device with
him home, there will be no
interaction with the teacher until he
gets to class next day. But when he
takes the book home when he just
look at the book or topics he will go
to the class with questions in mind to
the teacher, this what create
interaction. For that what my
colleague just said the interaction
between the pupil and the teacher is
very limited which is negative
because pupil connection to the
school should be longer. Longer

because he does not only acquire

S ad) Jlaniad 353 6 Canall Jals Hladll
S meies GUS 5 (Bl Jarins LS W U8
dadi 7 e s 4l Aald ) G Jelis

Ay Jual 554 580 7 Ule ol oo Slead)
iy Ll (8] a5 (6 o Ll Al

@ Ul 8 Sl i Bl el ) LS
Dl odic a3 o o 3 1 5l 8135 <l
A Jeliil) o Ay blae GG, Hle dalell
2g3a Aaleall Gl Lo () ag0n (8 daleall (g
Aalray Ul Lol )) (Y (ol iz 035 Jaa AL
iy Jshal 8 Al ()5S (s il A jadll
a6 S e Ldl el (e caniSyy 43Y J shal

= o)
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lessons from the teacher he acquires

many things.

Me What about skills that pupils acquire? | o it da Scalldall LSy ) @l e
Will these skill be influenced by Saiall 38 52l 5 5eaY) Jaal &l el
tablets introduction?

M1 Maybe what we call personal skill. el Laanss 4ial A & leall Lay
Those that will benefit him as a Gl len Jia paniS andi st ) ¢ duad dl)
person such as thinking skills, s ) <l gl ¢ Sl il g s ARl alasiiu
language use skill, and skill that are Led il g ) dga jdl el Janll 4
important for jobs. Individual skills Al O g (b G coie 2 5 Gl O jlga
are such as competition skills will 3 5abdll 5 celaad) daall 5 ¢y slaill O jlg Jin
increase. However, other skill such as | L dula ¢ o< eLd¥) o Dl dic gane 358
cooperation skill, group work skills, ol a5l B sl elosl iy ST g€y i€
leadership to lead his group such e saadl (g sine Ao J V) allal ) lie
things will be negative, he will notbe | u)) ¢ 5l ¢ dc seandll (& Ul i) o <8 e G
acquiring them much. He will acquire | Jial (U 3 ) Ul qas) ) oy o Ul @l ¢y S
things that | want to be firstin my
group. But not thinking that there are
4 or 5inthe group and | want to be
the leader or representative of the
group

L4 Selfishness will increase Ay saie A Jia

M1 Competitive willingness will increase | dpdlll 4 )l saic 4 3

L4 ... No, he will acquire individual skills | ) 45 a8l & jleal) i€y (San Qllall g8 Y
that are between him and the device | sas 359 JE L g G Slead) s 4
but as my colleague just said he will IS il i i daeleal) @l el
lose group skills. In marking there was | 52 ¢ asls a8 ) 3l (e daclas auidlii 5 jlga B
group competitive skill who get No1l Jg¥) i g B Y ) g a1 6185 | paDAA )
but now it is over, they used to fight | | (=3 cé gl g2 Jdl Y
stood up first, | got up first, but now it
is over.

Me Ok ... what about learning skills such 3 ke s o) Al 3 lea Jie aladll il jlgal a3
as reading and writing .. will they be flede jleall L, Ca 24
influenced by tablets?

M2 Hand writing and drawing .... ? 5l s el
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Me Different skills Al & el

L4 All this will be lost 238k = 53 S

L1 Just the opposite, from my view glaia¥ls el 3l Ol jlen ) shaia (e Ul ¢ uSally
reading skill and listening will improve | . 4s sa zal n ia A &) WL i #1
with tablets. There are audio apps, aelid 58 &) V) ¢ AUl alai (o el
apps for learning writing, tablets can | Juadll 13s 8 4l ;8 & Cpeal] e Ul
help pupils to improve their abilities
in these areas.

L4 But he will lose pen use. Everything o oA s ¢ alall daladii) 3 - oS)
will be electronic and pen will be an ¢ Ao dala A dondlly L Al ¢ g i) baie
old thing (fashion), so if his hand 8 g Y (g2l S (o) adad (IS
writing was poor now it will be poorer | dlha s gl 5 )l
because he has lost the skill of
"improve you hand writing"

L1 But for example he knows Word O Dia 1313 550 ey oy Dl s
programme, if a pupil is using Word 4 ali jalld ALY 5 5 5l) el padine UL
programme to write the programme | W i Sl mosaill 5 A3 masadl)
has auto correction and spell ... and agie) Wi sl 4l ally Uas A0S (S il
when a pupil write a word incorrectly | carasaic (IS 13 43y JS) alady #) ) lldall 43
and get it corrected | think her will IR (e adls LKl and £ DY) 5 LS
learn more because if he had alaiy 18 ye Baa] ara el el Aaladind
weakness in writing and spelling for Z)oAY) cUadWl 48l s g saaa S
some words his use of a certain
programmes for a period of time will
help him learn new words and even
spelling mistakes will ....

