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Dear GLOKALde Readers,
Welcome to the sixth issue of the GLOKALde,
Volume: 2, Number: 2, April 2016, as an official online journal of the UDEEEWANA
Among the goals of the GLOKALde are sharing experiences regarding effective use
of distance and open education in open, blended, formal and non-formal education
contexts, and providing a communication network among distance education
experts in order to be able to define new strategies to deal with the issues of
distance education. International in scope, this scholarly e-journal will publish
quarterly, refereed, blind-reviewed articles focusing on the issues and challenges
of providing research and information services to students enrolled at any level of
distance education. It will particularly strive to meet the continuing education
needs of practitioners by providing a forum for the discussion of extended learning
policies and practices, and trends in information technologies as they impact the
delivery of any kind of student support services for distance learners and
institutions.
As an academic in the field of distance education, I have been fulfilling many other
academic responsibilities throughout my academic life such as giving lectures,
conducting research, coordinating courses, presenting papers in national or
international seminars and conferences, supervising MA or PhD studies, acting as a
jury member in defenses, and assuming other administrative roles as well,
including being a department chair, science and advisory committee member,
conference organizer, etc.
I am proud to take a new responsibility now as the founder of the UDEEEWANA
and as the Editor-in-Chief of GLOKALde. Some of you know me quite well from the
distance education literature and Anadolu University’s online journal TOJDE
experience in the field for 15 years, I believe that we will succeed all together at
crowning GLOKALde with such achievement in due course as well. Under its
renowned editors and experienced administration, and supported by its
professional technical team, I am quite sure that GLOKALde will keep publishing
the highest academic quality research by well-known experts and authors in the
distance education field.
This issue covers 8 articles written by 14 authors from Australia, Greece, India,
Malaysia, Nigeria, Ukraine, Turkey, UK and USA. In addition, this issue includes
two papers in the “Notes for the Editor” section. Three reports are published in
“Re-published materials” section which GLOKALde aims republish some useful prepublished materials, reports, fact sheets, etc from the past for its readers who may
have missed them. And than in this issue published three book reviews in the
“Book Review” section. Before the “Articles” section, you will notice an
announcement that explains the scope of and the reasons for the creation of
UDEEEWANA. The GLOKALde belongs to the most extensive global distance
education associations.
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The GLOKALde reflects the disciplines of Distance teaching, education, learning,
open, blended learning areas that are interdependent and interdisciplinary with
other disciplines, as education and technology increasingly drive systems,
students, colleagues, distance educators, administrators, researchers and our own
professional practice.
The GLOKALde aims to establish new channels of communication for the distance
education world in general, but especially for the regions and countries included in
UDEEEWANA as the association for the region that covers Eastern Europe,
Scandinavia, Baltic, Turkic, Caucasians, Middle East, Arab Peninsula and North
Africa which include the countries of Afghanistan, Algeria, Azerbaijan, Belarus,
Bulgaria, Cyprus, Egypt, Estonia, Finland, Greece, Georgia, Jordan, Hungary, Iraq,
Iran, Israel, Kazakhstan, Kyrgyzstan, Latvia, Libya, Lithuania, Macedonia,
Moldova, Morocco, Northern Cyprus Turkish Republic, Norway, Oman, Palestine,
Poland, Romania, Russia, Saudi Arabia, Serbia, Slovakia, Slovenia, Sweden, Syria,
Tajikistan, Tunisia, Turkmenistan, Turkey, Ukraine, United Arab Emirates, and
Uzbekistan.
The first paper is reached to the GLOKALde for “Notes for the Editor Section”, from
Malaysia and written by Professor Dr. Rozhan M. IDRUS, from Open and Distance
Learning & Technology Universiti Sains Islam Malaysia & Islamic Science Institute
(ISI), on “Teaching & Learning Using Social Media”. His paper mentions that today
the developing technology has made all these possibilities available for all
learners. Many Social media is the collective of online communications channels
dedicated to community-based input, interaction, content-sharing and
collaboration. Social media also refers to the means of interactions among people
in which they create, share, and/or exchange information and ideas in virtual
communities and networks. Social Media is the current trend of communication,
presenting a countless array of internet based tools and platforms that increase
and enhance the sharing of information. This idea and form of media makes the
transfer of text, photos, audio, video, and information in general increasingly fluid
among internet users. Websites and applications dedicated to forums, micro
blogging, social networking, social book marking, social curation, and wikis are
among the different types of social media. This is all well and good….. but how
does this play role in the educational landscape.
The second paper for “Notes for Editor Section” is submitted to GLOKALde from
India and again written by Asst Prof. Dr. R. SIVAKUMAR, from Education WingDDE, Annamalai University, Tamilnadu on “WhatsApp in Education?” His paper
mentions and gives insight that everyone is busy in their Schedule, they often
don't get time for their relatives, friends and family. But thanks to the technology
that it helps to cut the distance between our relatives.
Mobile phones have become a crucial part of our daily life nowadays. Everyone has
a personal cell phone of their own. Mobile phones have been developing very fast
since 1995. There are number of applications available in the market which people
use according to their preference, WhatsApp application is one of them, an
application which not only has function of chatting but also other very convenient
functions. WhatsApp get famous worldwide with no age boundaries.
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The first article is written by Assist. Prof. Dr. Emine SENYUVA and Research
Assistant Gönül BODUR from Istanbul University, Florence Nightingale Nursing
Faculty Nursing Education Department, Istanbul, TURKEY. and is titled as
“Perceptions of Nurses Regarding Online Learning Environments And Socialization:
A Cross-Sectional Study”. Their article analyzes the state between the perceptions
of nurses regarding online learning environments and socialization in the online
learning environment. The study was planned based on descriptive and crosssectional design method, in order to determine the relation between the
perceptions of nurses regarding online learning environments and socialization in
the online learning environment. Results showed that nurses have positive
opinions about online learning environments, their perception regarding
socialization in online learning environment is moderate and there is a positive
and moderate relation between the perceptions of nurses regarding online
learning environments and socialization in the online learning environment. In the
lights of these results, there should be an emphasis on education activities applied
with information and communication technologies, scientific studies, different
methods and techniques in order to increase online learning environment and
sociability in these environments that provide nursing education.
The second article is written on “Self-Efficacy of Teacher Candidates in Designing
Call Activities for English Learners Within The Framework of Technological
Pedagogical and Content Knowledge (TPACK)”, written by Hilal PEKER, M.A .and
Kerry PURMENSKY, Ph.D., from University of Central Florida, U.S.A. They mention
in their article that the effectiveness of a Computer Assisted Language Learning
(CALL) course in improving TC self-efficacy for integrating CALL activities for NonNative English Speakers (NNES) in the classroom. In this study, 16 TCs in the U.S.
designed a variety of CALL activities for 15 Chinese and 16 Turkish students. On
the basis of a self-report survey and open-ended questions in the same survey as
well as the student perception of instruction (SPI) survey, this non-experimental
correlational design study revealed the relationships between different variables:
the perception of TCs’ pedagogical and content knowledge, CALL technology
knowledge, confidence level in motivating students, and assessment and feedback
awareness in teaching English in a distance learning environment. Despite the
small sample size, the regression procedure predicted 92% of the variation in the
dependent criterion, and the qualitative data also supported this large effect size.
The results indicated that designing CALL activities as a hands-on experience
increased TCs’ self-efficacy in technological pedagogical and content knowledge
(TPACK). The paper discusses the pedagogical implications for training TCs to
teach EFL learners through CALL in the digital age.
The third article has been contributed by Hasan Said TORTOP, from Director of
Special Education Research and Application Services, Bulent Ecevit University,
TURKEY, on the subject which is titled as “Gifted Mentors’ Views About The Use Of
Facebook in E-Mentoring Practice At EPGBU: A Case Study”. He mentioned in his
article that young people’s most used online platforms related to a social
networking site, such as Facebook, mobilize educators on the use of technology
for educational purposes.
In Turkey, Facebook was used in the implementation of e-mentoring at the first
stage of the Education Program for the Gifted Students’ Bridge with University
(EPGBU); which has prepared candidate science teachers as instructors in the
academic year between 2013 and 2014. This study aims to investigate the
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opinion of candidate science teachers relating to the use of Facebook. In this
qualitative study which is designed according to the pattern of the case study,
many participants are determined to illustrate the method of samples. In the
study, data was collected with an interview form between candidate science
teachers (mentors at EPGBU).
The result of the study states that candidate science teachers agree that time
spent on the Facebook group page is effective pertaining to the practice of ementoring, sharing experience, fast- communication/providing feedback, effective
communication between mentors, ensuring EPGBU events and documents reach
everyone simultaneously, providing more information about the progress of one’s
program, guiding new mentors, and accessing many documents easily. It is
indicated that the limitations of the mentoring process via Facebook are the longterm use of the Internet, the inability to maintain face to face communication, the
inability to attend discussions within a group for each mentor, the difficulty of
getting detailed information on complex matters, misunderstanding, and the lack
of Internet connection. It can also be emphasized that information about how to
use Facebook consciously should be gathered for e-mentoring practice.
The fourth article has been submitted from Ukraine and titled as “Nationality Issue
In Proletkult Activities In Ukraine” written by Associate Professor Dr. Oksana
O. GOMENIUK from Pavlo Tychyna Uman State Pedagogical University, UKRAINE.
The article highlights the social and political conditions under which the
proletarian educational organizations of the 1920s functioned in the context of
nationality issue, namely the study of political frameworks determining the status
of the Ukrainian language and culture in Ukraine. The nationality issue became
crucial in Proletkult activities- a proletarian cultural, educational and literary
organization in the structure of People's Commissariat, the aim of which was a
broad and comprehensive development of the proletarian culture created by the
working class. Unlike Russia, Proletkult’s organizations in Ukraine were not
significantly spread and ceased to exist due to the fact that the national language
and culture were not taken into account and the contact with the peasants and
indigenous people of non-proletarian origin was limited.
The fifth article is from USA on “Students’ Use of Screencasting Technology To
Explain Their Mathematical Thinking” written by Assistant Professor Dr. Melissa
SOTO, from San Diego State University, USA. This article touches using meaningful
technology can enhance teaching and learning. Some of the enhancement today is
due to more accessibility by integrating mobile tablets. Students can efficiently
generate verbal and visual explanations using screencasting applications (apps)
on tablets, which open a window into their formative thought process. In this
study, I sought to analyze the benefits of using screencasting when students
generated explanations during mathematical problem solving. I interviewed 9
students between the ages of 7 and 10 as they solved problems on a tablet using a
screencast app, Explain Everything® (EE).
It analyzed that 45 student-generated screencasts, guided by the SAMR Model to
investigate how students used the tool in a transformative manner. Because of the
variety of tool options built into the EE app, students were able to role-play as a
teacher and generate more robust explanations. Ii this study conclude that
screencasting has the possibility to transform a learning environment by allowing
students to create multimedia presentations and reflect and remediate in real
time.
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The sixth article is on “Trainin Computerized Corpus Analysis Of Key Terminology
Use In Engineering Departments In Turkey” and written by Asst. Prof. Dr. Ali
Sükrü OZBAY from Karadeniz Technical University, Faculty of Letters, Department
of English, Kanuni Campus Trabzon, TURKEY.
Study aims that to find out the existing lexical similarities among these
departments (mainly Engineering) in an effort to match these departments
according to the degree of lexical similarity. To this end, a descriptive study with
eight engineering fields at KTU were done and introductory level reference books
from each of these engineering fields were chosen in consultation with the content
area instructors from each fields, They are, then, uploaded to AntConc 3.1.0
software for key word analysis. In the second part of the study, the findings
(lexical items) were compared with each other and the fields which include the
same or most similar content specific words were grouped together. These groups
were, then, analyzed in terms of lexical properties and variations. The results of
the lexical analysis showed that there are some correspondences among the
various the fields in terms of shared lexical items. The correspondences observed
between the above fields in terms of content specific lexical terms indicate that
these similarities need to be considered seriously while preparing course content
and teaching in the mixed classrooms.
The seventh article is written by Ufuk KUCUKCAN from Anadolu university, Turkey
on “From Television Broadcasting To Audio-Visual Content Delivery In Distance
Education: Strategy, Design, Production”. This study aims to report and analyze the
whole process of transformation beginning from 2010 and demonstrate what
works and studies were carried out, how audio-visual contents were designed,
what broadcasting strategy was employed, what techniques were used in the
adaptation of broadcasting strategy to other educational tools, with applications
and the results obtained through these applications.
The 8th and study is joint study on cross cultural analyzing on prisoner distance
learners. This joint study is realized in In Australia, UK, Turkey and Nigeria by
Helen FARLEY from Australian Digital Futures Institute, University of Southern
Queensland, AUSTRALIA, Anne PIKE, Institute of Educational Technology, Open
University, THE UNITED KINGDOM, Ugur DEMIRAY School of Communication
Sciences, Anadolu University, TURKEY and TANGLANG, Learner Support Services,
National Open University of NIGERIA on “Delivering Digital Higher Education into
Prisons: The Cases of Four Universities In Australia, UK, Turkey and Nigeria”.
Around the world, various correctional jurisdictions are struggling to enable the
delivery of higher education into prisons. At a time when universities are moving
increasingly online, very often access to the internet is restricted or disallowed in
correctional environments.
Four universities, all leading distance education providers in the countries in which
they are based, are delivering higher education into prisons using technology to
varying extents. This paper reports on regional differences in the provision of
distance education into prisons, particularly using technology, in Australia, the
United Kingdom, Turkey and Nigeria. In these four jurisdictions, there are
significant differences in prisoner access to computer hardware, personal devices
and to the internet. How these differences impact on the delivery of distance
education is explored with an examination of various learning initiatives and
lessons learned.
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In this issue, we are presenting two book reviews for our readers. The first book
review is titled as “Mobile Learning And Stem: Case Studies In Practice Edited by
Helen CROMPTON and John TRAXLER Published in New York, NY: Rutledge, USA.
Reviewed by E. Pınar UCA-GUNES, Anadolu University, and Eskisehir, TURKEY.
Study based on considering the renewed focus on STEM education in the United
States in recent years, scholars and practitioners are beginning to utilize the new
pedagogical opportunities offered by mobile learning for STEM subjects. Mobile
Learning and STEM: Case Studies in Practice presents a comprehensive collection
of case studies that explore mobile learning’s support of STEM subjects. This book
can be a useful resource about mobile learning initiatives for teachers into their
classrooms as well as STEM achievement for researchers. Concluding with a
summary of STEM research and implications, this book is considered to provide
contribution for practitioners, specialists, instructors, and researchers who want
to establish better practices.
The the second book is reviewed by Harun SERPIL, from Anadolu University, TURKEY titled
as “I Advancing Higher Education With Mobile Learning Technologies”, writteb by Marian
Maxfield, Jared Keengwe, Publisher: IGI Global, USA. This book is also a great guide for
practitioners since it provides many real-time hands-on implementations of
various frameworks and models with plenty of visuals and figures. It also
enlightens us about the future potential of MLTs to pave the way for educational
alternatives to enhance distance learning, especially in higher education. As such,
this book serves as an invaluable reference for those who seek to gain deeper
insights into the current and future MLT work and for those who wish to get a
glimpse into the future of MLTs.
The first report on “WCET Distance Education Enrollment Report 2016 Utilizing
U.S. Department of Education Data”. Written by Russell POULIN & Terri Taylor
STRAUT and published by WICHE-Babson Survey Research Group. The purpose of
this Report is to provide summaries and analysis of the Distance Education data
from the U.S. Department of Education's IPEDS Fall Enrollment 2014 survey. The
Report also discerns trends by comparing the Fall 2014 data to previous years'
data, primarily the Fall 2012 Distance Education data.
The second report is titled as “Online Report Card Tracking Online Educatıon in The
United States. Written by I. Elaine ALLEN, Jeff SEAMAN, Russell POULIN & Terri
Taylor STRAUT and pulished by WICHE-Babson Survey Research Group with
Pearson OLC; Tyton and StudyPortals. This report marks the end of a series of
annual reports on the state of online education among U.S. institutions of higher
education. The series began when Frank Mayadas of the Alfred P. Sloan
Foundation posed a simple question: “How many students are learning online?” It
was soon evident that no one had an answer, and more importantly, that no one
was working on finding one. We took on this task to address a specific question
about numbers. A task we thought that, while interesting, would be a one-off.
And third report is published by Magna Publications and titled as “Administrator
Leadership And Faculty Support: Best Practices For Supporting Faculty. Being an
academic leader is a tough job. It has gotten more challenging as budgets shrink,
public scrutiny rises, and responsibilities continue to grow. One of your most
important duties is supporting your faculty. This report features 13 articles from
Academic Leader that aims to provide guidance on how best to support those
teaching your institution’s students, day-in and day-out.
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Being an academic leader comes with multifaceted responsibilities. We hope this
report gives you insights on how to better support your institution’s faculty..
Hope to stay happy and remember each other forever.
Happy 2016 for all of you... your Season's Greetings card is here, please click on it:
http://www.jacquielawson.com/viewcard.asp?code=5900417704494
Hope to meet on July 1, 2016.
Cordially,
Ugur DEMIRAY, professor.
Editor-in-Chief of the GLOKALde
Email(s): udemiray33@gmail.com glokalde.editor@gmail.com
URL: http://www.glokalde.com
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ANNOUNCEMENT OF UDEEEWANA LAUNCHING
Dear Distance Educators,
UDEEEWANA as a new distance education association is Launched.
A brief info is presented here UDEEEWANA.
UDEEEWANA -United Distance Education For Eastern Europe, Western Asia,
Northern Africa- is suggested as a new association for the region covering
Eastern Europe, Scandinavia, Baltic, Turkic Republics, Caucasians, Middle East,
Arab Peninsula and North Africa which are included the countries such as
Afghanistan, Algeria, Azerbaijan, Belarus, Bulgaria, Cyprus, Egypt, Estonia,
Finland, Greece, Georgia, Jordan, Hungary, Iraq, Iran, Israel, Kazakhstan,
Kyrgyzstan, Latvia, Lithuania, Macedonia, Moldova, Morocco, Northern Cyprus
Turkish Republic, Norway, Oman, Palestine, Poland, Romania, Russia, Saudi
Arabia, Serbia, Slovakia, Slovenia, Sweden, Syria, Tatarstan, Tajikistan, Tunisia,
Turkmenistan, Turkey, Ukraine, United Arab Emirates, Uzbekistan and so on.

A Map of the UDEEEWANA Regional Countries
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WHY IS UDEEEEWANA NEEDED?
It is mentioned in the book titled as “eLearning Practice…. 2010”, that eLearning
offers many opportunities for individuals and institutions all over the discussion
technologies such as mLearning, tLearning and uLearning.
Multimedia on the internet, telecommunications, wireless applications, mobile
devices, social network software, Web 2.0, Web 4.0, etc. are radically redefining
the way people obtain information and the way to learn. Policymakers,
international organizations, higher education institutions and researchers in the
field of education agree that Information and Communication Technologies (ICT)
have the potential to stimulate international collaboration, to create flexible
learning paths and to open the borders of the university. Western and Eastern
Asian nations are increasingly embracing eLearning in education and training,
both within their classrooms and in distance education. E-transformation has
been much slower in the education systems of the Eastern Europe, Nordic, Turkic
Republics, Middle East, Arab and North African countries.
It is therefore considered timely to conduct an inquiry into the ways and extent of
eLearning in these countries, the factors driving and constraining such
developments, and how progress might be further encouraged. Searching the
literature, it is possible to find reports, accounts, research findings and
conference presentations on eLearning in these countries but many of these are in
languages other than English. English language developed in collaboration with
colleagues in these various countries and so will be a first and of international
significance.
Many of the institutions in the countries to be reviewed also make extensive use
of traditional teaching, methods and media, so for these countries it will not
consider only eLearning and mLearning in isolation but in blended or mixed-mode
learning, both in classroom environments and in distance education.
This project focuses on the distance education practices in Turkey, and will
examine and discuss the role of leadership to be undertaken by Turkey in the
region of Eastern Europe, the Middle East, and North Africa.
It is a well-known fact that the international distance education organizations are
not well organized and functional in this region. And up to now no institutions
have been organized in the countries in the region of Eastern Europe, the Middle
East, and North Africa. To fill this gap, Turkey might adopt a leadership role in the
distance education field in the region and can organize the practices of the
regional countries in academy and practice. Based on this argument, the structure
and regulation of the potential organization will be discussed. Furthermore, the
draft of the constitution of the recommended association will be presented, which
will be redesigned in accordance with feedback from the other shareholders.
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Thanks to this council, more than 50 countries will have the chance to introduce
their distance education practices to the world. These countries can use
UDEEEWANA to discuss practical and scientific issues via conferences or journals,
and they can even establish sub-distance education associations in their region or
in their countries. Some of these countries are
Afghanistan, Algeria, Azerbaijan, Belarus, Bulgaria, Egypt, Estonia, Finland,
Greece, Georgia, Jordan, Hungary, Iraq, Iran, Israel, Kazakhstan, Kyrgyzstan,
Latvia, Libya, Lithuania, Macedonia, Moldova, Morocco, Norway, Oman, Palestine,
Poland, Romania, Russia, Saudi Arabia, Serbia, Slovakia, Slovenia, Sweden, Syria,
Tajikistan, Tunisia, Turkmenistan, Turkey, Ukraine, United Arab Emirates, and
Uzbekistan.
Prof. Dr. Ugur DEMIRAY,
Founder President of UDEEEWANA
Ugur DEMIRAY is teaching at the School of Communication Sciences
of Anadolu University, Eskisehir, Turkey. His research deals with
distance education practices of Anadolu University, Ministry of
Education and by other universities in Turkey. His research also
focuses on distance education students’ communicational gaps with
their institution, the profile of distance education students, and the
relationship of graduates with the job market in Turkey. He is also interested in
improving the ethical behaviors around the world especially by using distance
education applications and eLearning. In addition, his studies also focus on
scholarly online journalism, especially on DE. He has an extensive experience
publishing internationally in peer-reviewed e-journals on distance education
under the patronage of Anadolu University for 15 years, named TOJDE-Turkish
Online Journal for Distance Education. He is also an editor, consultant editor, and
reviewer for more than 15 international journals which deal with distance
education and educational technology. In addition, he has responsibilities on
advisory boards and is a referee for conferences, symposiums, and panels. He has
co-authored and individually contributed chapters in some Turkish and
international books. He has also authored many books on distance education and
has published a lot of articles in national and international journals. He is now the
Editor-in-Chief of GLOKALde, the official eJournal of UDEEEWANA association.
Prof. Dr. Ugur DEMIRAY
Anadolu University Yunusemre Campus 26470-Eskisehir TURKEY
Phone: +90 (222) 335 05 80 Fax: +90 222 320 4520
Mobile 1: +90 (542) 232 21 67
Mobile 2: + 90 (533) 405 52 00
Skype: destina144
Emails: info@udeeewana.org
udeeewana@gmail.com
udemiray@anadolu.edu.tr or udemiray33@gmail.com
URL1: http://www.ugurdemiray.com
URL2: http://www.midasebook.com
URL3: http://tojde.anadolu.edu.tr
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TEACHING & LEARNING USING SOCIAL MEDIA
Professor Dr. Rozhan M. IDRUS
Open and Distance Learning & Technology
Universiti Sains Islam Malaysia & Islamic Science Institute (ISI),
MALAYSIA

Social media is the collective
of online communications
channels
dedicated
to
community-based
input,
interaction, content-sharing
and
collaboration.
Social
media also refers to the
means of interactions among
people in which they create,
share,
and/or
exchange
information and ideas in
virtual
communities
and
networks. Social Media is the
current trend of communication, presenting a countless array of internet based
tools and platforms that increase and enhance the sharing of information. This
idea and form of media makes the transfer of text, photos, audio, video, and
information in general increasingly fluid among internet users. Websites and
applications dedicated to forums, microblogging, social networking, social
bookmarking, social curation, and wikis are among the different types of social
media. This is all well and good.. but how does this play role in the educational
landscape?
Social media and Internet-based tools that promote collaboration and
information sharing can be used in academic settings to promote student
engagement and facilitate student learning. The Internet can provide a rich
environment for hosting the educational and learning activities for students.
Because student engagement represents the time and effort that students
invest in collaborative and educational activities, it is often linked with the
achievement of positive student learning outcomes, such as critical thinking and
individual student development.
As such, learners need to develop skills to share knowledge and to learn with
others, both in face-to-face situations and through technology including social
media.
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Educators can use social media to develop creativity in their students by
encouraging them to explore the content material in new ways.
Educators must not only promote creativity and assess student activities but
also inform and clarify misunderstandings that occur involving the content area
and subsequent knowledge creation in order to maintain the integrity of the
learning environment.
The many ways that can be facilitated in the educational setting are to;
Ø
Ø
Ø
Ø
Ø
Ø
Ø
Ø

motivate individual innovations and contributions
coordinate group members' collaborative efforts
promote group members' positive interdependence
monitor group members' individual contributions
promote and support peer evaluation
facilitate the assessment of students' contributions and learning
outcomes
support group collaboration
support and assess collaborative learning

Social media aside, the whole endeavor falls under the caveat of technology
enhanced learning which aims to improve the quality of formal and informal
learning, and to make accessible forms of knowledge that were simply
inaccessible before via the transformative use of technology. Too, in the context
of the social media, it can be geared and designed to conform to the many
assistive roles of technology to foster learning in the forms of;
Ø
Ø
Ø
Ø
Ø
Ø
Ø

learning tasks that are authentic, challenging, and multidisciplinary
assessments that are performance-based, generative, seamless and
ongoing, and equitable
instructional models that are interactive and generative
learning contexts that are collaborative, knowledge building, and
empathetic
grouping strategies that are flexible, equitable, and heterogeneous
teacher roles as facilitators, guides, co-learners, and co-investigator
student roles as explorers, cognitive apprentices, teachers, and
producers

Even though teaching & learning using social media is a design construct rather
than one proper to students or learners, in any determination of a course and
learning as a social process means we have to take into account the role of
communication and conversation in the learning process, the design of the
learning environment, and the ways in which teachers’ and students’
interactions can facilitate learning; the benefits accruing to students should be
of principle concern. So, in the use of the social media, has the teaching and
learning been enhanced, facilitated, made captivating, motivating, stimulating,
interactive, collaborative, engaging, and prepared in multiple perspectives, to
name a few.
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Consideration of the learning environment prompts the following learner
focused questions; how authentic, purposeful, and active are the activities?
What role do collaboration and community play in accomplishing tasks? What
are the mechanisms for feedback and critique?
As the social media are mere vehicles, it is the pedagogy that provides the
driving mechanisms in the teaching and learning endeavors. Subsequently, the
nature of teacher and student interactions can be assessed by asking;
Ø
Ø
Ø

Who is valued as an expert and source of knowledge?
How does the teacher’s role change as students develop expertise?
How does the teacher facilitate this growing expertise?

In its finality, the lens of learning in a social context helps us to think about
how, through engagement in purposeful tasks, with expert assistance, and by
collaboration with others, the learner is encouraged to operate “as though he
were a head taller than himself” (Vygotsky, 1978, p. 102).
Consequently, it is imperative for learning designers to resolve questions
regarding what students expect from the technologies of social media, as an
extension of their interest in other technologies.
This will lead to the changing roles of the teacher to accompany these
wonderful teaching and learning facilitation; otherwise, nothing will change
either insofar as addressing the 21 century learners and their learning
experiences.
The teacher must now;
Ø

Ø

Ø
Ø

Ø

Ø

Ø

shift from being a from lecturer to consultant, mentor and resource
provider -leading towards learning facilitation rather than knowledge
transmission;
become an expert questioner rather than provider of answers (but you
better know the answers too) -a question bank and a variety of
activities and quizzes and responses will have to be prepared;
becomes the designer of learning experiences of students rather than
just content providers
provide the initial structure (only) to the students work, thus
encouraging self-direction and subsequent learning strategies
developed by the students themselves;
provide multiple perspectives on topics, emphasizing the salient points
and the principles for better understanding rather than to regurgitate
the readily available content;
shift from a solitary unit to form learning team in this endeavour,
leading to the demise of total autonomy of the lecturer towards
activities that can be broadly assessed;
shift from total control of the environment by the lecturer to sharing
with the students as fellow learners and knowledge builders;
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Ø

provide more emphasize to the learning preferences of the students
(within limits of course).

Since social media is the order of the day, a technological focus on what
students really want should be addressed in the context of teaching and
learning. Nonetheless, the role of the teacher should now design the digital
learning environment with the capability of multimedia computing and the
connectedness of the learners in the current educational landscape.
REFERENCES
http://whatis.techtarget.com/definition/social-media
http://www.socialmediadefined.com/what-is-social-media/
http://webcomm.tufts.edu/social-media-overview13/
https://www.learner.org/courses/learningclassroom/support/07_learn_context.pdf
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ABSTRACT
In this current scenario where everyone is busy in their Schedule, they often
don't get time for their relatives, friends and family. But thanks to the
technology that it helps to cut the distance between our relatives. Mobile
phones have become a crucial part of our daily life nowadays. Everyone has a
personal cell phone of their own. Mobile phones have been developing very fast
since 1995. There are number of applications available in the market which
people use according to their preference, WhatsApp application is one of them,
an application which not only has function of chatting but also other very
convenient functions. WhatsApp get famous worldwide with no age boundaries.
Keywords: WhatsApp, Education.
INTRODUCTION
The use of mobile learning activities in learning and teaching online course is an
innovative educational technology in higher education. The Internet holds a
vast array of information. The educational resources delivered on web pages are
often very informative and useful for online students in nearly every topic of
study. The Internet is useful in helping students both construct and share their
knowledge. The use of Internet technology by online learning communities may
provide mobile learning resources in synchronous or asynchronous modes.
E-LEARNING
E-learning aims to deliver instruction to students not present in the classroom.
It provides access to learning resources when the instructor and students are
separated by time, distance or both. E-learning is considered to be a new
concept covering a variety of applications, learning processes and learning
methods. It includes a variety of technological applications, processes, audio
and video.
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The e-learning process designed and developed by online instructors is the node
of the e-learning system. A well-structured learning environment must facilitate
the user in connecting different tools to build, share and improve his/her level
of knowledge with a variety of learning models.
WHATSAPP INSTANT MESSAGING
WhatsApp is a free Smartphone application that is available on iPhone, Nokia,
Blackberry, and Windows Smartphone and gives users the possibility to send
text messages, voice clips, photos, videos, locations and contacts.
This all can be done in a one-on-one conversation as well as in a group
conversation, in which users can talk to up to 50 people at the same time. To
stay in touch via the WhatsApp application, people need each other's numbers
and must have downloaded the app on their Smartphone.
WhatsApp instant messaging is a cross-platform Smartphone messenger that
employs users’ existing Internet data plan to help them network socially in real
time. WhatsApp provides online users with the ability to send and receive a
variety of media, such as images, videos and audio media messages.
Whatsapp is one of the changes in technology that is commonly used on specific
mobile phones and computers. Since the Smartphones became popular, many
messaging services were launched but WhatsApp has become very popular
among them. WhatsApp is a Smartphone application for instant messaging.
Lately the application's popularity has risen. One of the unique features of the
application is its ability to enhance communication within a group.
WhatsApp is a Smartphone application that operates on nearly all current types
of devices and operating systems. The application has been on the market since
2010; the declared purpose of the developers was to replace the existing SMS
platform for a system that is free of charge in an ad-free environment.
As a means of sending and receiving messages to and from individuals or
groups, WhatsApp includes a variety of functions, such as text messages,
attached images, audio files, video files, and links to web addresses. Over the
last two years, the application has become very popular, gaining over 350
million.
The WhatsApp platform has the following collaborative features.
Ø

Ø

Ø

Ø

Provide online students with the ability to exchange text messages,
images, videos, and voice notes to their social network or group and
contacts.
Provide students or instructors with the ability to create a group (social
network group) that supports the social interactions of up to 11 group
members. Members can engage in discussion forums.
WhatsApp Messenger provides the ability for students to send
messages without limits. The application uses a 3G/EDGE Internet
data plan or Wi-Fi to ensure continuous data transmissions across the
WhatsApp mobile system.
Students using WhatsApp through a variety of mobile devices, such as
smartphones, Galaxy tablets, and so on can message one another
through texts, images, videos, and so on.
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EDUCATIONAL BENEFITS OF WHATSAPP
Students at universities and major institutions of higher education use mobile
communication based text messaging and instant messaging. Texting is based
on short messages service (SMS) between students through mobile devices.
Instant messaging is based on sending brief, typed messages over the Internet
between two work stations or computers. Students use both texting and instant
messaging in higher education.
Furthermore, the majority of the institutions of higher learning are willing to
use both text and instant messaging for educational purposes.
The use of instant messaging for educational purposes, suggests that popularity
and support for mobile devices within the student population is great and that
the majority of students at universities benefit from texting through mobile
learning devices. The teachers are able to post small assignments and ask
students to complete them by using one of the possibilities WhatsApp offers.
WhatsApp was adopted for an information technology course at all universities
with a view to heighten lecturer–student and peer-based participation, and
enhance pedagogical delivery and inclusive learning informal (lectures) and
informal spaces.
WhatsApp-mediated learning’s support for multiple accesses to learning
resources impacted students’ ability to engage with peers and the tutor
synchronously. Smartphone’ personalization and adaptation to different
contexts ensured persistent supply of texts, information and learning resources,
which enabled networked learning and multiple peer-based feedback. The
informal, convenient context for instantaneous sharing of vital academic
information activated by the “porting” of learning resources across different
spaces extended learning times and augmented traditional consultation spaces.
WhatsApp’s affordances for asynchronous communication also directly impacted
student participation. The retrievable of messages posted when students were
offline, outside network coverage or when their devices were switched off
implied that they could participate any time irrespective of context. Multiple
interaction modes and diverse temporal times widened opportunities for
student involvement without missing conversation flows.
Students believed that WhatsApp discussion forums allowed them to reflect
“deeply” on questions and queries before giving their opinions.
This is potentially attributable to forums’ asynchronous nature that mitigated
the pressure of instant, spontaneous responses immanent in lecture
interactions.
The student-tutor dialogic interactions involved the sharing of experiences,
social practices and communicative repertoires, thus fostering a community of
practice and learner-centered teaching approaches.
For students, transformative learning played out in their critical engagement
with learning resources. Students are suggesting WhatsApp’s forums’ potential
to foster “bridging spaces”-the space for connect differences linked to
interactants’ interests, skills and capabilities.
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There are two benefits of Whatsapp for distance learning: mobile learning and
context free access to learning resources. Student appropriation of WhatsAppenabled phones for lecturer–student and peer based consultations leveraged
their participation as they redressed poor connectivity via institutional
networks. Device portability coupled with affordances for anywhere anytime
access to information and learning resources redressed the constraints distance,
space and temporal times in access to resources.
ONLINE DISCUSSIONS IN A COLLABORATIVE LEARNING APPROACH
Online learning environment, such as an e-learning platform, mobile learning
system, and so on, were related first to the development of inequities arising
from dominant cultural values embodied in learning resources and methods and
second to the potential online social interactions arising from cultural
difference. Discussion forums exist in a variety of distance learning platforms,
such as e-learning platforms (Moodle, Blackboard, e-tutor, etc.) or mobile
platforms (WhatsApp, etc.). These forums provide online students opportunities
to collaborate and cooperate together to construct knowledge.
Online learning suggests that discussion forums promote the creation and
development of learning communities and support the learning process.
Synchronous and asynchronous communication between students promotes
learning effectiveness. The online discussion integrated in mobile devices
provides opportunities for students to interact socially with their instructor to
facilitate learning and solve learning difficulties.
CONCLUSION
Educating adults of the Next Generation will continue to produce challenges for
teachers. The challenges should be viewed as opportunities to learn and to help
students move forward in a constantly changing society. Educators should
themselves embrace technology, provide active learning, change and develop
new methodologies for motivating and training Next Generation students.
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ABSTRACT
The study was planned based on descriptive and cross-sectional design method,
in order to determine the relation between the perceptions of nurses regarding
online learning environments and socialization in the online learning
environment. While the population of the study was consisted of 10243 nurses
who attend the program of completing undergraduate study in nursing that is
conducted by Ataturk University Distance Education Application and Research
Center with distance education. The sample was consisted of minimum 240
nurses by calculating the number of elements in the population with the familiar
formula. Study was conducted with the participation of 454 nurses. “Information
Form”, “Online Learning Environments Scale” and “Scale of Socialization that is
Perceived in the Online Learning Environment” were used as data collection tools.
Results showed that nurses have positive opinions about online learning
environments, their perception regarding socialization in online learning
environment is moderate and there is a positive and moderate relation between
the perceptions of nurses regarding online learning environments and
socialization in the online learning environment. In the lights of these results,
there should be an emphasis on education activities applied with information and
communication technologies, scientific studies, different methods and
techniques.in order to increase online learning environment and sociability in
these environments that provide nursing education.
Keywords: Online Learning Environments, Perceived Sociability of Online Learning
Environments, Distance Education in Nursing, Distance Education, Nursing,
Turkey
INTRODUCTION
Today education activities have gone beyond the physical boundaries of classes
with the use of computer and internet for educational purposes, which resulted in
online learning environment (Bilgiç, Doğan & Seferoğlu 2011, Kip & Aydın 2008,
Ozkök 2009, Oztürk & Deryakulu 2011).
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BACKGROUND
Disadvantages
The students feel themselves isolated and alone, their motivation might decrease
and there is a limited socialization (Çalışkan 2002, Ilgaz & Aşkar 2009, Kip &
Aydın 2008, Olpak & Çakmak 2009).
One of the ways to eliminate these disadvantages and enhance the success of
online learning is to increase interaction level by enabling students and educators
to participate in teaching-learning process actively and making them feel that
they do exist in environment, in other words, by ensuring their sociability (Preece
2001).
Sociability, which was used as one of the dimensions of learning environments by
Preece (2000) for the first time, is a process including the identification of social
interaction level aimed to be achieved in the lines of learners and participants’
interests and needs as well as goals of the community, the development of
necessary policies and software and the applications (Bardakçı 2009, Preece
2001).
In this regard, sociability is described to be the scope that facilitates the
formation of a strong and social interaction environment embodying trust,
commitment and community spirit and also perceived by learners/participants.
On the other hand, perception of sociability of online learning environment is the
measurement for the feeling of becoming a community that emerged out of
learner experiences, the sense of co-existing in a social context with other people,
the feeling of social presence and the extent that individuals make themselves
known to be in the environment (Gunawardena & Zittle 1997). Rourke et. al
(1999) postulates that perception of sociability is to encourage, maintain and
support cognitive and affective learning goals through inviting and attractive
group interactions. High levels of social presence perception enable learners to
participate in the environment more eagerly and express themselves more
comfortably and freely by making online learning environment comfortable for
educators and other learners (Kip & Aydın 2008, Olpak & Çakmak 2009, Özarslan
2009, Özkök 2009). Relevant studies also emphasize the significance of sociability
perception in online learning environments and demonstrate its positive effects
on learners’ joy in being in community, adjusting to the community, social
presence, effective participation, satisfaction, enjoyment, trust and success levels
(Bardakçı 2009, Kip & Aydın 2008, Özarslan 2009).
As stated by Whiteman, people around us feel more relaxed when they believe
that we have similar beliefs (quoted by Bardakçı 2009). If online learning
environments are deprived of social presence, learners fail to accommodate
themselves to environment and the amount of information shared with others
decreases. It causes learning to take place more superficially (Bardakçı 2009, Kip
2007, Özarslan 2009).
In today’s world rapidly changing, evolving and increasingly complex area of a
state health care services, nursing education from the issuing institution,
advanced human and professional members of the advanced characteristics and
has adopted the lifelong development of nurses are required to have graduated.
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Resources in this direction was examined, the distance education of nurses after
graduation various vocational courses, certificate programs until completion and
graduate degree (master and PhD) education in maintaining the successful
results to indicate (Adams & Timmis 2006, Atack & Rankin 2002, Carr & Farley
2003, Yu & Yang 2006).
In addition, it is emphasized in the sources that with distance education the
nurses can get access to a distant program/university without any time or
geographical restrictions, therefore many nurses can be trained simultaneously
within a short period of time, they can improve their life-long professional and
individual qualifications/roles, develop themselves and continue their training
activities (Senyuva 2011).
Nursing, online learning/distance education practices can be said to be
inadequate in Turkey. The distance education practice in nursing in Turkey was
first conducted in 1982 with “Board of Health and Health Personnel Associate
Degree” under the Faculty of Open University by Council of Higher Education law
and the recommendations of Health Education General Directorate.
In parallel to this, with the agreement of Ministry of Health, “Associate Degree in
Nursing” was founded under the Faculty of Open University with the law no. 496
Executive Order issued on 18 August, 1993.
It was intended for nurses who were graduates of vocational high school of
health to complete their associate degree (Ökdem et. al. 2000, Kocaman 2004,
Ergöl 2011, Şenyuva 2011).
Development and changes of today’s society have made online learning/distance
education practices indispensable and brought the organization of degree
completion through distance education intended for such graduates into the
agenda. As a result, Ministry of Health and Board of Higher Education cooperated
as issued by the circular note by Ministry of Health Education General Directorate
with the no. 9532 on August 5, 2009.
A protocol was signed with Erzurum Atatürk University and “Nursing Degree
Completion Programme” was opened.
It has been serving students since Academic Year 2009-2010. 10727 nurses
graduated at the end of Academic Year 2010-2011 and 13130 nurses continue
their study (http://atauzem.atauni.edu.tr/ 10.09.12).
Moreover, Surgical Diseases Distance Education Graduate Program without
Dissertation was opened at the Institute of Medical Sciences in Inönü University
in the academic year 2011-2012 (http://inuzem.inonu.edu.tr/web/index
10.09.2012, Şenyuva 2011). Despite these newly-opened programmes, it is worth
of notice that there is not any research on nurses’ perception in online learning
environment.
It reveals the need to determine the correlation between nurses’ online learning
environment and their perceived of sociability of online learning environment. The
study is of importance in terms of shedding light on relevant practices because of
the absence of such studies.
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AIM AND RESEARCH QUESTIONS
The present study was conducted as a descriptive and cross-sectional type to
determine the correlation between nurses’ online learning environment and their
perception of sociability in online learning environments. In this study has aimed
to answer the following questions with this study:
Ø
Ø
Ø

What are the opinions of nurses about online learning environment?
What are their perceptions of socialization in online learning
environment like?
What is the correlation between nurses’ online learning environment and
their perception of sociability of online learning environment?

METHODS
Design and Sample
The study has been designed as a descriptive and crosssectional type. The
population of the study consists of all 10243 nurses who live in seven regions in
Turkey and continue their education in academic year 2011-2012 at Nursing
Degree Completion Programme through web-based distance education.
A sample group consisted of 454 nurses and incorporated a 95% (p) confidence
interval and ±5% sampling error margin at a 95% power level. The sample group
was determined to be minimum 454 nurses through the calculation of a formula
whose population size is known.
As for layer criteria, main regions of Turkey were chosen to be the basis. The
number of nurses to be taken as sample by regions was calculated through
stratified sampling. The number of nurses to be included in sample group from
each region was calculated through random sampling (Şenocak 1998, Karataş
2002).
Instrument
Data was collected with “Information Form”, “Online Learning Environment
Survey” and “Scale of Perceived Sociability of Online Learning Environment”
Information Form
It was developed by researchers in the light of literature in order to determine
certain socio-demographic characteristics of nurses. It consists of 9 questions
about nurses’ age, marital status, workplace, work experience, duty, whether
they have computers or not, their primary purpose of using computer, internet
connection spots and whether they desired to participate in a programme
provided by distance education.
Online Learning Environment Scale
Online Learning Environment Scale was designed by Trinidad, Aldridge & Fraser
(2004), and its Turkish validity and reliability study was conducted by Özkök,
Yurdagül and Askar (2011).
The total cronbach-alpha coefficient of the study is .97 and those of subdimensions are as follows (Table 1):
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Table 1.
Online learning environment scale
sub-dimension cronbach-alpha coefficient

Online Learning Environment Survey Sub-dimensions
Computer-mediated interaction
Computer-mediated learning
Teacher support
Student Interaction and collaboration
Personal relevance
Authentic learning
Student autonomy
Service equality
Equality of opportunity
Enjoyment
Asynchronous communication tools with on-demand
access
Reflective thinking in asynchronous communication

Cronbach Alpha
.57
.63
.98
.95
.89
.93
.89
.94
.92
.94
.73
.92

It was designed on a 5-point likert scale: Always (5), Often (4), Sometimes (3),
Seldom (2) and Almost Never (1).
There is no reverse statement in the scale. The highest and lowest scores one can
get are 265 and 53, respectively.
High scores that individuals get from each sub-dimension means that he/she has
those characteristics that the relevant sub-dimension emphasizes.
Its cronbach-alpha coefficient ranges from .72 to .91 and its total cronbach-alpha
coefficient is .94 (Özkök, Yurdagül & Aşkar 2011).
“Online Learning Environment Scale (OLES-TR)” consists of 12 sub-dimensions
and 53 items: Computer-mediated interaction(3 items), computer-mediated
learning (3 items), teacher support (8 items), student interaction and
collaboration (6 items), personal relevance (5 items), authentic learning (5
items), student autonomy (4 items), service equality (3 items), equality of
opportunity (3 items), enjoyment (7 items), asynchronous communication cools
with on-demand access (2 items) and reflective thinking in asynchronous
communication (4 items).
Perceived Sociability of Online Learning Environment Scale
It was designed by Kreijins et. al (2007) and its Turkish validity and reliability
study was conducted by Bardakçı (2010).
“The Scale of Perceived Sociability of Online Learning Environment” consists of 10
items. The scale was designed on a 5-point likert scale:
Completely Agree (5), Agree (4), Agree to some extent (3), Don’t Agree (2) and
Completely Disagree (1). There is no reverse statement in the scale. The highest
and lowest scores one can get are 50 and 10, respectively.
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High scores that individuals get from the scale means that he/she has positive
perceptions of sociability of online learning environments (Bardakçı 2010).
Its cronbach-alpha coefficient was found to be .92 and its total cronbach-alpha
coefficient is .90.
Ethical considerations
Legal approval was issued on June 19, 2011, from the Ethics Committee of T.C
Ministry of Health Bakırköy Dr. Sadi Konuk Training and Research Hospital. Each
participant gave written and oral consent.
Procedure
Ethical approval was received from the distance education centre where
participants attended ATAUZEM. Data was collected by online questionnaire and
taking informed approval.
Questionnaire data was saved by creating link on support media which was
presented in HELITAM programme run by distance education for 14 weeks by
Atatürk University Distance Education Centre for Research and Practice
(ATAUZEM).
Data analysis
SPSS for windows 16.0 programme was used for statistical analysis in data
analysis. Socio-demographic characteristics of nurses were given as number,
percentage, arithmetical average and standard deviation.
Mann-Whitney U and Kruskal-Wallis test were used in comparison of parameters
that do not display a normal distribution.
In order to determine correlation level between scale scores, Pearson Correlation
test was used. The results were evaluated at 95 % confidence interval and at
p<0,05 significance level (Şenocak 1998, Karataş 2002).
RESULTS
Results regarding nurses’ socio-demographic characteristics and correlation
between nurses’ online learning environment and their perception of sociability of
online learning environment are presented in tabulations.
Nurses’ Socio-Demographic Characteristics
Of all the participants, the youngest and the oldest nurses were 31 and 54,
respectively. Average age was 39,41±4,50 and 82,2 % of the nurses were
married.
41,4 % of them work at tertiary healthcare services and 38,4 % are clinic nurses
while 23,8 % are supervisor nurses. 12,6 % of them work as nurse trainer.
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Table 2.
Nurses’ socio-demographic characteristics (n: 454)

SOCIO-DEMOGRAPHIC CHARACTERISTICS

Age

31-35 ages
36-40 ages
41-45 ages
46-50 ages
51 ages and above

Age

Marital status

Duty

92

20,3

199
108
46
9

43,8
23,8
10,1
2,0

12

2,6

11-16 years
17-22 years
23-28 years
29 years and above

109
218
92
23

24,0
48,0
20,3
5,1

Married

373

82,2

81

17,8

149

32,8

117

25,8

188

41,4

175

38,4

108
67
57

23,8
14,8
12,6

47

10,4

Single

Primary Healthcare
Services
Workplace

%

39,41±4,50

3-10 years
Work experience as a nurse

n

Secondary Healthcare
Services
Tertiary Healthcare
Services

Clinic nurse
Supervisor nurse
Policlinic nurse
Nurse Trainer
Service head nurse
/service chief nurse

As for experience, 48 % of them have 17-22 years of experience and 24 % have
11-16 years of experience (Table 2). Computer and Internet use by nurses
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Table 3.
Computer and Internet use by nurses (n:454) More than one option chosen.
COMPUTER AND INTERNET USE
Owner

Primary purpose for internet
use*

Non-owner
Yes

Internet connection spot*

Another programme/education
provided by distance education

*

Course registration and
gradefollow-up
Research and access to
information
Send e-mail
Download game, music
andfilm
Online shopping
Chat
Meeting new people
Home
Workplace
Internet cafe
Willing to participate
Not willing to participate

n

%

376

82,8

78

17,2

454

100

433

95,4

405

89,2

253

55,7

145

31,9

86
86
45
385
114
9
400
54

18,9
18,9
9,9
84,8
25,2
2,0
88,1
11,9

82, 8 % of the nurses have their own computer and all of them (%100) use
internet. The majority of internet users stated to use internet for course
registration and grade follow-up, doing research/access to information and
sending e-mail. 84, 8 % connect to internet at home while 25, 2 % of them do so
at workplace. 88, 1 % of the nurses expressed their willingness to participate in
another programme/education provided by distance education (Table 3).
Nurses’ Online Learning Environment
And Their Perception of Sociability of Online Learning Environment
Table 4.
Nurses’ Online Learning Environment
Scale and Sub-dimension Score Averages (n: 454)
Online Learning Environment Sub dimensions
Computer-mediated interaction
Computer-mediated learning
Teacher support
Student interaction and collaboration
Personal relevance
Authentic learning
Student autonomy
Service equality
Equality of opportunity
Enjoyment
Asynchronous communication tools with on-demand
access
Reflective thinking in asynchronous communication
Total

X± SS
6,99±2,59
12,15±2,36
19,56±11,3
22,03±6,52
19,28±4,68
17,20±5,48
16,44±3,84
9,42±4,55
9,92±4,179
26,79±7,74
7,87±2,06
16,02±4,01
183,71±43,04
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Nurses were found to take the highest score from Enjoyment (26,79±7,74) subdimension from Online Learning Environment Scale (OLES-TR), followed by
student interaction and collaboration (22,03±6,52) while the lowest scores are
from
Computer-mediated
interaction
(6,99±2,59)
and
Asynchronous
Communication Tools With On-demand Access (7,87±2,06). Total score average
of Online Learning Environment Survey was found to be 183,71±43,04. Survey
analysis shows that nurses have positive views about online learning environment
(Table 4).
Table 5.
Perceived Sociability of Online Learning Environment
Scale Score Averages (n: 454)
X± SS
39,98 ± 7,30

Total

Nurses’ total score average for the Perceived Sociability of Online Learning
Environment Scale was found to be 39,98±7,30. Scale analysis shows that nurses
have medium level perception of sociability of online learning environment (Table
5).
Correlation Between Nurses’ Online Learning Environment
And Their Perception of Sociability Of Online Learning Environment
A meaningful positive correlation at medium level was found between nurses’
online learning environment and their perception of sociability of online learning
environment (r= ,560 p>0,01).
Table 6.
Correlation between Nurses’ Online Learning Environment and their Perception of
Sociability in Online Learning Environment (n: 454)
Online Learning Environment
Computer-mediated interaction
Computer-mediated learning
Teacher support
Student interaction and collaboration
Personal relevance
Authentic learning
Student autonomy
Service equality
Equality of opportunity
Enjoyment
Asynchronous communication tools
with on-demand access
Reflective thinking in asynchronous
communication

Pearson Correlation

Perception of Sociability of
Online Learning Environment
,049** ,000
,228** ,000
,345** ,000
,556** ,000
,485** ,000
,430** ,000
,423** ,000
,302** ,000
,346** ,000
,495** ,000
,341** ,000
,298** ,000

* p>0,05, ** p>0,01

There was a weak positive correlation between nurses’ online learning
environment survey sub-dimensions and their perception of sociability of online
learning environment (Table 6). Online learning environment and their perception
of sociability of online learning environment in terms of socio-demographic
characteristics No statistically meaningful correlation could be found between
nurses’ age, marital status, workplace, work experience, owning a computer or
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nor, primary purpose for internet use, internet connection spots, willingness to
participate in a programme provided by distance education, online learning
environment (p>0,05) and their perception of sociability of online learning
environment (p>0,05).
DISCUSSION
The study is of importance in terms of evaluating online learning/distance
education practices in nursing, which is in limited numbers. As nursing education
is primarily related to clinic practices, findings were mostly discussed with online
learning practices which are run in other units.
The results of the study whose aim was to determine correlation between nurses’
online learning environment and their perception of sociability of online learning
environment show that nurses have positive views about online learning
environment, and they have the highest average from sub-dimension of
enjoyment, student interaction and collaboration (Table 5).
This finding shows resemblance to those of Atıcı (2007), Şenyuva (2007), Arıkan
(2006), McInnerney & Roberts (2004), Maor (2003), She & Fisher (2003), Atıcı &
Gürol (2002), Demirli et. al, (2010), and Yılmaz & Aktuğ (2011).
It makes one think that online learning environment increases participants’ level
of enjoyment because it is student-centred, allows everybody to learn at his own
pace, is not time and space-bound and they adopt a positive standpoint toward
online learning environment.
It was found out that nurses’ perception of sociability of online learning
environment is at medium level (Table 6). This finding which is in parallel to that
of what Kreijins et. al (2007) found in their study with participants from an open
university in Holland was attributed to the fact practices/applications (facebook,
twitter, blog, forum, virtual guest, online interviews, support services etc.) which
would increase their socialization in online learning environment were heavily
used and participants were encouraged to participate more eagerly thanks to
organization of synchronous learning environment even though participants did
not create face-to-face interaction.
There was a meaningful positive correlation at medium level between nurses’
online learning environment and their perception of sociability of online learning
environment.
However; there was a weak positive correlation between nurses’ online learning
environment survey sub-dimensions and their perception of sociability of online
learning environment (Table 7). These findings show resemblance to related
literature. It makes one think that increasing sociability and interaction in online
learning environment which improves personal relevance and individual
responsibility contributes to positive learning environment.
Sociability perceived in online learning environment is said to be of significance in
literature in that it is a powerful variable in enhancing group dynamics,
decreasing the feeling of loneliness and isolation, increasing individual social
learning as well as participatory interaction and collaboration (Wang et al. 2012,
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Oztürk & Deryakulu 2011, Pala & Erdem 2011, Atıcı 2007, Kip 2007, Kreijins et al.
2007, Şenyuva 2007, Çuhadar & Kuzu 2006, Walker & Fraser 2005, Maor 2003,
Atıcı & Gürol 2002, Stacey & Rice 2002, Rourke et. al. 1999, Gunawardena & Zittle
1997).
According to the report of “Distance Education Graduate Degree Workshop in
Nursing” organized by “Nursing Education Association” in 2011, web-based
education programmes need to be coordinated with synchronous and interactive
programmes because nursing education is an applied profession. It is also
necessary to increase the number of methods such as face-to-face interviews and
case studies in order to decrease professional associability.
These results gave rise to thought that increasing the use of social networking
websites (facebook, twitter, friend feed), blog, forum, virtual guest, synchronous
online interviews, and support services would encourage participants to
participate in environment more eagerly. It is crucial for nurses’ online learning
environment and the increase of sociability in such environments.
Even though the fact that there is no correlation between nurses’ age, marital
status, workplace, work experience, owning a computer or nor, primary purpose
for internet use, internet connection spots, willingness to participate in a
programme provided by distance education, online learning environment and
their perception of sociability of online learning environment bears resemblance
to literature (Kip 2007, Wang et al. 2012), socio-demographic characteristics
were thought not to affect online learning environment and perceptions of
socialization in such environments. The study is constrained to nurses who
continue to study at Nursing Degree Completion Programme run by ATAUZEM in
academic year 2011-2012 in Turkey. It cannot be generalized to all nurses.
CONCLUSION
According to study results;
Ø
Ø
Ø

Ø

Ø

nurses have positive views about online learning environments,
their perception of sociability of online learning environment is at
medium level,
there is a meaningful positive correlation at medium level between
online learning environments and their perception of sociability of online
learning environment,
there is a weak positive correlation between online learning environment
scale sub-dimensions and their perception of sociability of online
learning,
No statistically meaningful correlation could be found between nurses’
age, marital status, workplace, work experience, owning a computer or
nor, primary purpose for internet use, internet connection spots,
willingness to participate in a programme provided by distance
education, online learning environment and their perception of
sociability of online learning environment.

In the lights of these results, there should be an emphasis on education activities
applied with information and communication technologies, scientific studies,
different methods and techniques (forum, blog, virtual interview, small group
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discussions, virtual guest, and support services) in order to increase online
learning environment and sociability in these environments that provide nursing
education. Nurses’ opinions about online learning environments should be
analysed with qualitative studies in depth.
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ABSTRACT
Research shows that the number of English Learners (ELs) has been increasing
significantly in K-12 classrooms around the world. This has led to an increase in
the need for qualified second language teachers, which spurred a five-fold
increase in the number of online teacher education programs in the United
States since the 1990s and increasing numbers of online courses for teacher
candidates (TCs). Therefore, teacher education programs need to offer effective
technology-based courses to provide TCs with the best practices in language
teaching.
The purpose of this study was to investigate the effectiveness of a Computer
Assisted Language Learning (CALL) course in improving TC self-efficacy for
integrating CALL activities for Non-Native English Speakers (NNES) in the
classroom. In this study, 16 TCs in the U.S. designed a variety of CALL activities
for 15 Chinese and 16 Turkish students. On the basis of a self-report survey and
open-ended questions in the same survey as well as the student perception of
instruction (SPI) survey, this non-experimental correlational design study
revealed the relationships between different variables: the perception of TCs’
pedagogical and content knowledge, CALL technology knowledge, confidence
level in motivating students, and assessment and feedback awareness in
teaching English in a distance learning environment.
Despite the small sample size, the regression procedure predicted 92% of the
variation in the dependent criterion, and the qualitative data also supported this
large effect size.
The results indicated that designing CALL activities as a hands-on experience
increased TCs’ self-efficacy in technological pedagogical and content knowledge
(TPACK). The paper discusses the pedagogical implications for training TCs to
teach EFL learners through CALL in the digital age.
Keywords: CALL, TPACK, distance learning, self-efficacy, teacher education,
teacher candidates
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INTRODUCTION
Research has shown that the range of technologies available for use in language
learning and teaching is very diverse, and the ways that the technology is used
in classrooms have become central to language practice (Motteram, 2013).
In parallel with this, there is a large agreement that it is the teachers making
decisions regarding how to use Information Computer Technology (ICT) in
teaching languages or any content area (Haydn & Barton, 2008; Liu &
Kleinsasser, 2015; Sang, Valcke, Braak, & Tondeur, 2010); therefore, teachers
act as technology integrating agents in classrooms.
Along with this, teacher candidates (TCs) are encouraged to be prepared for
being the agents of the technology integration in teacher training programs at
universities.
In addition, as the number of English learners (ELs) increase in K-12 classrooms
and colleges, there has been an increase in the need for qualified second
language (L2) teachers, which is one of the reasons in the increase of the
number of online teacher education programs in relation with the increasing
importance of technology (National Center for Education Statistics, 2009).
Hall and Knox (2009) reported that since the mid-1990s such programs have
experienced a five-fold increase in number. However, there have been some
studies reporting that online instruction may not be suitable for methodology
courses commonly found in teacher certification programs (Alexander,
Lignugaris-Kraft, & Forbush, 2007; Collopy & Arnold, 2009).
This suggested, “F2F courses was more important for teacher-candidates to feel
competent with the content of the course” (Collopy & Arnold, 2009, p.96).
However, considering the fact that teaching practices are becoming more online
and less F2F, these TCs may need more online skills to design Computer
Assisted Language Learning (CALL) activities, and, therefore, they may need
more exposure to online materials. Teaching these skills to TCs can be
accomplished through online teacher education programs. For example, this
study includes TCs who designed CALL activities to practice their CALL skills.
Therefore, this study serves as a pilot study for further research in learning
whether designing CALL activities as a practice promotes gaining more
confidence and skills in reaching EL needs and in their fields.
In addition, even though there has been some research on the benefits of online
instruction mentioned above, these results have not been confirmed from the
student perspectives by most of the studies. For example, Kuo (2008) explored
Taiwanese EFL TCs’ perceptions on CALL activities and online resources in
language learning and teaching; however, the study did not mention any of the
learner perspectives. Unlike other studies, one of the aspects of this study was
to learn whether CALL activities designed by TCs help learners to see the
effectiveness of TCs’ technology knowledge in CALL. In our study, language
learners who interacted with TCs though the materials created by TCs provided
feedback and their perspectives on the materials.
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The main purpose of this study was to investigate the effectiveness of a CALL
course in improving TC self-efficacy for integrating CALL activities for NonNative English Speakers (NNES) in the classroom. Therefore, we examined the
relationships between the perception of TCs’ self-efficacy in pedagogical and
content knowledge, their CALL technology knowledge and their assessment and
feedback awareness level.
LITERATURE REVIEW
Teacher Education Programs in the US
With the turn of the 21st Century, the PK-12 student population in the United
States has changed drastically, with the increasing number of ELs in classrooms
throughout the U.S.
These demographic changes have transformed teaching practices at different
educational levels in the United States because ELs in the U.S. constitute a
growing percentage of the population. In 1990, one out of every twenty K-12
students was an EL; however, this percentage increased to one out of nine in
2008, and is expected to increase to one out of four in the next twenty years
(Goldenberg, 2008 cited in Nutta, Mokhtari, & Strebel, 2012).
Therefore, teacher preparation programs have been developing their curriculum
to train TCs to meet ELs’ needs in their mainstream classrooms. Including ELs in
the general curriculum and providing them with the opportunities and resources
to reach their full potential alongside their native-speaking peers in their
learning environments has been the main focus of this era in terms of teacher
preparation programs (Nutta, Mokhtari, & Strebel, 2012). While the number of
ELs is expected to increase exponentially by 2030, it is asserted that about 85%
of novice teachers who join public schools have not had more than seven hours
of training in regards to teaching ELs in their classrooms (Nutta et al., 2012). In
addition, there continues to be an achievement gap between ELs and their
native speaking peers in mainstream classrooms. Most ELs perform below their
English-speaking peers on standardized tests such as the Florida
Comprehensive Assessment Test (FCAT) and drop out of school. This gap is due
to the difficulties with reading, writing, and learning in a new language (Nutta
et al., 2012).
At the national level, federal legislation, such as the No Child Left Behind Act of
2001 (NCLB) and the 2008 reauthorization of Higher Education Opportunity Act,
requires public schools, state departments, and higher education institutions to
provide provisions for the education of ELs. In this regard, Lucas and Grinberg
(2008 cited in Nutta et al., 2012) identified four structural strategies to prepare
all teachers to teach ELs such as adding applied linguistics course to the
program, modifying courses and field experiences, adding or modifying program
prerequisites, and adding a minor or supplemental certificate program. The first
two are related to ESOL (English-for-Speakers-of-Other-Languages) infused
programs, and the last two are alternatives to the infusion (Nutta et al., 2012).
EL infusion (ESOL infusion or ESL infusion) at the higher education level is an
approach to prepare teacher candidates to teach and assess ELs in mainstream
classrooms. This approach includes integrating EL-based content throughout
the education curriculum that improves pre-service teacher understanding of EL
reading, writing, listening, speaking, and assessment, not only adding or
embedding content in core education courses.
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The main purpose is to prepare teachers of all subjects and grade levels to
support the achievement of ELs rather than to prepare specialists who focus on
teaching ESL or bilingual education. This approach is supported through a model
called the One Plus Model. The One Plus model mentioned in Nutta et al. (2012)
includes all areas of teacher education programs including courses, field
experiences, evaluation, and accreditations. One Plus indicates an accumulation
of basic knowledge to obtaining qualifications for teaching ELs in all subject
areas.
Considering the growing number of ELs in the classroom and the continuing
achievement gap between ELs and native English speakers, the language
teaching field needs more qualified teachers. In order to meet the demand for
more qualified L2 teachers who are technologically-savvy for the 21st century,
educational institutions offering mostly online classes and online teacher
education programs need to provide more practice-based online courses which
prepare TCs for the classroom of today.
L2 TCs need to have hands-on experience with designing CALL activities for
their prospective students and have the self-confidence before starting their inservice duties.
Historical Background of CALL
In the 1960s when Computer Assisted Instruction (CAI) just started, education
was comprised of behavioristic approaches and the computer activities for
language learning mainly consisted of drill and practice, sequential learning,
and self-pacing. Teachers used computers around this time to make teaching
more efficient, rather than to make learning more effective.
However, in the 1970s, the CALL field started utilizing student-centered
approaches throughout education, and around 1980s, the Communicative
Approach in language learning impacted CALL. According to Canale and Swain
(1980), ELs should know the grammar rules, produce meaningful
communications, know sociocultural rules and negotiate meaning to be able to
communicate with native speakers.
However, Savignon (1983) emphasized the difference between what learners
know and what they can produce. In other words, knowing how to negotiate
meaning is just as important as actually knowing meaning; therefore, it was
suggested that the computer could do more than providing language learners
with drill and practice; therefore, educators started using computers as a
communicative language tool to help language learners acquire communicative
language skills.
In the 1990s, the Internet and the increasingly sophisticated software field
notably changed the way in which people communicated. The Internet is
utilized in all aspects of education. Therefore, now, it is not only a matter of
technology in the classroom; it is a matter of integrating the effective use of the
Internet in classrooms along with other technological tools. These technological
innovations have changed the way in which instruction in provided in schools.
Currently, over 90% of two- and four-year degree-granting institutions in the
U.S. are offering some type of online instruction (D’Orsie & Day, 2003; Martyn,
2003).
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Considering this significant alteration in how education is disseminated and the
percentage of institutions providing online instruction, there continues to be a
shortage of qualified teachers who can teach online classes. Two populations
affected by this shortage are language learners and the L2 teachers who
instruct these learners. For instance, the Center for Applied Linguistics (CAL)
reported that 25% of elementary schools and 30% of secondary schools were
affected by a shortage of qualified foreign language teachers and that more
than one quarter of elementary school foreign language teachers in the US are
not certified (Rhodes & Pufahl, 2009).
In response to this need for more qualified L2 teachers in K-12 schools, colleges
of education in the U.S. have started offering a growing number of online
programs (National Center for Education Statistics, 2009).
Self-Efficacy of Teacher Candidates
Research shows that even though teacher education programs prepare TCs to
teach online classes in terms of theory, they lack practical applications. For
instance, in Collopy and Arnold’s (2009) study, it was found that TCs who
experienced some face-to-face instruction were more confident in their abilities
to apply what they had learned.
Applying the theoretical information in face-to-face classrooms was easier for
them because the teaching of Communicative Language Teaching strategies
(Hoven, 2007) were thought to be better suited to face-to-face second language
methodology classes where these strategies can be viewed and practiced by TCs
in a realistic classroom setting.
In addition, Kissau (2012) investigated the extent to which TCs completing
online language teaching methodology instruction perceived their own selfconfidence compared to their counterparts who completed the same instruction
in a face-to-face setting. The TCs completing face-to-face courses experienced a
significantly greater increase in confidence to teach ELs than did their online
peers in regard to all but three of the 16 survey items measuring teacher
efficacy. O'Neal, Ringler and Rodriguez (2008) investigated teacher efficacy
through the survey and interview techniques. Twenty-four subject area
teachers participated in this study and it was found that 75% of the teachers
did not feel prepared to teach ELs during their pre-service years; however, their
confidence increased as they practiced their skills during the in-service years.
In addition, in two different Turkish studies conducted by Durgunoğlu and
Hughes (2010) and Polat (2010), it was found that TCs had low confidence
about teaching ELs in general. Polat (2010) found that TCs reported more selfconfidence in terms of their socio-cultural awareness but lower self-confidence
regarding their linguistic knowledge and educational readiness to boost ELs’
literacy skills and to close the achievement gap compared to their in-service
counterparts.
Durgunoglu and Hughes (2010) investigated the preparedness level of TCs and
found that the TCs felt less confident and less effective in teaching ELs than the
in-service teachers participating in this study. According to researchers’
classroom observations and their interaction with students in discussions, a lack
of preparedness and linguistic knowledge was obvious.
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Furthermore, 85 TCs in EL-infused elementary education courses reported that
they had low self-confidence about the sociocultural perspective of teaching,
such as providing communicative activities for the learners, and they had more
self-confidence in curriculum and classroom organization (Coady, Harper, & de
Jong, 2011). The research clearly demonstrated that TCs, particularly those in
online programs and classes, needed more applied experience to improve their
knowledge and self-confidence in working with ELs in their future classrooms.
TCs need to do more hands on tasks in designing CALL activities and test their
skills with real students. In realizing this, a firm theoretical framework is
necessary. The Technological Pedagogical and Content Knowledge (TPACK)
framework (Mishra & Koehler, 2006) that builds on Shulman’s (1987)
Pedagogical Content Knowledge Theory is used for this study.
Framework
Teacher education programs promote applied professional experience in L2
courses, such as CALL courses (Hong, 2010; Kleinsasser, 2013). Since one class
that focuses on the knowledge of language, culture, and technology for the 21st
century pre-service L2 teachers is the CALL class, TPACK (Mishra & Koehler,
2006) is one of frameworks that is used in CALL methodologies. TPACK is a
framework (See Figure 1) that displays the knowledge that teachers need in
order to use technology in the classroom effectively.
The TPACK framework emphasizes the interconnectedness of three types of
knowledge: Content Knowledge (CK), Pedagogy Knowledge (PK), and
Technology Knowledge (TK), with the addition of a fourth kind of knowledge,
the kind of knowledge that develops when the various knowledges intersect Technological Pedagogical Content Knowledge (TPACK). Figure 1 illustrates that
when technology is introduced into the language classroom, L2 learners develop
integrated knowledge through this intersection of content (language),
pedagogy (teaching of language), and technology (computers) that is unique to
each situation.

Figure 1.
TPACK Image reproduced by permission of the publisher,
© 2012 by tpack.org from http://tpack.org
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The purpose of TPACK is enhancing language learners’ learning through
meaningful strategies along with the integration of technology. It is a
combination of content, pedagogy, and technology (Koehler, Mishra, & Yahya,
2007; Liu & Kleinsasser, 2015). Therefore, it is appropriate to include TPACK
when discussing teacher candidates’ self-efficacy level in integrating CALL into
their language learning classes.
Research has shown that when TCs receive CALL professional development
utilizing the constructs of TPACK, their self-efficacy in integrating content
knowledge, pedagogical knowledge, and technology knowledge increases
overall (Liu & Kleinsasser, 2015; Kavanoz, Yüksel, & Ozcan, 2015). Utilizing
technology effectively in the L2 classroom can positively impact how content is
taught to ELs.
However, research shows that teacher education programs do not provide TCs
with the required best practices, such as designing online language activities
(i.e., CALL activities), to be able to integrate technology into their curriculum
during the pre-service years, and this creates a lack of confidence in TCs
(Fishman & Davis, 2006; Maddux & Cummings, 2004).
However, if teacher education programs would integrate the TPACK framework
along with the best practices for the use of technology in classrooms, TCs would
be better prepared to integrate technology into real-life online classroom
activities. Therefore, we investigated TC efficacy in designing CALL activities for
ELs within the framework of TPACK.
METHODOLOGY
Research Question
Since TPACK, “components of which can be listed as content knowledge,
pedagogical knowledge, pedagogical content knowledge, and technological
pedagogical knowledge,” refers to the integration of TCs’ technology knowledge
into their content and pedagogical knowledge, we operationalized field
knowledge and technological knowledge as TPACK (Kavanoz, Yuksel, & Ozcan,
2015, p. 95).
In this study, we investigated the relationships between the perception of TCs’
knowledge of English language teaching, knowledge and efficacy in designing
CALL activities and the ability to assess their EFL students online in a distance
learning environment to answer the following research question: Does the field
knowledge and applied practice in creating CALL activities predict the selfefficacy of TCs in CALL?
Research Setting and Participants
A total of 16 TCs from a southern state university in the United States
participated in this study. The participant TCs created interactive lessons and
discussion activities to add to an online class for English as a Foreign Language
(EFL) students in a web-based Canvas platform developed for a CALL class in
Master of Art (M.A.) Teaching English to Speakers of Other Languages (TESOL)
program. Creation of the activities such as Present Perfect Tense activities for a
CALL class took place in a Sandbox course, as TCs were allowed to create their
own activities and practice their skills in a pre-classroom setting within a CALL
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class. They were allowed to choose to create a discussion activity based on
Reading, Writing, Listening, Speaking, or Grammar skill development.
Tips and models about how to do this were provided by one of the researchers
who taught the main CALL class to TCs. The TC participants understood how
they could create a lesson or discussion activities and add it to the course. In
addition, they learned how to navigate in the Canvas system and use the system
are all features through an orientation completed by one of the researchers.
Furthermore, a total of 15 intermediate English level students from Turkey and
16 from China participated in the activities that were designed by the TCs after
they had designed the activities. All the discussions and course activities were
completed by the Turkish and Chinese students online in the Sandbox course.
The TCs had no face-to-face teaching experience with the international EFL
learners who participated in those activities from their own countries.
To keep the English level variable constant, only intermediate level EFL learners
were chosen to participate in this study. The levels of the students were
determined based on the English Language Diagnosis and Assessment
Certificate of Proficiency in English (ELDA COPE) exam.
TCs had four tasks to complete in the Sandbox course: an introductory video to
introduce themselves and what the EFL learners are supposed to do, a
discussion activity, a lesson page with practice activities, and a summative quiz.
The activities prepared by TCs were based on Present Perfect Tense. To obtain
consistency in terms of the content, a segment of a grammar textbook provided
to the TCs so that they could use it to prepare their own activities. After the EFL
students were entered into the course system, they were able to watch the
introductory videos and participate in the discussions, the activities on the
lesson pages, and quizzes the TCs had created.
The EFL students sent their feedback via the platform-email to TCs about all of
these activities, so TCs could get real-time reviews for what they had created.
The objective was to provide an opportunity for TCs to view Best Practice
models for creating online language activities and apply those practices in a
real-world setting with live EFL learners. This element was missing in most of
the research studies mentioned in the literature review section of this paper. It
is crucial for TCs to get feedback from the real-time reviews.
Data collection and Instrument
The data was collected through the survey (see Appendix) that was distributed
to the TCs on Qualtrics website. The survey link that was protected by a
password was provided to the TCs before they started creating the CALL
activities, and their perceptions were measured before they started their handson experience in creating CALL activities. The same survey was distributed to
the same TCs after the CALL course ended at the end of the semester to
investigate if their perceptions regarding their self-confidence in TPACK
changed.
The survey distributed to the TCs was created by one of the researchers and
piloted with 7 international TCs who learned English as a Foreign Language and
were in a doctoral program at a southern university. These participants had
some kind of CALL class exposure in the past, and they provided feedback on
the items after taking this survey.
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This method was used to validate the survey before applying it in the real CALL
class. Even though this technique is not one of the validation techniques that
were used in the literature, we acknowledge the limitation that was caused by
the research time limitations.
Since the CALL class is offered once per year, the researchers had to apply the
survey after testing it on 7 TESOL TCs.
The survey is six-point Likert scale (Strongly agree, Agree, Neither
Agree/Disagree, Disagree, Strongly Disagree, and Not Applicable) and it
contains 40 items including sub-sections on pedagogical and content
knowledge, CALL technology knowledge, self-efficacy in motivating students,
and assessment and feedback awareness. For data analysis purposes,
pedagogical and content knowledge and confidence level in student motivation
subsections were combined in one main category as “the self-efficacy in
pedagogical and content knowledge (SEPCK)” because the items in these two
sections mainly focus on the English language teaching knowledge.
Therefore, it will be referred as SEPCK throughout the rest of the paper.
Data Analysis
The survey was administered to a total of 16 TCs; however, after excluding all
the incomplete surveys and missing items both from the pre-test and post-test,
only four surveys could be included to compute the analysis. In addition, one of
the “SEPCK” items and one of the “assessment and feedback awareness” items
were recoded for analysis purposes.
These items were “I am afraid to make mistakes in an online class because all
students will see my mistakes” in SEPCK and “I am afraid giving individual
feedback would take so much time in an online class” in the assessment and
feedback awareness (AFA) section.
The data was also triangulated with the qualitative comments that were
obtained from the section at the end of the survey asking the participants to
provide their comments about their experiences.
In addition, the researchers included the Student Perception of Instruction
(SPI) survey comments. SPIs are distributed to all the university students
including the TCs at the end of each semester as a university required course
survey.
The data was computed and analyzed in two strands: descriptive statistics and
inferential statistics. The IBM Statistical Package for Social Sciences (SPSS)
Statistics V22.0 was used to calculate both types of statistics. For the inferential
statistics, regression was used.
RESULTS
The data in Table 1 indicate the correlations between variables. According to
Table 1, there is a high correlation between SEPCK and Self-Efficacy in CALL
knowledge (r=.94) and between AFA and Self-Efficacy in CALL knowledge
(r=.80).
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Table: 1
Correlations among the Self-Efficacy in CALL, SEPCK, and AFA
Self-Efficacy in
CALL knowledge
Pearson
Correlation
Sig.
(1-tailed)
N

SEPCK

AFA

Self-Efficacy in CALL

1.000

.943

.800

SEPCK
AFA
Self-Efficacy in CALL
SEPCK
AFA
Self-Efficacy in CALL
SEPCK

.943
.800
.
.029
.100
4
4

1.000
.728
.029
.
.136
4
4

AFA

4

.728
1.000
.100
.136
.
4
4

4

4

Overall, the linear composite of the independent variables such as SEPCK and
AFA, entered into the regression procedure, predicted (or explained) 91.7% of
the variation in the dependent criterion, self-efficacy in CALL technology
knowledge, F (2, 1) =5.5, p = .28 (see Table 2). All of the confidence intervals
around each of the b weights included zero as a probable value.
Table: 2
Analysis of Variance
R Square
.91
7

Regression
Residual

R Square

df

Mean Square

F

Sig.