L4 He is still writing electronically s iy 03K Ay 2

L1 He is writing electronically but | think | i #1 W 4l galiiels a5 SN S 5

when he writes he will not repeat the
mistakes. | mean for example if |
write and (Arabic example ) writing
flower and Word underlines it and |
choose the correct option to get rid

of the red underline. | think when |

) ) e Ul ) e LI & ), b
zanaill S 3ae 2 )l 8 ia 58 5 3aa dasl
Gl en ) Lkl L ) A sy
2oL Auili 3 ye iy o Lal ) siiels jelay
L iy e,




285

come to write it again | will not make

the same mistake

L4 I'm taking about his abilities to use ain) iy Al alasiul 84 e e NS )
the pen... as we say (used parts get anll s S5 sal ariiiall gmall Join e )
stronger and grow but neglected ceod) Al AR paiay g Cheiay Jagal)
parts get weaker and die) his hand padiy 43l (K1 5l e cddl adla sl A
got used to tablets and will find it Lo sl padiin 4l Jeiion 7 paDa 52 A8
easier to use a tablet but not to write. | L il duic Cacall 8 eli joan Jiay | S
How many pupils do we have in a Ui g adad y S
class who don't write and their hand
writing is very poor.

L1 | view it from a different prospective A sk peal il b

Me | want o say something, do we Lall o B8 L. s dan Lia Jaa) )
differentiate between hand-writing Lo 080 Jias adad W) (San iny ,, A0S
and writing? | mean a pupil many QY e 5 a8l sie
have a beautiful hand writing but he
doesn't have writing ability

L4 Ohh yes.. | want to get to this point 9 4l o Adatill Jea ) 3 35ke Ul g, 355950
that his ability to use the pen as the 33wyl Al iy A Al alascin) e 45,08
teacher is saying will be useful and Lot lalSll alay g 4l lal ) 2k ()5S
positive to learn word with mistakes | 8wz eaS 2y g8 (SIS )5 (DA s cUadl
he had already overcome, but he will | Alall sxaiiy o8 43 Julll g 53l (e ¢ 53 s2ic
still have some sort of laziness .. he
will be lazy to use the pen

Me Will he be able to write his essays? § il Ky ga A8 YL Ja

L4 Essays? He will be able to write A" s " ania S iy = anl il
correctly but "electronically" but have | sladl aic li jas J83a ALl sliSia
we given him a pen you will find heis
making mistakes

M1 By the way, this system is now being | &ilall 8 aluuly coall ) 2Uai 138 5 S8 e

set in cycle one is meant for later,
because we notice that most pupils
who fail they fail because the don't

know how to write the answers.

O lebaadl i Y | laamy A s jall W)
Otle Lo agd ) gm s ) U Al (e
LY ) iy
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L4 yes 3 50

M1 For example islamic teacher studies Caans U J g8y Dia dpadlas) Ay 53 alae Sliay il
says that he had listen to the pupil Lo glaia¥l g G Labila g8 5 439 Ll
reciting the required verse of holy 058l dae lUall ads | oy G jle L4y L
qguran for memorisation and he Ay Juil s
already memorised it but he did not
write in on the test. This same pupil
has a mobile phone and texts his
colleagues.

L4 That's it il b elle g3y A

M1 Has the exam started with type your | Lexdan 0/ | W) bl olaia¥) S Sl
answers.. He would have typed it Gile Lo G Jilay iy ) 80 saic 58 43Y
because he has a mobile phone and el Gy 138 S eI A8 5 8 S
he texts. But he doesn't know how to | | suas cp ol Le A 89 e clilasiaV) alas
write in exam paper, thisis a
foundation to change examination
system at least for those who are
unable to answer.

L4 Just like another point, it could be out | <l jias & s sall 7 JA Sy Aina 4k (g )

of the topic but it may serve it, it is
easier for a pupil to search a
information in a book in the library or
search the internet? | want to say
that we have lost the use of books.
Pupils in schools, | am suffered this
with my elder children ... "son you
have book , open your book for
information ... ohh why getting
information from book ... I'll get to
the internet just copy an paste and
I'm done end of story" in this we lost
that pupils look originality, now they
look for what is easier.

Gy Gl Jeul 58 |, A0S (Saa a0
iy 43l Je o) da sl (e A0S 8 S 8
) L i) 43) @l juaad 56 Ul Sl g 0
Al dlaie ol piaa | ey QUSH Jaatios adal
el LS oY ) pe o capile Ul Ayl B
Lo glaall by LS il (S lie )

st Jaal Ul Leagd QLS (e Lgallal iy,
Ligi) (adld s Ledaa) s Caun g (258 Lelae | il
s Ul af Lind o€ aial (a4l Ja5 AKa
o) e Hsam & JaV) e
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Me Ok .. let us tie it together as we move | s L., s Al ddail Jaini 5 gaal gall oy i il
to another point, what is yourroleas | ¢,V Js5 )50
parents?

L4 Follow up is very important, it is more | 4 aall (e Sl 34y )5 pa (5o Al
important at home more than in it ) ) 8 ) ) s Y U ey e
school. | mean | have to follow up LYY U sl cada oo jledll 4y 3340 )
with my so or daughter, what have 4 e dlin sl | Caall Jalo agle elile s
you taken today? Ok you worked ona | 5l )3l Jexia iy (iladiee oo o Sl b
tablet in the classroom what areyou | ¢ e dg
required to do at home? If she has no
tablet at home how can she work?

And what if she has?

Me The current question now is your Caall 13 A iy dlaie jal Ay d ) J)sud)
daughter/son in the class that uses 8 )50 s L Aaa sl 8 jeaYl 4 aading )
tablets what is your role ? directly e IS

L4 As | told you | have to follow up, what | il s sl oY ol jaal J i ol pan sea
have you taken today with your o) o) 8 Aalaall a4yl 538 B2 jledl)
teacher on the tablet? What has the il aY U Syl el Al daledll |k jleal)
teacher asked you? | have to be Ja 5 8 0385 4y Lgie Culls dalaall 3 S8 saic
informed what the teacher wants her | cxic 5 e 5l . Y 5l saic Ul 48 e ddadl) &
to do... and does the teacher knows if | ) xe canll 8 ddadsV) cadlia) Ja (i sina ¥
| have tablet or not... and other if Gosdiaa I 5 o2ie
they have or not.. Activities will differ
at home for those who have from
those who don’t .

L2 In reality, let us be realistic my son ol Ul a5 0S5 Bl S a8 S S

uses tablets in classroom when he get
home who will follow up with him? In
fact parents don't have any idea
about the topic and don't know how
to use them so on what base will they
follow up? In reality most parents
don't have any idea on how tablets
are used in classroom. And what
makes it worse that pupils don't take

tablets home, tablets are in school,

e Gl g L caall Il aodis

oo bS8 exie Le ya¥) s Sl | 4y

@) o dendinn (S Cajmg Lag, g s sall

Lo ¥ el gl alama | ol 5 &l Sl (uld
ST = ol aladind 44 yla e 3 S8 aaie
a2y M) o S8 o2ie Lo Cauall

s sez sl Ay e Ul s ealy 30
bl A paall A e Bl e g A el
o Lo pgabiza (S (Ja L) el lias
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this is the reality half parents or
maybe most not only half don't know,

few people know who to use tablets.

Alaxial TES il 5 a1 58 jms ) agiad
s A )

L3 From may point of view as a parent, | | .. 3 <k gl el 4058 U g ki dga s (o
don't think that | need to know sl oo 5 UK Giel) daliag il aiie) L
everything about tablets, this if .. 83 sall malidl) Uil 5 13 138 35 SIY)
current curriculum were linked to Al e g (A U maliall aady
tablets .... serve curriculum. It is Lo, zaliall pad = Sl S 13| alial Cillal)
enough for parents to follow up with | 7l je 5 S G el ol s U5, pally
the curriculum, I don't have as a 43 agie ), daddin) (ol 4y al 5 5 ually f
parent to know everything about S ol KU a5 Jgsa sl alasiin)
tablets or Idon't have to try itout or | & o s maliadl 5l day y o G L 4ngds
use it. | think it's use is easy for all e ST W < R g PG TR G BN Y
pupils .. they do understand . Just z sl aladily ddagi jal)
have we linked curriculum and they
will be served in this way. | can follow
up with my son or daughter only with
curriculum that are linked to the
tablets.

Me How can we improve parents role? € ¥ Ay 550 shi (Saeas

L4 Awareness, raising awareness to all el o Jall de ¢ (e i poma (e due i)
parents as it happens in meetings or | 4,54 )5 5l glaial deasn e (55 ) 5a¥)
workshops for them aed S

Me Ok, how can parents improve their o550 sk ¥l s (Sae i€ anka
role?

L2 Use internet ) aadioy

L4 Try to learn plady 54 Jslay

Me And then? How will their role be after | ¢ alaii o axyo )90 S 71, @S ¢ Cpamys
they learn?

L4 He learns and buys a tablet sits with Ayl ae iy dal g g yid 5 <l puan alady sl
his son and follow up L 2y

Me Again follow up A B e Aalidl lina

L4 They have to follow up Bl sy see
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Me Can we look at things from another Saliall pe (s Al Al ) e Lkt (Saa
angle

L4 Do you have an angle you want us to | ¢x leia Ja3 sl dimadygl ) eli juaa Slaie
look from?