22.000
2.000

2
1

11.000
2.000

5.500

.289b

Total
24.000
3
a. Dependent Variable: Self-Efficacy in CALL, b. Predictors: (Constant)

This suggests that the results for each of the independent variables are not
precise enough to be retained. The finding of such a large effect size motivates
the researchers to further investigate whether the results can be replicated with
a substantially larger sample.
Although the R2 may simply be a spurious result, the lack of a statistically
significant result may also be attributable to an inadequate amount of power to
detect the effect, given the small sample size. Because the R2 was substantially
large, an investigation with sufficient power to detect whether an effect does
indeed exist may be obtained by utilizing a larger sample size.
As for the qualitative data, TCs enjoyed the class and felt that they were able to
create CALL activities.
Two participants stated that they had lower computer anxiety and teaching
anxiety after they started working on creating CALL materials. In addition, at
the end of the semester, all the participants reported great improvement in
building on their TPACK.
Among these participants, one of them also stated that having a chance to
design her own CALL materials and having real students in an online setting
fostered her knowledge in integrating technology into teaching the EL content.

48

Furthermore, besides the survey comments, one of the comments from the
student SPI surveys were, “I loved the course and learned a lot on how to be
specific and lead a more constructive interactive class!” In addition, another TC
commented on SPI surveys and stated, “Thanks to both the professor and
teacher assistant for their support and valuable feedback!!!” The TCs were
grateful to have the opportunity to interact with their future learners and have
an exposure to the feeling of creating CALL materials, which eventually boosted
their self-efficacy in TPACK.
Besides the quantitative data, the qualitative data obtained from both the study
survey and the SPI surveys indicated that creating CALL activities in a Sandbox
setting can improve TCs’ self-efficacy in CALL when they are provided with
technological and pedagogical content knowledge, and they can apply their
skills in a real-world setting with real-time students. This also indicated that TCs
might strengthen their skills in online teaching when provided with welldeveloped CALL knowledge and competencies.
DISCUSSION
The study explored the TCs’ self-efficacy in CALL technology, and the data
analysis depicted how TCs perceived their development of knowledge in CALL
and their competencies within the framework of TPACK. The large effect size
suggested that self-efficacy in pedagogical and content knowledge and the
assessment and feedback awareness in language teaching had an effect on
CALL technology knowledge regardless of the knowledge of computer and
Internet. TCs reported the their professional growth for creating CALL activities
and were confident about improving their EFL students’ learning motivation by
means of Internet technology and TPACK.
Despite the convincing findings in favor of face-to-face L2 instruction in the
literature, the qualitative results of this study suggested that well-designed
online L2 CALL activities are effective at increasing TC self-efficacy in utilizing
CALL knowledge in real classrooms filled with real-time EFL students. In
addition, using this real-time online environment to practice their CALL skills in
creating CALL activities was a big part of their transformation from TCs into inservice teachers. Therefore, the educational institutions that offer CALL courses
should provide such opportunities to TCs. As Salomon (2000) and Oster-Levinz
and Klieger (2010) mentioned, technology itself will not create a change, but it
will help in the realization of a new pedagogy.
According to the results, providing TCs with the knowledge of TPACK (Mishra &
Koehler, 2006) and providing real-time CALL practice opportunities will increase
their self-efficacy in their fields and will help them access to the necessary
information that is necessary for the interactive activities. This way, TCs will
learn how to exploit the CALL opportunities to create their own activities and
apply them in real-life situations as in the cases of EFL students.
Lastly, qualitative results indicated that designing CALL activities in an applied
real-world setting such as Sandbox contributed to TCs’ increased selfconfidence to teach L2 learners. According to both quantitative and qualitative
results, TCs have had a high level of TPACK self-efficacy and positive attitudes
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towards designing CALL activities. As their self-efficacy in SEPCK and AFA
increased, their self-efficacy in CALL also increased.
Therefore, it can be stated that TCs’ knowledge increase in technology is
supported and interconnected by other areas. Even though this
interconnectedness cannot be causal, the relationship between the variables
mentioned indicated that self-efficacy of TCs is increased especially in a realtime CALL class environment.
Since CALL is one of the most powerful and the fastest growing areas in teacher
education field, TCs carry such an important role as future in-service teachers in
any education system. They are the ones who can effectively use the ICT to
create a communicative, engaging, and learner-centered environment in an
online atmosphere. Therefore, the future research should focus more on the
hands-on aspect of CALL within the TPACK framework. As emphasized by
Kavanoz et al. (2015) and Lee and Tsai (2010), teacher education programs
have a vital role in teachers' future use of ICT, and therefore, presenting
conceptualizations of web, pedagogy, and content as interdependent
dimensions of teachers' knowledge will help TCs to better understand teaching
profession to be able to reach EL needs.
LIMITATIONS AND IMPLICATIONS
As with any research, this study has several potential limitations that constrain
its interpretation and generalizability. First, it is important to indicate the fact
that the nature of this study was exploratory considering the self-designed
survey and validation techniques as well as trying out a new methodology that
brings a real-time experience to TCs (i.e., designing CALL activities).
In addition, since the data collected through the survey mentioned above
depended on the TCs’ perceptions in which they rated their self-efficacy in
TPACK and AFA, the self-reported answers to the survey might have affected
the construct validity of this study. In other words, some relevant aspects of the
variables may not have been fully captured by the measures, which indicate a
limitation.
A further limitation of this study was the very small sample size. Even though 16
TCs worked on their CALL activities and completed the tasks, only some of them
were willing to participate in the survey. In addition, since we applied a pre-test
and post-test technique in this study, the participants who took the survey in
pre-test were supposed to be the same participants taking the post-test;
however, some of these participants didn’t not participate in the post-test while
some others participated in it.
Therefore, after all the attrition, only four TCs were able to fully complete the
survey. In addition, the unique characteristics of the course, the instructor, and
the teacher-candidates at the participating university prevent the results from
being generalized to all methodology classes taught by all instructors at all
institutions.
Therefore, we acknowledge this limitation. However, the large effect size
despite this small sample size compensates this limitation along with the
qualitative data coming from the TC comments.

50

Therefore, when replicating this study with larger groups of TCs, we recommend
paying extra attention to interpreting the results and generalizing the findings
for other TCs. Also, since the survey may inform the researchers only about the
Furthermore, for future studies, using qualitative methods such as interviews
with TCs may constitute a more comprehensive picture of the TCs’ perceived
CALL technology self-efficacy. If conducted quantitatively, the survey may
include other variables that can be analyzed through Structural Equation
Modeling (SEM) to see the strength and weaknesses between different
variables. Despite some limitations, this study is considered unique in terms of
providing opportunities to TCs such as hands-on experience with creating CALL
materials, testing them on real-time learners, and getting real student feedback
on their work.
In other words, it mainly contributes to teacher education field and CALL in
three aspects. First, the new design that we applied in this study transforms the
CALL training into real-life online classroom setting where TCs may encounter
one day as most teacher education programs are becoming more online and less
face-to-face. Even though this aspect is understudied or less investigated in the
literature (McNeil, 2013), this study was a small step in starting such methods
in CALL classes or in teacher education programs. Furthermore, this study
investigated TCs’ professional improvement in one semester by examining both
their TPACK and assessment and feedback awareness development through the
pre-test and post-test method.
This can be considered as a very important aspect because as TCs develop their
perception about their skills in the field, they change attitudes towards their
profession and future students. Therefore, giving a chance to TCs to express
their professional improvements or realize their potential in the field is very
crucial in teacher training programs.More importantly, our investigation grants
an opportunity to teacher educators to pay attention to evaluating and
researching technological professional teacher development programs through
different perspectives. Our study indicated that TCs’ self-confidence in CALL and
their TPACK development was not only determined by their own perceptions but
it was mostly determined by having an opportunity to have an access to the
real-life online classrooms. In such a design, TCs can practice their skills, boost
their self-confidence through the feedback provided by real language learners.
We recommend using this technique as a project in each CALL class to give such
opportunities to TCs. In the end, this will scaffold TCs’ CALL knowledge as they
learn how to infuse technology into their own classrooms and as they learn how
to handle some situations that may rise as they proceed.
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APPENDIX
SELF-EFFICACY IN CREATING CALL MATERIALS SURVEY (6-point Likert Scale)
Self-Efficacy in Pedagogical and Content Knowledge (SEPCK)

Pedagogical and Content Knowledge Section
I believe I can use effective questioning strategies to activate ELLs’ background
knowledge.
2. I feel confident that I can create interactive online activities for ELLs
3. I am confident that my course focuses on ELLs’ level of English.
4. I am confident that my activities are creative
5. I believe I can clearly explain instructions for each activity
6. I believe I can write good lesson plans
7. I am confident that I know how to write lesson plan objectives
8. I am confident I can help my students improve English proficiency
1.

9.
10.
11.
12.

Motivating Students Section
I feel confident to motivate students with low interest.
I am confident that I can motivate students with my activities.
I am confident that I can motivate students to appreciate the benefits of language
learning
13. I am aware of the factors that may affect my students’ success in learning English
14. I am ready to implement a variety of different teaching strategies to meet the needs of
my ELLs.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.

CALL Technology Knowledge (TK)
I know how to utilize computer technology in order to create an online classroom
I believe I know how to create an online curriculum for nonnative English speakers
I feel confident that I can easily include videos in my online course
I am sure I can create discussions for my online courses.
I believe I can create modules/unites for my online courses.
I believe creating quizzes for an online class is easy
I am sure I can create good online quizzes
I believe I can use technology to teach reading
I believe I can use technology to teach writing
I believe I can use technology to teach listening
I believe I can use technology to teach speaking
I believe I can use technology to teach grammar
I am sure I can teach vocabulary in an online classroom environment
I am confident that I can make online announcements for an online class
I am afraid to make mistakes in an online class because all students will see my
mistakes.
I feel prepared to design online lesson plans effectively for ELLs.
I think I have to further learn how to integrate Internet resources into my future EFL
classroom curricula.
I am sure that I can get ELLs to follow the online-class rules.
I believe the Internet is a useful tool for helping me achieve my future teaching
purpose.
I would like to use CALL materials and activities in my future online classroom as
much as possible.

36. Assessment and Feedback Awareness (AFA)
37. I feel confident to use a variety of assessment strategies in my teaching
38. I am sure that I can provide an alternative explanation or example when my students
are confused.
39. I feel confident that I can give constructive feedback when I teach online
40. I am sure I can give individual feedback on my students’ mistakes
41. I am afraid giving individual feedback would take so much time in an online class
42. I believe I know how to scaffold my students’ language abilities.
43. I am sure I can easily create authentic assessment materials
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ABSTRACT
Young people’s most used online platforms related to a social networking site,
such as Facebook, mobilize educators on the use of technology for educational
purposes. In Turkey, Facebook was used in the implementation of e-mentoring
at the first stage of the Education Program for the Gifted Students’ Bridge with
University (EPGBU); which has prepared candidate science teachers as
instructors in the academic year between 2013 and 2014. This study aims to
investigate the opinion of candidate science teachers relating to the use of
Facebook. In this qualitative study which is designed according to the pattern of
the case study, many participants are determined to illustrate the method of
samples. In the study, data was collected with an interview form between
candidate science teachers (mentors at EPGBU).
The result of the study states that candidate science teachers agree that time
spent on the Facebook group page is effective pertaining to the practice of ementoring, sharing experience, fast- communication/providing feedback,
effective communication between mentors, ensuring EPGBU events and
documents reach everyone simultaneously, providing more information about
the progress of one’s program, guiding new mentors, and accessing many
documents easily. It is indicated that the limitations of the mentoring process
via Facebook are the long-term use of the Internet, the inability to maintain
face to face communication, the inability to attend discussions within a group
for each mentor, the difficulty of getting detailed information on complex
matters, misunderstanding, and the lack of Internet connection. It can also be
emphasized that information about how to use Facebook consciously should be
gathered for e-mentoring practice.
Keywords: Facebook; eMentoring; gifted student; EPGBU.
INTRODUCTION
Now, the role of teachers in education in the learning environment as
facilitators is more important than the traditional understanding of the
teacher’s role. This situation often shows itself in higher education. In the
development of the profession, mentors emerge as the most preferred strategy
of education. A Mentor is described as someone who helps inexperienced
employees to reach their potential (Shea, 1992; Sun, Lin, & Yu, 2008).

57

Mentoring when considered as a model of professional development is the most
basic organizational structure and the most commonly used application (DiazMaggioli, 2004; Guskey, 2000).
The mentoring strategy is encountered in teacher education too. Mentoring,
which is described as a continuous relationship between the mentor and mentee
is particularly seen in the upbringing of a teacher (Podsen & Denmark, 2000;
Foor, 2010).
In addition, there are those who identify mentoring as a kind of cooperation
between two people (mentor-mentee) in order to improve its business
performance and professional development (Allen & Poteet, 1999; Scandura,
1992).
The type of mentoring which is given through an application over the Internet is
called e-mentoring. Telementoring which has emerged in recent years, is one of
the names given to the mentor in the online environment. These terms or
interactions are defined as e-guidance too (Nash, 2001). Such interactions are
sometimes expressed as computer mediated communication (CMC) (Ensher et
al., 2003; Walther, 1996). Electronic mentoring is a natural relationship in a
sense that an experienced person helps an inexperienced person meet the
needs of individuals through electronic communication (Single & Muller, 2001).
Bierema and Merriam (2002) define e-mentoring as an encouraging relationship
between the mentor and mentee with the use of a computer. The relationship
between mentor and mentee is usually unlimited, equitable, and different from
traditional mentoring (Griffiths and Miller 2005). E-mentoring is an expert
system which is applied to improve fast and reactive learning styles (Hezlett &
Gibson, 2005; Klasen & Clutterbuck, 2004).
E-mentoring has positive aspects such as it is applicable in mentoring programs
and focuses on personal development goals (Leppisaari & Vainio, 2006;
Fagenson-Eland & Lu, 2004). E-mentoring supportive communication is
inherently less oppressive as electronic mentoring than other means of
communication (Sproull & Kiesler, 1992). Therefore, if the participants who take
part in the mentoring program don’t monitor their email (as it is one of the most
important means of communication), the program will not able to ensure its
expected success (Kasprisin, 2003). On the other hand, e-mentoring has more
positive aspects compared to traditional mentoring. These positive aspects can
be summarized as the ignorance of status differences, feeling comfortable with
technological interaction, and by having virtual access to a mentor anywhere
(Fagenson-Eland & Lu, 2004).
First, it is an important opportunity for a mentee to access the mentor in a
virtual environment, where the mentee is independent from time and space
compared to traditional mentoring (Culnan & Markus, 1987; Sproull & Keisler,
1986). For example, mentor shares information in a short time when they
respond to their messages and read their e-mail constructed in a virtual
environment.
It is said that information and communication tools and the contact points of
people are now spreading across the world (Wellman & Gulia, 1999).
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This makes the community sharing their thoughts on the web more available
(Zimmer, 1997). This tool of communication in stills a satisfactory feeling for
mentors and mentee because of their ability to instant message each other. One
of the instruments that provide communication between the mentor and the
mentee in the e-mentoring application in the online environment is a chat room.
In the chat room, the communication between mentor and mentee is organized
in a type of synchronous conversation and the mentor conveys a problem in a
synchronized way. Thus, it eliminates geographic location and time, or the
limitations of physical space (Ensher et al., 2003; Fagenson-Eland & Lu, 2004;
Bierema & Hill, 2005).
A second advantage of e-mentoring is it’s cost effective. Distance learning or
online training reduces students’ travel costs and is more economical compared
to normal education in the same environment because of providing more
opportunities for students (Kiser, 1999; Fagenson-Eland & Lu, 2004).
According to some studies in Europe some learning management systems such
as Moodle and Docebo are preferred as e-mentoring platform software. Today,
e-mentoring social media applications such as Facebook can be used as an
alternative to e-mentoring platforms.
Social networking sites such as Facebook, MySpace, and Twitter are currently a
part of many people’s lives (Pempek, Yermolayeva, & Calvert, 2009). Facebook
is the most commonly used and well-known social networking site. Such a social
network and Web 2.0 technologies for the acknowledgement of social
networking sites are beneficial for students to make them active and encourage
their collaborative work performance (Maloney 2007). However, the use of
Facebook as an educational tool is very low (Hew, 2011). The use of this tool is
available for academic studies in higher education. However, there are some
opinions proposed by students on the use of Facebook as a “special area” rather
than an educational tool (Connell 2009). Students in higher education are
interested in creating collaborative work groups with access to online links
(Donlan, 2014). The use of Facebook for educational purposes, especially
working in teams, in higher education increases the achievement of students.
This situation indicates that Facebook is an appropriate tool for educational
purposes.
In particular, the increase of Facebook groups for educational purposes is
inevitable (O’Bannon, Beard & Britt, 2013; Woodley & Meredith, 2012). In
Turkey, there are no restrictions about the use of Facebook. In Turkey, there are
approximately 30 million Facebook users (Aydin, 2012). Therefore, models
related to the educational purposes of this social networking site are very
important. As a Facebook application, examples at the university level including
the use of this application have been seen recently. One of these examples was
applied between the University of Adelaide and Penn State University in 2009
and 2011. In many respects (academic performance and active participation), a
positive effect was observed by students (McCarthy, 2012).
EPGBU created by Tortop (2013, 2015) is a program which aims to develop
gifted students as scientists in the academic field. The program consists of three
stages and it has been carried out at the University of Bulent Ecevit since 2013.
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EPGBU is based on the concept of mentor and mentoring perspectives. Those
who will serve as mentors in EPGBU may also be receiving mentor training in
their faculty (Tortop, 2013, 2015).
In the first stage of EPGBU teacher candidates or mentors organize activities at
the university and within the student’s homes in order to implement selfregulation skills for science learning.
It contributes to teacher candidates’ education in terms of both their
professional development and by gaining some experience. EPGBU opens a new
platform on Facebook in order to discuss issues faced by teacher candidates
during gifted students’ education.
This Facebook group page facilitates an environment where the mentor
(coordinator of EPGBU) and mentees (candidate science teachers) can share
information about the education of the gifted students enrolled in EPGBU.
This study aimed to investigate the views of mentors (science teacher
candidates) about their developments and activities based on a Facebook group
page mentoring service and some research sub-problems are as follows:

Ø
Ø
Ø

What are the views on the benefits of mentoring process on a
Facebook group page?
What are the views on the limitations of a mentoring process on a
Facebook group page?
What are the recommendations for the use of a mentoring process on a
Facebook group page?

METHOD
Case study design was selected as the research method. Case study is one of the
qualitative research methods (Miles & Huberman, 1994; Yildirim & Simsek,
2003).
Participants
The purposeful sampling method was used to determine the selection of the
participants (Miles & Huberman, 1994; Yildirim & Simsek, 2003). The objective
of purposeful sampling is to select information-rich cases, because it will clarify
the research questions.
In addition, criterion sampling technique was implemented, whereby all cases
have to meet some predetermined criterion of importance (Patton, 2002). The
criteria for the selection of the seven participants (candidate teachers) were as
follows: they had enrolled in the course “Gifted Students and Their Education”
in the current academic term. In this respect, seven volunteering science
candidate teachers (mentors’ EPGBU), who took part in first stage of EPGBU in
the academic year of 2013-2014, were determined as the participants in this
study.
The demographic data regarding the participants in the study is presented in
Table 1.
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Table: 1
The demographic background of the
candidate science teachers (EPGBU’ Mentors*)

EPGBU’
EPGBU’
EPGBU’
EPGBU’
EPGBU’
EPGBU’
EPGBU’
EPGBU’
EPGBU’
EPGBU’

Mentor
Mentor
Mentor
Mentor
Mentor
Mentor
Mentor
Mentor
Mentor
Mentor

1
2
3
4
5
6
7
8
9
10

Gender
Male
Female
Female
Female
Female
Female
Female
Female
Female
Female

Age
20
20
20
20
19
22
21
22
22
22

Class
2nd
2nd
2nd
2nd
2nd
3rd
3rd
3rd
3rd
3rd

* EPGBU’ mentors are candidate teachers. Their mentor roles is related gifted students at EPGBU. At
the same time, they are mentees in terms of training of gifted teacher at EPGBU.

Table 1 demonstrates the profile of the study group. One of the candidate
science teachers was male, and eight of them were female. All of them were
between ages 19 and 22. Five of the candidate science teachers were enrolled
in 2nd year, and five of them were enrolled in 3rd year at the Faculty of
Education.
Data Tools
In this research, an interview form and written journals of mentors were used
as data collection tools. On the interview form, the following questions were
asked: What are the views on the benefits of mentoring process on a
Facebook group page (e.g. space, time)? What are the limitations of
mentoring in your mentoring application (e.g. space, time)? Do you have
suggestions on how to use a mentoring application for gifted people on
Facebook in order to become more efficient? What are they?
Data Analysis
In this research, content analysis consisting of coding to analyze qualitative
data, identification of themes, and the classification of the data according to the
code and themes, was used (McMillan, 2000; Miles & Huberman 1994).
In the analysis of the data obtained from the interview form, inductive
descriptive analysis which is one of the qualitative data analysis methods was
used.
In data analysis, each interview was coded by three researchers. For a rigorous
description of the opinions, while coding, participants' concepts were paid close
attention; after codes were categorized according to their similarities and
differences, categories were compared to each other; by putting forward the
similarities and differences of views, themes were revealed.
In order to verify coding was conducted by two researchers, the interceder
reliability was calculated at 88% with the formulation of Miles & Huberman
(1994).

61

Procedure
First stage of EPGBU was applied in Bulent Ecevit University Center for Special
Education Research & Application in the academic year 2013-2014. In this
program, the academic staff of Bulent Ecevit University, within the framework
of themes in their fields, trained 16 gifted primary students at grades 2nd, 3th
and 4th at the Faculty of Education Campus between 10:00-18:00 on a Saturday.
Candidate science teachers (mentors of EPGBU) had done self-regulation skills
activities at gifted students’ families’ homes. During the first stage of EPGBU,
these activities were coordinated by Assoc Prof Hasan Said Tortop.
This EPGBU coordinator had been mentoring the candidate science teachers
(mentors of EPGBU) for 12 weeks on the Facebook group page application. Their
questions gave ideas about activities, problems about families and children.
RESULTS
The data obtained from the interview forms that was used to determine the
participants' views on EPGBU, was subjected to content analysis. Content
analysis was direct quotes from the views’ of participants in the tables below.
Table: 2
The content analysis of candidate science teachers’ (mentors of EPGBU) views about the
benefits of Facebook on mentoring application for their own improvement

Theme 1 The benefits of mentoring
on Facebook application (EPGBU)

Frequency

Efficient use of time
Sharing of experience
Fast communication / feedback
Current pursuit
Communication between mentors
EPGBU activities for reaching everyone simultaneously
Having information about the flow of program
Being helpful for new mentors
Easy Access to documents

4
2
10
5
3
6
4
1
4

Some quotations of students’ opinions about EPGBU are as follows;

“We are able to keep up to date on Facebook (Teacher Candidate Mentee 2)”.
“The use of Facebook gave us great convenience during our conversations with
our mentor in EPGBU (Teacher Candidate Mentee 3).
“This application is a great platform which has shared information about our
mission in some programs and provided activities as to how to organize. Our
mentor has sent information via our Facebook group when we do not know
about some subjects (Teacher Candidate Mentee 1).
“Our Facebook group has an important role as a new guiding tool for our new
friends (Teacher Candidate Mentee 1). “Our platform is beneficial in terms of
saving time (Teacher Candidate Mentee 1).”
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“We are able to receive a response immediately on Facebook when we have
urgent questions to our mentor (Dr. Hasan Said Tortop). It can be said that the
speed of communication is fast. When we do not go to school and we need his
advice about some matters or EPGBU, we can get the answer on Facebook
(Teacher Candidate Mentee 2).”
“We are able to give feedback quickly (Teacher Candidate Mentee 2)”.
“You do not have to share information one by one individually.” “In our
discussion with the mentor, the use of Facebook provided great convenience to
us (Teacher Candidate Mentee 3).”
“If necessary, our mentor allows us to access to information easily by sending
some links about our activities. It enabled the cooperation with mentors.
Namely, it was effective in our communication and activities which are made by
students at the same time (Teacher Candidate Mentee 3).
“The biggest advantage was that we can get in touch quickly (Teacher
Candidate Mentee 3).” “When we did not have a chance to communicate with
our mentor, we were able to make a conversation easily thanks to Facebook. We
could access his shared documents quickly (Teacher Candidate Mentee 3).”
“We could reach our mentor whenever we needed on Facebook. Our mentor
supported us with his quick answers. We did not only get information about
ÜYÜKEP (EPGBU), but also received knowledge about general issues (Teacher
Candidate Mentee 4).”
“In my opinion, Facebook is sufficiently useful in this are because, we can get
answers to our questions at any time (Teacher Candidate Mentee 5).”
“It is useful in terms of accessibility (Teacher Candidate Mentee 6).” “We can
easily reach the necessary documents with convenience. We can get feedback
easily on Facebook (Teacher Candidate Mentee 7).”
“It is useful when we want to contact our mentor (Teacher Candidate Mentee
8).”
“When there is a problem, you can get fast feedback (Teacher Candidate Mentee
8)” It has effective shares (Teacher Candidate Mentee 9).”
“Whenever you have a question or problem, it is resolved quickly (Teacher
Candidate Mentee 10).”
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Table: 2
The content analysis of candidate science teachers’ (mentors’ EPGBU)
views about the limitations on Facebook for their own development
in the mentoring practice
Theme 2. The limitations of
Facebook in EPGBU mentoring practices

frequency

The use of the Internet for a long time
Not effective like face to face communication
Mentor’s inability to participate synchronically
in discussions within each group
The difficulty of getting detailed
information on complex issues
Misunderstanding
The lack of the Internet
Incapability of sharing documents

5
6
1
2
2
1
1

Some quotations of students’ opinions about EPGBU as follows;

For all of the mentors, the sequence of contact time has to be determined and
shares can be made at a set time so that everyone can communicate easily
(Teacher Candidate Mentee 1).
“It would be better if everyone exchanges their ideas in a group on Facebook
(Teacher Candidate Mentee 1).
“You can find solutions to our problems through Facebook but sometimes it is
not enough. It can be much more difficult to talk about some subjects in a
detailed way, especially on the subject of complex issues about a student
(Teacher Candidate Mentee 2).”
“In addition to the positive aspects of Facebook, it causes people to stay in front
of the computer for a long time (internet addiction). Of course, this prevents the
student from spending her time effectively (Teacher Candidate Mentee 3).”
“It is not as effective as face to face communication. Some ideas may lead to
misunderstandings (Teacher Candidate Mentee 3).”
“Each mentor will not able to participate in discussions at the same time
(Teacher Candidate Mentee 3).”
“When there is no Internet, it can be difficult to access or view the documents
(Teacher Candidate Mentee 7).”
“When we discuss about an issue or talk about something, it can lead to
misinterpretation even if we do not notice it (Teacher Candidate Mentee 8).”
“In this case, face to face communication can be more effective (Teacher
Candidate Mentee 8).”
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“It has limitations compared to face to face conversation (Teacher Candidate
Mentee 9).”
“It can be time-consuming (Teacher Candidate Mentee 10).
Table: 3
The content analysis of candidate science teachers’ (mentors’ EPGBU)
views about recommendations related to the use of Facebook for their own
development in mentoring practice
Theme 3. The recommendations on the use of
Facebook for the education of gifted students in mentoring practice
Open a group page including only students.
It can be informed about the use of Facebook consciously.
Announcements may be in specific days and times.
Shares in the group can be enhanced and improved.
Specific time can be organized actively among mentors.
Question and answer can be used more effectively in
terms of generating ideas.

frequency
3
6
2
4
2
1

Some quotations of students’ opinions about EPGBU as follows;

“It can be one group of gifted students. Parents will definitely be excluded from
the group. Thus, students may share information among themselves. This
method is a type of peer education. Student’s educational shortcomings can be
made up for easily (Teacher Candidate Mentee 2).”
“There can be a course on the effective use of Facebook in order to make
Facebook mentoring more effective (Teacher Candidate Mentee 3).”
“Announcements should be done at a specific time and day so that every mentor
can participate in the discussions (Teacher Candidate Mentee 3).”
“Therefore, we have to learn to use Facebook consciously (Teacher Candidate
Mentee 4).”
“At the same time, I believe that Facebook will be useful for gifted students’
education as a result of preliminary information (Teacher Candidate Mentee 4).”
“I want people to use it carefully and orderly (Teacher Candidate Mentee 7).”
“The method of question and answer in the education of gifted students can be
used more effectively in terms of generating ideas. Then, one group can be
organized according to it (Teacher Candidate Mentee 8).”
“I think it will be helpful to keep the page active in order to be effective (Teacher
Candidate Mentee 9).” “It can be more actively used (Teacher Candidate Mentee
10).”
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DISCUSSION AND CONCLUSION
EPGBU is one of the few programs which was implemented in Turkey for gifted
students’ education. Mentors are divided into two categories as a mentor
(teacher candidate) and e-mentor (distinguished) scientists in certain fields of
science.
These mentors as teacher candidates have the Scientific Research Mentorship
course in addition to the “Gifted Students and Education” selective course.

EPGBU organizes some group activities at the weekend in the first stage, then
self-regulation skills activities on weekdays in the home of the gifted students’
(Tortop, 2013, 2015). Mentors are carrying out their work as a mentoring
program coordinator. A Facebook group has been created for sharing their
experience. In this group, mentors share weekly events and communicate with
the coordinator of the mentoring program.
In this study, teacher candidate mentors give their opinion about the ementoring strategy and the contribution of their development. Teacher
candidate mentors state that the use of Facebook as a mentoring practice can
be useful as time efficient, communication/feedback, providing communication
between mentors, up-to-date pursuit, EPGBU documents which is accessible to
everyone, having more information about the progress of program, and guiding
new mentors.
As noted by researchers, e-mentoring programs remove the geographical and
organizational obstacles in front of traditional mentoring (O’Neill, et al., 1996;
1997; Lewis, 2002), group mentoring (Single & Single, 2005; Packard, 2003),
and offers great flexibility in communication. In this aspect, Facebook is quite
useful in e-mentoring practice. Sharing information and a collaborative learning
environment make the Facebook platform provide similar benefits to other ementoring practices (Price & Chen, 2003).
The case of the limitations on the use of Facebook causes negative results such
as long- term use of the Internet, the lack of communication, the inability to
participate in communication synchronously, the difficulty of providing detailed
information, misunderstandings, and the lack of Internet connection. It is said
that the use of Facebook in e-mentoring practice is not as effective as face to
face communication (Bierema & Merriam, 2002). E-mentoring practices can be
implemented for educational purposes and supported by face to face mentoring
E-mentoring has some requirements for effective development. These include
computer literacy, appropriate computer hardware, internet access, effective
communication skills, the arrangements of interviews, ensuring the
confidentiality of the message, and the lack of feedback. In addition, open and
honest views can be considered as an intimate platform (Clutterbuck & Lane,
2004).
Mentors can come across some problems in the selection and the continuity of
e-mentoring process. Therefore, an e-monitoring program can also be applied as
a complementary support in some mentoring programs (Watson, 2006).
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While practicing mentoring on Facebook, a student-only group can be opened
and provide information on the use of Facebook as well as give announcements
on specific days and times. Shares may be enriched and improved in groups and
a specific date and time can be arranged among mentors. Questions and
answers can found to be a creative and efficient method in forming an opinion.
E-mentoring practices are seen as a shallow framework in the education of
gifted students (Siegel, 2003; Siegel et al., 2005). The applicability of
expectations about e-mentoring practice is very important in order to be
successful. The awareness of participants will be fruitful on empowering the use
of Facebook in mentoring practice. Besides the ability to use the Internet
technology, mentor and mentee have an impact on the frequency of interaction
and initial motivation (DiRenzo, Linnehan, Shao & Rosenberg, 2010). In this
case, the purpose of the mentoring practice and the function of Facebook can be
explained to participants.
Moreover, teacher candidate mentors have some proposals for the use of
Facebook in the education of gifted students. EPGBU, has a higher social validity
and a positive opinion from gifted students in the academic field, as a program
for gifted education (Tortop, 2014). Recently, it is possible to come across ementoring practice in the education of gifted students (Mammadov & Topcu,
2014).
This E-mentoring application which used both education of the gifted teachers
and the education of the gifted students (who lived in rural areas especially)
should be increased. Facebook and other social networking sites should be
closely examined in terms of being an educational tool at gifted education
program. At this study, there are some limitations, such as views of e-mentoring
practice with facebook has been obtained very small sample, but this study is a
qualitative study, so this results not need to generalize, just it has been
described this case. Therefore, in the further research, researchers may
investigate views of educators about e-mentoring practice with facebook, not
only their views, but also many facets of e-mentoring practice.
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ABSTRACT
The article highlights the social and political conditions under which the
proletarian educational organizations of the 1920s functioned in the context of
nationality issue, namely the study of political frameworks determining the status
of the Ukrainian language and culture in Ukraine. The nationality issue became
crucial in Proletkult activities – a proletarian cultural, educational and literary
organization in the structure of People's Commissariat, the aim of which was a
broad and comprehensive development of the proletarian culture created by the
working class. Unlike Russia, Proletkult’s organizations in Ukraine were not
significantly spread and ceased to exist due to the fact that the national language
and culture were not taken into account and the contact with the peasants and
indigenous people of non-proletarian origin was limited.
Keywords: Proletkult, worker, culture, language, policy, organization.
FORMULATION OF THE PROBLEM IN GENERAL AND
ITS CONNECTION WITH IMPORTANT SCIENTIFIC AND PRACTICAL TASKS
Contemporary social transformations require detailed, critical reinterpreting the
experiences of previous generations. In his work “Lectures” Hegel wrote that
experience and history taught that peoples and governments had never learnt
from history and did not act in accordance with the lessons that history could
give. The objective study of Russian-Ukrainian relations require special attention
that will help to clarify the reasons for misunderstandings in historical context, to
consider them in establishing intercommunication and ensuring peace in the
geopolitical space.
The period of interest is 20-30 years of the 20th century – time of intensive
cultural development, showing tendency to democracy, creativity, and diversity.
However, it remained tendentiously presented by official Soviet pedagogical
science when the complex and ambiguous process was adjusted to well-known
results in advance (Sukhomlynska, 1996, 7). The article proposes the study of the
Russian-Ukrainian relations considering the activities of Proletkult (1917-1932)
proletarian cultural, educational and literary organization which was a
constituent of People's Commissariat and the aim of which was a broad and
comprehensive development of proletarian culture created by the working class.
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RESENT STUDIES AND PUBLICATIONS ANALYSIS
Among Russian researchers studying Proletkult we should mention M. Gorbunov,
N. Yudin, L. Nikolayeva, M. Levchenko, L. Bulavka, A. Karpov and others. In
Ukraine there is a few holistic studies of Proletkult organization’s activities.
Nevertheless, the issues of Russian-Ukrainian relations were not investigated in
the works of researchers mentioned above that can be treated as a gap in
historical and pedagogical science.
THE PURPOSE OF THE ARTICLE
The purpose of this article is to investigate the Russian-Ukrainian relations
considering the activities of Proletkult (1917-1932), find out the political
conditions under which Ukrainian proletarian educational organizations
developed.
MATERIAL STATEMENT AND GROUNDING OF THE RESEARCH RESULTS
Russian revolutionary social democracy during 1917-1920 realizing social and
political transformations was following the Imperial mentality. It resulted in the
fact that Ukraine received the status which was tantamount to cultural autonomy
in the “united and indivisible” space of the Soviet Federation. The war and
revolution were not the time for Ukraine to unite its people; they remained
divided within two states.
However, even under these conditions the revolution made cultural activities fill
with a sense of novelty, a consciousness of liberation from the old world and its
limitations. The complex persistent questions arose and the main ones were such
as which direction the Ukrainian culture should follow, what standards this
culture should be based on, and what kind it should be in the whole. It was the
time of searching and hope. Inspired by a sense of their own mission and growing
audience, the writers, the artists and the scientists plunged into the creation of a
new cultural universe with a great passion. In the field of education the global
goal was also formed: the future of socialism was a new Soviet person.
During social upheavals (World War I, February Bourgeois Democratic Revolution
and October Bolshevik Revolution of 1917, the civil war, National-Democratic
Revolution in Ukraine, which caused the possibility to create a Ukrainian state,
and a bitter defeat of Ukrainian National Republic) an intensive process of
domestic cultural space self-organization developed together with the attempts of
the institutionalization and structuring of modern Ukrainian culture under own
state leadership.
These processes occurred in difficult circumstances and were influenced by both
internal and external factors. It is necessary to mention S. Kulchytskyi’s work
(2013) in which the author stated:
The Ukrainian Central Soviet must be remembered to act within the political
space of Russia, which as an Entente member waged exhausting war against
Central countries for more than two years.The Ukrainian revolution was a part of
Russian but not an independent phenomenon.
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Although Ukraine formed its own political government, which began a national
state-making process, its territory became the place of confrontation between
Russian revolutionary and counter-revolutionary forces. The opposite parties
fought not only against each other, but tried to strangle Ukrainian liberation
movement. (p. 60).
With the Soviet power establishment the cultural processes in Ukraine occurred in
the context of centralized policies of the Communist Party declaring the equal
rights of all states or the members of newly formed federation in its normative
documents. The Bolshevik leaders tried to control the process so that the ethnic
revival would not be transformed into national, that is to say Ukrainians would
enjoy the development of their language and culture without claiming to be
independent from the centre of all other national states (Kulchytskyi, 2013, 83).
A week after the October Revolution on the 15th (2nd) of November 1917 the
Declaration of Russian Peoples’ Rights was published and signed by the Chairman
of the Soviet of People's Commissars V. Ulianov-Lenin and the People’s
Commissar on Nationalities Issues Y. Dzhugashvili-Stalin. The document
emphasized that the 1st all-Russian Congress of Soviets in June 1917 had
proclaimed the right of Russian peoples for free self-determination, and the 2d
Congress of Soviets clearly and strongly confirmed this inalienable right.
According to the decisions of these Congresses the Soviet of People's Commissars
(SPC) formed such principles for its activity including nationality issues:

Ø equality and sovereignty of Russian peoples;
Ø
Ø

the right of Russian peoples for free self-determination, including
secession and formation of independent states;
abolition of all national and national-religious privileges and restrictions;

Ø free development of national minorities and ethnic groups inhabiting the
territory of Russia (Kulchytskyi, 2013, 184).
The reaction of the SPC to national countries sovereignty was offensive. On the
31st (18th) of January 1918 the 3d all-Russian Congress of Soviets adopted
“Declaration of rights of working and exploiting people”. Its first item consisted of
two parts and was insidiously simple:

Ø Russia was proclaimed as the Republic of soviets consisting of workers',
soldiers' and peasants' deputies. All the power in the center and locally
belongs to these soviets.