Me | want to listen to you ASie pand 3yl L)

L4 Believe me for parents the most A b aa) Cull B alldlly jeY) s S
important thing at home is follow up.. | .. lUall L dale 3ale i saie Le 58, Aaglial)
They don't have academic knowledge | <l 2 (isxins,.,
to give

Me Why do we always view parents as if | glul 4l e Laila jo¥1 Jg jlas adal (i
they were not educated alaie e

L4 no bl

Me If not all of them are educated a DY) Ll (e 4 agia 8 (palaia agdS L 1)
group of them are... they may give Aaial e SIS aled L) 058 (San , Aalaia
things more than follow up

M1 At the beginning any new things ... at | s sae Ll B | aaa (5 g) Sra L A

the end will become community
culture ... take computers as an
example, when they were introduced
to schools at the beginning .... parents
were forced to buy computers as
their say all my friends in class know
how to type, so and so have
computer. Parents had to buy and
learn so the can teach their children.
16 device are for a class and at the
end when the school gives tablets
importance and believes it is useful
and implement it at the end parents
will be forced by pressure from their
children to buy tablets and the come
to school to ask about the
implementation. In this way it will

become a community culture within

i Lal ol sal) Dl il || i 28E ) S
s mnil sa¥l eldg) . ad gy lays dylall b
Ul sl mgill sy aglom (B a5 15 53
SN Y sk |5 jas gl Canall b e
ey e (o )it Le L saie (D5 eaic
Che om0 5 g Al eV (Jy sluad
(S PG PENR R R WLV A PR PPN
P NCE G R RV B P F I B
Sy e 13 ¢ el 1315 Laa Y1 iy U
D3V el gl G e Al (8 atida 5 Ul
Va2 s 155y agdl agiliyl Jaa 5y )k (0
B Akl (e Lebaii A oo gl A adl)
O e e P piona 28 st Al
ERRREPE
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two or three year. But we have to

implement

Me Just before we carry on, have you 336V aladinl 8 3 daled b JaSiLe U8
learn anything about tablets use form | faSilul ;e
you children?

M1 For me | haven't learned because Lo o) &lely ()Y, cnalai Le Jd duilly
honestly the idea is not clear forme. | s Sdl Jis),

L4 Because there are no devices... will b s 0 e (A L B e) ke 43Y
she be able to tell me "come mum | Gt e Y L hed Mt o3 Caalad Ul Lale
learn this come and see"? No device. | 4wi 830 3k ) sxie M IS Jny e
And all those who have tablets you duadl Laladas I e salS L) lall
will find half of it games, but no stuff | a e alaill QUi Wisda 131 Y1 Y
that is used in school. Unless we
implement distance education
system.

Me Can we ask parents to participate Al 31 ae agen o) Y A K Y
with school administration in Ran S iy g (28l $2anl) 5 Juail) 43)
different ways of implementation ? S el 83 jea) g2 Junds

L4 In our school discussion doors are A ool e site Ll b 4l
open to parents, it is ok. .. but the sic ¥l Ay 4l g KAl Gu L gdle Y
idea that parents who have any idea | 4,0 e (558 a)Y daa (dsdic 5 dipea s S
or has a new idea has to be with Cpadl aal s oLl GV (e g guim sally AlS
enough knowledge with the topic Al A | S plaalldaizly je 3 ) gl
from A to Z and until now the ideais | 5_S8 (e adavsa 35S G Sy 03 JS 4aladial
not clear to the majority. How will Lo a3 g0 o) Ul ldie 4o o) dal
they be implemented. Maybe just
simple idea not grasp it all, so how
can | come and present new things.

M1 Again as | told you it is my point of S ohidgeny o @i L Jie L 5,305

you ...for example had they for the
first step started with survey to the
class they want to implement in so
they know parents and study the
class well. Then bring them to a

meeting and specify time for that

Caall ilaal flae o1 A o) 3 glad & CcuilS Mia
e W) il jle 5 4 Chiday G )
glaial aellac 5, caall day cp jlag aadie
|5 e AU ) e sl (ol aglisa s
ptd s g 135 3 ) puall aglain g (pamyg aghy pia
138 5 e Alaa s ) 4 Y 5 55 gl
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three weeks in advance so parents
can arrange to attend. Then give
them clear picture and if they see a
clear picture and could convince
them that this will be implanted, | tell
you that there will be no objection. |
still don't know the price of this
tablet, have they made it clear for me
that my son will benefit more with
the tablet and it will be implemented
when you buy him one, | am sure that
most parents will... they will do
anything so their children learn
better, especially after this last period
in which the education level was

down. Everyone is looking to do

L Lais Ul e o5e ol U (ke )y 1,30
iy ail liaa s 130 4ad oS o Sl Ca e
Gl s 48 v ) A sl SSI iy
15 o3 el el Sl 1 G a3 Ll Ulad
| sadlay s 2Y 5l e (ol sl s OSYL L
Led IS A oda a1 3 5l amy Aald iy )
Jors 40l gy 3 JS 30 (] 5 sinsd
iala

something.

L4 | will tell you a personal experience,,, | L dsl ..o dpaid 4 jad ¢l juasl J dla Ul
when they started using tablets my 3ke Lalad i Can 02 21 W1 | seniig |55
daughter came to her father asking aad e, Lalely @l g pad) A lE
for a tablet. He replied let the school | cuilé $os oS 4iad 48 jle 35 1191 ada )
provide you one. They want to Cllaleall aal 43) o S | ALH (35 )8 Lo i
implement ... do you know how much | 13 g=ada L6 | s il 5 i s )l
is it? The girl was silent as she Qb L g i A A Cails
couldn't talk.. . She said that one
teacher said who can buy one should
buy... he replied if she can buy let her
buy you one.

Ml We don't even know how much is it.. | a4 il ad jau s

L4 | heard from the technician who came | 43 5 j J 5l agdascay o) A A8l (0 Caans Ul
to set them at first that these ones at | 4 Laie 15362 2 Jly €4+ a8 jeu
the school cost 400 OR each. £ve aal gl

Me As a parent are you ready to el 3¢y daabioall anive il Ja L el (J5

participate with this amount to buy
you son a tablet if the school asked

you to do so?

s yaal) lia Culls Y e 5150
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L4 To be honest... forgive me.. | can't L3 Le ke ) dal ey Ul

Me Just give your opinion .. don't worry bk ) 13

L2 It depends .. | will look how is my son | s gl saléin (sae Ao Sl Ul cas e
going to benefit from it .. has there palul Judlly 35S 5l 48 (eSS OIS 13
been great benefit for sure | will e Jle G Casd) 5 ki dga s e W) (g
participate but if | ..... from my point | L <lils |
of view see it just (phrase means for
the not used well)

M1 Yes.. This is it seriousness should be 2835 ge 0sSI Aaall (53 o) 5 | )
present in the topic. Secondly what | | alall aais o Ul e 28 G5 g suia gall
spoke about in the beginning which is | Jaul sy e Cosii cds du paall a3l o a g
the school gets offers from 0 5 ¢ 3aal LBV ol il 4l Lghaa (e (g 6Su s
companies so parents pay in B San a1 el gl adl s J 581 LI ) s
instalments over 4 or 5 months. I'say | .. 3aa)s8 0 £0v adnleduled Jy Ve
that parents may pay monthly 100 OR | Gukill & daall | doaall culs A a8 52
instead of paying 400 at once and this | =)V s 488 5 8 daall
comes with seriousness. Seriousness
in implementing and seriousness in
spreading tablets culture.

Me Let us move to another point.. How g el ol il a5 s Al ddaws ) Ja
do you see roles related to tablets.. ¢ ol Al o La L #) SV alassily
What are the roles? . oz o I

4 58S (il 8 (5S35 ) 5 pally Le (il 8 J S8 Ll

L3 That pupils don't download 055 ) ga sl adalia = 5l 138 (& 3 Le 4l
unacceptable videos or photos <yl e da s

L4 There should be limitations to L 5oeaY) 8 Jn ) e asd 4 Sl

downloading on the devices. .. there
should be a responsible on following
these devices from time to time ..
could the child be sitting in a space
where he gets a network... even if he
was playing ...he doesn’t mean to
download bad stuff. | mean from
time to time there has to be clean

process to the devices before getting

558 S (538 e dailia 02 Jsime B 0555
A ingils L e b (s lal) () S5 (Ko
ke 5y a5 J 3 ALY JB Le g 55 A0l
33 JS a3 G sl (92 el sl ll 6l s
U (o gy 35D Cpl dalee 4 055

GOl W sSanay La U 00 5 362! ailiy s
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into children hands. We need to see

someone responsible

L3 Of course the use of tablets is with A8 e 536 05S55 o3l 2 MY Al Lada
permission and it is monitored what zla) o e el Janally | geadiog (il
exactly will they use in. But if for U Aaaadl) Do il 8 Sleall andiing callkal)
example a pupil needs to use the Sleall 13 8 7 o Lo el dajlia lin (685 0
device in times like break there
should be observation to what has
been loaded on the device.

M) Maybe there is another point we ) G lalas | g Al ddis 8 ellia L

have seen it in one of the private
schools that we visited... | mean we
notice in our school that for example
in Learning Resource centre if a
teacher book it as he want to teach a
lesson there.. The (librarian) would
leave the room just as the teacher
arrives with his pupils.. A chance as
someone else is there and you will
not fid him there. This also happen in
computer labs with ICT teachers. In
the school we visited it was a private
school in Muscat, the librarian was
there and she was responsible.... the
teacher comes and teach but she is
there observing ...if a teacher is
unable to control his pupils in their
work with equipment in the room she
takes note and my not allow him to
use it again. Tablets needs something
like this, someone responsible about
them and teacher are allowed to use
them but if they can't work in an
organised way, he is warned or even

not to be allowed later.