Ø the Russian Soviet Republic was formed as the Federation of National
Soviet Republics on the basis of voluntary uniting of free nations.
The heads of soviets would state that the Central Soviet used the national phrases
and led an equivocal bourgeois policy, not recognizing Soviet power in Ukraine. As
a result the contradiction between the declared statements and the real situation
could be seen (Kulchytskyi, 2013, 185).
Among the four items describing national relations in the Program of the Russian
Communist Party (of Bolsheviks) (RCP(B)), the first is relevant to our study as
according to it, “Policy of different nationalities proletarians and half-proletarians
cooperation was the basis for a joint revolutionary struggle against landowners
and the bourgeoisie” (Kulchytskyi, 2013, 187).
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Such cooperation resulted in discrimination of the rights and freedoms of the
Ukrainian proletariat by Russian proletariat, because the Russian language and
culture were considered as progressive, proletarian, and leading, and the
Ukrainian language was treated as peasant, a nationalist manifestation, and
therefore, was unsuitable for building the culture of future - proletarian culture.
The fourth item explained who can express the nation will of separation. The
working class was considered as a main doer in the process of transition from
bourgeois to Soviet democracy (Kulchytskyi, 2013, 187). In the context of
ensuring national equality proclaimed in the normative regulations the thesis of
the fourth item can be again treated as contradictory. The Russian language was
considered as a proletarian one on the contrary to the peasant Ukrainian
language, so the discrimination of national culture could be clearly seen in real
life.
However, despite of the official policy the development of the national liberation
movement after the civil war gained undeniable momentum and it was impossible
to control it. It provoked Lenin’s resolution “On the Soviet Government in
Ukraine” adopted on the Plenum of the Central Committee of the RCP(B) in
November 1919. The resolution obliged all members of the Party to encourage
free development of the Ukrainian language and culture. It stated the
following:Despite the fact that the Ukrainian culture (language, school, etc.) has
been repressed by tsarism and exploiting classes of Russia for centuries, the
Central Committee of the RCP(B) makes it obligatory for every Party member to
remove any barrier for free development of the Ukrainian language and culture
using all possible means. The RCP(B) members should accept workers' right to
learn the native language and speak it in all Soviet institutions on the territory of
Ukraine, strongly oppose the attempts to push the Ukrainian language aside by
artificial means and, vice versa, try to transform the Ukrainian language into a
way of Communist education for the working masses (Lenin, 1974).
Despite such situation the state policy on the national culture was continuing as
the government was afraid of the Ukrainian language acquiring the status of
original on both state and all-Soviet levels. The actions taken were only the
means of public attention distraction from establishing the dominance of the
Russian language and culture.
In Bolsheviks surrounding the Ukrainian culture was considered as having a
single meaning -a creation of bourgeois nationalists on the basis of their romantic
and reactionary works- and it strongly affected the formation of the proletarian
culture concept. After all, the situation that prevailed in the early 20th century in
Ukraine was characterized by the existence of deep contradictions between the
autochthonous village and assimilated city population, between the Ukrainian
peasantry and the Russian or Russified proletariat. Among the memoirs about the
Ukrainian revolution there is a reasonable thought of V. Zatonskyi, “Ukraine as a
country did not exist for “soviets” and the parties of the city proletariat, for both
the Bolsheviks and the Mensheviks (temperate members of the Party) as it did
not exist for urban working class” (Zatonskyi, 1929). Only over time as a result of
some confrontations it was possible to change a little the views of the Party and
Soviet staff, and the declared Ukrainian Soviet statehood gradually began to
acquire the relative recognition, the Ukrainian language and culture was given its
almost official status (Parakhina, 2012, 23).
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The Central Committee of the RCP(B) approved the decision of the 10th Party
Congress (8-16 March 1921).
The resolution of the Congress “Regular tasks of the Party on nationality issue”
stressed that the task of Bolsheviks was to help “the working members of not
Russian peoples” to develop and strengthen their court, administration, the
economic bodies, governments where the native language was used and which
were staffed by local personnel who knew the life and psychology of the local
population, and to encourage the press, school, theater, clubs and general
cultural institutions use native language in their development (“The 10th
Congress of the RCP(B)”, 1963, 603).
According to the Directives on Ukraine’s nationality issue dated by October 17,
1922 and adopted by the Plenum of the Central Committee of the RCP(B) it was
supposed to be “complete and absolute equality of the Ukrainian and Russian
languages, a strong opposition to any artificial Ukrainization or Russification” and
at the same time the elimination of barriers that could stop the natural
development of the Ukrainian culture or that prevent the Ukrainian peasantry
from accessing to the Russian culture; the struggle against all aspirations to make
the Ukrainian language the means of separation and opposition of the Ukrainian
workers and peasants to the Russian ones had to be conducted (Kasianov, 1992,
150).
This illusion of languages “equality” was a part of the Soviet government’s
deliberate policy as the national liberation movement in Ukraine was raising, and
although Bolsheviks had not many supporters among the intelligentsia, they
pretended to encourage the equality of the Ukrainian and Russian culture and
language to make the Party opposition weaker. Under this illusion of “equality”
the Bolshevik theory of culture meant the destruction of “nationally limited”
cultures.
The same idea was supported by V. Lenin who pointed to a negative role of
national cultures in social progress:
It is possible for social democracy to proclaim directly or indirectly the slogan of
national culture. Such slogan is misleading, since all economic, political and
spiritual human lives are internationalized by capitalism. The international culture
being systematically created by the proletariat of all countries can not include any
“national culture” but embrace exclusively its democratic and socialist elements
(Lenin, 1972).
V. Lenin supposed the use of national culture only as a form of propaganda for
Communist ideas or as a form of the national language for such propaganda.
In 1923 “contradiction between two cultures” began being actively supported.
The Secretary of the Central Committee of the Ukrainian Communist Party (of
Bolsheviks) (UCP(B) D. Lebed speaking at the Party conference in Kyiv said:
Theoretically we know that the contradiction between two cultures is inevitable.
Due to certain historical circumstances in Ukraine the culture of the city is
Russian, the culture of village is Ukrainian; to set the task to actively make the
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Party and the working class Ukrainian means to accept low culture of the village
instead of the higher culture of the city (Kasianov, 1992, 75).
In early 1920s the so-called theory of contradiction between two cultures was
actively discussed by the Party leadership. The Russian culture was considered as
leading one (because the speakers were of proletariat origin) and the Ukrainian
culture was a retarded one (as only the peasantry in the countryside spoke it).
This theory was proposed by the Secretary of the Central Committee of the
UCP(B) D. Lebed who in the article “Some questions of the Party Congress” wrote
that:
To set the task to Ukrainize the Party and therefore the working class will now be
reactionary for cultural movement as nationalization, that is the artificial
implanting of the Ukrainian language in the Party, means for the current political,
economic and cultural relationships between the city and the village to accept low
culture of the village but not the higher culture of the city (Kasianov, 1992, 75).
These views were supported by some members of the Party apparatus and some
ordinary members who understood the necessity of the entire government
structure being Ukrainized. Lebed’s opponents realized that in the country, where
80% of the population was of Ukrainian origin, the government members had to
speak the Ukrainian language.
On the 7th Conference of the UCP(B) (1923) concerning the issue of “two cultures”
H. Rakovskyi stated that the government could not be neutral towards the
Ukrainian culture and had to know it and help it to develop. M. Skrypnyk,
V. Zatonskyi and others argued the “Lebed theory” too. As a result Lebed’s points
of view did not become the ideological directives and official policy but they
certainly reflected the attitudes of a significant part of Russified members in state
apparatus (Kasianov, 1992, 75).
A decisive step towards the implementation of the policy of Ukrainization was
made at the 12th Congress of the RCP(B) in 1923. It was after this Congress that
Ukrainization was officially proclaimed as obligatory task for all Party members.
In June 1923 the Council of People's Commissars of the USSR adopted Decree “On
measures to ensure equality of languages and on assistance in development of
the Ukrainian language”.
It was quite often believed that the proletarian culture was national and
international thus everything created for this culture had to be in the Russian
language; the culture of Ukrainian peasants was bourgeois and therefore it was
not appropriate to apply the Ukrainian language there.
In the last decade of the Imperial period three social strata were distinguished –
peasants, urban intellectuals and the proletariat that influenced the development
of three approaches to national culture respectively. Urban intellectuals were the
most privileged part of the population under Russian cultural influence; they
supported state policy as the dependence from Russian culture was historically
caused by education, state public service, and ideological subordination.
After the revolutionary changes this part of population was oriented to entire and
indivisible Russia, total hegemony of Russian culture as a unifying factor in the
Soviet country.
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They were quite often inimical to national manifestations, and the pursuit of
national interests in so-called colonies of the Soviet Union.
The peasants were associated with folk traditions and customs developing over
the centuries. The revolution in 1917 became a kind of signal for avoiding total
subjugation in general and oppression of language in particular. Peasants’
hostility to the city was clearly manifested during the civil war, which actually
was economic destruction that provoked the intensification of struggle for
national identity. As native speakers and experts in national traditions the
Ukrainian peasants were the main supporters of the national revolution. However,
as a result of different class contradictions they mainly paid attention to rather
the social and economic than national and political slogans of the revolution.
Being mainly of Russian origin the working class and the bourgeoisie on the
contrary remained indifferent to the slogans of the national revolution
(Kulchytskyi, 2013, 214). The social origin of the proletariat was heterogeneous.
The greater part of people was peasants by birth; consequently in terms of their
national origin they were almost indistinguishable from the village natives. Such
people work in urban areas, therefore hey became a subject of cultural influence
of the urban intelligentsia and were introduced to Russian culture or in other
words were industrialized.
In Ukraine Russian people lived mostly in cities and the process of national
liberation movement was slower there. P. Khrystiuk wrote, “Since the beginning
of the revolution in Ukraine the city inhabitants have adopted either a hostile or
neglect attitude to the Ukrainian Renaissance (Khrystiuk, 1921, 19). The
Communist ideology envisaged the unification of all society groups for socialist
construction without considering nationality issue. In Ukraine during that
revolution period the vast majority of workers had a typical attitude to nationality
issue:
A working person, especially an employee “should be an internationalist”, he does
not consider the issue of language and culture as something important, it is a
matter of the bourgeoisie, although nobody can interfere with any person’s free
usage of language as it was in tsar times. It is impossible to prevent some states
in former Empire from developing their own national social order and even from
forming separate and independent states.
Everything a conscious worker should be interested in must be a social struggle
against the landlords and the bourgeoisie. For this struggle being successful
Russia should better remain the only country where the working class united by
socialist slogans can fight against their enemy, and it is revolutionary
internationalism, inherent in the working class in the period of revolutionary and
destructive struggle against the former order (Lapchynskyi, 1927, 247).
The modern researcher M. Parakhina (2012) noted that the heterogeneity of the
ethnic composition in the Ukrainian society, disparity between the rural and
urban residents’ cultural levels, population’s low literacy rate, shortage of
professional staff, insufficient material base, lack of funding, influence of Russian
culture and the need to oppose to great Russian chauvinism - all these factors
formed significant barriers for creating Ukrainian culture in the 1920s. The
situation was complicated by the fact that Russification policy in Ukraine having
been realizing for several centuries resulted in the cities being not Ukrainized.
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However, the village residents preserved their ethnic and national culture:
language, tradition, and so-called local colouring.
Nevertheless, the theory of two cultures which was also called “Lebed’s” was
convicted after 1923, when the government adopted the policy of “Ukrainization”.
The “theory of two cultures” after 1925 arose active discussion in literature and
subsequently this issue turned from “literary” into political one and covered a
range of urgent problems and prospects of development in the Ukrainian culture
as a whole (Parakhina, 201, 33).
The process of Ukrainization began to fail in 1926. The reason for it may be found
in Y. Stalin’s letter which was written to L. Kaganovych on the 26th of April 1926.
When analyzing measures taken by Education People's Commissar of the
Ukrainian SSR on Ukrainization Y. Stalin stated serious errors:
He confuses the Ukrainization of our Party and other staff with the Ukrainization
of the proletariat. There is a necessity and opportunity to Ukrainize our Party,
state and other apparatus personnel who serve the population. But it is
impossible to Ukrainize the proletariat by government force. We cannot allow the
Russian working masses to abandon the Russian language and recognize the
Ukrainian culture and language as their own. This fact contradicts to the principle
of nationality free development. This will not be national freedom but a form of
national oppression (Stalin, 1949).
M. Skrypnyk, an ardent defender of Ukrainization, tried to solve the problem of
culture formation taking into consideration clear Marks and Lenin’s attitudes. He
emphasized that there were only two ways of national culture creating:
proletarian and bourgeois. The priority of class interests over national was the
basis Skrypnyk’s paradigm of the culture was built on (Stalin, 1949). It was
strongly believed that in the new state, which the proletariat brought a victory to,
had to be a new culture – proletarian. The proletariat formed the vast majority of
the urban population who was Russian-speaking, therefore proletarian culture
had to be Russian.
It was obviously assumed that the Ukrainian culture, the roots of which were
rural, would gradually infuse into Russian one. The culture that was traditionally
identified with the countryside suddenly gained other vector of development,
which led not only to aesthetic searches but also caused mental changes.
Under these circumstances, the notorious theory of the “contradiction between
two cultures” was widely spread in the Republic, its essence was discovered in
the fact that “proletarian Russia” was opposed to “peasant Ukraine”, and on this
basis the conclusion was drawn that “Ukrainization” was not necessary because
Russian (urban) culture would finally prevail over Ukrainian (rural) culture. Most
of public figures having orientation to national freedom took into account the
customs and traditions of the Ukrainian people and believed that the formation
process of proletarian culture should involve not only workers and city dwellers,
but also peasants:
And such situation can be possible only when there will be no contradictions
between the city and the country, when the town will be opened to the villagers
and when the interests of both will be shared for the village and the town will be
able to form strong structure.
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Yes, this is the only way to create a distinctive national art: go out of the depths
and to come to the people, understand their feelings and their original views of
beauty, genuinely love the surrounding nature (Burachek, 1920, 81).
Regarding nationality composition of the population on the territory of Ukraine
within the studying period interesting statistic data and qualitative analysis can
be found:
In Ukraine the same phenomenon can be seen everywhere: more than 92% of
Ukrainians are farmers, 4-5 % of them are workers, and others are artisans, small
traders and service intelligentsia. Ukrainians cultivate lands but fishing, trade,
science, culture and public administration do not belong to Ukrainians.
Among capitalists there are only Russians, Jews, Poles and others. The city as a
center of culture is not Ukrainian (Soldatenko, 1999, 170-171).
The issue of the Ukrainian language was solved by its ignoring or by its
considering as a means for creating proletarian but not national culture. Such
situation caused many arguments, controversial opinions, and what was most
important, in our opinion, became the main reason of Proletkult decline in
Ukraine.
Proletkult was established in Russia in 1917. In Ukraine these organizations were
formed in 1919 when Soviet power was established.
The main forms of educational work were clubs for workers, studios, proletarian
universities, Proletkults for children, etc. Cultural and creative activities were
realized in studios in such fields as literary, theatrical, musical, and visual arts.
Proletkult movement became widespread in Russia, but on the territory of
Ukraine it was little distinguished.
The main reasons for this were the dominance of the Russian language over
Ukrainian; in fact, workers who were non-Ukrainians had access to different
organizations, but for the peasants -indigenous people- such access was not
available.
In Ukraine Proletkult failed to exist, but became a prerequisite for functioning of
such proletarian literary organizations as “Plug”, “Gart”, etc. These tried to
continue and to intensify the activities made by Proletkult organizations.
CONCLUSIONS AND THE OUTLOOKS OF FURTHER STUDIES
As a result, nationality issue, the issue of the Ukrainian language became crucial
for Proletkult functioning in Ukraine. Considering the platform of the 1st AllRussian Conference of cultural and educational organizations, focusing on the
creation of proletarian culture as non-national international phenomenon,
Proletkult appeared to be in opposition to the development of national liberation
movement, manifestation of national consciousness.
Proletkult organizations could not exist under pressure of the national liberation
struggle, on the one hand, and official policy of the Soviet government and the
Communist Party, on the other.
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Although some members of All-Ukrainian Proletkult had strong intention to
Ukrainize its activities, Proletkult ideas were not supported by domestic
scientists, artists, and public figures.
The fact that the Presidium and All-Ukrainian Proletkult Council consisted mostly
of Russian members should be paid attention to as it is obvious that All-Russian
Council determined the content and direction of the activities performing in the
Ukrainian organizations.
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ABSTRACT
Using meaningful technology can enhance teaching and learning. Some of the
enhancement today is due to more accessibility by integrating mobile tablets.
Students can efficiently generate verbal and visual explanations using
screencasting applications (apps) on tablets, which open a window into their
formative thought process. In this study, I sought to analyze the benefits of
using
screencasting
when
students
generated
explanations
during
mathematical problem solving. I interviewed 9 students between the ages of 7
and 10 as they solved problems on a tablet using a screencast app, Explain
Everything® (EE). I analyzed the 45 student-generated screencasts, guided by
the SAMR Model to investigate how students used the tool in a transformative
manner. Because of the variety of tool options built into the EE app, students
were able to role-play as a teacher and generate more robust explanations. I
conclude that screencasting has the possibility to transform a learning
environment by allowing students to create multimedia presentations and
reflect and remediate in real time.
Keywords: Screencast, mobile learning, reflection, SAMR Model.
INTRODUCTION
With the increased accessibility of mobile technology, researchers and
educators have found ways to capture students’ understanding in more
meaningful ways. Screencasts are a promising way to take advantage of mobile
technology in teaching and learning. Educause (2006) defined a screencast as
“a screen capture of the actions on a user’s computer screen, typically with
accompanying audio.” Although screencasting software was originally designed
for desktop computers, it has become more readily available through tablets as
applications (apps).
Teachers or professors have generated screencasts for many years as they
recorded lectures and demonstrations for their students and posted these on
their course management systems (Educause, 2006; Yee & Hargis, 2006). The
advent of more affordable and accessible screencasting apps have allowed for a
shift in teaching practices and have placed students in the role of creator. These
apps can be also be used to assess students understanding as they generate
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screencasts to communicate their understanding and processing, reflect by
viewing their screencasts, and make adjustments when needed.
Since this technology captures thinking in the moment as well as many nuances
of students’ explanations, e.g. the written work (symbolic and graphic),
gestures (with the use of electronic laser pointer), and verbalizations, teachers
can examine students’ final answers and gain insights into how students’
processing unfolded.
The screencasting app that was selected for this study was Explain Everything®
because of the variety of tools and functions it provided. I hypothesized that
these options could help students create learning artifacts that have not
previously been seen in classrooms. To create these artifacts, students need
meaningful tasks and the mobile learning tools need to be purposefully
integrated.
Puentedura’s
SAMR
model;
Substitution,
Augmentation,
Modification, and Redefinition, provides a framework for implementing
technology in ways that transform the learning environment (Hargis,
Cavanaugh, Kamali, & Soto, 2014). I believe that when students generate
screencasts, they can communicate more effectively and monitor their
mathematical understanding (Chi, Siler, & Jeong, 2004; Martin, 2012).
In this study I will share student screencasts in which seemingly ordinary tools
were used in specific ways and students generated artifacts they could not
create without the technology and enhanced their explanations. I will
particularly focus on the eraser, pen color, shapes and duplicate option, laser
pointer, and the playback function.
LITERATURE REVIEW
The use of mobile learning tools in classrooms has increased drastically. There
are many papers that cite the use of these technologies in higher education
(Culén & Gasparini, 2011; Hargis & Soto, 2013; Hargis, Cavanaugh, Kamali, &
Soto, 2013a), while others have reported the increased used in K-12 education
(Magan, 2013; Smieja, 2012; Whitlock, 2013). One such example included third
through sixth-grade elementary students in Encinitas School District, just
outside of San Diego, California, which received iPads in 2013 (Whitlock, 2013).
Many of these studies have focused on the feasibility of usage by students
(Culén & Gasparini, 2011), student engagement (Whitlock, 2013; Hargis,
Cavanaugh, Kamali, & Soto, 2014), teacher implementation practices (Benton,
2012), and the impact on student learning (Smieja, 2012).
Although some reports highlight the impact of technology on student learning,
it appeared that the primary use was drill practice. In a Minnesota school
district, teachers and administrators decided to pilot iPads in selected
classrooms as opposed to full district wide implementation (Magan, 2013). After
six months of usage, teachers “found iPads were an effective way to help
struggling students learn. Several tablet applications provided students with
both the repetition needed to master skills and novelty to keep them interested”
(Magan, 2013, para. 5).
Although encouraging that teachers and students were excited about the
technology, the initial use was procedural and “supplemented traditional
lessons in handwriting, letter recognition, and math drills” (Paul, 2013).
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Critics of educational technology complain that with the introduction of virtual
games, students will become bored with traditional tasks (Paul, 2013) or that
technology will diminish teachers’ roles.
Technology can offer advantages, however, Puentedura (2013) stresses, 1)
teachers and educators need to understand the affordances of the technology
before implementing, 2) tasks should be meaningful, and 3) the technology
should be used to enhance student learning outcomes. Johnston and Stoll
(2011) believe that technology “is a tool, like any other, and in the classroom it
must always be thought of as being in the service of pedagogy” (para. 9).
Implementation of meaningful technology can affect student-learning
outcomes. Some of the reports above discussed that tablets and particular apps
helped students learn mathematics by drill practice and repetition. It is our
hypothesis that student work generated using mobile learning tools could
positively affect students’ learning as well as teachers and peers’ learning. For
example, screencasts could be used as a met cognitive tool for students to
reflect on their thinking. They could also be used as a communicative tool for
students to report their understanding to others. For teachers, the tool could
provide insights into the ways students solved problems, including their false
starts and misconceptions (Soto & Ambrose, 2015). In these ways, student
generated screencasts serve as boundary objects. Star and Griesemer (1989)
defined boundary objects as, “objects which are both plastic enough to adapt to
local needs and the constraints of several parties employing them, yet robust
enough to maintain a common identity across sites” (p. 393). So screencasts
serve different purposes for different individuals using them in a variety of
settings.
SAMR Model
The SAMR model developed by Puentedura (2013) has helped educators and
researchers consider how the use of technology in the classroom affects student
outcomes. His model includes four levels, which include the Substitution,
Augmentation, Modification, and Redefinition (SAMR) levels. Before identifying
which level of technology integration was achieved, educators must first
identify the affordances of the technology.
The next step in technology integration involves identifying which type of
educational technology is most effective in the classroom. Puentedura (2013)
explained that the use of technology has been researched and shown to allow
students to be more exploratory, creative, and responsible when they actively
link new knowledge with other data. Once specific discussions on effective
instructional technology have occurred, then the SAMR model becomes an
integral part of successful implementation.
The initial two levels of the model, Substitution
steps to implementing technology but do not
outcomes. The top two levels, Modification and
technology significantly enhances the learning
learning outcomes.

and Augmentation, are the first
significantly alter the learning
Redefinition are levels in which
experience and transforms the
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Although there is a hierarchy among these levels, certain tasks and technologies
can be classified in any one of these levels depending on how they are
presented and used in the classroom.
Also, it is not necessarily “bad” to use a technology for Substitution purposes; it
could be a first step in using the technology and may be sufficient for a
particular task. It is critical to consider the learning outcomes before
implementing technology and let the outcomes guide the type technology to
enhance the learning.
Before investigating how teachers use new technology in their classroom, it
seems appropriate to first investigate how student engage with the technology.
I believe there are multiple ways which screencasts could be transformational.
First, because most screencast apps provide students with tools, students have
the ability to make a variety of representations and edit their artifacts.
Second, as students’ record, they can use alternate modes of communication to
express their solution and take on different personas (Soto, 2015). This may
encourage students to increase their affect and motivation (Ginsburg, 2009)
when it comes to engaging in the mathematics because they can use their
strengths, verbalizations, notations, or gestures to communicate their
understanding and display their personality.
Finally, as students record and then view their screencasts, they have a
permanent record of their problem solving process. This provides students with
multiple opportunities to reflect, evaluate the reasonableness of their solution,
revise, and develop a deeper understanding (Chi, De Leeuw, Chiu, & LaVancher,
1994).
In this investigation, I sought to examine the following research question: How
do students engage in the application’s options when generating mathematical
explanations and screencasts
METHOD
In this study, 9 students between the ages of 7 and 10 were recruited through
convenience sampling to participate in clinical interviews (Ginsburg, 1997).
Because this investigation was descriptive and examined how students engaged
with the technology, I do not intend to generalize to the larger
population.Student participants were interviewed one-on-one at least once and
were asked to solve three to five multiplication and division story problems on
an Apple iPad with the Explain Everything® app. Prior to the interviews,
students participated in an app training session in which they learned about and
familiarize themselves with the different options and functions of the app and
had the opportunity to practice generating screencasts.
To generate their screencasts, the author read the story problems aloud to the
students and asked if they had any questions about the problem. Students then
pressed the record button on the bottom of the screen and began recording
their screencasts. They read the problem aloud again and used any of the tools
to as they solved the problem and explain their thinking. Once they finished,
they pressed the record button again to stop the recording, we then viewed
their screencasts together, and the author finally asked them to reflect on their
work and what they would change if they recorded the screencast again.
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For specific problems, particularly the equal sharing story problems, students
were then asked to record a second, polished screencast. After they recorded
and viewed these screencasts, they were asked to compare their first and
second screencasts.
Data analysis began with the transcription of each of the 45 screencasts
generated by all the students and the audio recordings of the entire interviews
with the students. Interviews were transcribed in full to retain the students’
words for future reference (Seidman, 2006). Once all the data were transcribed,
they were read through multiple times, I wrote notes, observations, and
interpretations, which turned into codes.
These codes were guided by previous literature, specifically what types of
explanations students generated (Ericsson & Simon, 1998; Kazemi & Stipek,
2001), details of their solution strategies (Carpenter, Fennema, Peterson,
Chiang, & Loef, 1989), the congruency of their notations and verbalizations
(Schleppegrell, 2010), the tools they used, and the changes in their solution
strategies. These codes were then compiled and a rubric created.
RESULTS AND DISCUSSION
Tool Options
Of the 45 screencasts generated by the students, 21 contained explanations
that used three or more tools from the app. Students also used these tools in a
variety of ways, for different purposes. If students wished to use only the
drawing pen, what I considered to be a direct Substitution, they were able to do
so. However, the app also allowed for Redefinition of tasks in which students
could create learning artifacts that were more elaborate, using additional
options. Although some of the tools and functions could be considered direct
Substitution, for example the eraser and change of pen color, the way they were
used could be considered higher-level technology integration. In the following
sections, I will discuss how students used the eraser, pen color, shapes, and
laser pointer to generate explanations that previously have not been possible.
Eraser
Students used the drawing pen with black ink most often, perhaps because it is
the default color. After the drawing pen, one of the most frequently used tools
was the eraser. A benefit of combining students’ verbalizations and written
work was that a permanent account was created of what students said, wrote,
and what they erased.

Figure 1.
Student JR’s Partitive Division Balloons Initial Solution Strategy
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I have observed teachers attempt to decipher students' written work on paper,
particularly their erasures, to determine exactly what students did to solve the
problem. Often times with student written work on paper, it is impossible to
determine what was erased or even why the student erased it. With
screencasts, even though students erase their work on the screen, teachers
could still view and have documentation of students’ thought processes, which
could aid in monitoring student’s mathematical understanding (Chi et al., 2004;
Martin, 2012). In this example, student JR began solving a problem correctly
and then erased all his work when he did not make equal size groups.
He attempted to solve the partitive division problem in which 36 balloons were
placed in 4 bunches. When he began, he did so in a way that was consistent
with the action in the problem by partitioning the balloons into groups (Figure
1). Rather than distributing the balloons by ones, he decomposed 36 into 3
groups of 10 and 1 group of 6. He next tried to meet all the criteria of the
problem that there had to be the same number of balloons in each group. He
crossed out the first circle with a 10 and wrote a 5 at the bottom of the screen.
He then did the same to the second circle with a 10 (Figure 2).

Figure 2.
Student JR’s Partitive Division Balloons Intermediate Solution Strategy
At first glance it appeared that he wrote 55 on the bottom of the screen, but the
screencast recorded how he wrote the first 5 after crossing out the first group
of 10 and wrote the second 5 after he crossed out the second group of 10. He
then erased everything on the screen and went in another direction.
Although he did not say much as he solved this problem, the recording of the
written work provided some insight into what he was thinking. Even though
student JR erased all his work, his correct start to solving the problem was
documented, and it provided evidence of his ability to decompose numbers and
his base 10 understanding.
Since screencast have a temporal component, the audience has the ability to
see what was erased and when, which could provide insight into students’
understandings or misconceptions.
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Pen Color
Five students took advantage of changing the color of the drawing pen while
generating their screencasts. Three of the five students often did this to
represent or highlight different aspects of their explanations. They did not
randomly change colors, but were purposeful and strategic when they changed
colors in the middle of their recordings.
Two students, student JR and student S, before recording their screencasts,
selected their color options and had them ready on the side of the screen so
they could quickly change from one color to the next. When student JR solved
the equal sharing play dough problem (Figure 3), he used blue tally marks to
represent the four children.
As he made the tally marks he said, “There’s (sic) 4 kids that are playing with 10
pieces of play dough....” He then went on to distribute the “pieces of play
dough” which he represented with red tallies.

Figure 3.
Example of Student JR’s Use of the Pen Colors
When student JS solved the equal sharing play dough problem, she changed
colors to represent the different parts of her division algorithm (Figure 4).
After she solved the problem with the algorithm, she returned to describe each
part of the algorithm using the laser pointer.
She first circled the “R2,” then the “2,” and said, “This is my remainder. This is
my answer.” She then circled the four and said, “this is my...uh, uh.” When I
listened to her screencast afterwards she said, “I forgot the name of it, the
quotient is the... I should have said the quotient.”
She mistakenly called the four the quotient rather than the divisor. For student
JS, she wanted to ensure that she clearly identified each part of the problem. It
appeared that the changing of the colors was one way she attempted to help
the audience follow her explanation.
However, just as teachers use multiple representations to explain, student JS
used the different colors and laser pointer to make sure that her explanation
was clear.
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Figure 4.
Student JS’s Use of the Pen Colors
The eraser function and changing the pen color, although they could be done
without the technology, were just the beginning of what students could use to
more fully express what they knew and help the audience follow along. There
were other options available, including the shapes, duplicate, and laser pointer,
and that students used to transform the task and entered into the SAMR levels
of Augmentation, Modification, and Redefinition (Puentedura, 2013).
Shapes and Duplicate
One option available was the use of shapes, in which students could select from
a limited number of pre-made figures. The most common were the circle and
rectangle, but others included a star, line segment, and arrow shape. Another
feature that was used frequently with the shape tool was the duplicate option.
Rather than attempting to make multiple shapes the same size, students could
use the duplicate option to copy and paste the same object on the screen. Of the
9 student participants, 4 used the shape and duplicate tool at one point during
their interviews. In total, 9 of the 45 screencasts (1/5 of the total) contained
these pre-made shapes.
When students used these tools in 8 of the 9 screencasts, the shapes were used
to represent the groups in the story problem and/or the objects in each group
(the balloons or children). Two of the four students that used the shapes and
duplicate tools solved the problem using the traditional division algorithm but
used the shapes to clarify their answers. For example, student M solved the
portative division balloons problem using the division algorithm. She then made
one circle and duplicated it to make a total of four circles, which represented
the four groups of balloons (Figure 5).
She then went on and said, “so then in the 4 groups there are 23 in each group.
In each group, so Sam and the 4 groups has [sic] 23 and that is the answer”
(student M Balloons 3 Screencast Transcript, May 31, 2013) as she used the
laser pointer and circled each of the red circles she made. So although she did
not use the shapes to model the problem, she used them to help reinforce the
context of the problem and the meaning of the 23, the quotient she calculated
when she used the algorithm.
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Students did something very similar when she solved this problem except she
distributed all 92 balloons by ones to the 4 groups.

Figure 5.
Student M’s Use of the Shapes Option
During pilot testing, 3 of the 4 participants described their screencasts as
“messy.” I hypothesized that students would use the tools, particularly the
shapes and duplicate tool to help organize their work.
This was not entirely the case, only one student, student M, after she solved the
equal sharing problem for the first time commented that her work was “messy”
and asked if she could use the shapes to make it more organized.
Table 1 contains a before and after of how she used these tools to make her
notations clearer. As can be seen in the “Before” column, student M’s work was
difficult to interpret.
She used tally marks to represent the cans of play dough; however she does not
draw them in a way that helps to distinguish between whole cans and half cans.
Yet in the “After” column, she used the pre-made rectangle to represent a can
and duplicated it for the rest of the cans of play dough. This clearly indicated
that each mark represented the same amount, i.e. a whole can.
To show that some of the cans would be cut in half, student M used the pointer
to “cut” through some of the cans and indicated that those parts would then be
distributed to the other children to share.
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Table 1.
Student M’s Before and After of the Equal Sharing Play Dough Problem
Before

After

Although only 9 of the 45 screencasts contained the pre-made shapes, and
students did not use them as often as predicted. Perhaps one reason may have
been that not all of the problems students solved involved distributing known
numbers of objects to groups. A different set of problems might have yielded
more extensive use of this tool such as measurement division problems where
the number in each group is known. Also, some of the problems involved large
numbers that would have been tedious for students to make individual shapes
to represent those numbers.
Laser Pointer
Another tool that students used was the laser pointer. In a way, this tool added
gestures and motion to the students' screencasts. When explaining a solution to
someone on person, students can point to different notations on their paper or
refer to the problem.
However, with the mobile learning tool, when students point to something on
the screen, the audience watching the screencast cannot see what the student
referred to.
Students used the laser pointer to highlight anything they wanted to reference
on the screen without leaving a mark or adding additional stray lines.
Sometimes, when students counted dots or objects on the screen, they used the
laser pointer, which highlighted the objects that were being counted.
Students also used this tool to explain what would happen if they did particular
actions.
For example, when student S solved the equal sharing play dough problem for
the second time, she equally distributed eight dots into four groups with two
dots in each group. She then discussed how it would be unfair if she gave the
last two dots to the first two groups, "if I put 1, 2, that would be 9, 10. Right?
So, it wouldn’t be fair, and these two circles wouldn’t have third ones" (student
S Play Dough 2 Screencast Transcript, June 1, 2013).
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As she said this, she used the laser pointer to pretend she placed those final two
dots in the first two circles. She then used the laser to circle the final two circles
to show how they would only have the two dots and not a third one.
She did not use the pen to mark up the first two circles with extra dots because
she knew the groups needed to be equal and she would just end up erasing
them. She used the laser pointer to show what it would look like if they did have
the dots. Other students used the laser pointer in similar ways, for example
student M and student JR used the laser pointer to pretend they were cutting
through objects.
The use of this option not only transformed students’ work to something more
than Substitution, but students also created mathematical explanations that
went beyond how and why they solved the problems. I believe that when
students used this option, they had the audience in mind and tried to make their
explanations clear, which added to the teaching persona aspect of their
explanations. This included making sure what they referenced was easily
identifiable to the audience. The use of the laser pointer also expressed
additional thoughts that were not communicated through students’ words or
notations. Goldin-Meadow (2004) describes such a case when gestures and
speech do not convey the same information as “gesture-speech mismatches.”
She described these cases as times when students have not integrated the
information from both modalities but could benefit from instruction.
Since screencasts capture only data that were written or spoken when the app
was recording, gestures, which are nonverbal forms of communication, could be
lost, particularly if students have not integrated the information from the
gestures into their speech or notations.
These extra data could easily have been missed or omitted from the students’
mathematical explanations had only paper and pencil been used. However,
when students generate screencasts that pair the speech, writing, and gestures,
they can generate more detailed explanations, and their screencasts could give
teachers more access into their students’ thought processes. I have discussed
ways in which students used the different tool options as they generated their
screencasts, and how they used them to clearly express their explanations. In
the next section, I discuss an option that transformed the conversations that
occurred after students solved the problems and the nature of the interview
process, the playback function.
Playback Function
Affordances were actualized when students used the playback function. These
include the potential to help increase students’ productive dispositions and
students reflecting on their mathematical thinking, and how the use of this
function promoted discussions and reflection.
Productive Dispositions
Self-efficacy is “the conviction that one can successfully execute the behavior
required to produce the outcome” (Bandura, 1977, p. 193). So having a high
sense of self-efficacy can help people persist when faced with challenges and
help them believe they can accomplish a goal that they otherwise may not have
attempted.
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For mathematics proficiency, the National Research Council (NRC, 2001)
identified productive disposition as an essential component for students to “see
mathematics as sensible, useful, and worthwhile, coupled with a belief in
diligence and one’s own efficacy” (NRC, 2001, p.116). Not only is this sense of
productive disposition important for students to possess, it is also important for
teachers to assess and monitor their students’ affect (Ginsburg, 2009).
During the app training, I explained how the tools worked and provided
students an opportunity to practice record a screencast and then play it back.
The students were very interested in this playback function and commented on
how they thought it was “cool.” Not only did many students enjoy listening to
their screencasts in this study, but also I hypothesize that engaging in the
playbacks have the potential to help build students’ productive disposition.
One particular student, student ML2, really enjoyed playing back his
screencasts. When he watched his practice screencast, the moment he heard his
voice, a smile came across his face.
This did not just happen once, but every time he replayed his screencasts he
would smile and using his finger like a pen, would write in the air and mimic
everything he wrote on the screen (Field Notes, July 29, 2013).
At the end of his interview he was asked,
Ø

Ø

I: Whenever you listen to them, you get really excited and you look at
me and you smile, what are you thinking in your head when you’re
watching these?
• ML2: I’m thinking that I did really good because I’m happy that I’m
listening to my own self doing something because, because I’m really
happy that I’m listening to myself because I know that I did really
good at it.
I: So is it that it’s exciting to hear yourself when you’re doing something
good or just exciting to listen to yourself no matter what?
• ML2: I’m excited to listen to myself when I, when I think I did really
good. (ML2 Audio Transcript, July 29, 2013)

Although student ML2 struggled, he was still excited about using the
technology, solving the problems, and making his screencasts neat and clear. It
may have been that this was a novel item or situation and that may have made
him eager to participate. However, he felt like he had performed well and was
proud of himself.
Even though a productive disposition or high self-efficacy alone will not make
someone proficient, if students have positive attitudes about themselves as
learners, they may be more willing to persist and put forth more effort when
they struggle (Bandura, 1977).
For teachers, they may be more successful in helping struggling students with
productive dispositions than those who feel defeated and lack positive affect.
Students were excited to share their screencasts with me and rather than wait
to be asked if they wanted to watch their screencasts, they initiated the
viewing.

94

For example, in the interview with student S, after she finished recording her
first screencast solving the portative division balloons problem, she asked, “Are
we going to watch it?” (Student S Audio Transcript, June 1, 2013).
After this, there were no other options than to replay her screencasts, she
would quickly ask after finishing her recording, “Ok, so are you ready to listen?”
or “Let’s watch it” (student S Audio Recording, June 1, 2013).
During the first round of interviews in Florida, students were unable to watch
their screencasts. Student JG after solving the multiplication sticker problem
said, “It would be cool if I could see that” (student JG Audio Transcripts, June
27, 2013). I believe that had the app been functioning properly, students in
Florida would have taken the same kind of initiative as student S did in
California with the playback option.
Reflecting on Thinking
Another affordance of the playback function was that it allowed for the
opportunity to reflect on what was just completed. Students could use this
function to review their screencasts and either expand on their explanation or
revise their thinking. I hypothesized that the process of playing back their
screencasts could serve as a cue for the students to prompt self-evaluation,
much like the tutees for the tutors in Roscoe and Chi’s (2004) article. Although
they concluded that their face-to-face tutoring session resulted in more sense
making by the tutors than in the session where the tutors videotaped
themselves explaining, it was unclear whether the tutors in the videotaped
session had the opportunity to view their recordings.
In this investigation, the students had the option to view their screencasts and
out of the 30 occasions when students viewed their screencasts immediately
after recording, only after 2 did students spontaneously verbalize that they
noticed a flaw in their thinking and 1 commented on how she could have added
to her explanation.
Other students may have realized a flaw in their thinking or that they could
have elaborated on their explanations, however, only on these three occasions
did the students verbalize their realizations. One of those occasions with
student M are detailed next.
When student M solved the portative division balloon problem, she described
what she did to solve the problem as she was doing so. She picked the numbers
from the problem (92 balloons distributed into 4 bunches) and multiplied them
to get a total of 328.
After she watched the screencast she giggled and I asked her why she laughed.
She then had what I perceived as an "ah-ha" moment.
Student M: Oh! Ok.
I: What?
M: No, I think I got it wrong.
I: Why is that?
M: Because it says how many balloons are in each bunch and they [sic] can’t be
that much balloons in each bunch.
I: And what made you think that? What made you change your mind?
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M: Well because, there’s 4 and there’s 92 and they want to know how many are
in each little circle but there’d be too many to go in each circle. (student M
Audio Transcripts, June 1, 2013)
She was facile with the multiplication operation but realized that it was the
wrong operation to use because the product she calculated was too large for the
context of the problem.
It was not clear if it was watching the screencast that made her realize her
error, i.e. hearing herself she might have realized that she made a mistake, or if
she reflected more on the problem because of the questions asked. However
here, I just asked what she was laughing at and she made this revelation.
Although she recognized that the answer from the multiplication would result in
too many balloons in each group for the context of the problem, she still
struggled to solve the problem. It took her two more attempts to solve it.
In the second screencast she generated for this problem, she subtracted the 2
numbers and said there would be 88 balloons in each group. Unlike before when
she watched the screencast and realized multiplication did not make sense, she
did not realize that the subtraction produced a nonviable solution. I asked her if
each group had 88 balloons, then how many balloons would Sam (the person in
the story problem) have altogether, and she quickly said, more than 92! She
then went on to say, “Because I did multiplication and it gave me a lot and then
maybe subtraction would take some away, but it still had more, but maybe
subtraction would still give it more, but it could be division” (student M Audio
Transcript, June 1, 2013). So in this quote, she revealed that she had to have a
smaller number in each of the circles. She already tried multiplication and that
did not work so a way to get a smaller number, for her, meant to subtract.
It appeared that to her, getting a smaller number always meant subtraction and
that was what she did, she did not think twice about it not producing the correct
solution to the problem. It was not until I asked her how many balloons she
would have altogether that she realized that it would still be too much. She said
she could try division, and after she finished solving the problem using the
division algorithm she said, “That makes more sense. Because it’s not that much
and maybe if you add those up they’ll give you 92 so then I will be right”
(student M Audio Transcript, June 1, 2013).
Although she caught her first mistake, student M did not realize that when she
subtracted, she still would have too many balloons in each group. This was very
similar to student K, the second student who verbalized that she made a
mistake in her screencast.
She was able to recognize that she was confused; however, she was not sure
where to go next, just as with this example with student M. It was through my
interactions with the students, asking them questions, and encouraging them to
reflect on what they did, which enabled students to revise their solution
strategies.
These two occasions, with student M and student K, illustrated how allowing
students to view their screencasts could be beneficial in helping students reflect
on their thinking.
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Student S, after watching her screencast where she solved the practice version
of the equal sharing play dough problem, realized she could have elaborated
more on her explanation to make her thinking more explicit (Soto & Hargis,
2014).
Although students may have actualized this affordance of viewing their
screencasts and revising their thinking, opportunities existed for growth and
improvement in the area of reflection and self-evaluation.
It would seem then, since the majority of students did not verbalize that they
noticed a mistake in their explanations, that simply asking students to generate
these screencasts and review by themselves may not be the most effective way
to promote self-evaluation at least in the beginning of generating screencasts.
This supports the idea that interaction between students and teachers or
students and other students is still important.
These findings were in line with what Roscoe and Chi (2004) found in their
tutoring study. Those tutors in the condition in which they recorded their
lessons were less likely to self-evaluate their explanations because they did not
have tutees to question their explanations or provide cues of the discrepancies.
Even though the students in my study had the opportunities to review their
screencasts, the majority of the time, they did not verbalize their self-evaluating
thoughts.
Promoting Discussions
Since students only revised their thinking after viewing their screencasts on
three occasions, it was evident that student/teacher interactions were still vital.
One feature of the playback was that, not only could teachers watch the
screencasts in their entirety, but they could also rewind it to particular
instances and playback from there. Using this feature in this way could be an
affordance for teachers to help guide discussions.
Previously, student JR began solving the partitive division balloons problem.
After he erased his initial notations from the screen he tried multiple strategies
to solve the problem, however he struggled.
After he worked on the problem for about 10 minutes I stopped him to ask how
things were going. He replied, “It's not going too good.
I keep thinking about ways like, ways to make, ways to make 36 in 4 groups
and it's getting confusing” (student JR Audio Transcript, June 25, 2013).
Because I watched him solve the problem, I remembered how he initially began
solving the problem by decomposing the 36 into 3 groups of 10 and 1 group of
6. This strategy had promise, yet he abandoned it and I wanted to return to it to
see what he was thinking and why he decided to go in another direction. I
asked him if he could provide more details about the strategy he tried when he
first began solving the problem.
He thought for a moment and then said, “I started counting by twos to 36..., so
I'll write eight, two 18 times and then I start adding, adding the 2s together to
make like 4s and then I added the 4s and then there was just like, there was
only like, 3 but there was like 1 left.” (JR Audio Transcript, June 25, 2013)
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He described the second strategy he tried after he erased his screen. In this
second strategy, student JR wrote the multiples of 2 on the screen up to 36.
He then went back, wrote the number two on top of each multiple, and counted
how many twos he wrote (Figure 6).
On a second screencast (his first one stopped recording unexpectedly), he
began by writing 18 twos and added the 2s together to make 4s, and continued
combining them until he had two 16s and a 4 left to combine (Figure 7).

Figure 6.
Student JR’s Attempt to Determine the Number of Twos in 36

Figure 7.
Student JR’s Solution Strategy to Make Four Equal Groups
He was correct in that this was how he started solving the problem the second
time, however, I was interested in his very first strategy. Rather than simply
asking, “how did you start solving the problem,” I could have been more specific
and directly asked him what he was thinking when he decomposed the 36 or I
could have used the rewind function.
The bottom of the app’s screen contains buttons that record, pause, rewind, and
fast-forward the screencasts, as well as a timer that displays the length of the
recording. With many of the other screencast apps commercially available, you
can only play and pause the playback. The rewind and fast forward buttons on
the bottom of those app’s screens will only take the viewer to the beginning or
the end of the screencast.
Meaning, if teachers watching a screencast miss something, they have to start
watching from the very beginning to see what they missed.
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However, the developers of the Explain Everything® app added a function
where the viewer can rewind to the parts that were missed or that they would
like to view again. By pressing the timer, a hidden toolbar appears and the
viewer can rewind to the desired spot of the screencast.
By scrolling back and forth, one can see the sound recording, which tools were
used and how long the student used that tool, and the notations on the screen
disappear or appear so one can see how the screencast unfolded to find the
exact location to view. This function was not only useful as researchers when
transcribing, but it was also helpful when interviewing the students. I were able
to return to specific moments in time and replay them, almost like having
students relive the moment to see if I could get them to remember and
verbalize what was going on in their minds and describe why they did
something.
Because of the immediacy of the playback, the ideas may have still been fresh in
the students’ minds so they were able to provide additional information that
might have been lost. It could also spark new discussions of other topics that
could come out from reviewing specific sections in isolation. Unfortunately, with
student JR, the app’s update did not allow the rewind option to function
properly and so I was unable to go back to the notations he erased. However, I
did rewind particular screencasts with other students when I were unsure what
they did and wanted more information.
An example of when I actualized this affordance was with student ML1. When
she solved the equal sharing candy bar problem, she solved the problem by
counting by threes. Table 2 shows her initial solution of this problem.
Table 2.
Student ML1’s Start to the Equal Sharing Candy Bar Problem
Time

What Was Said

0:000:30

Three children
want to share
10 candy bars
so that each
child gets the
same amount.
How many
candy bars
would each
child get? So
there’s 3, 3
and the 10
that we’re
using, candy
bars, and
we’re going to
split them.

What Was
Written/Done

Screenshot

Used pen to write
the 3 and then the
10 next to it. Then
drew the line
between them when
she said, “we’re
going to split them.”
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Time

What Was Said

0:300:46

So three, six,
nine, so what
we could do is
you could do,
three, six,
nine and
that’s minus,
down one.

What Was
Written/Done

Screenshot

Used pen and wrote
out the numbers
when she counted
them out loud the
second time. She
then wrote the
negative one when
she said, “that’s
minus, down one.”

When she realized that 3 groups of 3 would only use up 9 of the 10 candy bars,
she changed her solution strategy and it was unclear why she did so.
When she finished, I used the rewind function to revisit her original strategy to
see if she would elaborate on her solution.
I: Can you tell me a little about your, so I’m going to come back to this part
here. (Using the rewind function, I returned to the very beginning of the
screencast.) So I know where those numbers came from, those were the
numbers from the problem, so you wrote those out, then you counted by threes
here. So what were you doing there?
ML1: There was 3 candy bars so you would have to split them, so I did, I
counted by 3s all the way up to see if it would equal right away 10. But it didn’t
and then I figured it was down by one so I did minus 1.
I: So that minus one, what’s that minus one?
ML1: It means like down by 1 and then I knew that that won’t work because it’s
9 not 10. (Student ML1 Audio Transcript, July 29, 2013)
Although student ML1 could have given this explanation had I just used paper
and pencil, she was very focused on the second solution strategy that she used
which included cutting the candy bars in half. I felt that by using the rewind
function, she was able to step away from what she was thinking, relive the first
strategy again, and try to reflect on it.
Unfortunately, just watching the screencast did not prompt student ML1 to
revise her thinking. However, it did allow a better sense of what her notations
represented on the screen and how she thought about the problem.
The affordances of the use of the playback function were actualized in this
investigation in several ways.
First, some evidence shows that when students listened to their own
screencasts, they increased their positive disposition. Students in this study
were eager to listen to themselves and three students were disappointed when
the function was not working properly. Because I did not control or test for
students’ self-efficacy in this investigation, further research will need to be
conducted to determine if students’ sense of self-efficacy increases by
reviewing their screencasts.
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Second, although it only occurred on three occasions, revising of strategies did
occur after students watched their screencasts. As mentioned previously,
research has shown (Roscoe & Chi, 2004; Rittle-Johnson et al., 2008) that
having an audience or explaining to others promotes learning and having
someone live to explain to promotes more sense making. It seems, however,
that the data from this investigation would suggest that the mobile technology
was a proxy audience and its use could promote learning and sense making.
Again, as with the self-efficacy, learning was not tested and would need to be
investigated in the future.
Third, the use of the playback function promoted discussions between the
students and us. Because the majority of the students did not verbalize that
they noticed an error in their screencasts or explanations, I tried to use the
rewind option to review students’ work and go back to particular spots in their
screencasts to ask questions and get students to elaborate on their thinking at
those spots. This option could be an additional method for teachers to
investigate students’ mathematical thinking particularly if they were unable to
follow students’ explanations.
CONCLUSION
With the use of these tools and functions made available by this app, students
had the capability of producing screencasts that achieved the higher levels of
the SAMR Model (Puentedura, 2013). Because students were given the
opportunity to listen to their screencasts after they recorded them, except for
the first round of interviews in Florida, this already placed the task at higher
levels of the SAMR Model. What the students did with their screencasts after
this was up to them and added to the transformation of the task. Rather than
simply solving the problem and providing an answer, students had the
opportunity to develop rich media, continually engage in the problem solving,
increase their dispositions as learners, and promote reflection of their own
mathematical thinking. Although some of these tools and functions were
possible without the technology, having them all in one app and at the students’
fingertips opened up possibilities that were unavailable or cumbersome to
achieve before the technology. I am not suggesting that the technology is the
driver/shaper of activity, but rather the interaction between the people,
practice, and technology yield opportunities to reorganize social practices
around where the action is in students’ practice. However, the technology did
capture students’ entire problem solving process, which then allowed for certain
discussions to occur which would not have been possible without the
technology.
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ABSTRACT
The probable existing correspondence between computerized corpus based
applications and the lexical analysis of the English language is far more obvious
today, due to the potential of computerized corpus to offer new insights for the
language teaching and learning opportunities. The aim of this descriptive study
is to find out the most commonly used content specific lexical items in reference
books of Engineering departments at KTU (Karadeniz Technical University,
Turkey). Yet, another purpose of the study is to find out the existing lexical
similarities among these departments (mainly Engineering) in an effort to
match these departments according to the degree of lexical similarity. To this
end, a descriptive study with eight engineering fields at KTU were done and
introductory level reference books from each of these engineering fields were
chosen in consultation with the content area instructors from each fields, They
are, then, uploaded to AntConc 3.1.0 software for key word analysis. During the
analysis procedures, content specific words were extracted for each field and
these content specific words were presented in frequency order in the form of
tables and graphics.
In the second part of the study, the findings (lexical items) were compared with
each other and the fields which include the same or most similar content
specific words were grouped together. These groups were, then, analyzed in
terms of lexical properties and variations. The results of the lexical analysis
showed that there are some correspondences among the various the fields in
terms of shared lexical items. The correspondences observed between the
above fields in terms of content specific lexical terms indicate that these
similarities need to be considered seriously while preparing course content and
teaching in the mixed classrooms.
Keywords: computerized corpora, lexical analysis, terminology, engineering
INTRODUCTION
It is a well-known fact that the integration of technologic tools, especially the
computer, into the linguistics resulted in new discoveries about languages
around the world.
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These new discoveries were mostly made in the way that the languages are
studied and thus the scope of the boundaries for the language studies have
been extended far beyond.
One good example to this rising technology in linguistic studies is the
emergence of computerized corpus and its widely available applications to the
language studies. The advances in computer technology gave rise to the
development of computerized corpus linguistics, through which it became
largely possible to store, explore and analyze complex patterns of language use,
or large language data in qualitative and quantitative terms through
concordance component of corpus software.
Thus, it became possible to store and analyze a larger database of natural
language. Furthermore, computers provide “consistent, reliable analyses”
(Biber, Conrad and Reppen, 1998. p. 4). In fact, one purpose of this present
study is to show the potential of computerized corpus based applications to give
us qualitative data regarding the lexical usages in a language with different
registers. In other words, rather than creating theories of what should be in the
language computerized corpus based studies are interested in the patterns and
variations in the empirical data and what they show to us about the language
behavior.
It is perhaps Mukherjee`s (2005) comparison of computerized corpus with the
invention of the microscope that best describes it to a novice person. He says
that “how microscope helped to the creation of a new field, which is called
microbiology, in the same way computer technology helps corpus linguistics, so
it has chance to improve” (p. 86).
Simply defined as the electronic collections of spoken or written texts produced
by native speakers in a variety of language settings, computerized corpus can
make analysis of simple word count and display with the freely available
concordancing software AntConc 3.0.1 that was designed by Lawrence Anthony
in the year 2004.
The potential to provide most objective data about language under study is the
best thing about a computerized corpus application. A computerized corpus
based analysis can explore many aspects of a language, such as lexical,
structural, lexico-grammatical, discoursal, phonological, and morphological
aspects. It investigates not only these fields, but also such things as male
versus female usage of tag questions, children's acquisition of irregular past
participles or counterfactual statement error patterns of language learners.
“With the qualitative and quantitative information on the native speakers’ use
of language to be obtained in this way”, researchers can discover both patterns
of language use and the extent to which they are used by natives as well as the
contextual factors that influence variability (Granger, 2007, p. 235).
Through computerized corpus based tools, it is for instance, possible to analyze
present perfect to see how often it is used in various situations or to see the use
of synonyms like ‘begin’ and ‘start’ or ‘big/large/great’ for the purpose of
finding out their contextual preferences and frequency distribution (Krieger,
2003, p. 2).
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Mukherjee (2005) reported that the first and most important effect that
computerized corpus linguistics had on language teaching is the study of
lexicography. In 1980s, Collins Birmingham University International Language
Database (COBUILD) created the first corpus-based dictionary and John Sinclair
initiated and organized this study. The corpus-based description of English and
the systemic behind it brought about many new dictionaries that are prepared
accordingly. These dictionaries have information which is not available in
traditional dictionaries.
Computerized corpus linguistics has produced abundant findings in lexis, as
reported in McCarthy & Carter (2002), in which “multi-word clusters in spoken
British English are used as interactional patterns, showing that teaching should
also be less focused on single, decontextualized words and more concerned
with chunks of language as well as with how words are organized within
specific contexts” (as cited in Mattos de Sa and Nunes, 2012, p. 181).
According to Sinclair’s sense of lexical approach, a lexical item has priority in
grammar. As Willis (1990) stated this concept is based on “grammaticalized”
lexis that gave inspiration to the ELT lexical syllabus designs around frequency
lists and their most important recurrent patterns.
He also noted that the most frequently used 700 words were chosen from the
corpus for the first level of the COBUILD course, and these words indicate for
around 70% of all English text (as cited in Flowerdew, 2013, p. 2).
Purpose of the Study
The idea behind this study is to find out the most commonly used content
specific lexical terms in reference books of engineering departments at KTU.
Another purpose is to find out the existing lexical similarities among these
departments in an effort to match these departments according to the degree of
lexical similarity. I think that finding out the lexical correspondences among the
engineering fields in the context of the study is important for at least two
reasons, these being that the knowledge of at least two fields having similar
lexical properties may help students in the engineering departments to
cooperate while learning these common content specific words.
Secondly, it is also the case the English teachers who are teaching English for
specific purposes in engineering departments may cooperate and create a word
list that is comprised in common content specific lexical items.
Rationale for the Study
One of the greatest benefits of corpus is that it gives us a true picture of many
high and low frequency lexical items. I think that these lexical items should be
considered carefully before any language course is prepared. Failure to do so,
however, may create a language course that gives little pedagogical attention to
lexical items with a high frequency of occurrence in corpora (Biber, Conrad and
Reppen, 1994).
I also believe that awareness towards the shared lexical items among the
engineering fields will help language teachers to explore the computerized
corpus tools at least in terms of high and low frequency content specific lexical
items.
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This will, in turn, create a better learning situation particularly for intermediate
and upper intermediate level learners who are from engineering departments.
This was the main rationale for conducting this qualitative descriptive study,
which I will present in the following section.
Research Questions
This study seeks to answer following questions;
Ø What are the most commonly used content specific key terms in
engineering reference books?
Ø How corpora can be used for understanding the extent of similarities
that exist among the departments in terms of terminology and key
words?

METHODOLOGY AND DATA COLLECTION
In this qualitative descriptive study, first of all, engineering departments at KTU
were selected and the introductory reference books from each field were chosen
by the help of the content teachers from each field. These reference books were
text filed and uploaded to AntConc 3.0.1 software program which is freely
available on the internet. Content specific words were extracted for each field
through the software.
First part of the study is entirely descriptive in that these content specific words
were presented in frequency order as tables. In the second part of the study the
findings were compared with each other and the fields which include the same
or most similar content specific words were grouped. These groups were then
analyzed in terms of lexical properties.
AntConc 3.0.1 is a software program developed by Laurence Anthony of Waseda
University, Tokyo, Japan (Anthony, 2004). It is free for download from the
author’s homepage. AntConc is periodically refreshed with recent information.
The version used in this paper is AntConc 3.2.1. AntConc does not require any
installation on your computer but can be launched by simply double-clicking on
the executable file (Römer and Wulff, 2010, p. 104). It provides word frequency
(total number of types and tokens) and the proportion of types and tokens.
It can also display concordance lines (a specific word and its surrounding cotext of occurrence) and lists of collocates and clusters, among others (Mattos de
Sa and Nunes, 2012, p. 179). According to the Laurence Anthony (2004)
“AntConc is a freeware, multi-platform, multi-purpose corpus analysis toolkit,
designed specifically for use in the classroom. It hosts a comprehensive set of
tools including a powerful concordancer, word and keyword frequency
generators, tools for cluster and lexical bundle analysis, and a word distribution
plot” (p. 7). Two of the useful features of the Antconc are Word List and
Keyword List tools. Composing a word list is important because it helps us to
find interesting areas in a corpus and propose problem areas. We can also find
lemmas of words or families of related forms in a corpus. The Word List tool of
Antconc can sort words into alphabetical or frequency order. Also it has the
ability to count words based on their ‘stem’ form (Anthony 2004, p. 10). Word
list tools tell us little about how important a word is in a corpus.

108

Hence, AntConc, also, offers us Keyword List Tool. Thus, we can find which
words frequently appear in our corpus and these words are compared with the
same words in a reference corpus. The software calculates the ‘keyness’ of the
words by using ‘chi-squared’ of ‘log likelihood’ statistical measures as well as
hiding the infrequent words or negative-keywords (Anthony 2004, p. 11).
DESCRIPTIVE DATA ANALYSIS OF
MOST COMMONLY USED CONTENT SPECIFIC TERMS
In this section, the below fields from the engineering departments were chosen
as the target for the descriptive lexical classifications of the first fifty lexical
items from each:
Ø
Ø
Ø
Ø
Ø
Ø

Civil Engineering,
Architecture,
Material and Metallurgical Engineering,
Mechanical Engineering,
Geology Engineering,
Mining Engineering,

Table 1. Material and Metallurgical Engineering

Table 1: Mechanical Engineering

line

antline

freq.

words

line

antline

freq.

1

28

937

temperature

1

30

843

words
stress

2

32

788

energy

2

41

625

system

3

35

709

material

3

43

593

force
natural

4

46

629

properties

4

45

565

5

47

621

polymer

5

46

563

indenter

6

53

543

stress

6

53

510

frequency

7

55

538

phase

7

54

492

mass

8

62

518

materials

8

55

488

contact

9

65

498

fiber

9

61

448

load

10

66

496

surface

10

64

430

excitation

11

68

485

rate

11

67

426

frequencies

12

75

467

strength

12

68

418

inertia

13

80

447

point

13

69

418

surface

14

81

441

process

14

70

415

energy

15

83

435

magnetic

15

72

405

crack

16

88

402

thermal

16

74

404

moment

17

89

394

structure

17

77

399

motion

18

93

386

glass

18

79

394

spring

19

97

377

high

19

81

374

specimen

20

100

371

solid

20

83

370

elastic

21

102

360

polymers

21

84

369

model
values

22

103

357

liquid

22

86

352

23

107

347

constant

23

93

330

time

24

110

341

density

24

94

329

damping

25

113

335

matrix

25

95

329

vibrations

26

115

330

conductivity

26

98

321

equations

27

117

327

pressure

27

100

319

material

28

118

324

metal

28

105

310

matrix

109

point

29

122

318

modulus

29

106

310

30

128

312

fibers

30

112

295

value

31

130

308

flow

31

114

289

mode

32

132

306

reaction

32

115

288

body
parameters

33

133

304

atoms

33

117

282

34

136

301

metals

34

120

274

plastic
function

35

138

298

Engineering

35

122

268

36

139

298

molecular

36

123

268

rigid

37

140

297

reprinted

37

125

267

calculated

38

141

296

heat

38

127

265

machine

39

142

292

strain

39

129

260

velocity

40

143

292

viscosity

40

130

256

constant

41

150

274

shear

41

131

256

indentation

42

152

270

composite

42

134

251

Oscillators

43

153

270

volume

43

135

248

ratio

44

155

268

mechanical

44

138

243

radius

45

156

265

time

45

140

240

coordinates

46

157

259

weight

46

143

239

calculation

47

160

257

diffusion

47

144

239

moments

48

163

253

cell

48

147

231

resonance

49

165

251

gas

49

149

227

axis

227

direction

50

167

249

diagram

50

150

First fifty content specific key words from the each engineering fields listed
below were selected by means of AntConc 3.0.1. The tables were then created
showing the lists from each field separately. First part of Table 1. shows the first
fifty selected content words from the Mechanical Engineering field and these
words were extracted through the AntConc 3.1.0 software program. In Ant line
section, the words are given according to their sequence in Antconc program. In
the second part, the frequency level of the words or how many times a word is
used in the reference books are shown. For example, the very first word in the
table is ‘stress’ and it was used 843 times in the selected reference books, and it
comes in the t thirtieth word order in Antconc concordance lines.
The table presents us the most commonly used content words in the related
field and the word “stress” come in first in rank order.
If we look into the first fifty content specific words it is possible to conclude
that these words are also used in another related discipline namely, Material
and Metallurgical Engineering.
Second part of the table consists of key words selected from the Material and
Metallurgical Engineering reference books.
The word ‘temperature” has the highest frequency order and it is used 937
times in reference books and it means the degree of hotness or coldness of a
body or environment (corresponding to its molecular activity)
In Table 2, content specific key words from the Architecture field were
analyzed. The first word ‘data’ is used 1655 times and it is in the twenty-eighth
line in Antconc.
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The second word ‘buildings’ is used 1470 times in Architecture reference books.
Another frequently used word is ‘function’ and it is used 1349. Function means a
math ematical relation such that each element of one set is associated with at
least one element of another set.
In Table 2. Civil Engineering reference books were used. First fifty words were
chosen as the most frequently used content words in the reference books.
The very first word in the table is ‘rock’ and it is used 1286 times in reference
books, it is eighteenth word in Antconc line.
According to table, it can be said that this word has an important place in Civil
Engineering.
In Table 3, the first word is ‘figure’ from Geology Engineering appears and it
was used 3576 times in reference books.
It means a diagram or picture illustrating textual material. The second word
‘rock’ is used 2164 times in introductory reference books.
It naturally indicates the proficiency of the engineering.
Third word is ‘heat’ and this word is used 2159 times. Another frequently used
word is water and it is used 1945 times.
In Table 3, the word ‘rock’ from Mining Engineering was used 2400 times in
reference sources.
Table 2. Architecture

Table 2. Civil Engineering

Line

Antline

freq.

words

Line

Antline

freq.

Words

1

28

1655

Data

1

18

1286

rock

2

31

1470

buildings

2

23

976

ground

3

36

1349

function

3

27

873

flow

4

41

1199

Code

4

29

795

tunnel

5

44

1142

process

5

31

781

Design

6

49

1057

Cisco

6

34

733

Section

7

54

944

architecture

7

35

708

water

8

55

936

system

8

37

680

diameter

9

56

926

memory

9

41

657

Hydraulic

10

58

905

application

10

48

562

Equation

11

67

854

Time

11

49

557

Manual

12

73

812

Set

12

50

556

depth

13

76

770

Label

13

54

516

strength

14

80

719

List

14

55

514

section

15

83

706

struct

15

59

490

construction

16

85

681

version

16

60

478

conditions

17

86

675

File

17

61

478

support

18

88

666

structure

18

62

465

mass

111

19

89

655

client

19

65

454

area

20

93

627

design

20

66

451

strength

21

96

621

void

21

67

450

pressure

22

98

607

device

22

68

442

time

23
24

106
109

579
566

strength
information

23
24

75
79

398
378

system
surface

25

113

562

service

25

84

360

slope

26
27

118
125

550
514

interface
guide

26
27

85
86

352
350

velocity
concrete

28

127

505

form

28

88

349

channel

29

130

476

create

29

89

342

culvert

30

131

466

value

30

90

342

material

31

132

461

functions

31

92

339

hydraulic

32

134

459

size

32

93

338

earthquake

33

138

441

Guide

33

95

337

flood

34

139

437

applications

34

98

334

cross

35

140

436

architectural

35

100

327

Engineering

36
37

142
143

432
428

queue
object

36
37

102
104

321
314

soil
discharge

38
39

153
154

407
406

access
platform

38
39

107
108

308
307

data
face

40

155

405

pool

40

115

294

stress

41

157

393

copy

41

116

294

value

42

161

385

network

42

117

293

method

43

166

367

routine

43

118

293

seismic

44

171

353

buffer

44

120

289

lining

45

174

350

port

45

121

289

site

46

175

350

style

46

128

276

length

47
48

177
178

349
347

index
class

47
48

129
130

276
271

stream
analysis

49

179
182

347
345

walls
way

49
50

134
135

267
266

inlet
shear

50

Table 3. Geology Engineering

Table 3. Mining Engineering

Line
1
2
3
4

Antline
24
37
39
45

freq.
3576
2164
2159
1945

words
figure
rock
heat
water

line
1
2
3
4

Antline
11
17
19
23

fre.
2400
1681
1488
1359

words
rock
slope
web
mining

5
6
7
8
9

50
52
53
54
60

1749
1732
1725
1652
1475

surface
stress
strain
rocks
plane

5
6
7
8
9

25
30
31
40
41

1135
1065
1048
822
779

analysis
figure
failure
data
safety

10

61

1448

line

10

42

773

equipment

11

75

1271

crust

11

44

745

water

12

77

1243

deformation

12

48

696

design

13

79

1237

shear

13

49

686

strength

14

80

1218

earth

14

50

685

surface

112

15

81

1215

faults

15

56

591

stability

16

82

1203

fold

16

58

582

time

17

83

1198

temperature

17

61

571

face

18

85

1175

time

18

62

557

reliability

19
20

88
89

1165
1081

plate
slip

19
20

67
71

545
524

shear
plane

21

90

1080

folds

21

72

515

factor

22
23

91
92

1077
1056

point
direction

22
23

77
78

499
494

model
system

24

93

1047

zone

24

80

488

angle

25
26
27
28
29
30
31

95
103
106
109
112
114
118

1043
969
944
925
904
886
853

angle
flow
ground
continental
dip
data
strike

25
26
27
28
29
30
31

84
86
88
91
93
96
97

463
444
439
428
416
409
402

number
ground
slopes
conditions
set
information
mass

32

121

834

thrust

32

98

397

maintenance

33

122

814

parallel

33

99

388

dip

34

124

796

chapter

34

101

386

discontinuities

35

129

770

pressure

35

103

362

sliding

36

134

735

model

36

107

344

pit

37

135

723

section

37

112

336

friction

38

141

685

km

38

114

334

methods

39

144

673

normal

39

117

330

section

40

147

662

points

40

122

319

stress

41

149

657

axis

41

123

318

engineering

42

150

656

north

42

124

315

probability

43

151

653

circle

43

125

313

block

44

153

648

depth

44

126

313

wedge

45

154

646

system

45

129

304

maintainability

46

155

643

orientation

46

130

304

values

47

158

634

mantle

47

131

303

cost

48

159

632

structural

48

134

301

toppling

49
50

162
163

609
606

energy
structures

49
50

136
137

298
297

value
Hole

COMPARATIVE DATA ANALYSIS OF
MOST COMMONLY USED CONTENT SPECIFIC TERMS
In this section, the fields which include similar content specific words were
classified and presented together in the tables below.
The words were chosen according to their rank order or frequency in the
concordance lines in AntConc program.
In Table 4, words are shown according to their frequency level in reference
books of each department.
As it seen ‘energy”, “material”, “stress”’, and “strain” are the most common
three words in Material Engineering vs. Mechanical Engineering departments.
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Table 4. Material Engineering vs. Mechanical Engineering

line
1
2
3
4
5
6
7
8
9
10

Material

Mechanical

Material

Mechanical

Antline
32
35
53
243
113
107
224
66
117
142

Antline
70
100
30
83
105
130
135
69
188
168

freq.
788
709
543
178
335
347
194
496
327
292

freq.
415
319
843
370
310
256
248
418
182
199

words
energy
material
stress
elastic
matrix
constant
ratio
surface
pressure
strain

Architecture and Civil Engineering reference books were analyzed and findings
were compared to obtain the following Table 5. “Structure”, “design” and
“building” are the most commonly used words both in Architecture and Civil
Engineering. In the rest of the table it is seen that there are many other
correspondences between the two fields in terms of lexical usages.
These lexical similarities indicate that these fields can be treated together while
language content is being prepared for the learners.
This will help language teachers to cooperate with other content teachers as
well in terms of creating word lists to be taught.
Table. 5 Architecture vs. Civil Engineering
Architecture
Line

words

1
2

Civil en.