O a5 e Wali ) Aualall G yladl)
plaill Habias S ja Lia i L jlaa (& Line a3
Guay e L dan Guob 2 n Jaa alaa )
a5 s aleal) Joasy o gl Sl ladl
G asmse s ha i ladVl ol

@ s s e g dlianile S )
e 3 jlxins) o guladl dalea | (o guda 43 2
Aaleall daasibe Js) L) 4 (0 )35 g pididl)
uujjg\hjwlt_;,_g_\ytﬂuu A
ISl Al ilS Jas (b Aals A e

S5 0Ny o alaall | Agsaadl oo 353 50
aidls e sl 3 Lo aleall Sl 13,
Cliaadla 33k delal) cilmiia agaladin) b
13gd, . S yall Jsall (he 40 5 e dxiar (S,
leie Jsma 2 5S Aeldl 53 Jid zling
paig Al U alaalls | Aclall JAks 3 ga g0 (35S
aliia L sl Jandl e sy o Uiul La 131 oS0
Lo Cdng IS Al aa g s, dulic Ay Hhay
alaany
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Me What about number of time the aSaie Ja € leal) aladiul & e aaed Llly oS
devices are use? Do you have any pxiey & sul) 85 50 oS alaall Dl $g Ul
idea.. For example how many timesa | jleadl alasiul (1 jai 3 e oS Callhall g 95 e
teachers uses tablets in a week? And | ¢ & sVl 5l sl 3 3 gad2e
how many time are pupils are
exposed to tablets use in different
subject in a day or a week?

L4 In reality maybe pupils are exposed to | e Jleall a et g Ul (S a8l )
tablets once a week. g sl 85an 55 5

Me What about in theory? ¢ i

L4 In theory it should be daily ... in factin | JolS (g ad) || L (s jiall adl 5 45 i€
all lessons and we should load tablets | L (s)4le zaliadl J3iaial (S Gawmall
with curriculum ... as my colleague aslatll 4 5k gadaiy aial adlA | s3lELY) 8
said we are applying e-learning ol el padla g s S
theory .. it is over no more paper

L2 If they initially start with one grade ) U Sie Ban g A je e Linaa ey o) o
for example grade four or grade thee | Loy zaliall Ju3i ded (35S oldie &l )
so it will be easy to load curriculum il A | panasl)l e haa 8055
and there will be no pressure on class | i il Gulasi e Lo ags¥ Jed (Y1 4dlal)
booking. It is always easier in cycle Jo padl o gl Al
one because the are not bind to
exams from the ministry or from the
region directorate.

L3 | fee these are not appropriate for the Alal) (o8 AV 2 pend Al pon ol L Lgaa

age groups in cycle one. These are
young pupils who always work with
things they can touch and feel. For
them learning is more difficult have
we used tablets. However, have we
used tablets with older pupils for
example (high school) following the
same system used in collages, | mean
that curriculum is loaded on tablets
and projects and researches students
do. Submission is electronic this will

be easier for teachers and pupils

s suanall g Jalai Laila 5 s dglla Y
25 Lot of Canal agdl dawailly alaclla
oy 4 B Sie 81 Al e 1 Gula ol Laiy
i 3y e maliall () oS5 iy LIS U
0553 & DUl b slexy I lag¥) 5 jlial)
plaall Jeusl (0 5S0) aadally 138 5 (5 g SI) ol
033 (o) g aladll (8 o) g llall el

il galiiely oY) Adlall ity L | aledll

a0 35 o Y Aol (B ATY G 550

il guanall e Jalaiilly Clausl)
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whether in learning or in teachers'
role. But for cycle one | think it will be

difficult because e need to install in

them basics of working wit touchable.

Me In your point of views,,, how can we 3ol (38a5 (e (i€ oS i dga s (g
make the most of these available i jaall 8358 gial) 3 3gal) 28 (4a (5 saall
devices in the school with current e paall Al g pally
school situation?

L2 Of course we implement it on one Al e 4k b ame caa e Ak luh
class and we don'timplement on the | cawa 33l | ad JI A J5Y) e dalS 5!
whole cycle one from grade one to T o ol JS s salainy) glie | agle (gulais
grade four.. We just take one class
and we implement on .. so they
benefit and every two work on one
device

Me This is what the school is doing right o Aidae dupaa) | cpal) A jaall &8 138
now... implementing on once class of | 13 43l (Sae oS | &l Il Gishia (40 2l 5 Cia
grade four... the next question is % 36aY) 62 e (5 sl BAELY) iy Caal)
How can this class make the most of
these tablets?

L2 Load all curriculum on the devices Jie (o1 IS8 4naiin 5 anle zaliall JS 33
and use them daily as the teacher ek Ail€a) 40 131 o3lEY) Culld L
said... if it is possible of course.