Architecture

Civil en.

Antline

Antline

freq.

freq.

structure

88

199

666

198

design

93

31

627

781

3

building

31

163

1470

237

4

construction

230

59

297

490

5

wall

179

185

347

216

6

time

67

68

854

442

7

strenght

106

54

579

516

8

size

134

198

459

198

9

control

193

146

329

253

10

material

185

90

339

342

In Table 6. common content words from both fields were given. The first word
‘rock’ is the most commonly used word in both departments.
It is used 2164 times in Geology Engineering and 2400 times in Mining
Engineering.
The second one is ‘water’ and this word is used 1945 times in Geology, and it is
used 745 times in Mining Engineering
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Table 6. Geology Engineering vs. Mining Engineering

line
1
2
3
4
5
6
7
8
9
10

words
rock
water
ground
surface
angle
flow
shear
time
stress
direction

Geology

Mining Eng.

Geology

Mining Eng.

Antline

Antline

freq.

freq.

37
45
106
50
95
103
79
85
52

11
44
86
50
80
221
67
58
122

2164
1945
944
1749
1043
969
1237
1175
1749

2400
745
444
685
488
193
545
582
319

92

173

1056

233

CONCLUSION
In this study descriptive research methodology was used. Content specific key
terms were sought with the help of AntConc 3.0.1.
This study aimed at finding answers to these questions;
Ø
Ø

What are the most commonly used content specific key terms in
engineering reference books?
How corpora can be used for understanding the extent of similarities
that exist among the departments in terms of terminology and key
words?

The first question was asking the most commonly used content specific key
terms in engineering reference books. The first fifty terms from each
engineering field were collected and tabled in data analysis section.
When the tables were analyzed it was seen that there were some lexical
correspondences among the fields in terms of their use of content specific
terms. These fields were given as follows:
Ø
Ø
Ø

Material Engineering vs. Mechanical Engineering
Architecture vs. Civil Engineering
Geology Engineering vs. Mining Engineering

The possible correspondences observed between the above fields in terms of
content specific lexical terms indicate that these similarities need to be
considered seriously while preparing course content and teaching in the mixed
classrooms. Once the shared lexical items are revealed through such
computerized corpus based applications, then it may be possible for language
teachers to group their students according to their departments or fields and
thus the quality and content of teaching and learning may be much more
increased.
The second question was asking how corpora can be used for understanding the
extent of similarities that exist among the departments in terms of terminology
and key words.
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The answer is that through the concordance software program introduced
before, the most popular content specific key words which are commonly
shared in engineering disciplines can be found by means of concordances.
And, thus, the researchers who will be interested in making further discoveries
of lexical complexities among the related disciplines in this respect can
definitely use computerized corpus based tools in order to obtain reliable and
verifiable findings.
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ABSTRACT
Television broadcast in Open and Distance education system has a 34-year history
in Turkey. However, it has become unavoidable for the system to evolve to a new
phase with the emerge of the innovations in “new communication and media
technologies of 21st century. This change has progressed on two basic elements;
content delivery (broadcasting and e-learning) and design of audio-visual content.
The first step to be taken with this regard is to determine the future strategy of
distance education (Open and Distance Education System 2020 Strategy Report)
and then establish a new broadcasting model (TRT OKUL) under the light of the
adapted strategy. This study aims to report and analyze the whole process of
transformation beginning from 2010 and demonstrate what works and studies
were carried out, how audio-visual contents were designed, what broadcasting
strategy was employed, what techniques were used in the adaptation of
broadcasting strategy to other educational tools, with applications and the results
obtained through these applications.
Keywords: Distance education, educational television, Anadolu University, TRT
Okul, interactive television, VoD, Web-TV,
INTRODUCTION
A lot of research (Bates & Gallagher, 1977; Bates, 1988; Demiray & et. Al., 2002;
Rovai and Lucking, 2003; Hakan & et. Al., 2004; Bozkaya, 2006; Akhter, 2011;
Kucukcan, 2011) has been carried out in the literature regarding the use of TV in
distance education, and they have attempted to come up with solutions for two
basic things; the first is the rating of open and distance education programs, the
second is whether TV is an effective tool for teaching. None of the studies in the
literature discusses if the use of TV is necessary in open and distance education.
Just opposed to that, it is a presupposition.
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However, this presupposition is about whether TV is a delivery model regarding
broadcast or about the use of audio-visual materials regarding the contents.
In fact, both of them are included in this presupposition. However, televisions’
gain of tradition broadcast (terrestrial, cable or satellite) regarding the new
approaches beginning from the first quarter of the 21th century (digital
broadcasting, interactive television, VoD, Web-TV, Mobile TV) and innovative “elearning” practices have made it necessary to reevaluate the presupposition
mentioned above.
The idea regarding that this new broadcasting models could be used much more
effectively in education has led to diversification of content delivery systems and
to the reorganization of relevant content in distance education considering the
diversification mentioned here.
Bates, who has served as the head of the Institute of Educational Technologies,
Audio-visual Media Research Group at Open University UK for many years,
released an article in 1984, and he suggests that technological advancement has
led to new trends in distance education suggesting that these trends are;
Ø
Ø
Ø

Media will be the most common means of interaction at home,
Access to new media will provide a vast diversification,
Expenses will decrease with the start of new media,New media will
provide students with a big control and interaction power. (p.5-6)i

We should remember what Bates meant to say with new media is videocassettes,
videodisks and cable TV. However, we can understand that Bates was right looking
at new technological advancements in today’s’ world. Although Kirkwood (1991)
consider that “developments in audio-visual media production for distance
education should not be “technology led”, but should embrace the desire to
enhance the educational effectiveness of teaching and learning” (p.5), it is now
understood that there are advancements in both directions in today’s’ world.
However, it is not right to think that these innovative ways of broadcasting have
rendered unnecessary the traditional broadcasting because this can only be
suggested depending on the distance education models used, the number of the
students registered in the system, the geographical and economic conditions of
the country.
Daniel (1998) defines the universities with more than 100.000 students as mega
universities. Because of the geographical conditions, TV is one of the easiest
channels for such universities to reach their students. Besides, students’ economic
conditions, the fact that media literacy is something newly learned with the use of
new technologies and access problems to the internet have made the continuous
use of TV compulsory. Anadolu University, Open Education Faculty, which is one of
the universities with more than 1 Million registered students, has been performing
a “second generation distance education” as suggested by Kaufman (1989) and
Nipper (1989). This second generation distance education program which has
been delivering distance education to a lot of students is a model in which books
and TV broadcast are used as a shared education material.
Chinese television Universities and Open Education in UK are also two of these
second generation distance education provider universities.
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The main focus in this system is TV as well as some printed materials for which
students are responsible.
The researches carried out in literature have revealed that there is a significant
relationship between students’ viewing habits and the quality of broadcast, the
duration and timing of the broadcast. It has been suggested that regulating the
program schedule considering students ‘needs and expectations (Bozkaya, 2006),
steady broadcast streaming (Akhter, 2011) and announcement of these steady
broadcast streaming to the students (Bozkaya, 2006), delivering quality program
rebroadcasting to students (Bates, 1975; Gallagher, 1977) are predicted to lead a
regular viewing habits on students as well as an increase in the number of
viewers.
On the other hand, whether or not television provides effective educations for
students, which are the concern of the second part of the research, closely
depends on whether the content is effectively used or not. Kirkwood (1991)
suggested that “it appears that print is still the dominant medium of instruction in
distance education throughout Europe, but where audio and/or television
materials are used; they usually enhance the teaching effectiveness of courses and
the learning experience of students” (p.4).
Although new education materials have been developed and adapted in many
distance education programs nowadays, books are still at the center of education
and still play effective supporting roles in education.
Therefore, television is considered to be audio-visual teaching material, the
content rather than a delivery model. How the content is delivered with the tools
of delivery (television, video players, VoD, web content portals, Mobile) influences
the effectiveness of the program. Chute, Thompson, and Hancock (2009) argued
that television play role to deliver lessons to distance learners who has no regular
interaction with a formal teacher in preparation of assessment (as cited in Akter,
2011, p.189).
It is not what we aim to say that teachers also need to be parts of television.
Television itself plays the role of teacher here. Audio-visual aids of television take
over the role of teachers, which is not true for any of other teaching materials.
Ability of the TV is to bring resources to learners which would not be possible
through any other medium, or even through direct experience (Bates, 1987, p.6).
Thus, using real life samples, animations, music, voices and etc., students can be
served with the information, experience and different teaching methods that are
normally given in normal face-to-face education. The fact that it is difficult, costly
and time consuming for teachers in formal education to prepare audio-visual
materials to effectively fulfill their teaching, reveal that the advantages offered by
television in distance education setting are far more than that of face to face
education. Bates (1981) claims that the medium used in learning process is
suggested to have two functions:
Ø

Ø

The presentation of knowledge in a different way from the presentation
of the same knowledge through another medium, thus providing a
broader base of “knowing” – knowing “what” in different ways;
The development of certain mental skills in using knowledge -knowing
“how” in different ways. (p.6)
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Television is a very rich medium in terms of information density; because of the
amount and type of symbol systems it can simultaneously carry (Bates, 1987, p.6).
The richness of the symbols, better recognition of the information and terms
taught through texts give students new opportunities for better analysis exemplify
and help students interpret.
This new system is different from the symbol systems of books and much richer as
well. The representer’ power of television is a source for a lot of teaching
materials. These audio-visual materials offer advantages that cannot be offered by
any of other educational materials as students are studying at home. Bates (1987)
lists the characteristics of audio-visual educational materials as follows:
Ø
Ø
Ø
Ø
Ø

To demonstrate experiments or experimental situations
Principles involving movement over space and/or time
To provide students with case-study material
Archive audio-visual material
To demonstrate processes

The characteristics listed above help students in some conceptual processes.
Thanks to audio-visual contents, students can reinforce the knowledge that they
get from their books and they can use this newly learned knowledge for new
samples and cases. Thus it makes it possible for students to interpret abstract
knowledge that is difficult, complex to learn through different models. This is the
analytical process and it helps students improve their learning skills.
The supplementation of new educational technologies and materials makes it
necessary to question the process with regards to aims of learning and learning
methods.
Therefore, the research looking for the answers to the question of how television
will contribute to the effective learning is more related to the audio-visual content
of television rather than the television itself.
The most basic research items out of these investigations are students’
expectations regarding the contents, the structure of the contents, how
pedagogical approach will be reflected on audio-visual content, what quality
visuals mean and how new content diversification will be with the start of new
media.
This paper aims to compare the experimental results of the new television model
which was started with cooperation between Anadolu University and TRT (Turkish
Radio Television) for distance education purposes and to come up with further
considerations.
METHOD
“TRT Okul (TRT School)”, which was started in 2010 with cooperation between
Anadolu University and TRT, has two basic aims:
Ø

Functioning as a general education platform (broadcast is under TRT’s
watch) for the Turkish speaking communities and Turkey within the
scope of “life long learning” and
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Ø

Establishing a new television-broadcasting model that will support
distance education services within the scope of Anadolu University, Open
Education System.

The scope of this study is limited to distance education television broadcast of
Anadolu University and its audio-visual content practices and its outcomes. The
applications and their outcomes will be analyzed under the light of the following
researches:ii

Ø

Ø

Ø
Ø

The results of the “Search conference for Educational TV” which was held
at the start of establishing the educational TV channel (9-10 October
2010);
“Open and Distance Education System 2020 Strategy Report” which
resulted from the search conference of “2020, Design of Future” which
was held for the purpose of investigation of Open and Distance Education
System, Anadolu University, 2010 (17-19 April) and study of the
television evaluation carried out by Kucukcan (2011).
The finding of the studies carried out by Hakan and et. al (2004) and
Bozkaya (2006) for Open education System, Anadolu University;
The researches of Bates and Gallagher (1977), Bates (1988), Rovai and
Lucking (2003), Akhter (2011).

BRIEF HISTORY OF BROADCASTING IN DISTANCE EDUCATION IN TURKEY
Television programs prepared by Open Education system Anadolu University
started to be broadcasted on TV1 (TRT 1) in 1983. TV4 (TRT4), which was
launched for the purpose of education and music started to be the host for the
broadcast of distance educational programs beginning from 1990.
In 1991, the amount of time spared for distance education was 27 hours in a
week, 10,5 hours on TRT 1, 6,5 hours TRT2 and 10 hours on TRT4 continued till
2008.iii Whereas broadcasting duration and number of programs have changed in
years, 5000 television programs have been displayed through 25 years in 24
weeks and for 37 hours in a week and 888 hours in total.
The structure of the television programs broadcasted early in the morning or late
at night is generally based on teachers’ reading the course books on the TV screen
in a “talking heads” format. As program durations allow covering all the units of
the course book, teachers have to repeat each unit through brief summaries.
Teachers usually use boards in their teaching and they also use printed graph and
visuals from time to time. This has caused students to find the television programs
boring which led to low ratings of the television program.
Although new and different television formats started to be used beginning from
2000s, it was found that the rate of those viewing television programs was found
to be 12%, and 60% of them was found not to view television programs (Bozkaya,
2006; Kücükcan, 2011).
The first suggested reason for students not to view television programs are that
they find TV programs boring and the broadcasting times of the programs are
inappropriate (Hakan and et. al., 2004; Bozkaya, 2006; Kücükcan, 2011).
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The television programs were stopped in 2008. The search conference of “2020
future Design” which was held for the purpose of evaluating Anadolu University,
Open and Distance Education programs in 2010 and the basic vision of the
strategically planning have come up with the understanding of “Lifelong Learning”
iv
and the most basic principle of this new understanding is to use television
programs as basic elements of open and distance education system.
In parallel with these decision and aims, Anadolu University signed a new contract
with TRT in 2010 and they agreed on establishing new education programs
considering the needs of TRT regarding its educational principles and a new
protocol was signed in May, 2010. After completion of an eight-month preparation,
TRT Okul which is the first education oriented television channel started broadcast
on 31 January, 2011.
The protocol between Anadolu University and TRT aims a strategically cooperation
and also aims to broadcast programs for open and distance education programs as
well as appealing to a large mass of people “Young and Old Alike, Lifelong
Learning”. The frame of the new TV channel that was formed in cooperation of two
sides is as follows:
Ø
Ø
Ø

Ø

Ø

Anadolu University will broadcast for 12 hours out of 24 hours.
It will be a thematic channel based on only educational programs.
The channel will broadcast by satellite (Turksat 2A) and its coverage area
will extend from England to China, not limited to Turkey. Therefore, the
channel aims to appeal to all Turkish speaking communities’ across the
target geography.
70% of the broadcasting of Anadolu University will be about the courses
at Open Education System, the 30% of the broadcasting will be spared to
the education, culture and art programs appealing to general mass.
Broadcast prototypes will be determined in cooperation with two
institutions. (Kücükcan, 2011, p.149)

SEARCH CONFERENCE FOR EDUCATIONAL TELEVISION
Anadolu University, Open and Distance Education System which started its first
educational programs through monochrome transmission on January 15, 1983 on
TRT 1, went on its broadcast following the start of color TV transmission of TRT in
1984.
This change which seems to be a simple one, actually led to developing new
perspectives in program designs and broadcasting new programs which would
attract students. However, along the 33 year duration from that year, the rapid
and huge transformation in the field of TV broadcast has dragged TV broadcast
understanding to different points.
The emerge of video recorders, even for ordinary consumers, satellite television
technologies and cable transmission technologies and the growth of commercial
broadcasting 1990s have all made it possible for multi channel broadcasting,
which then created a competition in the sector.
The emerge of digital broadcasting technologies in early 2000s, meeting of HDTV
technologies with consumers have both led a diversification in channels and made
it possible for viewers to have a high quality broadcasting, which also have
increased consumers’ expectations.
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Before these technologies become fully widespread in the world, mobile
technologies which later will be named as “new media” platform have led to an
industrial, economic and technological convergence.
These advancements have reached a point which is named as “new
communication era” or “Knowledge and Information era” by some people, that
nobody could accurately predict 30 years ago.
In accordance with all these advancements, “Open and Distance Education System
2020 Strategic Report” have revealed that the flow information could not be
accomplished through the use of models and strategies which were popular 30
years ago
The strategic partnership with TRT has made it necessary to start investigation
regarding “what kind of Instructional TV is needed?” and as a consequence of
that, search conferences with broad participation were held. With the participation
of 90 experts in the field of education, distance education and instructional
broadcasting, a search conference was held in Turkey on 9-10 October 2010.v The
conference, which lasted for two days, was carried out at three stages:
Ø
Ø
Ø

To set out main principles of an ideal instructional television.
Information exchange and enlightenment about present state and design
of TRT Okul.
Bringing forward a proposal to fill in the gap between the present state
and the ideal one.

At the stage of “setting out the main principles of an ideal television”, which is the
first stage of the process, attention was called to some major points; which are;
Ø

Ø

Ø

Ø

Ø
Ø

Ø

Dissimilarity of target audience: Do the differences between the mass of
open and distance education and general mass of TV views make any
difference?
Difference between viewing behaviors and media structure: Foreign
participants were reminded that they should keep in mind the media
structure and culture in their own culture and that of Turkey.
The relationship between television and open and distance education.
Television, as a medium, does not cover all open and distance education
system. TV should be regarded as one of the key points of the system.
Channel Identity: it is very important to find out a “channel identity” to
be able to change the 30 year-sense of television regarding open and
distance education.
Television compatible courses: Considering today’s broadcasting
characteristics, what does the concept of “television compatible course” mean?
Pedagogical approach: The question of “how will pedagogy be
implemented in television programs in both formal and informal
education” should be one of the main focuses.
Convergence: In TV broadcasting, information, communication and
entertainment convergence come to the fore more than technological
convergence.

1. Stage: “Ideal Educational Television”
The consensus of the experts is that an ideal educational television needs to be
established on the following principles:
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Ø
Ø

Ø
Ø

Ø

Ø
Ø

Ø

Ø
Ø

Lifelong learning: It should be a television appealing to everybody in
the society under the light of life-long learning principles.
Understanding viewers: Understanding viewers, meeting the needs
and expectations of viewers, and designing the broadcasting content
accordingly should me the main principles.
Interaction: the mechanism which will lead to an interaction with
viewers needs to be integrated into TV programs and channel format.
Cooperation: Cooperation and partnerships should be established with
national and international institutions, universities to develop content
and format for the purpose of program development.
Technology: Different technologies need to be converged within the
channel, different media channels (traditional and up to date) need to
be used in cooperation. The internet definitely needs to be used in a
way to support the system. The channel needs to continuously focus
on innovation (such as IPTV, Internet TV, Mobile TV)
Diversity: the content needs to be delivered to target viewers through
different formats and platforms (content and broadcast diversity)
Accessibility: The programs need to be planned in a way to make it
possible for all viewers/students to access the content whenever and
wherever they want.
Assessment and evaluation: Assessment and evaluation mechanism
need to be established so that viewers and students’ achievements
can be measured, and the achievement and performance of the
channels can be measured. The programs need to be prepared under
these principles.
Edutainment: The channel integrates entertainment and game
concepts with learning and education concepts.
Pedagogy: Active learning needs to be provided, and viewers are also
given chances to create contents when possible.

2. Stage: Present State and Design Works
During the period between May 2010 when the corporation charter for TRT OKUL
was signed and October 2010 when search conference was held, relevant
preparations were made, strategical planning of the channel was done,
organizational schema was created, infrastructure for production and broadcast
technologies were prepared, investment process was planned, the ways and
conditions of facilitating coordination between TRT and Anadolu University were
agreed.
Product and broadcast planning was done and then the programs started to
produce relevant broadcast. The works done and the decisions made along this
process can be summed up as follows;
Television Strategical Plan
The most basic aim of the broadcast which was finalized following the evaluation
strategical planning within the frame of “Open and Distance Education 2020
Strategy Plan” is as follows:
Ø

Delivering formal-non-formal and distance education programs to target
audience through television, IPTV, Mobil TV and Web-TV.
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The basic points for the educational television under the light of this aim are as
follows:
Ø
Ø

Ø
Ø

Ø
Ø
Ø

It will be a thematic channel for educational purposes.
Programs appealing to all walks of life need to be broadcasted for
“lifelong learning” as well as open and distance education courses
offered.
The needs of target audience need to be made clear.
The broadcast transmitted needs to be always accessible for the
target audience everywhere through different broadcasting
alternatives, such as IPTV, Mobile TV and Web TV as well as
traditional television broadcasting.
Interactive broadcasting needs to be integrated into education.
Televisions programs with strong visual elements, high quality and
high standards as well as the content delivered, need to be designed.
Broadcasting should be done at different times of the day with
repetitions depending on the profile of the target crowd and needs.
(Kücükcan, 2011, p.149)

Organization
Anadolu University had an Educational Television Production Center (ETV), which
was established in 1978, to produce distance and open education programs, and it
operated as planned till 2010. It had operated like a production company.
However, the new educational television channel, TRT Okul, which was
established in a strategically cooperation, made it a necessity to make a change in
the model organization to be able to produce for 12 hours a day, to be able to be
part of broadcasting business as well as some other production businesses.
The studies carried out have come up with that “functional organizational
structure "would be the most appropriate one and Channel Coordinator position
was established in place of General Manager Position, which is the head of the
organization in such structures. To find out how the Channel Coordinator and
other sub-units will function, a new investigation was planned under the name of
“Organizational Schema and Distribution of Roles” which will be prepared by the
newly established Educational Coordinator.
Technological Infrastructure
The use technology in education obviously offers a lot of benefits, but it is in the
center of distance education. Bates (1997) suggests four basic reasons to use
technology in educations;
Ø
Ø
Ø
Ø

to
to
to
to

improve access to education and training;
improve the quality of learning;
reduce the cost of education;
improve the cost-effectiveness of education. (p.94)

The radical changes experienced in 2000s in the field of broadcasting focus on two
basic points: High definition TV and diversification in media delivery (New Media).
The increase in the image quality made it necessary to bring visuality to the fore,
and the use of audio-visual power by media also made it a necessity to increase
the quality of the content.
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With the advancement in digital technologies, integration and distribution of the
content into different mediums (New Media and e-learning) also brought about
diversification. As suggested by Bates (1997), what makes quality in technologybased educational materials are content quality, delivery quality, teachers’ design
and student service and support. The study carried out by Kucukcan (2011)
reveals that students at Anadolu University, Open Education System have high
expectations for the production quality and broadcasting quality (p.147).
These changes in technologies led all television program producers and
broadcasters to both adaptation to these technologies and transition to digital
broadcasting infrastructure and HD broadcasting technology to increase their
competitive power and deliver high quality content to viewers. The purpose of
“delivering formal/non-formal and Distance Education program to target audience
through television, IPTV, Mobile TV and Web TV” which was determined following
the “Open and Distance Education 2020 Strategy Planning” evaluations requires
transition to digital broadcasting technologies. Anadolu University temporarily
stopped educational TV programs (2008-2011), the gap within the transition
period was turned into an advantage and no investment was made into
intermediate technologies, and all investment was made into final formats on
which international broadcasting agencies and technology companies agreed. As a
consequence of that,
Ø

Ø

Ø

Ø

Ø

Transmission to HD technology from present SD technology and all
productions were produced in HD format. One of the present TV studies
was transformed into HD and the other was also taken into planning for
transmission. The equipment for exterior shooting was also upgraded to
new technology.
When the number of present staff is compared to the planned number of
productions and durations of the productions, it was clearly seen that
present infrastructure would lack of performing planned tasks. Therefore,
considering the advantages of digital technologies, preparatory works were
planned for “tapeless” production system. Decisions were made regarding
what kind of “Media Asset Management” would be used and relevant
investments were planned accordingly.
New organizational broadcasting technologies were renewed to adapt to
TRT infrastructure, satellite uplink, fiber infrastructure necessary for
broadcasting technologies and live broadcast equipment was taken into
future planning for further renewal.
New technologies, such as “video wall”, touch screen, virtual studies, and
channel identity graph infrastructure were taken into future technology
renewal plan to increase viewers’ visual interest, to be able to compete
with main stream televisions, to be able to increase the number of
productions and to integrate into modern broadcasting.
Anadolu University, Computer based Research and application center
(BAUM) and Open Education Faculty, E-learning unit started to work in
coordination for an interactive broadcasting to integrate New Media into
educational processes, and relevant decisions were made for preparatory works.

The technological renewal period, which lasted between 2010 and 2014, has
provided diversification in many ways, such as quality in design and distribution,
in speed and content. During this period, 2800 programs (20 and 40 minute) were
shot, diversity in program formats was increased and new design models were
created. Thanks to the infrastructure, students were transmitted through quick
and different media (VoD and e-learning).
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Coordination Between TRT and Anadolu University
The established institutions with a long history also establish their organizational
culture. Although Anadolu University and TRT have worked in coordination since
1983, their relationship was based on Anadolu University’s content production and
TRT’s content examination and broadcast of the content. Owning a joint TV
channel and being strategically partners made it compulsory for both sides to
adapt a new coordination model.
Channel Coordinatorships were established within both sides, Anadolu University
and TRT with equal rights to harmonize organizational culture of two sides.
The rights and distribution of authority for coordinators were clearly defined in the
contract. Besides, similar models were carefully examined; the cooperation
between BBC and Open University UK was specifically investigated.
Production and Broadcasting Planning
Within the frame of 2020 Strategy, the emergence of new perspectives in distance
education following the decisions for renewal and reorganization in Open and
Distance Education System has made it necessary to make relevant decisions to be
able to compete with international broadcasting models, to increase effectiveness
and efficiency and to produce new television programs. Therefore, there was a
need for a new broadcast and production plan. Following these decisions;
Ø
Ø

Ø

Ø

Ø
Ø

Ø
Ø

Renewing all present television programs
Renewing 1200 television programs each of which lasts 20 minutes in
three years; accordingly, choosing 40 courses to make 400 television
programs for the first year.
Priority in the choice of the courses was given to those courses with
more than 20.000 registered students. The target for the first year
was to have 80.000 students, 40.000 students for the second year and
20.000 students for the third year.
Reexamining the researches carried out on viewers in the past and
designing new researches to determine future viewers’ needs and
expectations.
Inviting nationally and internationally recognized academicians to
programs and benefitting from them as advisors.
Benefitting from instructional designers to be able to more effectively
use instructional materials and establishing new teams for creative
works.
Investigating similar models from the world to make programs
watchable
Making the broadcasting plan in coordination with TRT, ensuring that
“broadcasting models” and “broadcast streaming” are planned under
the light of distance education principles.

3. Stage: Suggestions
The participants of the search conferences delivered their suggestions regarding
how to fill in the gap between the present state and ideal state, and the one which
are considered to be applicable following the relevant analysis were gathered
under some headings.
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Course Format
Ø Course format needs to be compatible to multimedia and latest
technology
Ø The course which can be made into television programs need to be
chosen and then broadcasted on TV.
§ Criteria need to be set out for course choice.
§ The courses which have the potential to reach more
students need to have priority.
Ø Durations for courses should be 20 minutes.
Ø Live broadcast and broadcast by satellite need to be used.
Ø Short “information bits” need to be designed (the programs in 5 minute
length, explaining specific issue, calling attention of general mass)
Ø Broadcast format needs to be made clear (SD;HD)
Content, Format, Pedagogy
There is a need for the programs which meet the needs of target audience through
appropriate methods and which can also renew itself continuously:
Content
Ø A general field should be focused rather than details.
Ø Real life information and example should be given.
Ø There should be an effective introduction and there should be a brief
summary at the end of each program.
Ø There should be a harmony between books and TV programs; TV
should support the contents of the books.
Ø Educational contents should be designed in coordination with all
educational tools.
Ø Format and Visuality
Ø Trainings regarding visual richness, drama, graphical animation,
narration, body language and diction, receiving help regarding
clothing, the use of appropriate color to the channel identity, channel
colors.
Ø Latest technology should be used (virtual studio, touch screen, video
wall, 3D). Durations of the programs should be brief, but they should
be flexible enough to extend when necessary.
Ø Presentation
§ An active and interactive presentation technique should be
used; it should be constructive, sensitive, clarifier, attractive
and interpretative.
§ Presentation language should be clear enough to interpret.
§ As programs are produced, academician, media designers and
instructional designers and producer and scenarist should
work in cooperation.
§ Some courses can be shot out of studies, at relevant settings
(for example, accounting office, law office etc.).
Ø Pedagogy
§ The structure of the programs will support cognitive, social,
emotional, physical and psychomotor development.
§ “Edutainment” concept should be reflected on pedagogy.
Broadcasting Schedule
A consistent broadcasting schedule should be established to promote desire to
watch:
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Ø

Ø

Ø

There should be a fixed broadcasting schedule to make it clear for
everybody to know when a certain program will be on.
§ There should be some mechanism to announce broadcasting
schedule (integrating schedule into books, posting on the web
and etc.)
As broadcasting schedule is planned, viewers’ habits, approaches and
life styles should be taken into consideration.
§ Turkish media structure should be taken into consideration
(news bulletin is viewed at 7 pm and TV series are viewed at 8
pm
Programs should start at the announced time (without any delay)

Interactivity
An interactive structure should be established to make students and viewers feel
the identity of Anadolu University:
Ø
Ø
Ø
Ø
Ø
Ø
Ø

Feedback mechanisms (GSM, e-mail, telephone (call center))
On demand videos (can be viewed on the internet and downloaded)
Interaction with digital TV facilities
Announcing e-mail address and call center communication
information at the end of each program for further interaction
To establish a sense of identity, students are invited to Open
Education Studies.
Announcing broadcasting schedule to students through e-mails
10 minute live broadcast prior to the programs (preparatory,
regulatory)
Live broadcasting from every city where there is an Open education
office

Assessment and Evaluation
The channel should meet the expectations, motivate viewers and be watchable:
Ø
Ø

Ø
Ø
Ø
Ø
Ø
Ø

Before programs are broadcasted, pre-test applications should be
made.
Recorded and live programs should be included in the assessment in
exams, and students should know that they will be responsible for
them in exams.
“Credit System” needs to be integrated into programs.
Questionnaires should be administered to students during recordings.
The knowledge obtained from the programs should be assessed daily
through 5-10 minute competitions.
Quiz programs and voting modules should be integrated into TV
programs.
Students should be given the chance to reply questions asked in
programs through some tools like SMS
Tools on the Internet should be used for assessment and evaluation.

Marketing and Business Model
Ø Viewers’ needs should be interpreted and recognized.
§ Viewer/student analysis
§ Feedback (gathering expectations at the end of each program
(post-hoc))
Ø Promoting cooperation with internal stakeholders
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Ø
Ø

Ø

Sources required at the establishment stage should be levelly
distributed.
Marketing activities:
§ Marketing DVDs prepared under topic titles.
§ The sale of programs and broadcasting time.
§ Advertising activities appealing to all covered areas.
§ Activities regarding reputation management.
§ Marketing activities to increase the number of students and
advertising income.
§ International Programs.
Business Model:
§ Integrating television and e-learning into some tools such as
IPTV, Mobile TV within the frame of interaction (cooperation
with Turkish GSM operators and Turk Telekom)
§ Mobile activities with Turkish GSM operators
§ Producing new TV formats and programs and marketing them.
§ English language teaching (cooperation with Cambridge)
§ Television portal interuniversity
§ A university oriented insert newspaper

Cooperation, Partnerships, Co-productions
Cooperation with international universities and broadcasting cooperation should
be at the highest level:
Ø
Ø
Ø
Ø
Ø
Ø

Sponsorships
Co-productions with other universities, televisions, public and private
institutions.
Purchasing television programs from other institutions.
Broadcasting Turkish dubbed versions of foreign programs in Turkish
Cooperation with other international open education universities
(Japan, UK, Russia)
Cooperation with Teachers TV, Cambridge Press, Medien LB

APPLICATIONS AND RESULTS
The program groups and the number of programs that were shot between 2010
and 2014 by Anadolu University to broadcast on TRT OKUL channel are as follows:
Ø
Ø
Ø
Ø
Ø
Ø
Ø

558 20-minute course videos.
503 40-minute course videos
541 20 and 40-minute education, art and culture videos related within
the frame of “lifelong learning”.
About 1200 news, live broadcast and students support and help
programs.
Videos were shot for 144 courses.
117 of these courses had over 40.000 registered students
The shot programs appeal to 80% of the students.

Limitations
In this study, some limitations and problems which were experienced in former
analysis studies but thought that they would not be experienced again in this
study, were still experienced for TRT OKUL project. Time, budget and equipment
limitations, which are the most basic determinants of this system, were
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the most obtruding difficulties for the system to overcome. To know about these is
very important to understand the causes of some failures in this project.
Time
Television is a medium that experiences time-related difficulties in both
production and broadcasting stage. There is a need for a perfect coordination
between production and broadcasting stage.
However, the 9-month period between April 2010 when the partnership contract
was signed between Anadolu University and TRT and January 2011 was not long
enough for both preparation and 12 hour program production for every day.
Besides, time related limitation has an organic relationship with budget and
equipment limitation. The limitations related to equipment and budget extended
the production durations and caused problems with the coordination between
broadcasting and production.
Budget
Television broadcasting is an expensive and tiring branch of culture industry.
Producing and broadcasting can only be achieved simultaneously with a lot of
expensive equipment and costly production expenses. Especially when it is the aim
to compete with mainstream television channels, expenses become higher.
No matter how much planning is done, there is always a need for hot money
inherently. However, financial and administrative structures of universities in
Turkey do not allow them to be flexible enough in broadcasting related expenses.
Therefore, the duration of investment extends. Investment budgets are planed
within the financial frames set out by the state, which generally lacks meeting the
needs of the investment.
Similarly, because of some regulations, universities cannot buy products from
external sources. Therefore, as a consequence of special conditions of
broadcasting business, TRT was legally allowed to use a flexible budget.
As relevant regulations do not allow Anadolu University to make a shared budget
with TRT, no help could be received from TRT. Moreover, no result could be gotten
from the attempt to make necessary chances regarding the regulations.
Team
In today’s world, large scaled television channels carry on their broadcast with
700-7000 employees, and medium or small-scaled television channels can
continue their broadcast with 350-700 employees. Although they have experts
employed within their body, they still buy 40% and 80% of their programs from
external sources. Only 20-60% of their programs are made within the company.
Even the channel Coordinatorship of TRT Okul in Ankara produces 60% of their
12-hour programs from external sources. Anadolu University Television Production
Center produced in-house programs all of which were produced within the
university by 120 people in 2010, and this number could reach only 206 in 2014.
Design of Course Program and Criteria
Future progress in learning design will require more and better research on users,
their needs, contexts of use and the affordances of the various tools and
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resources that are meant to improve their design activity (Kali & others, 2011,
pp.130). Therefore, determining the structure and the needs of target students’
profile is one of the primary aims. Demographic structure and present “viewer
behaviors” obtained from present researches were compared and then students’
viewing behaviors were analyzed. According to that, 71.2% of the students were
below the age of 25 (Kücükcan, 2011, pp.145), which revealed that main target
audience was young, and then young peoples’ viewing behaviors were
investigated.
When viewers’ expectations from television programs were analyzed, and
television programs were found to have positive effects on students’
achievements, to have helped them understand the courses better, and therefore
to have contributed to their education positively (Kucukcan, 2011, pp.147).
However, it was also found that students investigated in the research found the
number of programs broadcasted in the past insufficient and demanded more
programs (Kücükcan, 2011, pp.147)
The following issues were paid attention in program design regarding the criteria
for course choice of courses and other tools:
Ø
Ø
Ø
Ø
Ø

Ø

Number of students for courses
Difficulty level of the courses considering achievement averages of
courses
Overall objectives and outputs of courses
Suggestions of TV course editors.
Some courses appeal to everybody (general audience) as well as open
and distance education students within the frame of “lifelong
learning”.
Suitability of courses to e-learning format.

Content
In a system in which print education materials are at the center, the roles of
supplementary visual and audial materials are very important. What needs to be
paid attention to in determining content strategy is the quality of students’
studying behaviors. What distance education system expects from students is to
read the relevant content in their course books prior to viewing relevant television
program. This should be a behavior for students. But unfortunately, according to
findings of study, most of students don’t read course unit before watching
program (Akhter, 2011, pp.192). However, what needs to be always remembered
is that education is a repeating process (Bates, 1985, pp.8).
Therefore, delivering different versions of instructional content through different
tools with the help of different approaches will increase the effectiveness of
education. Therefore, presenting the content of the course books in a matching
way with the television programs as if they were new contents, will both increase
students’ analytical learning skills and help them attempt to make analysis
comparing the related content. Bates (1985) argued that television can be very
helpful at this stage of presenting an analysis; often, though, as teachers we want
students to develop their own skills of analysis and application of principles by
providing learning situations where the analysis has not been completed, or where
a variety of individual interpretations are possible. (pp. 8)
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On the other hand, the structures of the courses are also very determinant in
course content. Although these structures which are given to students through
both theoretical and applied course in formal education, are delivered to students
through only theoretical courses in distance education seem to be a disadvantage,
it is possible to compensate it with the advantages offered by television.
The fact that the course contents which are only taught through examples from
real life can be given through television programs, that some contents or
experiments of the books can only be supported through television, support
conceptual learning and also makes some abstract issues concrete to facilitate
students’ learning.
Therefore, the courses that are selected in distance education system at Anadolu
University are divided into following categories as;
Ø

Ø

Ø

Completely theoretical courses: These are math, mathematical
statistics, Monet theory, Accounting, International Economics theory,
Basic Terms of Law and etc. All of them are based on theories. These
course which do not have real life connection for most students and
are mostly based on theoretical knowledge or are based on problem
solution, are delivered to student in distance education system
through a teacher’s instruction in a television studio. Some of them
are supported with interactive visual graphs, tables and figures and
explained by teachers on interactive boards. The risk for these
programs to be boring can be eliminated through teachers’ way of
instruction, the intelligibility of the used visuals, and the appeal of the
decor. As done in formal education, establishing an interactive
classroom setting in the study can also be very helpful in increasing
the intelligibility of the programs.
The courses related to real life: The courses such as Behavioral
sciences, Psychology, Occupational Health and safety, Social Services,
Communication and etc. are the ones which can be taught through
sample events from life. These programs through which students
reinforce what they learn from their course books and concretize
abstract concepts and students build connections with real life events
help student to analyze knowledge and interpret it.
Theoretical and Real life related courses: The courses such as Capital
Markets
and
financial
institutions,
International
Business
Administration, Agricultural Economy, Public Relations and Political
science, Turkish Economics etc. which are based on theoretical
framework, and also have real life connection, help build connection
between sector and job, and help students see applicability of the
courses.

As these basic distinctions guide television producers in the choice of formats,
they also help television writers in content creation.
Bozkaya (2006) claims that for television programs to be able to support course
books, both instructional materials need to be designed simultaneously, and thus
the prepared instructional material can be an effective tool in increasing
achievement.
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Thus, such programs may have steady ratings (pp.156). However, this suggestion
seems to be true, but it is not so in practice. Primarily, course book contents are
determined and then program contents are designed depending on the course
book contents and scripts are written. But the audio-visual contents developed for
television programs are designed in accordance with other educational tools (elearning, e-books, VoD and Mobile).
The created audio-visual contents were diversified depending on the
characteristics of the tools through which the contents are delivered to target
audience.
Format and Visuality
The researches carried out in the field (Bozkaya, 2006; Kucukcan, 2011) suggested
that students did not find appealing the televisions programs delivered in the past.
Whereas teachers gave instruction in front of the camera in “talking head” format,
which seemed to be similar to formal education and which seemed to encourage
teacher-student interaction as in formal teaching environments, just opposed to
what was expected, this format caused students to feel bored after a while and
lost their concentration because interaction was still one way.
At this point, students’ up to date visually structured and appealing course
expectations will be the most basic guide light of this study.
Kirkwood (1990) suggests the following points in determining a visual and audial
format:
Ø
Ø
Ø
Ø
Ø

analysis of visual material (dramatic performance, film/video extracts
and so on);
analysis of case study or primary resource material in terms of
explanatory theories or frameworks;
the presentation of complex processes or practical experiments;
the demonstration of practical activities that students are to carry out
themselves;
the use of animation or adjusted speed techniques to demonstrate
changes over time. (pp. 82-83)

The analysis carried out revealed that “talking head” format was approved in the
teaching of entirely theoretical courses as suggested in the search conference, but
the new format is transformed in way to facilitate student-teacher interaction
rather than directly teachers’ speaking to the camera.
This new format was named as “Açık Sınıf (Open Classroom)”, and in this new
format, there are students in the classroom as in real life classrooms, and thus
teachers can carry out their instruction more effectively and realistically, students
can ask questions, and two-way interactions can be built between teachers and
students in the television program. Field experts and quests from relevant sectors
were invited to the classroom where sprite graphics and interactive screen-video
wall facilities were used to facilitate and support learning. Thus televisions
programs were made more interesting and the ratings were increased.
The formats in which case studies and visual materials were used were most
commonly used for the courses which had real life connection. Dramatization,
animation and interview techniques were used in such programs, and narration
format in which documentary and fictional narrative were used as well as
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some other formats mixed of these. These kinds of television programs dealt with
concrete situations, presented images of complex, real-world situations, and were
open-ended, open to interpretation, and non-analytical (Bates, 1981, pp. 8).
Viewing is known to be the most attention taking format, but it may be difficult for
students to build a connection between books and television programs from time
to time in this format.
In the groups of courses which were both theoretical and real life connected, the
format was that there was a teacher speaking to the camera and at the same time,
sample events from real life, documentary and experimental structures and
interviews were most commonly used in this format. For example, in the course of
“Financial markets and Financial Institutions”, a mixed format was used, and in
this format, teachers taught the class where there were some guests from some
financial institutions from Istanbul Maslak, which is a finance center in Turkey,
and conducted interviews with sector experts, or taught from bank museums
where documentaries related to Turkey’s finance history were exhibited.
Except for these formats, foreign language (English and German) educational
programs were designed in TV series format in which dramatic narration method
was used and teacher/narrator was inserted in the series. Viewers’ interest was
raised with the use of dramatic narration technique and daily use of the language
was practiced meanwhile.
The fact that the most basic power of television is audio-visual content it offers,
demonstrates that it should be taken into consideration as visual content is being
structured. Viewers are not only important in competition with other television
channels but also important in making the content easier for intelligibility. It is
very important especially for graphs, figures and tables in educational programs to
be easy for intelligibility, to have clearly seen boards on the screen.
It is also very important for viewers to recognize the program looking at the visual
identity of the program as they are switching over the lists of many channels.
Therefore, considering the importance of channel identity, channel and program
identity designs of the new channel were done for TRT Okul and Anadolu
University to make it distinctive. To do these designs;
Ø
Ø
Ø
Ø

Ø

Ø
Ø

Original visual identities were created specifically for some groups of
program by art design group.
Programs were supported through colors suitable to channel and
university identity.
Decors were designed in a lively way to increase concentration.
Art directors closely controlled teachers’ presenters’ and field experts’
clothes and costumes to see if they were appropriate to the visual
structure of the channel.
When no blackboard was needed for instruction, presentations were
prepared appropriately to the channel and channel’s visual identity by
graphic designers.
These graphs were left under the control of the presenter through
interactive touchscreens and video walls.
All generics and credits of the programs were integrated considering
the channel identity.
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Ø

Depending on program groups, visual items were subject to color
correction at the stage of post-production.

Presentation
If the teachers can create an enduring fascination for the subject-matter, the job's
almost over: the more the students love the subject, the less help they need in
their studies (Koumi, 2006, pp.95). In formal education system, teacher-student
relationship is strong. Students learn with the help and assistance of teachers.
But distance education system seems to lack of this opportunity. Television is the
most ideal environment to fill this gap. Therefore, teachers’ outdoor and indoor
studio presentations are very important. According to Anderson (1979), if teachers
communicate through the use of words, facial expressions, voice tone, body
language and eye contact, they can build better communication compared to those
who communicate through the use of words and body language (cited by Bozkaya,
2006, pp.155).
Besides, using a simple presentation language rather than using an academic
language makes the presentations easy to interpret and also facilitates effective
teaching.
In the instruction methods used before (1983-2008), teachers mostly taught in
front of camera and spoke to the viewers in front of television. As this way of
teaching was a passive one and teachers read academic texts from the prompter,
they were found to be dull, boring and distant from viewers.
The studies carried out on students confirmed these finding. Besides, this way of
teaching was also found to be very boring even by the teachers in these programs
as speaking to camera was found to be difficult. Therefore, in the new formats;
Ø
Ø
Ø

Ø

Ø
Ø

Training sessions were organized by TRT to improve teachers’
presentation techniques and dictions.
Teachers were ensured to use active and interactive presentation
techniques.
Audience students were invited to the television programs shot in
studies and thus, formal classroom environment was simulated and
teachers were given chances to communicates with students and
receive questions from them as in formal classrooms.
As part of interactive process, teachers were not allowed to use
prompters so that they could use real life language in their
instructions without any academic language.
The guests who would participate in outdoor shootings were specially
chosen considering their dictions and presentation skills.
When programs were dubbed, certain criteria are set for those who
would dub to make them parts of the channel identity.

Pedagogy
Koumi (2006) said that “you cannot sustain students’ fascination unless they
achieve a really penetrating understanding of the subject” (pp.95). Whereas
audio-visual
content have this appeal, Salomon (1983), Bates (1987) and
Laurillard (1991) recommended that strong links should be made between the
events portrayed and the ideas they represent (as cited by Koumi, 1991).
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The responsibility of television producers and television writers is to build this
strong relationship. This relationship between words and images reveals the
relationship between television techniques and teaching functions. To be able to
determine a pedagogical frame, primarily there is a need to build a mutual
relationship among “target audience”, “content” and “aim”.
The pedagogical approach to be used should be determined, how the content will
be delivered and the format to be used in the delivery of the content should be
determined based on target mass’s viewing habits. Students need to be cognitively
and conceptually taught effectively to motivate them to learning and cause
expected behavioral changes on students through visual organizations.
To be able to effectively use pedagogical approach which had not been neglected
before, Jack Koumi who designed programs for BBC and Open University in UK was
invited to the university and workshops were organized to train the staff.
The programs shot with Koumi who is the program designer and scriptwriter of
“My English Cousin” (56 episodes) which is an English Language Teaching
program, and these programs shot with the participation of Koumi was found to
have contributed a lot to pedagogical approach. “Edutainment in pedagogical
approach” which is one of the outputs of the search conference was one of the
issues handled during this process. Whereas “education” and “entertainment” are
two terms which have been used together in the field of education for years, they
are the two terms which started to gain significance in media application
beginning from 2000s.
Especially multimedia applications started to be effective tools in students’
education. Berk (2009) claims that multimedia presentations have gained huge
popularity in many educational institutions in the world (cited by Steffes and
Duverger, 2012, pp.1). Education and entertainment concepts on television
appeared in kid’s programs and have been used for a long time. Sesame Street
(1969), which is an American child series, is one of the major programs which
brought entertainment and education together systematically. However, the use of
edutainment in adult’s programs does not have a long history (Wallden and
Soronen, 2004, pp. 4).
The fact that there have not been many studies on the pedagogical use of
edutainment in distance and open education makes this issue as special one.
Therefore, a study group was established to investigate and improve the use of
edutainment in television programs. The ratings of “My American Cousin”, which is
an English Language Teaching program, and “Aussichten”, which is a German
Language Teaching program, demonstrates how successful the “edutainment”
approach is.
Broadcast Schedule
One of the most critical issues in broadcasting is how to broadcast something as
well as what to broadcast. Broadcast strategy is very important especially for
mainstream channels. Channels compete with one another to gain more viewers
monitoring one another’s schedule. Thematic channels feel confident for their
contents as they target smaller audience. What needs to be done here is to
investigate target audience’s viewing behaviors.
The rating analysis in Turkey also gives information about viewers’ viewing
behaviors. This data is helpful for especially mainstream channels in
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measuring their advertisement receivers, and it also tells a lot about where
viewers are, when they view their programs, what kind of programs are their
favorites, and how long they view programs. For example, according to the study
carried out by Deloitte (2014), it was found that 62% of the Turkish television
viewers prefers domestic TV series, %17 of them views competition and
entertainment programs, 10% of them foreign programs, 4% of them domestic
cinema films, but 6% of them view other kinds of programs (pp. 8).
The results of the studies carried out before (Bozkaya, 2006; Kücükcan, 2011)
suggest that students demand program schedules should be planed depending on
students’ needs and expectations, and they believe that if it is done so, it will be a
major factor in increasing the ratings of the programs. They also suggest that they
cannot find enough time to follow the programs. When viewers’ profile and
general ratings were examined, the broadcast schedule was planned as follows:
§
§

§

§

§

§

No course programs were broadcasted at prime times (20:00-23:30).
As 68% of the students work, normal working hours were taken into
consideration and broadcasting of the programs were planned
accordingly in 17:30-20:00 and 06.00-08.00 when students were
supposed to be at home.
For the 38% of the viewers who did not work, programs were
broadcasted in the mornings between 08:00-10:00, at noon between
12:00-14:00. One of the criteria taken into consideration was that most
of target mass consisted of women who did not work and they most
probably watched women’s program out of these times.
When periodical pilotings were investigated to see to what ratings
changed, it was found that the ratings increased between 23:00-02:00,
and moreover, the share at that time exceeded that of some TV series.
Therefore, this time period was named as precious time and placed into
the broadcast schedule beginning from the second year.
In thematic broadcasting, repetition and time switch in program
broadcasts were very important for viewers to follow programs.
Continuation of ratings was obtained by designing the program
streaming considering different groups of viewers, switching the day
and time of programs, rebroadcasting some programs three days on
weekdays and one time at the weekend.
Students had suggested in former studies that program schedules
should be announced well before (Bozkaya, 2006, pp.154). Therefore,
the websites were established to meet students’ need, and then
students were informed about the program schedule on TRT’s and
Anadolu University’s web sites, TRT Okul and through SMS.

Interactivity
Traditional television broadcasting was based on immediate consumption, and a
fixed broadcasting without any pause or replay (Bates, 1984: 29). Technologies
that students can access at any time, sometimes called asynchronous
technologies, provide more flexible access (Bates, 1997: 100). Interactivity and
being asynchronous offered by “new media” tools that were established as a
consequence of convergence of new communication technologies, have made it
easy for distance education to deliver educational content “everywhere” and
“every time”, and it has also extended the borders of traditional
broadcasting.Traditional broadcasting has been evolving, viewers can watch
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videos on demand, and ratings have been increasing rapidly especially with the
use of VoD (Video on Demand).
Thanks to simple applications on mobile devices and mobile communication
devices, TV platforms make it possible for viewers to access to any knowledge and
educational content. The fact that VoD type content is always accessible for
students (pausing, rewarding, and replaying) facilitates students’ interaction with
the content.
Several of the studies have indicated a rapid “forgetting” of earlier parts of the
program progresses in television broadcasting (Bates, 1981, pp.15) and most
students find it possible to take notes while viewing (Bates, 1981, pp.16).
Thanks to VoD, students can go back to early videos and replay them or pause to
watch later. On the other hand, thanks to mobile technology, it is possible for
everybody to access relevant educational content wherever they want regardless
of where you are. When students’ profiles were examined, it was seen that
students highly used these technologies. 95.8% of the students was founded to
have mobile phones, 85.8% of them had computers, 10% of them was found to
have pocket computers, 5.5% of them was found to have Tablet PCs and only
3.3% of them was found not to have internet access.
Therefore, it is highly possible for students to access to educational contents with
the use of new media technologies. With the use of these latest technological
advancements of Information and Communication technologies in distance
education, learning tools and environments have diversified and increased in
number.
Interaction has become possible in various settings. Tuovinen (2000) and Moore
and Kearsly (1996) defined that interactivity as influencing one another is used in
distance education in four different forms (as cited in Ozgur, 2005). These are;
1.
2.
3.
4.

Learner-content
Learner-teacher,
Learner-learner,
Learner-institution.

To increase interaction and to use the alternative ways of interaction;
To establish Learner-Content Interaction:
Ø A VoD platform was established so that students could watch the content
on demand, control them (pausing, rewarding, forwarding, replaying).
VoD broadcast was done in 2012 on TRT OKUL web portal, and 2013 on
the web site “trtokul.anadolu.edu.tr”.
Ø Beginning from 2013, video downloads on itunes-U in the whole world.
Ø Talks have started between the years of 2012 and 2014 with digital
platforms in Turkey (Digiturk, D-smart, TTnet-Tivibu) and VoD broadcast
was planned on these platforms. Great progress was made through the
talks with Digiturk but the agreement could not be finalized because of
some legal limitations.
Ø New versions were produced to adapt educational contents to e-learning
platform and they were use in e-learning platform.
Ø Various applications have been developed so that students could build
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synchronous and asynchronous interaction and the second screen
application was improved especially for math courses.
To Establish Learner-Teacher Interaction;
Ø Results of perceptions indicate that distance education students
experience less involvement, less ability to ask questions and less overall
enjoyment (Ritchie and Newby, 1989). Therefore, guests were invited to
the studios when programs were shot, and formal education
environments were simulated so that students could interact with peers
and they could actively participate in the lessons.
Ø Teachers were not allowed to use prompter in these active processes so
that they did not use academic language in their instruction and use
simple, easy to interpret language.
To Establish Learner-Learner Interaction;
Ø Establishing pages on social media and announcing future activities on
these pages.
Ø Some open education faculty students were accepted as guests,
presenters and main characters to some television programs.
To Establish Student-Institution Interaction:
Ø Feedback channels were kept active so that students could deliver their
feedback regarding the television programs and broadcast directly or
indirectly (e-mail, SMS).
Ø Feedbacks were gathered through the call center which was already
active within the body of the university, and the staffs at the call center
were asked to give response to each feedback. The staffs at the call
center were given relevant training with this regard.
Assessment and Evaluation
To be a watchable channel and to measure to what extent students can benefit
from the educational content is very important for TRT OKUL and Open Education
System.
Ø
Ø

Ø

Ø
Ø

Ø

A qualitative study was carried out in 2013 and 18.5% of the student was
found to continuously follow the programs (about 250.000 students).
However, when the rating scores of TRT were examined, the ratings were
found to be higher. But as the samplings of the study was not divided as
open and distance education students, it was not possible to know if the
viewers measured were the target students or not.
As known, TRT got out of AGB ratings and established its own rating
system. During the talks carried out with TRT, it was agreed that there
was a need for establishing a new sampling group in 2013 as open and
distance education students. However, TRT got back to former rating
system and this agreement could not be put into practice.
The ratings reveal that the highest ratings were for English Language
Programs.
As VoD platforms were available on different platforms, no valid
measurement could be done (TRT, Anadolu University and Youtube).
When these platforms were separately investigated, it was found that
10.000 people viewed per a course on each platform annually.
22 million downloads were measured from 142 countries on itunes-U, in
1.5 years and most of downloads were television programs.

CONCLUSION
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Television broadcasting system has started to change since 1990s and evolved in
entertainment broadcasting led by commercial television channels. As a
consequence of that “public broadcasting” and educational broadcasting could not
stand against this experienced change in broadcasting sector.
Whereas commercial broadcasters aim to appeal to most viewers, which is the
most basic aim for them, public broadcasters deliver many programs mixed of
different kinds (McKinsey, 1999, pp.19), many European public television channels
started to broadcast entertainment programs at prime times as a consequence of
the changes in the sector (Brants and Debans, 2000, pp.18-20).
It is very normal for educational broadcasting and distance education to be
affected from this process because broadcasting business and productions for
television are costly and tiring processes and low efficiency and negative outputs
received from these efforts make people question their traditional broadcasting
format. The dramatic decrease in the ratings of the educational broadcasting led
people to looking for better ways to deliver educational content.
It would not be wise to continue with traditional broadcasting model in distance
education systems. The decrease in the ratings delivered through traditional
broadcasting models should be considered normal between 1990s and 2000s
when new broadcasting understanding started to be dominant in the field.
Insisting on the delivery of educational contents to viewers/students through
program formats of 1980s and traditional delivery channels would be nonsense.
However, 21st century has offered a new and effective perspective in distance
education thanks to the new communication technologies.
This new perspective does not aim to eliminate television broadcasting in distance
education, but to provide more effective use of audio-visual frame. This
perspective has also offered a new opportunity for Anadolu University and Open
Education System.
TRT Okul was founded as an outcome of this new perspective in cooperation with
TRT. This new establishment which brought about a new educational format, also
started to function as a lab for creation of new formats. It is unavoidable for this
new establishment to gain a new perspective compatible with new educational
environments and materials.
In the following stages, it is very important to evaluate the effectiveness of
already produced audio-visual contents and then to effectively deliver the
contents of new media as well as producing visually watchable and pedagogically
effective contents.
Therefore, the strategy of the new perspective to be developed in open and
distance education, educational broadcasting will have the following
characteristics:
Ø
Ø
Ø
Ø

Learners’ control will be increased
Contents will be open to access everywhere and ever time.
Diversification of methods which will pedagogically facilitate learning and
make learning easier.
Thanks to its compatibility with the other educational materials, students
will be led to analytical thinking and making research.
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Ø
Ø

Students will be helped to monitor what they have learned in real life.
Performances will be measured and feedbacks will be gathered and then
necessary revisions will be made depending on feedbacks.

Ø

Educational content will be open to access to not only students at open
education system but to all university students and everybody within the
frame of “lifelong learning”.
It will have a visual and broadcasting perspective to compete with the
mainstream broadcasting channels.
It will be open and flexible for making research and improvements.

Ø
Ø
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ABSTRACT
Around the world, various correctional jurisdictions are struggling to enable the
delivery of higher education into prisons. At a time when universities are moving
increasingly online, very often access to the internet is restricted or disallowed in
correctional environments. Four universities, all leading distance education
providers in the countries in which they are based, are delivering higher
education into prisons using technology to varying extents.
This paper reports on regional differences in the provision of distance education
into prisons, particularly using technology, in Australia, the United Kingdom,
Turkey and Nigeria. In these four jurisdictions, there are significant differences in
prisoner access to computer hardware, personal devices and to the internet. How
these differences impact on the delivery of distance education is explored with an
examination of various learning initiatives and lessons learned.
Keywords: Correctional education; digital inclusion; digital divide;
higher education; digital equity.
INTRODUCTION
Distance education has traditionally been viewed as ready way for prisoners to
access education in correctional centres, delivering course content and resources
to students who are unable to undertake traditional face-to-face education
(Salane, 2008).
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This paper looks at how four different distance learning universities provide
access to higher education for prisoners in four very different parts of the world.
The paper begins by looking at the characteristics of the prisoner populations in
Australia, the United Kingdom, Turkey and Nigeria before looking at the
characteristics of the four universities servicing these populations.
The latter part of the paper looks at how these universities deliver higher
education into the prisons of the countries in which they are based, paying
particular attention to the use of technology and the challenges associated with
that.
Prisoners Around The World
Across the world, prison populations are relentlessly growing as conservative
governments get ‘tough on crime’ and money is consistently diverted from
educational and rehabilitate programs. Between 1998 and 2013, the world’s
population grew by some 20 per cent and yet the prison population grew by a
staggering 25 per cent. This represents an increase in global imprisonment rates,
over the same period, from 136 to 144 per 100,000 people. Globally, there are
around 10.2 million prisoners (Walmsley, 2013). These global trends are reflected
in the rates of imprisonment and prison populations in the four countries that
form the focus of this article: Australia, United Kingdom, Turkey and Nigeria.
Australia
In 2015, for the first time the number of prisoners in Australia reached in excess
of 36,000; this was an increase of 6 per cent from the previous year. The average
daily imprisonment rate was 196 prisoners per 100,000 between April and June
2015. The Northern Territory had the highest average daily imprisonment rate
(904 prisoners per 100,000 adult population) and was followed by Western
Australia (277 prisoners per 100,000 adult population). Women made up just 7
per cent of the total prisoner population; a rate similar to that of other countries
around the world (ABS, 2015). Though Aboriginal and Torres Strait Islander
Australians make up just 2 per cent of the general population, they make up some
28 per cent of the prisoner population (ABS, 2015). Even more alarming is that
nearly one third of female prisoners are Aboriginal and Torres Strait Islander
Australians (Hopkins, 2015). Intergenerational incarceration is a feature of
Aboriginal and Torres Strait Islander incarceration for a complex array of reasons
including forced removal from traditional lands, fragmentation of the community,
child removal by authorities, child neglect, discrimination and discriminatory
policing, inadequate schooling, unemployment, chronic illness, alcohol and drug
dependence and previous imprisonment (Hopkins, 2015). There are 112 prisons in
Australia (World Prison Brief, 2016a), with an occupancy rate of 104 per cent
(Australian Government Productivity Commission, 2015).
United Kingdom
England and Wales has the highest imprisonment rates across Europe, with a
prison population of 84,372 (Ministry of Justice, 2015), that is 149 people per
100,000 of the population (International Centre for Prison Studies, 2015). Some
13.8 per cent of the prison population are remand prisoners, awaiting trial or
sentence (World Prison Brief, 2016d). Almost 15% of the prison population
(12,203) are currently serving indeterminate sentences (that is life sentences or
indeterminate sentences for public protection) with no known release date. Only
4.6 per cent of the prison population are women (3889 in May 2015).
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Women tend to have fewer previous convictions than men; for example more
than half of the women offenders in 2000 had no previous convictions compared
to 42 per cent of men (Home Office, 2001).
With the exception of a few unusual women offenders such as Myra Hindley, who
attract enormous media attention, women tend to commit less serious offences
(cf. Gelsthorpe and Morris, 2002; Hedderman and Gelsthorpe, 1997). As less than
5 per cent of the prison population is women, there are fewer women’s prisons
and hence women are less likely to be imprisoned close to home and family.
The number of women in prison increased by 12 per cent over the last decade
(Berman, 2012), which is a lower rate than the men (30 per cent) but more than
was hoped for, as the Corston report had highlighted that most women in prison
posed no threat to society and recommended the reduction of custodial sentences
for women (Home Office, 2007). There are 110 prisons in England and Wales with
an occupancy rate of 110.7 per cent (World Prison Brief, 2016d).
Turkey
Republica and People Party (The Cumhuriyet Halk Partisi) Ankara Branch Deputy
and Human Rights Investigation Commission Member Sinan Aygün stated that:
‘the number of prisoners held in prisons and penal institutions in Turkey has
increased by 177.3 per cent since 2002.’ He went on to say that in 2002, there
were 55,929 people in custody and in March 2015 that number is a staggering
165,033. Over the same period, the population of Turkey has increased by just
16.5 per cent (Ministry of Justice, 2016). The rate of imprisonment per 100,000
people has risen from 101 to 224 in the ten years from 2006 until 2015. Women
make up about 3.7 per cent of the prison population, which is about half the rate
of female incarceration in most other parts of the world. Some 15 per cent of the
prison population is on remand (World Prison Brief, 2016c). Prisons in Turkey are
organised under a number of classifications: F-type, which are maximumsecurity; E-type and special type, which are medium-security; open prisons and
juvenile reformatories, which are minimum-security; or detention centres (DilekKayaoglu & Demir, 2014). The occupancy rate is 101.7 per cent (World Prison
Brief, 2016c).
Nigeria
In Nigeria, there are some 240 prisons housing just over 57,000 prisoners. Of
these, 98 per cent are male with just 2 per cent female. What is significant is that
69 per cent of the prisoner population is unconvicted. Of the convicted prisoners,
some 8 per cent are on death row; 41 per cent are serving sentences less than 2
years and 48 per cent longer than two years (Nigerian Prisons Service, 2015).
There are some 240 prisons in Nigeria with an occupancy rate of 113.9 per cent.
The rate of imprisonment is 31 per 100,000 people which represent a 5 per cent
drop since 2000 (World Prison Brief, 2016b).
Our Four Universities
As the demands on student resources increase and the cohorts of most
universities grows ever more diverse, many institutions are becoming more
flexible in how they deliver their courses and programs (Ritzema, 2008). There is
an increased emphasis on distance education with the student cohort remote
from the bricks and mortar campuses of many universities.
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There are many reasons for this shift including the cost of face-to-face delivery,
demands for more student-centred and flexible approaches, providing students
with more choices in learning; technology ubiquity, portability and their
affordances, providing solutions to identified student needs (Fox, 2015); and the
need to reach out to students who are geographically remote and unable to come
to campus. The four universities in this article – the University of Southern
Queensland, Australia; the Open University, UK; the Anadolu University, Turkey;
and the National Open University of Nigeria, Nigeria – are significant providers of
distance education in the countries in which they are located. It is because of
these universities’ ability to deliver higher education at a distance that they are
frequently accessed by incarcerated students unable to access education any
other way.
The University of Southern Queensland, Australia
The University of Southern Queensland (USQ) is located in Toowoomba in
regional Queensland and has around 28,000 students. Around 80 per cent of
these students study at a distance. There are three main campuses in
Toowoomba, Springfield and Ipswich. Until this year, there was a fourth campus
at Hervey Bay. USQ has been delivering higher education into prisons for around
25 years, primarily through the Tertiary Preparation Program (TPP) which offers
non-traditional entry into higher education. At any one time, USQ has around 450
incarcerated students, 300 of who study the TPP (across 56 prisons) and the rest
studying a variety of undergraduate programs, making USQ Australia’s largest
provider of tertiary education to incarcerated students (Farley, Pike, & Hopkins,
2015).
The Open University, United Kingdom
The Open University, with its mission of being open to people, places, methods
and ideas (Open University, 2011) is the UK’s largest provider of distance learning
higher education and is also the largest provider of higher education in prison. It
provides higher education courses to approximately 1700 students across most
prisons in the UK. In 2013-14 it awarded 4 postgraduate Masters Degrees, 54
undergraduate BA/BSc Degrees and over 100 higher education certificates and
diplomas. (Open University, 2014).
Funding for initial Open University access courses is partially subsidized by the UK
Government but most adult prisoners fund Higher Education through part-time
study loans or apply for funding through charitable organisations such as The
Prisoners Education Trust. There is now a prospectus especially designed for
students in prison which has pathways to degree in almost every faculty (Open
University, 2015).
The Anadolu University, Turkey
The Anadolu University Open and Distance Education System has 1.9 million
active students and over 2 million graduates since 1987. The Open Education
Faculty was established in the 1982-83 academic year with the Economics and
Business Administration undergraduate programs.
The aim was to provide high quality higher education and ensure equity of
opportunity in education. In the first year, 29,500 students enrolled in the
Economics and Business Administration undergraduate programs. The Anadolu
University Open and Distance Learning System offers a total of 12 licenses
(university degrees), with 46 undergraduate (associate degrees and many
certificate programs).
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The average Anadolu University distance learning student is in his/her midtwenties; 65 per cent of the students are metropolitan-based, 70 per cent have
jobs, 40 per cent are married, 42 per cent are female and 1.5 per cent has some
disability.
The Anadolu University also ensures that its courses and programs are accessible
to prisoners in Turkey. Across the country, the university has enrolled around
2,200 prisoners in a wide range of disciplines including jurisprudence, theology,
human resource management, business, public administration, social services and
international relations. About 60 per cent of the incarcerated students are
enrolled in degree programs with the remainder enrolled in associate degree
programs (BAUM, 2015). In addition, Anadolu University also aims to use the
latest technology to deliver its programs.
Nigeria National Open University of Nigeria
The National Open University of Nigeria (NOUN) was established in 1983 and has
around 57,000 (2011) enrolments making it Nigeria’s largest university. It is a
Federal Open and Distance Learning (ODL) institution and the first of its kind in
the West African sub-region. Popularly known as NOUN, the university’s main
campus is in Lagos with Study Centres throughout the country. It offers over 50
programmes and some 750 courses.
The university has made significant progress in fulfilling its vision and mandate by
sensitizing and providing increased access and enhanced quality life-long
education to all, including prisoners.
Through the establishment of the Special Study centers (SSC) concerted effort is
being made to ensure that no person(s) or group of person(s) is left out. The
efforts started with advocacy visits to chief executives of military, paramilitary
bodies and agencies, and communities in difficult terrains or such that sought
partnership in benefiting from the services being provided by the university in line
with its 1983 Act and its 2002 mandate. By 2010, considerable impact had been
made with the appointment of a Centre Manager (now Director) for the Nigerian
prisons. Despite the constraints, NOUN has 6 flourishing National Open University
of Nigeria (NOUN) Study Centers in Nigerian prisons. With the appointment of
Barrister Ladan Babakodong, as Centre Director, a guided development was put in
place between the university and the Nigerian Prison Service (NPS) in the training
of prison inmates in various prisons across the country towards the award of
university degrees, certificates and diplomas in several disciplines.
A survey carried out by the Study Centre showed that there were over 3,000
young prison inmates that were eligible, qualified and willing to enrol in the
NOUN programs. However, in spite of the zeal shown by prisoners, expansion has
been slow-paced owing to lack of outside sponsors as most of them are indigent
prisoners.
Presently, all the NOUN incarcerated students enjoy 50 per cent discount on all
fees payable on registration. While the university may not be able to bear the
burden of full sponsorship for all interested prisoners across the country, the
prison authority is being encouraged to seek support from relevant government
agencies such as the Education Trust Fund (ETF), a public trust fund established
to provide infrastructure in public institutions of higher learning, to subsidies or
sponsor well-behaved and interested prisoners.
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USING TECHNOLOGY FOR LEARNING IN PRISONS
Most universities are increasingly reliant on the online delivery of courses and
programs. Most are making use of web 2.0 tools such as blogs, discussion boards
and social media. Almost all undergraduate courses compel students to complete
assignments requiring internet research. In addition, the days of paper-based
journals and books in libraries are rapidly disappearing (Farley & Doyle, 2014).
Higher Education institutions are increasingly leveraging mobile learning and
other digital technology initiatives in order to remain competitive in the modern
knowledge-based economy. The use of mobile technology has become essential in
the delivery of distance education courses, largely in response to an emerging
demand for flexibility in learning (West, 2012; Jeffrey et al, 2011).
Even so, the Learning Management System (LMS) has become the principle tool
used by institutions to deliver electronic course materials or activities in both the
face-to-face and external delivery modes. The use of the LMS has enabled
students to engage with peers in collaborative and interactive learning
experiences and benefit from the motivation and support provided synchronously
or asynchronously by the facilitator. Unfortunately, this increasing reliance on the
LMS and other digital technologies is based on the assumption that students have
reliable access to the internet (Farley, Murphy, & Bedford, 2014).
This reliance on digital technologies for the provision of higher education is
problematic for incarcerated students who generally have limited access to digital
technologies and the internet. This section examines how the four universities are
providing higher education into prisons and the extent to which they are using
digital technologies.
Australia
Prisoners in most Australian jurisdictions are not permitted to access the internet
and are therefore prohibited from using online learning technologies. Formal
education and training delivery to prisoners is often provided in non-digital forms,
usually in the form of blocks of printed text. Although this method enables access
to course materials, it does not develop digital literacies in incarcerated students,
and these skills are becoming more essential in the pursuit of formal learning
outside of the correctional environment (Farley, Bedford, & Turley, 2011). Higher
education is not seen as a priority in correctional education, with by far the
greatest emphasis being on raising levels of numeracy and literacy, before moving
incarcerated students on to various forms of vocational education. Even so, a
post-secondary qualification has been shown to be one of the most effective ways
to reduce recidivism and create positive and impactful changes in an individual
post-release. Currently, there are few programs offered to incarcerated students
that adequately prepare them for entry into higher education especially providing
them with the opportunity to use modern ICTs (Farley & Doyle, 2014).
In the latter half of 2013, a team of researchers at the University of Southern
Queensland were awarded $4.39 million over three years by the Australian
Government under the Higher Education Participation and Partnerships Program
for a project titled Making the Connection: Improving Access to Higher Education
for Low Socio-Economic Status Students with ICT Limitations. Beginning in early
2014, the project built on three previous projects led by USQ which trialled
various digital technologies for learning in prisons.
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Most notable of these was From Access to Success, which developed a version of
USQ’s learning management system (often called a VLE or Virtual Learning
Environment), a version of Moodle called USQ StudyDesk, which was installed
onto the prison education lab server. This server had no capacity to access the
internet and was physically isolated from the main prison network.
This new version of the LMS was called the USQ Offline StudyDesk and it was
installed by education officers from self-loading DVDs produced at USQ. The USQ
Offline StudyDesk allowed incarcerated students to access course materials
including interactive multimedia and assessments via computers in the education
lab, without needing to access the internet. The From Access to Success project
ran at two prisons in Queensland using two courses from the Tertiary Preparation
Program, an enabling program run by USQ’s Open Access College. Students
successfully completing this program are granted automatic entry into various
USQ undergraduate programs.
At the beginning of the project, a detailed options analysis was undertaken to
ensure that the USQ Offline StudyDesk installed onto a prison education lab
server was still the preferred technological approach. Various alternative options
were examined including ‘Moodle-on-a-stick’ and secure cloud solutions.
A team comprised of USQ ICT Services and Making the Connection personnel
determined that the preferred solution remained installing the USQ Offline
StudyDesk on a separate server linked to the education lab network via network
switch. At the moment, the transfer of courses between USQ and the prisons
occurs via DVD.
In the near future, education officers will be able to download courses through a
kiosk, hosted at USQ and accessed via the administrative network (which is
internet-enabled). The version of the USQ Offline StudyDesk is approximately one
version of Moodle behind the mainstream version in use at USQ to allow for any
glitches associated with new versions to be ironed out. The USQ Offline
StudyDesk is currently installed in 12 sites in Queensland and one in Western
Australia (1). By the end of February 2016, there will be an additional two sites in
Queensland, another in Western Australia, one in Tasmania and one in New South
Wales.
Because incarcerated students have limited access to the computer labs, it was
decided that it would be desirable for students to have a personal device that they
could take back to their cells. As with the modified LMS, these devices are not
permitted to access the internet. Focus groups with incarcerated students
participating in eBook reader trials in a previous project were critical of the small
screen size and onscreen keyboard used in these devices. Taking this feedback
onboard, the project team conducted a detailed options analysis of some 32 tablet
computers, laptops and notebooks. It was decided that a Windows notebook
would be most suitable as it had an almost full-size keyboard, adequate
processing power and screen real estate was not compromised by an onscreen
keyboard. In addition, students would be able to use Microsoft Office or Open
Office to complete assessments. The project team is trialing the USQ Offline
StudyDesk on the devices in preference to using a HTML presentation layer to
display course materials. These options will be trialled during the next phase of
the project and hope to have the notebooks deployed into prisons near the
beginning of 2016.
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The Making the Connection project team selected the following programs to be
used with the USQ Offline StudyDesk and personal devices.
Ø

Ø

Ø
Ø
Ø

Ø

Tertiary Preparation Program: Six courses from the Tertiary Preparation
Program were selected for modification. These included general English
and study skills courses, math courses and a humanities course.
Successful completion of the Tertiary Preparation Program allows
students automatic entry into selected USQ programs.
Indigenous Higher Education Pathways Program: Six courses will be
adapted from this program as part of the Making the Connection project.
It is expected that this program will prove popular given the
overrepresentation of Aboriginal and Torres Strait Islander prisoners and
that Indigenous students are half as likely to have completed year 12 as
non-Indigenous students.
Diploma of Arts (Social Sciences): Eight courses will be modified with an
emphasis on community welfare and development.
Diploma of Science: This program will emphasize sustainability and the
environment. Eight courses from this program will be modified.
Diploma of Business Administration: Historical data shows that most
incarcerated students have enrolled in business programs. Again, eight
courses from this program will be modified.
Diploma programs were selected in acknowledgement of the typically
short sentence length of most prisoners. Also, it was decided that it
would be more beneficial to offer a selection of courses across a range of
disciplines, rather than concentrate course modification efforts around
one discipline as with a degree program.