Me Where to get apps from and who z U e et (s e L Aeadieall il
suggest appropriate apps? Gradiall gali )

L4 The teacher of each subject.. She z el meiad) Jstia A o, 0le S dalas
decide her curricula can be taught el sl iy
with which app

Me An who will provide the apps? bl e (e

L4 ICT teachers are here they will el ) 513 s sl A5 5 gl Clalaa
download the apps to the tablets 336y

Me For example ateacher suggested a i (e L, g 8 gl Con i) daladll Dl
paid for app who would pay for it? Sadally

L4 The ministry 35054
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L3&Y | The ministry 3l

L4 You see when you implement an idea | JalSs Ladas) 3 ,S8 343 o) 5 S& ) glay Lal &l jas
implement it well from all financial Wl Leail 5o
side

Me | asking about reality ... | asked you to | a8l )l (1o g gm sall jlais oSHE | £8) L Q15 L)
look at the matter from real Gadal 2 ) Ul g e ol Ayl 500 Dl
prospective.. For example the school | cielaiul | 5 alu (<50 5 A5 g 5 1o
administration took the initiative and | laxic & coall | 536aY) 3 55 L sean
though about a project to implement | (See el Ll lS ainl (oS | Cilie 85 &)
tablets and with all effort it was able | 336 g2 (e 5 saidl) 53EWO agsi )
to provide these devices .. now this is
reality there are some obstacles ..
how can we as parents participate in
making the most of these available
devices.

L4 Has there been paid for apps and the | s (=da s .. & dae i A QS iy
school can't pay ... teachers can 3 g S Jeay (Saa,, 338 e A yaal) culs
donate and every teacher pays aalu dalaa S
something

L For you knowledge they made a Ja Lali 48 e Iglee | Jnd clalal
special room for the LCD projector .. e g A3 3 gea Clalaall ada g a5 il
teachers paid by themselves to get L€ 5 31 a8
LCD projectors in every class

Me And now we are back to teachers.. | oY) s ol dgas (e alS | Cilaleall Lias
am asking you to speak from parents | acw 3¥ J5 (Sea da
prospective .. will parents participate
?

L1 For sure they will AS) agsy

L4 Not all parents sl Wl S e

Me How can the school administration S el ) duaall 3)aY (Sae S

ask parents ? Sometimes when
parents are asked for anything the
involves money they have different

point of view

4 o5 agie bl W) el Ulal,, )
Aalise Hlaidga g agll (585 (sl
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L4 With all respect ... the school o3 W A paall 3 )l @i pand al yis) aa
administration when it wants to ask OY S e ity L g 5 i 5V g i ke
for donation it does not ask from Oa callain ey 5 U5l il 46 e
everyone they know the ability of 33l sxie I agawy iy LU W)
different parents and they ask s e 838 e K1 Ale 3 0k,
parents who can participate. But not
otherwise

L2 Yes they don't ask ol et Lo

L3 May we leave now? ol (Kaae

Me This the final and most important A all b dos sl 3 5ea ) I3l L e pal g )3
guestion .. why tablets in classroom? | $4ia.all

L4 From my point of view because it is Las ) lSe deand Gia 43Y (5 ki dga s (4
difficult to find any other place to 3 jeaYl 4
keep them in because..

Me In order not to get it long... the o 1 Gl ) sad) | 300 sk e olie
question not about why we keep JBaY a3l 81 Caall 46 e 85 ea)
them in classroom , rather why do we | $uw)xll 8 Lealains) Gakai s Caall 3 5¢aY)
want to introduce tablets into
classroom and use them for teaching
and learning?

M1 Improvement gl

L4 Yes ... instructional media and dparlail) il sl g dsarlail) maliall s shai ) o)
educational curriculum improvement | &Sl .......
and to keep up with ....

M1 to keep up with the new technology | il 4 4

M2 it is good to learn things in schools so | cilea sill 1 581 g5 s laall () salais agil 033
they keep up with the new trends and | Jx callall 3 agdsn jueay A1) 5 pay g &aall
they know what is going on in the nalie fsleay e
world, so they are not left behind.

L1 schools use technology and itis good | ., A5 5 Aaal A 438505 y)aa)

to make use of these devices and
surely they will be useful

Be 585 71 el sl 03 3562 Y)




298

L4

these devices are useful especially to
get rid of the heavy bag our children
carry every day. Why not to use
electronic books in tablets and one
device will carry books more than
what a bag can carry and the weight
will be light for the children. Had each
child had a device this will solve the
problem.

Ldll e galiill la gind 30080 3 jeaV)

Lo Gl e JS W slidy 2 W) ) 2L

aal gl Sleadl A s 11 3 jea¥) anding

il San ) Sl e I 3 (e
die Jaadl (a3 oS 2l o)l Lelad
ARG Ja ) )
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Appendix M Conference Presentation
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Appendix N Discussion Group Presentation
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Appendix O School letter to IT Department at the MOE
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Appendix P: Translated Sample Extract of a Teacher
Interview

Me: How do you see your lesson today as you used tablets with pupils?

T1. Today the lesson was limited to the use of PowerPoint and Word. We
were supposed to add some other programs (apps) that it would have been
better to use. For example as you have seen. Word... When we give pupils
an activity on Word document some parts of the activity get deleted and they
come asking ‘where has it gone?’ They accidently delete things. Had | used
the Quiz Creator program it would have been better. The question is clear
and they only have to answer it and the answer is automatically submitted.
There will be no deleted question or any part of the activity. Hopefully, if |
have the chance in the future | will try to use different types of programs
other than PowerPoint and Word documents.