To date, around 400 incarcerated students have enrolled in the suite of projects
offered by USQ. In semester 3 2016, some 150 incarcerated students are enrolled
in Making the Connection project sites and it is expected that this number will
increase exponentially throughout the year.
The Making the Connection team will be rolling the technologies and programs to
additional prisons across Australia before the end of the year. Jurisdictional
owners have also expressed an interest in the availability of even shorter courses
and programs to be offered to prisoners with very short sentences. To this end,
the team are working with the Open University in the UK to make a selection of
their Open Learn courses available in the offline environment.
The United Kingdom
Higher-level, post-compulsory (college) education in prisons in England and
Wales is offered mostly through distance learning, which is outside the normal
education provision. Research has highlighted significant and increasing barriers
to distance learning in prison such as lack of digital technologies and the internet
so access to distance learning materials and tutors is restricted (Champion and
Edgar, 2013; Costelloe, 2003; Hopkins and Farley, 2014; Forster, 1996, Hughes,
2012; Pike and Adams, 2012; Reuss, 1999). Previous research (Adams and Pike,
2008a; Adams and Pike, 2008b; Pike and Adams, 2012) highlighted significant
and increasing barriers to study, in particular a lack of access to technology which
was not directly related to security concerns, but may be related to the ethos of
individual prisons and the educational awareness of its management team.
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Access to digital technologies has improved a little over recent years but is still far
from the access offered to students who are not in prison. Although there are
some newly built prisons with the latest technology, many of the original
Victorian era prisons are also still in operation today.
In England and Wales new technology comes in the form of the Virtual Campus,
which is not Internet access but can provide secure access to selected
employment and education websites. It has been rolled out to most prisons and is
intended to streamline and modernise the system of delivery for education,
training and employment (Turley and Webster, 2010) as well as to ‘support
providers in offering stimulating and engaging material [for learning]’
(Department of Business Innovation and Skills, 2011). It therefore has the
potential to improve access for higher level study in prison. However, there have
been problems and delays in the Virtual Campus deployment and it is not
designed to fully simulate the Internet experience so does not adequately provide
the digital literacy required for release into a digital world.
Students in their cells rarely have any technology, except perhaps DVDs and
hence some assignments are still hand-written.
Additional facilities which ease the burden for distance learners in some prisons,
includes dedicated induction where realistic individual learning pathways are
provided (and linked to sentence plans), flexible opening of computer suites and
libraries for those who work all day, occasional in-cell laptops, organised peersupport and dedicated post-release guidance.
The best practice is observed where a prison has a learning ethos which is shared
by the staff, where higher-level learners are given dedicated space and time for
learning and where learners are encouraged to take responsible peer-support
positions which raise self-esteem and help to develop a community. The Virtual
Campus is not always considered useful by distance learners. Lack of access to
technologies for learning often disrupts learning and leads to a lack of digital
skills. Lack of information about post-release accommodation and post-release
continuation of studies, manifests itself as anxiety which also disrupts teach
(Pike, 2014).
Turkey
For its non-incarcerated students, Anadolu University makes use of a diversity of
technologies to enable access to higher education. Techniques employed include
mobile learning, a wide array of eLearning strategies, programs broadcast via TV,
state-of-the-art computer labs and a host of other strategies employing the latest
digital technologies. The university is unable to fully utilise all of these strategies
and technologies for incarcerated students. This is because there are some
limitations imposed through prison regulations that are administered by the
Ministry of Justice, technological limitations, and the nature and scheduling of
prison life. For example, live TV panel sessions are typically broadcast one week
before the mid-term and final exam or make-up exams. However, there is
insufficient opportunity for incarcerated students to participate in this Live TV
session in which student questions are answered by academics in real time.
Every prison is required to have a ‘Prison Teacher’ if they have incarcerated
learners registered with the university. Students register for programs through
the teacher who liaises with the Open Education Faculty Student Centre.
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These incarcerated students obtain their books, lecture notes and other study
materials or any documents that can be taken from the prison teacher through
the open education faculty offices in the province. These prison teachers also help
the student by accessing the internet, mobile phones or other technological
equipment when required.
A number of projects have been undertaken with a view to increasing prisoner
access to educational technologies. The Virtual European Prison School (VEPS)
was a project run by the EPEA (European Prison Education Association) with
partners in a number of European countries including Turkey. The project was
funded through the Lifelong Learning Program Grundtvig Multilateral Program.
The focus of the project was the exchange of prison teaching materials from
different disciplines such as languages, arts and e-learning. A flexible and learnercentred approach was favoured, utilising existing distance learning methods.
Using the Moodle LMS, a repository for educational programs was established
which housed teaching materials, course syllabi, and so on, which prison
educators could access to assist international students study in their native
tongue while imprisoned abroad (EPEA, 2009).
Another Project study in which Anadolu University was a partner, focused on the
role and function of distance education for alleviating the language problems of
prisoners in other European Union countries’ prisons. The idea behind the project
was the initiation of communication between the staff and prisoners in the
mother tongue of the prisoner to facilitate the rehabilitation of prisoners and
increase their motivation to learn the language of the host country.
The project, titled Eliminating Language Barriers Online at European Prisons
(ELBEP) created an e-learning environment to provide Russian, Polish, Spanish,
Greek and Turkish language skills to the prisoners and staff in EU member
countries.
The project was designed to produce a reliable and efficient ICT-based
environment that can be certified and accredited in the future in many European
countries without serious concerns around credibility (Ataizi et al., 2010).
Nigeria
Generally, access to digital technologies in Nigerian prisons is restricted. For
instance, the use of phones is censored. It is only permissible at the discretion of
the officer in charge and on the hearing of the official assigned. Internet access is
absolutely banned. The only prisoners presently having access to computers are
the incarcerated students undergoing programmes from the National Open
University of Nigeria; however, that does not include access to the internet.
Admission into the National Open University is generally online. In the case of
prisoners who don’t have access to the internet, when their sponsors paid the
application fees, they will notify the university authorities of the names and
number of applications with their credentials.
The university through the Directorate of Learner Support Services will then apply
for admission on behalf of the students. Once they are found qualified, they are
admitted into the programmes of their choice. As soon as the sponsors of the
inmates pay their registration fee the university registers on behalf of the
students, the students may start their programme.
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During exams, the National Open University of Nigeria deploys digital technology
to prison inmates through a Local Area Network (LAN) within the examination
halls (centres) for the students in the University Study Centre located within the
prison yard for the purpose of writing Computer Based Examination (CBE)
through a proxy server of the university. After the completion of the
examinations, which runs for almost eight weeks, the computers and the proxy
server are taken away from the halls back to the university.
Study materials are provided by the university both in hard and soft copies. The
soft copies are on CD-Rom, while some are already uploaded on the computers
that are kept in the Library provided by the university for the incarcerated
students. The student inmates normally write their assignment on paper and
thereafter, the University Student Counsellors collect the written assignment and
later on upload them on behalf of the students to the university Computer Marked
Assignment (CMA) portal. After the assignments are marked, the results are
posted to the student’s portal on the university website for collation by the
university Examination and Assessment Directorate. The results of the
assignment are printed and brought back to the incarcerated students.
CONCLUSION
Almost universally, correctional administrators from around the globe recognized
the value of providing access to education for prisoners. In a recent survey in the
United Kingdom (Taylor, 2014), some 81 per cent of prisoner respondents claimed
that they participated in study to occupy their time and relieve monotony.
Some 69 per cent of respondents said that distance education helped them to
cope with prison and some 40 per cent said that it helped a lot. This is particularly
significant for those prisoners with long sentences or with mental health issues.
Though many prisons emphasize vocational education over distance education,
particularly higher education, there are many benefits to be realized from
engaging prisoners in higher education specifically. Higher education transforms
prisoners, making them more risk averse. It gives them the skills to express
themselves effectively and negotiate agreed outcomes without having to resort to
violence (Pike, 2014). These benefits are in addition to increasing the chances of
employment upon release from custody and the resultant decrease in recidivism
rates of up to 40 per cent (Davis et al, 2013).
Though higher education has been shown to reduce recidivism and improve
prison security, it is becoming increasingly difficult to facilitate the provision of
distance learning in prisons as universities become increasingly dependent on the
provision of online delivery of courses and programs.
At the same time, risk averse correctional systems often prohibit the use of the
internet and of computers and other technologies for prisoners.
This paper briefly examines the delivery of education, particularly higher
education, using educational technologies into prisons by four distance learning
universities in four quite different countries: Australia, United Kingdom, Turkey
and Nigeria. It has described the challenges faced and how these four universities
seek to address the restrictions around access to technology and internet.
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Though the most obvious issues are imposed through the lack of technology and
internet, a range of other difficulties are commonly experienced in the provision
of higher education to prisoners.
The prison learning environment must balance the competing need for security
with that of rehabilitation through the provision of education, training and
mandated behavioural programs (e.g. drug and alcohol programs). Typically,
rates of prisoner engagement with education are low, particularly in the first
years of a sentence or while awaiting sentencing. There are three possible
explanations for low levels of prisoner participation in education and training:
Ø
Ø

availability, attitude and perceptions of prison staff (i.e., those in
authority);
the prison environment; and 3) limited program availability (i.e. only
basic literacy and numeracy programs) (Gillies et al., 2014).

Prison officers are in day-to-day contact with prisoners and their attitudes
towards them affect how successfully prisoners complete education or training
programs. Prison officers have the capacity to enhance or undermine the goals of
the prison where they work (Kjelsberg, Skoglund, & Rustad, 2007).
Research shows that dosage is a significant factor influencing program
effectiveness, and that continuous participation for a specified period is essential
to success (Cho and Tyler 2008). Yet the needs of the prison frequently take
precedence over the need for program continuity, even when the prisoner is
willing to engage with education. The tough-on-crime policies of many
governments contribute to overcrowding of facilities, making prisoner
accommodation and movement difficult. Based on system-wide needs, prisoners
may be transferred to another facility with little advance notice, and the new
prison may or may not offer comparable educational programming (Brazzell et al.,
2009).
Lack of learning support and cultural capital exacerbate poor enrolment and
retention rates in education. Incarcerated students are very often first-in-family
to participate in post-secondary education. They are frequently participating
without any support from their families or communities, lacking the cultural
capital that would normalize their participation.
In addition, the acquisition of digital literacy skills are key for post-release
employment or education but impose new and often unmet demands on
disadvantaged segments of the community including those in incarceration
(Garrido, Sullivan, & Gordon, 2010; Lockard & Rankins-Robertson, 2011).
In the case of learning communities, the most effective educational programming
contains intensive small-group interaction and offers a learning community as an
alternative to the often anti-social communities within prisons (Adams et al.,
1994; Batiuk et al., 2005).
Without enrichment and reinforcement that stem from being a member of a
learning community, students taking education programs in prisons are socially
and materially disadvantaged with outcomes for these learners heavily shaped by
negative peer pressure and the highly unpredictable nature of prison life (Watts,
2010).
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Victims’ rights groups encourage a public attitude that favors punishment rather
than rehabilitation through education (Drake & Henley, 2014). Consequently,
there are few objections to massive cuts to education funding in prisons
(Czerniawski, 2015). Reduction in funding of both corrections and of education
has put pressure on prison education, leading to decreased offerings and shorter
duration of programs.
One of the common and key learnings thus far however is that the issue of
incarcerated students within the digital university is a complex and multifaceted
problem which cannot be solved by technological interventions alone. For
incarcerated students in particular, technology cannot replace good teaching; it
can only support it.
Moreover the mere presence of the most innovative, mobile, user-friendly
technology will not improve access and outcomes if the users on the ground do
not have the time, space, resources, energy and motivation to engage it. The
technology must also be contextualized or “humanized” which in part is what this
article has attempted to do.
Moreover, it is important to raise awareness and understanding of the complex
social, cultural and political barriers faced by incarcerated adult distance
education students to ensure the long term success of e-learning initiatives aimed
at non-traditional and isolated students. In our opinion, the way forward is to
focus on sustaining and creating social systems which support a higher learning
culture, with the technology being an important tool to facilitate this process
(Hopkins & Farley, 2015).
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Considering the renewed focus on STEM education in the United
States in recent years, scholars and practitioners are beginning to
utilize the new pedagogical opportunities offered by mobile
learning for STEM subjects. Mobile Learning and STEM: Case
Studies in Practice presents a comprehensive collection of case
studies that explore mobile learning’s support of STEM subjects.
This book can be a useful resource about mobile learning
initiatives for teachers into their classrooms as well as STEM
achievement for researchers. Concluding with a summary of STEM
research and implications, this book is considered to provide
contribution for practitioners, specialists, instructors, and
researchers who want to establish better practices.

INTRODUCTION
by Helen CROMPTON and John TRAXLER
Introduction section covers the subjects’ science, technology, engineering and
mathematics (STEM) area and mobile learning approach briefly, then introduces
the chapters one-by-one.
Chapter 1:
Mobile Learning and STEM: First Experiences in A Senior High School in Ghana
by Margarete Grimus and Martin EBNER
The authors made three workshops with high school students and teachers to
examine the capacity of mobile devices for learning STEM with activities. It’s
found that mobile devices and cooperative strategies can promote creativity
during content development and learning process.
Chapter 2:
Using the Cameras on Mobile Phones, iPads, and
Digital Cameras to Create Animations in Science Teaching and Learning
by Jocelyn WISHART
The chapter is focused on the use of mobile devices to support students’
understanding of scientific concepts and processes via taking photos and making
videos and animations. At the end of the study teachers and students both
reported the process as effective and engaging.
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Chapter 3:
Evaluating the Use of Mobile Technology in Math Education: A Case Study
by Christina GITSAKI and Matthew A. ROBBY
In this chapter, the authors used specialized web-based software (ALEKS) in a
mathematics course using mobile technology. The findings showed that ALEKS
helped students to build skills and self-efficacy. Using iPad increased the student
engagement.
Chapter 4:
The Impact of an Outdoor Mobile-Supported Learning Activity
on Students' Motivation, Perceived Performance, and Satisfaction
by Stavros A. NIKOU and Anastasios A. ECONOMIDES
The authors implemented a mobile-assisted outdoor educational activity and
compared the students’ motivation, perceived performance, and satisfaction
between the students who used traditional material and the ones that used
mobile devices. QR codes are used in this process that led to ubiquitous learning
combining real and digital world resources. The authors conclude that mobile
devices can provide a promising tool for scientific inquiries in outdoor education
and science teaching and learning.
Chapter 5:
Learning to See With a Different Eye:
Using the Cameras on Mobile Phones and
PDAs in Science Teaching and Learning
by Jocelyn WISHART, Sakunthala Yatigammana EKANAYAKE,
and James FERNANDES
After an introduction to previous research and relevant cognitive theory to
explore how using digital images can support science learning, the authors
presented five case studies. They evaluated the scenarios and their outcomes in
terms of supporting learning. Findings include the uses by teachers to
contextualize learning, create video demonstrations, and for evaluation process.
Chapter 6:
Supporting Mobile Learning and Citizen Science Through iSpot
by Will WOODS, Kevin McLEOD, and Janice ANSINE
In this chapter, the authors describe the development of iSpot which is a citizen
science initiative engaging people through their interest in wildlife and presents a
system that connects novices and experts. Their study aimed to redesign and
reengineer the iSpot website.
Chapter 7:
Creating Concept-Driven Videos to Promote Autonomous Learning
by Alissa K CARTER
The author used the instructional videos to support mathematics learning in
terms of preparation for and taking control of their learning within or outside the
classroom. Students’ scores and understanding have increased.
Chapter 8:
EcoMOBILE: Designing for Contextualized STEM
Learning Using Mobile Technologies and Augmented Reality
by Amy Kamarainen, Shari METCALF, Tina GROTZER and Chris DEDE
In this chapter a pilot study is presented which is conducted as a part of an
EcoMobile project. Augmented Reality application is used to create place-
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dependent and place-independent outdoor learning experience. Interviews with
the students show that they found it engaging and useful. In addition, carefully
constructed minimalist designs may support a perception of contextualization
that comes from the perspective of the user rather than from the device.
Chapter 9: Project Outbreak:
Take Biology Out of The Classroom And Into The World
by Farah BENNANI and Kae NOVAK
This chapter focused on biology in a mobile learning environment. The goal of
Project Outbreak’s to engage students in immersive and game-based learning as
a way of increasing retention and knowledge transferability.The authors conclude
student retention and success rate are significantly increased in Project Outbreak
courses.
Chapter 10:
Engaging Science Learners Through Lived Practice
via a Collaborative Mobile Game
by Denise M. BRESSLER
The chapter explores the theoretical foundation for how and why collaborative
mobile games foster meaningful learning. Then a specific type of mobile learning
activity, a collaborative mobile augmented reality game is introduced which is
designed and implemented in this study. Students had an immersive learning
experience and exhibited significantly higher levels of engagement and scientific
practices than the control group.
Chapter 11:
Mobile Learning With a Remotely Operated Science Laboratory
by Donggil SONG and Paul KIM
In this chapter, the authors devised a model that utilizes a remote lab to provide
actual scientific experiments to a classroom that lacks science lab resources. The
students were highly motivated in the ROSE (Remotely Operated Science
Experiment) activity. This instructional model supported students explain
phenomena, choose a research question, create a hypothesis, conduct an
experiment, analyze the data, construct arguments, and draw conclusions. The
study shows the potential for positive contributions to the mobile technologymediated remote lab in science education.
Chapter 12:
The Relationship Between Mobile Learning, Instructional Delivery,
and Student Motivation in a Large Undergraduate Science Class
by Kristen H. GREGORY and Helen CROMPTON
The purpose of the case study in this chapter was to investigate the relationship
between mobile learning, instructional delivery, and student motivation in a large
science class. The emerging patterns are connected, personal, multimodal,
engaged and class management. It is concluded that mobile learning can increase
engagement and motivation.
Chapter 13:
A New Approach to Mathematics Learning K-12 in Turkey
by Gonca TELLI YAMAMOTO and Emre FIRAT
The authors’ aim was to develop students’ self-directed learning skills by
providing any time, anywhere learning philosophy for them.
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The study is important for being one of the first trials of mobile learning in K-12
level mathematics classes in Turkey. Although the teacher and the students
encountered some problems, they showed commitment to using mobile devices
and understanding the value of mobile learning.
Chapter 14:
Integrating Two Technologies: Tablets and Teaching
by Jarek SIERSCHYNSKI
This chapter examined the implementation of a teacher-centered mobile
application in three classrooms and the larger topics of STEM as part of K-12
technology integration and personalization in m-learning.
The authors imply that there is a need for a design approach to technology
integration and emphasize that it’s important to answer how, where and when
the technology and pedagogy can meet with the strongest impact on students
and teachers.
Chapter 15:
Embodied Learning on the Edge of Mobile
by Mattias DAVIDSSON
In this chapter, the author considered embodied learning and developed an
application with Nico Reski bringing multimodal learning activity to the iPad. No
significant difference was found between the two groups using this application
and traditional lecture.
Based on the results and the literature, the author commented on the future of
(mobile) embodied learning and what may be the further efforts to provide
successful applications.
Chapter 16:
A Case Study of Synchronous Collaboration in Middle School Math
by Billie Jean HOLUBZ
The author investigated the synchronous collaboration experiences of seventhgrade math students.
Holubz expressed that utilizing the related apps was a useful option for
integrating collaboration through technology, although the students sometimes
challenged by technical barriers.
Chapter 17:
Mobile Learning (M-Learning) As A Paradigmatic Mechanism
To Facilitate Technology-based Learning In A Developing Country
by Suzaan Le ROUX
In this chapter, the aim is identifying the critical success factors (CSFs) that could
serve as prerequisites for successful implementation as well as evaluating the mlearning process.
Chapter 18:
Mobile Learning for Online Practical Science Modules in Higher Education
by Victoria NICHOLAS
The author explored the students’ perceptions of an online practical science
course using mobile learning. Findings show at the end of the course students felt
it was a valuable way to learn contrary to the beginning.
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Chapter 19:
An Exploration into Mobile Gamification
in an Information Technology Classroom
by Laurie BUTGEREIT
The author used Journey model, a mobile gamification in education for adult
learners in an online course. The students found it engaging and encouraging to
do their homework in a timely manner.
Chapter 20:
Towards Mobilizing Mathematics
via Gamification and Mobile Applications
by Ferial KHADDAGE and Christoph LATTEMANN
In this chapter, the authors used gamification and four native mobile apps for
math learning. The analysis show that for mobile math apps, game mechanisms
and functionalities are more important than design.
CONCLUSION:
Mobile Learning and STEM –
Challenges, Conclusions, and Perspectives
by John TRAXLER and Helen CROMPTON
The chapter wraps up the STEM subjects and mobile learning in a broader
historical and intellectual context, including competing perspectives and
challenges under the following titles: The EAGLE Archetypes, Conventional Mobile
Learning, Mobile Learning for a Mobile Society, Mobile Learning Amongst
Abundance, Mobile Learning Amongst Diversity. Lastly, Conclusions, Changes and
Barriers are presented.
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Edited by the leading experts in the field
of Mobile Learning Technologies (MLTs),
this book specifically focuses on the
practical and theoretical applications of
MLTs in diverse countries and contexts at
various levels of application (especially
tertiary),
along
the
lines
of
constructivist/inclusive curriculum design,
instructional MLT implementation and
integration, pedagogical frameworks/
models innovative mLearning methods,
digital reading, Web 2.0 technologies,
and teacher development. As such, the
book provides a solid and comprehensive
overview of the MLTs (or mLearning),
with concrete applied experiences from
the field helping readers have a highresolution mental map of the mobile
learning topography, enabling a deep
grasp of the field. MLTs are deeply
analyzed from multiple perspectives in
15 chapters. The book synthesizes a wide
range of findings and opinions of
researchers, scholars, practitioners, teacher educators and innovators from
different nations in the light of their discussion centering on the key issues
regarding the current status, possibilities, advantages, drawbacks, concerns, and
limitations of MLTs. These key issues are covered in detail in 15 different chapters,
as follows:
Chapter 1:
Mobile Social Media as a
Catalyst for Collaborative Curriculum Redesign
by Thomas Cochrane, Matthew Guinibert, Clinton Simeti & Ross Brannigan
Chapter 1 primarily explores the possibilities of using mobile social media to
redesign collaborative curricula.
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Discussing the advantages and shortcomings of a case study involving
participatory action research where mobile social media are used for creative
pedagogies in the context of New Zealand, the authors explain its possible
implications for broader instructional contexts. They arrive at the conclusion that
an effective mobile social media framework needs to satisfy three fundamental
conditions: a) model how to build learning communities, b) explore the unique
pedagogical possibilities allowed by mobile social media, and c) set up the
necessary technology infrastructure to support such new possibilities. The authors
themselves clearly model the specific types of mobile social media activities and
assessments by using a modified version of Luckin et al. (2010)’s framework
including pedagogical, andragogical, and heutagogical dimensions, supporting it
with redesigned assessment criteria, and explicating the key principles involved in
its implementation.
Chapter 2:
Developing Faculty to Effectively Use
Mobile Learning Technologies in Collegiate Classes
by Richard E. Newman, Michael T. Miller & Kenda S. Grover
This chapter discusses the difficulties encountered by higher education faculty in
effectively using mobile technologies and proposes strategies to create faculty
development programs to encourage the use of MLTs and bridge the gap between
the two extremes (positive vs negative) of faculty approaches to MLTs.
First outlining the challenges of using MLTs in higher education, the authors lay
out Coyne-Smith (2012)’s five-step plan for successful faculty development,
including the steps of launching a conference, tying mobile learning to
institutional academic vision, enabling faculty “ambassadors” for technology
maximization, linking technology to learning effectiveness, and dedicating
time/resources to MT adoption. The authors stress that successful faculty
adoption of MLTs is a continuous, collaborative, and intentional process in which
department chairs play a key role as leaders.
Chapter 3:
A Case Study of Developing Suitable
Mobile Learning Technology for a Distance Learning Masters Programme
by Tracey Dodman, Terese Bird & David Hopkins
This chapter describes a distance learning course designed to ensure continuation
of learning in an environment where reliable internet connection was not
available. The course-takers were given an Apple iPad and instructed to download
a Course App with rich multimedia.
Through this innovative course design, learners were able to learn on the move
and their learning capacities were enhanced. The authors illustrate their course
development through figures of modules/learning resources and present a
workflow chart, and include comments from students who have taken the course,
which are mostly positive.
Following their recommendations and solution for the specific problem that arose
during the implementation of the course, the authors then go on to conclude that
the students responded very well to this mode of instruction and had lower
attrition rates and higher scores in the formative assessments compared to the
other distance learning programs.
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Chapter 4:
Mobile Learning
by Chien Yu, Sang Joon Lee & Carlos Ewing
This chapter presents of overview of MLTs regarding the trends, issues and
challenges in teaching and learning. The authors discuss both the benefits and
strategic uses of MLTs. By reviewing the relevant literature on mobile learning the
authors outline the current trends and issues in the development of mobile
learning and challenges in its pedagogical implementation. Specifically, the
authors discuss teacher and students perspectives on MLT, learning theories and
conceptual frameworks/models regarding ML, changing e-learning platforms, and
address potential problems in design, usability, security/privacy, ethics,
infrastructure, and cost. They conclude by underscoring the importance of having
well-defined principles of mobile learning pedagogy and applying multiple
pedagogical strategies.
Chapter 5:
Teacher Development, Support, and
Training with Mobile Technologies
by Nance S. Wilson, Vassiliki (Vicky) I. Zygouris-Coe & Victoria M. Cardullo
Using Wilson et al.’s (2013) M-TPACK framework, the authors of Chapter 5 focus
on teacher education by describing how to benefit from iPads to develop and
support pre-service teacher metacognition. Through authentic examples, images,
and figures they illustrate how they helped pre-service teachers to develop a
Metacognitive Technological Pedagogical Framework (M-TPACK), which in turn
facilitated the implementation of their knowledge about content, technology,
pedagogy, and students by pulling them all together in a meaningful synthesis.
The authors further provide a list of activities to promote positive teacher
dispositions toward technology integration in teaching and support teacher selfefficacy. Following some useful tips on how to develop teachers’ content
knowledge, pedagogical knowledge, technological knowledge and knowledge of
students, the authors then conclude by saying that MLTs “can offer teachers a
flexible, relevant, personalized, metacognitive, and innovative way to teach.”
Chapter 6:
Using Mobile Technology for Student Teaching
Observations of Special Education Candidates
Stressing the importance of student teacher supervision in teacher education, and
in an effort to bring a solution to the problems involved in it the authors of
Chapter 6 exemplify an implementation of video conferencing via MLTs for student
teaching observation in special education. Giving a detailed account of this video
supervision, they make some very valuable suggestions on authorization
procedures, accounting for technological limitations, and conducting remote
observation.
They further discuss some concerns regarding the security of video conferencing
and protecting student confidentiality, pointing out that these issues can be
resolved by using secure software and appropriate procedures. All considered,
MLTs offer great benefits to save costs and time, relieving faculty in teacher
education programs from a great burden.
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Chapter 7:
Mobile Technology in Higher Education
by Josh Harrower & Cathi Draper Rodríguez
This chapter examines the replication and transferability patterns related to the
use of a mobile technology device across multiple instructors, settings, context,
and content areas in higher education settings. The authors describe their six-year
long replication study in detail.
First, they discuss expected adaptation in terms of fidelity of use, and then go on
to elaborate on the background, implementation, and implications of their study,
with student/instructor prior use of and familiarity with mobile technology as the
major variables.
They found that MLT was successful in supporting higher education STEM
learning. Implementation level, instructor familiarity, and student background
knowledge colored participant perceptions of MLT-related learning outcomes.
Based on this study, the authors strongly recommend that before introducing a
new technological device in a higher education classroom, instructors should
select the ones with documented suggested uses, repeat it at least twice, and give
time for adaptation.
Chapter 8:
Improving the Work Integrated
Learning Experience through Mobile Technologies
by Meghan Morris Deyoe, Dianna L. Newman & Jessica M. Lamendola
The authors of Chapter 8 present some challenges encountered in relating
teaching theory to workplace practice in a teacher education program, involving
the use of Work Integrated Learning (WIL), and how they have tackled these
challenges proactively and in a systematic way. The authors begin by introducing
the paradox of 19th century working views defining 21st century practicum, and
underscore the importance of real-time feedback in filling knowledge gap. Then,
they dwell on assessing students real-time through both summative and formative
assessment tools and touch upon the concept of knowledge-in-practice. Next,
describing their case study and presenting the details of how they implemented a
trial, they list some points of incidental learning from this trial. As an overarching
resolution to the potential major problems in the WIL process, they propose
higher level of collaboration between universities and school sites.
Chapter 9:
Opportunities and Challenges of Mobile Technologies
in Higher Education Pedagogy in Africa
by Frederick Kang’ethe Iraki
The author of Chapter 9, Iraki describes a study on the use of mobile phones in
Kenyan higher education context. Predicating his study on the problem of
inadequate utilization of mobile phones for educational purposes, Iraki explores
the learning benefits to be gained from MLTs, conducting a study in a French
literature class that required students to use their phones to send SMS messages
to the teacher. He found that using mobile phones for learning increased student
autonomy and promoted self-directed learning, and allowed self-paced learning
and developed problem-solving skills as well. Cultural specificities (e.g. individual
vs collective) and cultural bottlenecks emerged as very significant factors to be
taken into account for effective implementation.
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The author highlights the need for better cooperation and increased partnership
between private mobile phone companies and public institutions.
Chapter 10:
Promoting Strategic Reading Using the iBooks Author Application
by Natalia Auer
In Chapter 10, Auer focuses on digital reading in foreign language learning with
tablets. Reviewing the relevant literature on digital reading and effective reading
strategies, she then outlines a research project conducted in Denmark by using
the iBooks Author app. The project aimed to find out how students used reading
strategies when they used the tablets and which functions of the tablet helped
their comprehension. She found that students indeed used a wide range of
cognitive and metacognitive reading strategies reading with tablets. Using
Oxford’s (2011) S2R learning strategy framework, she exemplifies and elaborates
on how to embed reading strategies in digital materials. She further cautions
against generalizing findings from different digital texts/formats (e.g. PDF)
because each offers different features to support reading.
Chapter 11:
Using Mobile Technologies to
Co-Construct TPACK in Teacher Education
by Cornelis de Groot, Jay Fogleman & Diane Kern
Similar to Chapter 5, this chapter presents inquiries into how to benefit from MLTs
(specifically iPads) to support preservice teachers’ learning during their
practicum, taking Mishra & Koehler’s (2006) TPACK framework and design-based
approach as the conceptual/practical guidelines. Two key themes, immediacy and
eroded classroom isolation, have emerged, underscoring the increasing need for
on-the-spot interaction and real-time communication with faculty and peers. As a
result, co-learning by preservice teachers and teacher educators of many different
TPACK domains of knowledge is encouraged, and suggestions to improve
supportive learning environments for such co-learning that takes into account the
21st century learning needs are also made.
Chapter 12:
Reconceptualizing Learning Designs in Higher Education
by Nathaniel Ostashewski, Sonia Dickinson-Delaporte & Romana Martin
Based on an ongoing case study in the context of a post-graduate marketing
course, Chapter 12 lays out a roadmap for transforming traditional classroom
activities into engaging digital learning activities with iPad. The authors overview
the rationale and design considerations, describe the adaptations they have had to
make, and outline the outcomes and improvements they have obtained so far in
their implementation project. Their clear blow-by-blow description of the activity
development process is quite helpful and provides a useful exemplary model for
further practical considerations. They have found that iPad activities facilitate
higher levels of student engagement and achievement of learning outcomes, and
enable more authentic and transferrable learning to occur.
Chapter 13:
Framing Mobile Learning
by Kim A. Hosler
In Chapter 13, Hosler introduces us to Koole’s (2009) FRAME model and elucidates
on how it can be used as a scaffold to promote inquiry-based, constructivist and
authentic learning that makes use of MLTs.
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She exemplifies the use of the FRAME model by presenting in detail an inquirybased instructional unit implementation with MLT devices. After reviewing the
literature, she first explicates the concepts of constructivist environment and
inquiry-based learning. Then she gives the details of how she implemented the
FRAME model, where Table 1 on pages 247-248 is particularly helpful in that it
shows the specific aspects to consider. In a nutshell, she argues that the tenets of
inquiry-based learning mesh well with the key capabilities of mobile learning, and
when these are informed by the proper application of FRAME, situated learning
activities can be rendered more constructively effective.
Chapter 14:
Integrating Mobile Technologies
in Multicultural Multilingual Multimedia Projects
by Melda N. Yildiz & Kristine Scharaldi
Like Chapter 5 and 11, focusing on teacher education, in this Chapter, Yildiz and
Scharaldi explore MLT integration into professional teacher development
curriculum in the light of their study on the impact of MLTs on developing
multicultural/multilingual curriculum that promotes inclusive/differentiated
instruction, commitment to community service, and alternative views of global
education. Describing the implementation process of their “9M Model,” the
authors explain how they used various MLTs such as laptops, cell phones and GPS
devices in their teacher education classes. They further outline some of the best
practices, assessment tools and curriculum models that promote transdisciplinary
teaching, introduce some innovative uses of MLTs in developing multicultural
multimedia projects, and demonstrate MLT strategies to engage preservice and inservice teachers in project-based globally connected activities by providing many
sample activities using plenty of Apps.
Chapter 15:
Web 2.0 Technology Use by Students in Higher Education
by Rhoda K. Gitonga, Catherine G. Murungi
Like Chapter 9, which exemplified MLT use in the context of Kenya, in this chapter
Gitonga and Murungi also report their study on the use of MLTs (Web 2.0
technologies) in Kenya tertiary institutions. Similar to the local problem
mentioned by Iraki in Chapter 9, they also observe the underutilization of such
technologies in African countries and they set out to ascertain the current status
of MLT use, their results confirming this observation.
Although the majority of students were aware of the available Web 2.0
technologies, they did not adopt them for their learning. The authors discuss the
implications of their study and make recommendations for higher education in the
light of the relevant literature.
CONCLUDING THOUGHTS
The dizzying progress in mobile technologies and their ready adoption for
everyday uses have made their instructional integration inevitable, as the world is
moving towards increasing connectedness, networking and continuous
participation in all types of online platforms.
As succinctly put by Pachler et al. (2010) in their book titled Mobile Learning, the
increasingly “participatory culture” today drives the instructional use of MLT tools
in a more diversified and larger extent for enhanced learner participation.
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MLTs provide numerous opportunities for learners. By bringing together important
research on MLTs from the multiple perspectives of preservice teacher learning,
course design/redesign, from various geographical contexts (Africa, America,
Europe, Australia, etc.) and educational levels including considerations of access
in resource-poor environments, and introducing new and creative applications of
MLTs, this book makes a remarkable contribution to the field by filling a gap.
This book is also a great guide for practitioners since it provides many real-time
hands-on implementations of various frameworks and models with plenty of
visuals and figures. It also enlightens us about the future potential of MLTs to
pave the way for educational alternatives to enhance distance learning, especially
in higher education. As such, this book serves as an invaluable reference for those
who seek to gain deeper insights into the current and future MLT work and for
those who wish to get a glimpse into the future of MLTs.
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i

What Bates means here is “new media” with it sup to date meaning.

ii

This study is limited to the analysis and implementations of productions of TRT
Okul which started on 31 January, 2011 and continued till July 2014.

iii

The programs of Anadolu University, Open Education were last broadcasted on
TRT in 2007-2008 education s and then the broadcast of new programs was
delayed till 31 January, 2011 when further agreement was signed. The reason
for that is the 21sth article of “Law on Radio and Television High Council”
numbered 2954 which suggests that open education broadcast and such
educational programs are broadcasted on the approved TV channels reserved to
the use of Turkish Radio and Television High Council. Pay and broadcast related
issues are determined based on an agreement signed between TRT and
institutional player.
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For further detail regarding the analysis of Open and Distance Education
2020 vision, mission and main objective, see Kücükcan, Ufuk. A New TV
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Participant Institutions: Anadolu University, TRT, Ministry of National Education
EGITEK, University of California Media Center, BBC & Open University of UK,
Discovery Channel, Teachers TV, Athabaska University Educational Television,
Queensland University of Technology, Greek Educational Radio Television,
Ministry of Education of Austria, Medien LB, NHK Educational, Open University
Japan, Talal Abu Ghazaleh Business University, Turkish American TV, Worldwide
Education, Cambridge University of Press, FıLMA CASS, IPSOS KMG.
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