ME: | notice that pupils’ eyes are on the devices when they come into the
class.

T1: This is it. Very quickly. | might be thinking to start with something else
before using the devices but this is true. What can you do? | have to try to
deal with it.

ME: | noticed that you prepared the devices and put them on the desks
before letting the pupils into the room. What is the idea behind this?

T1: We are supposed to let the pupils get used to bringing the devices
themselves. That would have been better and saved time, but today they
came a bit late and we put the devices on their desks for them. They were
also supposed to take the devices back after they finished, but we thought
they might not have turned them off, so we had to check and make sure.

Me: Any advantages or disadvantages of putting devices on pupils’ desks
before they come in?

T1: Advantages, it saves times. And there are disadvantages. It does not get
pupils to learn organisation and how to get things in order. First they come
into the room, then they get the devices and sit properly, and so on. It's
better to let them get used to organisation, not just depend on others to get
things ready for them.
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Me: Could you explain a bit more regarding the devices and time? | didn’t
get it. Do you think they play a role in saving time or wasting time?

T1: mmm. No no, honestly, the use of devices saves times and reduces time
lost, because everything is available on the devices. For example, the
PowerPoint lesson is all in the device, so no need to waste time writing on
the board. It is better to show things that are ready and save the time to
make sure they understand.

Me: However, you still used the board a lot in today’s lesson, didn’t you?
T1: Yes.

Me: Have you thought of using the devices instead of the board? And why
didn’t you use devices instead of the board?

T1: | need to give the pupils variety, not only let them each work alone on his
tablet. There should be dialogue and discussion. You notice that | had two
working on one tablet and even if they are sitting in a group, that might stop
dialogue and discussion for the class as whole.

Me: Can’t we use the tablets to do what you did on the board? In the same
way and the same order?

T1: Maybe. Why not? ... But | don’t know, | came to the board ... You know,
nowadays it’s all about dialogue and discussion.

Me: During the lesson | noticed that sometimes you gave an angry look to
two boys, especially Adnan and Bashar...

T1: Yes... you know, because once they get the tablets they don’t pay
attention, especially if they’re sitting in a boys’ group. If they were in a mixed
group they might have talked less and paid more attention. But when they sit
in a group of boys ... lots of noise and distraction.

Me: As a teacher ... haven’t you thought of mixing boys and girls?

T1: They are not used to that. From the beginning | found them sitting like
this, boys in their own groups and girls in their own groups.

Me: This is not our topic, but as a teacher, aren’t you are free to organise
your class the way it suits you?

T1: Yes, true, but | found them sitting like this ... In grade two it's OK, boys
and girls sit in mixed groups, boys and girls. But as | / you [not clear] heard,
the teachers don’t know their plan.
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ME: Your angry look was repeated several...
T1: It wasn’t an angry look. It wasn’t anger as such. | was just warning them.

Me: Whatever you call it, angry or warning, this warning look was repeated
twice and on the third time you asked the two pupils to stand up and you
asked them a question as if it was their punishment.

T1: Yes.
Me: They answered and you let them sit down.

T1: Yes, | was checking their concentration and if they were paying attention
to the lesson.

Me: OK .... Your first use of the projector was after you had explained
everything on the boards.

T1: Yes.

Me: It appears as if you were using the projector to show a summary of the
lesson.

T1: Yes, so they understand. In fact, they already understood. It was only a
revision... | mixed it with discussion and the use of technology.

Me: The question | want to ask... You only used the devices towards the end
of the lesson. The pupils hardly had time to hold the devices and the bell
rang.

T1: What is important to me is that they understood the lesson ... really
understood it. And that’s it .... It is OK... Itis OK ..It's OK to use PowerPoint
from the beginning. It's mixed.

ME: There was a problem that appeared during the lesson with some pupils,
especially boys... the problem of switching the languages when you asked
them to type.

T1: Yes.
Me: Does this happen often?

T1: 1 only noticed it particularly during this lesson. ... It's good for them so
they learn something from it. .. Yes, sometimes it happens that parts of the
Word document get deleted. | tell them how to undo the deletion.. Now they
know it and how to switch languages ... It is good.
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ME: | noticed that the girls’ groups were working together better than the
boys. They discuss before they write... With the boys it seems that only the
one holding the device is working on his own.

T1: Boys get angry. They all want to hold their own tablet... They don’t want
to share, whereas girls find it easy to understand and work together and
cooperate .... But boys all want their own tablet, as you saw.

ME: Do you organise it as to who will hold the device and for how long?

T1: This is a good idea... | never thought of it ...It is a good idea ... For
example, today one pupil will hold the device and tomorrow the other will ...
This is for pairs.

ME: Do the pupils sit in fixed pairs?

T1: No, it's not fixed. They change seats.



